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ABSTRACT
The purpose of this research project was to examine theories of learning, theories of
teaching, and theories of listening comprehension with a view to developing and testing a
computer-enhanced listening comprehension system for English as a Foreign Language
within the Thai university system. In addition to carrying out an in-depth literature review,
factors contributing to difficulties in the listening process were also carefully examined in
order to build a sound foundation for dealing with listening comprehension. A brief history
and analysis of Computer Assisted Language Learning were presented together with a review
of some computer programs with the aim of determining their characteristics. An
Individualized CELL Listening Comprehension Program was then developed on the basis of
four theoretical frameworks: the Constructivist approach, the need to use authentic spoken
passages, reduction of cognitive load and response to learner differences.
The system was then used by twenty students of Suranaree University of Technology
(SUT), Thailand for a period of fifteen weeks. Students were volunteers from different
proficiency levels. SUT midterm and final examinations were employed, in part, to observe
the effect of the program on proficiency levels. The SUT examinations, which were usually in
a multiple-choice format, tested students on minor details through short, simple conversations.
These tests might not fit entirely within best practice for listening but they seem to be a
common way of measuring listening development in several educational contexts. Pretests
and posttests examining global ideas and specific details in written and multiple-choice
formats were then developed so as to provide a more accurate gauge of improvement in
listening skills. Log files were kept in order to scrutinize in detail students’ interactions with
the system. Questionnaire and interview techniques were applied to seek out students’
attitudes towards the program.
The results revealed that the participants performed better than their peers in the same
proficiency levels in SUT midterm and final examinations although the difference was not at
a statistically significant level. However, posttest scores were better than those of pretest at a
statistically significant level in most aspects except in case of the global ideas. The log files
revealed that all students tended to focus on the word level by attempting to understand and
decode every word in the transcriptions. This fixation is likely to explain the low global ideas
scores. Analysis was complicated by the fact that some students were not able to use the
i

program frequently enough, usually because of unexpectedly heavy schedules. However, the
data extracted through questionnaires and interviews showed that most students demonstrated
a positive attitude towards the various features of the program and felt that use of the program
had improved their listening skills. In addition to findings relating to the development of
listening comprehension, the study revealed that the majority of students felt that they did not
think listening comprehension and, more generally the study of English, was sufficiently
important to spend time on. This interesting but shocking discovery needs to be attended to
immediately as it may have a strong effect on how Thai students prioritize their learning of
English, and how this may impact on the levels of proficiency which they might subsequently
attain.
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CHAPTER 1: INTRODUCTION
1.1 English in the Thai context
The teaching and learning of foreign languages, especially the English language, has
played an important role in the Thai educational system for decades. It is reported that the
teaching and learning of English started in the period of King Rama V as early as 1873
(Langla, 1999). This might be a result of doing business with various foreign countries in that
period. As a result, possessing foreign languages was necessary for a particular group of Thai
people to communicate successfully in trading with foreigners. At present, English is still one
of the most widely offered foreign languages in the Thai education system, from primary and
secondary school through to university level. Around forty years ago, English was included in
the curriculum of Matayom Suksa 1 (lower secondary school) in all public schools. Later,
most Thai students in public schools began their English studies in Prathom Suksa 5 (primary
school).
However, most students start their English lessons even earlier. At present, according
to the new adjusted educational curriculum, students in public schools start receiving their
first English lessons in Prathom Suksa 1(elementary school) while those in the majority of
private schools start lessons in kindergarten. According to the curriculum, the proficiencybased levels of English are categorised into four categories: preparatory level (Prathom Suksa
1-3); beginner level (Prathom Suksa 4-6); developing level (Matayom Suksa 1-3); and
expanding level (Matayom Suksa 4-6) (Department of Academic Affairs, 2003). This results
from the fact that English is seen internationally as an important subject for all students to
master, especially in this era of globalisation.
Foreign languages are becoming an almost essential part of education due to the
international negotiation of economic and political ties. Technology, for example, has been
largely dominated by the English language and has become the international language of
aviation and technology (particularly the Internet). Thus an inability to communicate well in
English can be a great disadvantage for Thai school/university graduates. Knowing English
well, on the other hand, seems to be an instrument for graduates to acquire a better job and
position. Most companies, either Thai or foreign, large or small, frequently include a good
level of knowledge of English as one of the priorities and major criteria qualifications of all
applicants.
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According to the National Economic and Social Development Plans, one of the
objectives of the Educational Development Plan of the Thai government is to place more
emphasis on the promotion of technology and technical skills and, as a result, the appropriate
technical language. It is clear that the promotion of, and support for, the application of
modern technology in educational institutions is strongly encouraged by the government. The
plan also stresses the importance of language teaching and learning, with particular emphasis
placed on the teaching and learning of English (Office of the National Education
Commission, 2000, p. 3). The aim is to enable Thai students to reach a level of mastery in
listening, speaking, reading and writing skills; to understand the culture embedded in the
language; and to use language for the purpose of communication appropriate to time and
place (i.e. for students to function effectively and efficiently in English). Moreover, it is
hoped that after receiving twelve years of continuous language lessons, learners should have
good attitudes towards foreign languages; be able to utilize the language in their higher
education; and be able to creatively present Thai culture to the world community (Department
of Academic Affairs, 2003, p. 1). The study of foreign languages, which enhances extensive
national development for the benefit of research, economics, politics, and communication, is
also strongly promoted (World Education Forum, 2000).
The Educational Development Plan intends to thoroughly implement all four skills of
the English language, namely reading, writing, listening and speaking, in the teaching
syllabus at all education levels (primary through to university). In practice, however, it seems
that the major focus of teaching and learning (especially in primary and secondary schools)
has been primarily reading. According to the Department of Curriculum and Instruction
Development (1996), secondary students have an opportunity to study up to a total of 69
credits worth of English subjects but the majority of these courses focus strongly on readingrelated activities. Students are also taught a great deal of grammatical rules as part of these
reading activities. The concept of teaching grammatical rules is also published clearly in the
advertising brochures of various popular private language schools in Thailand. They explicitly
express that learners will be taught various grammatical rules because it is an important road
to successful English learning. Srisa-an (2004) and Keyuravong (2002) also point out that the
Grammar-translation method is still widely employed in English language teaching in
Thailand because it is the way most teachers learned their English. Consequently, they teach
their students through this method because they are accustomed to it.
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However, it can be said that the rest of the skills are not totally neglected but only
briefly introduced to students. They do not seem to be the major emphasis of teaching
English. According to Wiriyachitra (2002) and Wiriyachitra and Keyuravong (2002), listening
is not the focus skill in Thai education English curriculum. The lack of communicative
activities in the language teaching classroom seems to be in direct contradiction with the
intentions of the Educational Development Plan. A large number of Thai students have been
studying English for several years (commencing in elementary school and continuing through
to high school), but despite these years of language tuition, it has been generally accepted that
the majority of students will still have difficulty understanding English upon entering
universities. According to the article “Studying English is not difficult…” (2003) and, it is
clearly reported that most Thai students have been learning English for sixteen years but it
can be said that their English proficiency is very low and they still cannot use English
effectively and efficiently. Silanoi (2005) and Wiriyachitra (2002) also confirm this problem.
Furthermore, some of them have low self-esteem in using English and they are not willing to
communicate in English. They feel embarrassed when they have to speak in English (Biyaem,
1997). As a result, some of them try to avoid being in contact with English unless it is
absolutely necessary.
1.2 Listening comprehension of Thai students
As mentioned above, most Thai students have difficulty coping with English even
though they have been studying English for several years. The problem seems to become
prominent when they enter university, especially in the area of listening comprehension.
During the course of their study, some university students may have to listen to lectures in
English from foreign lecturers or by accessing the resources in English. When this happens,
most of them have great difficulty understanding the content of the lecture. According to
Jierakul (2003), listening comprehension of the majority of Rajabhat Institute students (i.e.
university-age students) is at a very low level. They cannot grasp the meaning of listening
texts or understand the content of listening texts. This may result from the fact that they had
very little experience in listening to English texts in their earlier studies.
In addition, when Thai students have to listen to television, movies or radio programs
in English, they cannot comprehend what is going on in the programs. Most of them solve the
problem by reading the Thai or English captions if they are provided. Prapphal (2003) carried
out a test with 3188 science students and 5808 social science and humanities students at
3

graduate level on their English skills and the result of the test interestingly shows the evidence
of poor ability in listening skills of the students:
As for science graduates, reading skills excel their writing and listening skills.
Similarly, non-science graduates do best on reading and worst on listening.
Their writing skills are quite close to their reading skills. (p. 9)

The result shows a disappointing but predictable trend in the low listening proficiency level of
the students, which may derive from the educational practice generally conducted in schools
and universities. The problem deserves urgent attention from teachers and students.
The problem will become more apparent when they further their education abroad and
live in English-speaking countries, where listening skills are extremely important. In the
academic setting they will not understand the lectures or tutorials delivered by the lecturers
who are either native or non-native speakers of English. The lecturers do not regularly deliver
their messages in a slow manner. Foreign learners such as Thai students are not treated
differently from native speaking students. They then fall into a confusing situation in the
classroom and end up sitting idly without being able to comprehend any concepts delivered
throughout the whole one-hour or two-hour period of the lecture. The problem becomes more
severe outside the classroom because students will again not understand the language used in
real life situations. Most students have to waste their time and money enrolling in and
attending several preparation or prerequisite courses. Listening skills, therefore, clearly
deserve more attention as a part of the overall language teaching and learning process. It
should not only be claimed to be taken care of theoretically in the classroom as it now
happens.
1.3 Factors affecting the listening proficiency of Thai students
In some school settings, students do not have a chance to be exposed to any listening
comprehension activity. Some teachers are not confident enough to speak English in their
classes because they are not familiar with the English language themselves and in any case
their English is unlikely to be at a native speaker level or sound like a native speaker. Some of
them have obtained their degrees in other fields such as physical education or mathematics.
However, they have to teach English and other major subjects to meet the requirement of the
schools. According to the article “75% of Thai teachers…” (2004), it was reported that some
English teachers in secondary schools or high schools do not have degrees in English so their
proficiency in English is very low. It was found that 75 percent of the teachers in 80
4

educational districts are classified as having low proficiency in English themselves.
According to the Bureau of Policy and Planning (2000), of 577,272 teachers, around 89
percent of them are categorised as general education teachers. It can be seen that there are few
English teachers. Although at present the government is trying to invest a huge amount of
money to increase the proficiency of English teachers by planning to provide them with
various kinds of training, the results of the intended action will not happen in the near future
and the problem will persist.
It is true that some learners are very fortunate to attend schools or universities that
invest a great deal of money in establishing self-access centres to support language learning.
A lot of money is spent in purchasing various English video tapes, both fiction and nonfiction. However, most of the videotapes are equipped with English subtitles or even Thai
subtitles. Learners, therefore, spend time reading the subtitles while they are watching the
tapes instead of practicing listening skills as they are supposed to. As a result, the students
create a belief in their heads that they can understand English and most of them cannot
function well when they have to interact in English in real life situations. There are some Thai
students who have opportunities to be exposed to English in class but, frequently, they are
taught to listen to short simplified listening passages of ‘normal’ English. They are mainly
exposed to contrived texts which have been created for the purposes of teaching and learning
English. When they are exposed to more complex or authentic texts such as television
programs, radio programs or academic lectures, they usually cannot understand or grasp the
main ideas or the details of the texts. They tend to feel frustrated and lose their confidence in,
and enthusiasm for, learning English. This is a very demotivating experience, as they think
that since they have spent such a long period of time and effort learning English, their
inability to achieve a reasonable level of proficiency demonstrates that they must not be
successful language learners. This sentiment could undermine all efforts to improve their
language skills.
Teaching listening also tends to be neglected in many language learning and teaching
situations because most teachers regard the skills as receptive and passive skills (Oxford,
1993). Most teachers believe that students will eventually acquire this skill if they are taught
to read passages and comprehend the grammatical rules in the English language or are only
exposed to the listening texts. It is assumed that learners will then be able to listen and
understand any English texts. As a result, they pay little or no attention to teaching listening
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skills in the classroom. Some of the teachers, furthermore, do not recognize an immediate
need for listening comprehension. They believe that students do not have to listen to English
in their normal living situations so the main focus of teaching is directed to reading skills,
which they believe the students will have more opportunities to employ. The teachers believe
that their students will rarely be in a situation that they have to communicate in and listen to
English, especially in countries where English is not considered a second language like
Thailand. Some teachers interpret an ability to communicate in English as merely being able
to speak in English or produce English sentences such as greeting others in English or asking
for directions. Learners are required to memorize numerous sentence patterns in each lesson.
However, they seem to forget that listening comprehension is also a necessary part. If learners
do not understand the response of their native speaker interlocutor, the communication is not
complete.
Another major factor that may lead to neglect in incorporating listening skills in the
teaching syllabus is that the listening skill is not included in most of the examinations. For
example, in normal testing situations in schools, students are usually tested in the areas of
reading and grammar and sometimes writing. Teachers generally hope for their students to do
well in the tests so they focus on what will be tested. The practice of teaching towards testing
leads to the fact that listening is not incorporated in the teaching syllabus. Furthermore, a
listening skill section is not directly incorporated in the National University Entrance
Examination, which is considered to be an important examination for every Thai student who
intends to enter public universities in Thailand. The listening skills are claimed to be
evaluated but this happens indirectly through multiple choice questions. Students are given a
written prompt and they have to read and choose the best answer to correspond to that
prompt. This may have an effect on the perception of the importance of listening skills on the
students. They may perceive that listening skills are not the priority for them to acquire unlike
the reading skills, which are tested in almost every examination.
This exclusion might be due to the belief that the listening test items are too
complicated to write or that it is valid to evaluate listening comprehension through reading
comprehension. In addition, it requires too much preparation and budget in terms of
equipment on the part of the test providers. The exclusion of the listening section or the
indirect evaluation, as a result, may be an easy way out for the teachers. Consequently,
listening comprehension does not receive as much attention as it ought to receive. The
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educational policy does not encourage listening comprehension but actually it is very
important and may hold other skills. This failure should be urgently brought to teachers,
administrators, and learners’ attention and a focus in terms of teaching and learning should be
immediately put on it.
1.4 Aims and objectives of the study
The aim of this research project is to study the importance of listening comprehension,
which urgently deserves more attention and present it in detail in various aspects to every
party involved. In order to serve this purpose, the thesis is then structured into eight chapters.
Chapter one serves as the introductory section. It examines listening comprehension in
the Thai educational context and listening comprehension of Thai students together with
factors affecting their proficiency.
Chapter two looks at three major theories of language learning, namely Behaviorism,
Innatism and Constructivism. This is carried out to look at the basic concept of each theory,
the roles of teachers and students in each environment as well as how classroom in each
language learning theory is arranged.
Chapter three examines four main theories of language teaching, namely Direct
method, Audio-lingual method, Communicative language teaching approach and natural
approach. General teaching practice in each theory is researched as well as the place of
listening comprehension in each theory are to be examined in order to observe how listening
comprehension is treated.
Chapter four deals with listening comprehension theories in various aspects. How
listening comprehension is generally treated in a classroom is also discussed. Moreover,
factors contributing to difficulties in the listening process, namely past historical background,
learning styles, learning strategies, cognitive load and memory span, task features, text
features, are carefully looked at in order to build a sound foundation in dealing with listening
comprehension.
Chapter five presents a brief history and categories of Computer Assisted Language
Learning. Advantages and disadvantages of CALL are briefly discussed together with a
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review of some early CALL computer programs. Later CALL programs are then presented in
order to provide their general characteristics, strengths and weaknesses.
Chapter six provides detail of a Computer Enhanced Language Learning program
developed from sound intellectual frameworks. These frameworks are a Constructivist
approach to meaning making, use of authentic materials, reduction of cognitive load and
responding to learner differences. The purpose is to provide learners with an environment that
allows them to deal with the listening clips in a variety of ways on their own.
Chapter seven discusses the experiment in detail. The participants’ proficiency before
and after being exposed to the proposed program will be carefully scrutinized through
midterm examination, final examination, pretests, and posttests. Their behavior and attitudes
towards the program are to be observed through different qualitative and quantitative
methods, namely log files, questionnaire and individual interview. This is done in order to
look at the effects of the program on the participants.
Chapter eight provides a conclusion concerning the whole experiment as well as a
brief discussion and suggestions on how to make the program and experiment better for the
future.
The next chapter discusses the history and basic concepts of three main theories of
language learning, namely Behaviorism, Innatism and Constructivism. The presumed roles of
learners and teachers and how the classroom environment is arranged in each theory will also
be discussed in detail.
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CHAPTER 2: THEORIES OF LANGUAGE LEARNING
Theories of second language learning are closely related to or sometimes based upon
first language learning theories. These theories do not seem to happen in a vacuum. They are
affected by earlier practices observed from classroom behavior and theories from other
disciplines such as philosophy and psychology. Theories of learning play a role in the
teaching and learning practices and environments. They have an influence on the assumptions
and beliefs in teaching methods. Language teaching and learning depends ultimately upon an
assumption of teachers or those who develop teaching methods towards how learning occurs.
This also leads to an effect on how teachers behave in the classroom or towards learners, how
learners are generally treated, and how a teaching environment in each teaching method or
approach is set up. As a result, it is necessary to understand the fundamental concepts or
nature of theories of language learning in order to be able to conceptualize or make links to
theories of language teaching.
Schwarz (1992) points out that language learning is generally accepted as one of the
most impressive mental operations of the human mind in terms of the complexity of
grammatical structures, the size of the mental lexicon, and the complex functionality that
learners of language, whether second or foreign language, are confronted. Hadley (2001)
mentions that language acquisition theories can be placed along a continuum ranging from
empiricist views on one end to rationalist positions on the other, with a distinction lying in the
presumed locus of control of the process of language acquisition. Various theories of
language learning have been proposed over the years to explain how a language is learnt or
how the process of acquisition has happened. They seem to reflect the philosophies dominant
at that time. Each of them seems to claim that it has a complete, well-grounded or ultimate
explanation of how language learning takes place. Some theories have a strong and profound
effect on language teaching because they attract lots of attention from teachers for a long
time. However, with the passing of time, a theory may be replaced by another theory in
popularity. Some dominant trends or themes in the way learning is conceptualized will be
mentioned in the following sections namely Behaviorism, Innatism, and Constructivism. This
chapter does not seek to place them in the order of importance that they have had on the
history of language teaching and learning and the discussion but only to represent a sample of
some important theories. The purpose of this review is to discuss the basic concepts of each
theory as well as the presumed roles of learners and teachers and how the classroom
environment is arranged in each theory.
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2.1 Behaviorism
2.1.1 The basic concept
Behaviorism stems from a psychological theory that is deployed to explain how
children learn their first language. It also has a prominent influence on second language
teaching and learning at a certain period in the history of language learning. Behaviorism has
its roots in the early 1900s in the work of a Russian experimental psychologist Ivan Pavlov
and an American psychologist John Watson (Biehler & Snowman, 1993; Bigge & Shermis,
1992.). The concept is derived from experiments with animals, known as Pavlov’s classical
conditioning. It is reported that animals will form a certain habit after they have been
conditioned to perform that habit for a certain time. Language learning in this theory is
viewed as habit formation. Besides, it is regarded as resembling any kind of learning in
animals and being similar to other kinds of human learning (Mitchell & Myles, 1998; Stern,
1983). It is claimed that there is no fundamental difference between a rat learning to press a
button to receive a pellet and a human learning to use vocal signals to satisfy basic needs. The
theory focuses on overt and observable responses and defines learning as a change in behavior
brought about by the influence of the environment or external forces. Hester (1970, p. 5)
explains the concept of behaviorism as follows: “for them [behaviourists] the human being is
essentially a machine with a collection of habits which have been modeled by the outside
world.”
The habit or behavior is seen as a ‘purposeless, mechanical, chancelike’ process and
can be shaped through a process of controlling rewards and punishments, which can be
thought of as ‘operant of conditioning’ by B. F. Skinner (Bigge & Shermis, 1992;
Hergenhahn & Olson, 1993). Brown (2000, p. 23) states that:
According to Skinner, verbal behavior, like other behavior, is controlled by
its consequences, when consequences are rewarding, behaviour is maintained
and is increased in strength and perhaps frequency. When consequences are
punishing or when there is lack of reinforcement – entirely, the behaviour is
weakened and eventually extinguished.

In the first language learning condition, it is said that children receive language input
from their parents and then imitate language until they eventually learn it. Parents are also the
primary sources of rewards or reinforcements and punishments for children. Bohannon and
Bonvillian (2001, p. 260) talk about language acquisition in behaviorism as follows:
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All behaviouristic accounts of language acquisition assume that children’s
productive speech is shaped by environmental agents (e.g. parents). Behaviourists
assume that children’s speech that more closely approximates adults speech
is rewarded, whereas meaningless or inappropriate speech is ignored or punished.

This kind of habit formation is also believed to happen in second language learning. Students
are believed to be able to successfully learn their second language through habit formation or
practice. They will hear the pattern and then imitate and practice it through various kinds of
drills or repetitions. Rote learning is strongly emphasized at first although this practice was
later criticized as boring for and demotivating to learners. Lightbown and Spada (1999) state
that imitation and practice are considered to be primary processes in language development in
the behaviorist view. Hester (1970, p. 6) also states: “[in behaviourism] foreign language
teaching should consist of some combination of mimicry, memorization (or mim-mem) and
pattern drills.”
Mitchell and Myles (1998) and Hadley (2001) point out that it is strongly believed that
practice results in perfection and learning will take place by imitating and repeating the same
structures again and again. Bloomfield (1942, p.12) points out the essential aspect of the
behavioristic approach:
The command of language is not a matter of knowledge: the speakers are quite
unable to describe the habits which make up their language. The command of
a language is a matter of practice…Language learning is overlearning: anything else
is of no use.

The practice is also carried out through trial and error. This means that students
receive reinforcements or praise when they correctly practice the pattern and the behavior is
believed to be maintained or increased in frequency. There are two kinds of reinforcements:
positive and negative reinforcements (Bigge & Shermis, 1992; Hergenhahn & Olson, 1993).
Positive reinforcement is something added to increase the probability of the behavior’s
recurrence, for example gold stars or a teacher’s smile while a negative reinforcement consists
of removing something to increase the probability of the behavior’s recurrence, for example a
loud noise or a teacher’s frown. Both are provided to make the rate of the desired behavior go
up. On the other hand, they will receive punishment such as a spanking and a harsh reprimand
or correction when they produce wrong utterances and the behavior is suppressed or
weakened. Removal of certain positive reinforcement is also considered effective in
eliminating the unwanted behavior. Through this mechanism of feedback offered to them,
they will eventually learn and acquire the language. Teachers are responsible for providing
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students with both kinds of feedback in order to help them learn the language successfully.
Chanier, Pengelly, Twidale and Self (1991) point out that the prevention of errors plays a very
important role in behaviorism. Errors are considered to be signs of learning failure and they
are not tolerable under any circumstance. As a result, numerous attempts are made in the
learning process to prevent errors from happening since errors indicate that learners are not
learning or progressing in an appropriate direction.
Given our comments above that language learning is viewed as a kind of habit
formation, second language learning, as a result, is considered as a replacement of a new set
of habits over the old set, the first language of the learners which is fairly well-established in
the learners. Mitchell and Myles (1998) point out that it is believed that the old set of habits
has a tendency to have an impact on learning the new set of habits, either assisting or
inhibiting. As a result, it is believed that if structures of the second language are similar to
those of the first language, language learning can take place easily. On the other hand, if the
two structures are rather different, learning seems to be very difficult to handle. For example,
the ‘singular-plural’ system is not present in the Thai language; as a result, it is predicted that
learners will have difficulty acquiring this rule in learning English. This particular aspect
seems to draw a lot of attention from teachers under the influence of this theory and has a
certain effect on teaching practices in the classroom.
2.1.2 Learners, teachers and classroom
In the Behaviorist approach, the assumption is that human beings are neutral, passive
and reactive (Bigge & Shermis, 1992). Students are then considered to be very passive and
dependent on teachers. They are viewed as empty vessels into which teachers will pour
knowledge. They are generally controlled and directed by the teachers. They are perceived as
a passive entity waiting to be programmed. The learners’ attempts to be involved in the
learning process are highly discouraged because it is believed that it will interfere with the
desired automatic response outcome (Griffiths & Parr, 2001). Beatty (2003) points out that
behaviorism takes the view that learners come to the learning process or classroom situations
with limited, little, or no background knowledge at all. It assumes that the learner’s state of
mind is like a blank slate which is passively and patiently waiting for teachers to write some
useful information onto it. In a more unkind and unfriendly view, it imagines that a hole is
drilled in the student’s head and knowledge is poured in. Learners are viewed as
‘depositories’ (Bork, 2000). Knowledge in this teaching practice is considered to be perfectly
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transferable from teacher to students. It is regarded that learners will completely receive the
whole body of knowledge that teachers transfer or transmit to them. Chastain (1976) points
out that the human being can be compared with a machine with multiple working parts. The
child’s mind is thought to be a tabula rasa which is stamped by various stimuli in the
environment or classroom in the case of second language learning.
On the other hand, teachers in this kind of learning are pictured as the knowledge
givers. They will direct and control the class. Roblyer, Havriluk, Edward and Havriluk (1997)
mention that teacher control is the main principle of this learning theory and that teachers are
the ones who determine all of the skills needed and ensure that students follow the directed
path and pace set by them in a step-by-step manner. Teachers are assumed to be the expert or
the source of learning materials, whom learners have to follow strictly without any doubt or
question. They have to be central and active and continuously keep the learners’ attention
through drills and practices. Teacher-centered, teacher-directed, or teacher-dominated are
terms usually employed to describe practices in this theory. According to Murphy (1997),
teachers in the behaviorism approach are viewed as mechanics of knowledge transfer while
students regurgitate the accepted explanation developed by the teachers. Moreover, teachers
serve as pipelines and seek to transfer their thoughts and meanings to the passive students.
Their role is the transmission of knowledge from experts to novices i.e. students. They also
act as architects and builders whose duty is to shape students’ behavior in a proper direction
(Bigge & Shermis, 1992). Chen (2000, p. 4) also points out the major role of the teachers in
the Behaviorist approach to teaching as follows: “Directed or ‘teacher centered’ instruction.
Lectures, tutorials, drills, demonstrations and other forms of teacher controlled teaching tend
to dominate behavioral classrooms.”
This trend of teacher roles is still apparent and has a strong influence on the Thai
society without the realization that it reflects the practice of Behaviorism. Teachers are very
well respected since they are the knowledge givers. The Bureau of Policy and Planning (2000,
p. 2), states:
Teachers will always serve as the torch bearers - to hand over knowledge and
ideas to the community. They will act as parents to the students. They may be
called under different names: teachers on horseback, volunteer teachers,
border-patrol police teachers, road-side teachers, hill-top teachers, yet they play
no different role from those of Thai teachers in general.
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For the classroom management, Bork (2000) points out that the classroom under the
practice of Behaviorism is dominated by teacher talk. Knowledge pours from the professor’s
mouth to the students’ ears and students receive it and sometimes put it in their notes.
Williams (1999) demonstrates that knowledge in this approach is seen as something static and
consisting of ‘universal truths or realities’ that can be cut up or broken down into manageable
chunks and transmitted or imparted to learners who are waiting passively for this parcel to
arrive. Learning objectives are divided into very small tasks which depend on one another and
subject matter is intentionally broken down into small, discrete steps and carefully arranged
into a logical sequence or step in order for learners to study easily (Bigge & Shermis, 1992).
Gruender (1996, p. 21) also comments on the classroom environment in this learning
approach: “The teacher and the textbook tell the student what is what, repetitive exercises
help them to memorize it, and examinations test what they have memorized, at least briefly.”
In addition, teaching seems to place focus on the structures which are believed to be
difficult for learners, i.e. the structures that are different from those of the learners’ first
language. As mentioned above, the ‘singular-plural’ system would be one of the main focal
teaching points in a classroom full of Thai learners of English. This is carried out through
repetitive drill and practice. Teaching materials should also be designed to maximize the
opportunity to receive correct responses which could then be reinforced (Jones & Mercer,
1993). Error correction plays an important role in the classroom environment because errors
represent a sign of improper development. When errors occur, they should be immediately
taken care of in order to prevent learners from forming and developing unwanted, wrong
habits.
Although Behaviorism was widely accepted for a certain time, later it was criticized
largely for its lack of explaining why children can produce various kinds of sentences that
they had never encountered before if in fact language learning results from imitation and
practice. In reality, learners seem to be able to generate sentences that they have never come
across in the limited input they have received. In addition, a research project was conducted to
examine parents’ speech to observe the hypothesis that parents reinforce, extinguish, and
punish their children’s verbal behavior. The results showed that parents rarely rewarded or
praised children for grammatical sentences as claimed in the theory. Instead they responded
with praise to the message content or a semantically acceptable utterance rather than focusing
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on the grammatical structures applied in the sentences (Brown & Hanlon, 1970; Brown,
1973). Ashcraft (1989, p. 500) offers the following clear example:
…a child might say ‘Me night-night da baby doll and receive attention and
praise for the meaning being expressed- a parent would likely respond ‘Yes,
you’re putting the baby doll night-night, aren’t you?’ with great enthusiasm.
Especially in the first four or five years of the child’s life, it is a rare parent
indeed who would respond ‘No, you put the baby doll to bed, you don’t
‘night-night’ a baby doll.’

As a result, the concept of reward and punishment in the habit formation process seems to
have no strong support at least in the simplistic form of error correction. The question of how
children eliminate the errors if their ungrammatical sentences still receive positive reward also
cannot be clearly explained on this ground to satisfy many critics.
It can be seen that the Behaviorist approach seems to put a lot of focus on teachers and
ignores the learners’ active involvement in the process of language learning. This can result in
inert and inactive behavior on the learners’ part. Even though Behaviorism had its
shortcomings in explaining various criticisms, it could be said that Behaviorism has had a
strong effect on the history of language teaching and learning for a period of time before its
popularity waned. However, it still seems to play an important role in the Thai educational
system to a certain degree. That is, some Thai classrooms are still directed and controlled by
teachers who still perceive students as knowledge receivers. Teachers are the models of the
target language and are solely responsible for giving the knowledge to the students.
2.2 Innatism
2.2.1 The basic concept
Innatism emerges from the criticism made against Behaviorism that children can
produce sentence patterns that they have never encountered before. Miller (1965) points out
that the total number of possible sentences in language is so great that it would be impossible
to learn each individual one through association with a particular set of environmental stimuli.
As a result, it is proposed in this theory that imitation and practice should not be a key factor
in the language learning process. Actually, language learning is governed by biological
mechanisms pre-programmed internally in each learner or it is a ‘species-specific’ behavior as
proposed by Lenneberg (1967).
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The major scholar of in the field of Innatism is Noam Chomsky, who strongly rejects
the perspective taken by Behaviorism. He suggests that language learning is not the same as
learning in animals as in the position supported by all Behaviorists. Language learning in this
theory is actually seen to be very special and different from other kinds of human learning. It
is claimed that language is highly abstract in nature and contains complicated and varied rules
but children can learn a language very quickly and efficiently in a systematic way because
each of them possesses an inborn language device which is primarily responsible for language
learning. This device is called the ‘Language Acquisition Device’ (LAD). Ashcraft (1989, p.
502) provides a so-called definition of Chomsky’s LAD: “According to Chomsky, this is an
innate device that is specially tailored to the task of abstracting phonological, syntactic, and
semantic information from a spoken speech sample.”
With only limited input that children receive, this device which is hardwired in the
human brain and triggered at a proper time causes children to learn and acquire the language
successfully and quickly in only a few years. Pinker (1994, p. 266) describes the LAD as
follows: “Just as wings allow birds to fly, the LAD allows children enough innate knowledge
of language to speak.” Brown (2000) summarizes four major characteristics of the LAD. First,
it enables children to distinguish speech sounds from other sounds. Second, it allows learners
to organize language into a system of structures. Third, it provides learners with the
knowledge of what is possible and what is not possible in terms of linguistic system. This
enables them to produce many grammatical sentences from limited input and prevent them
from uttering ungrammatical patterns that are not acceptable in that language. Fourth, it lets
learners construct the simplest possible system which is based on the linguistic data that they
are exposed to.
Besides, it is claimed that children can produce the patterns that they have never
encountered within any language input because they are biologically equipped with
‘Universal Grammar’ (UG). According to Lightbown and Spada (1999), universal grammar
consists of a set of principles that is common to all languages. Hadley (2001) also points out
that the Universal Grammar theory suggests the existence of a set of ‘fixed abstract
principles’ which are common to all natural human language and lead learners to organize the
input that they receive from the environment around them into certain ways. They will be able
to make use of these principles and generate the patterns themselves from the very limited
input around them. As a result, they can produce many grammatical sentences from a very
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limited input given or provided to them. Hester (1970, p. 15) explains the concept of LAD
and UG as follows:
This is to say that a rather small finite number of grammatical rules can produce
an infinite number of sentences. A speaker does not have to store a large number
of ready-made sentences in his head, he just needs the rules for creating and
understanding these sentences.

However, it is believed that if the LAD is not activated at the right time or before a ‘critical
period’, children may not be able to learn the language successfully.
Another Innatist who also has a great influence on the language learning area is
Stephen Krashen. In 1982, he proposed a five basic hypothesis model or ‘Krashen’s Monitor
model’ (Lightbown & Spada, 1999). He claims that these hypotheses can account for
language learning. First, the Acquisition-learning hypothesis explains that human beings
acquire a language, either first or second language, through an unconscious process, whereas
they learn a language through a conscious process which puts a lot of emphasis on forms and
linguistic rules of the target language. It is claimed that conscious learning will not transform
into acquisition. However, acquisition is what teachers should aim for when teaching a
language because the language acquired will be automatic and ready for natural use.
Second, the Monitor is believed to adjust an output of the acquired system before or
after the utterance of the learner is actually produced through written or spoken formats
(McLauglin, 1987). This Monitor, which does not operate all the time, is brought out to
function when learners concentrate on forms of the language more than on the content of what
they want to deliver. Learners will correct themselves by applying the Monitor in order to get
the correct form and they will do that when they have enough time to process the rules they
have learnt through conscious learning. Mitchell and Myles (1998) point out that there are
three main types of learners in terms of the Monitor: Monitor over-users, Monitor underusers, and optimal Monitor users. First, monitor over-users are learners who are afraid of
making mistakes so they constantly check what they are going to produce against the stock of
rules that they possess through learning. Second, monitor under-users are learners who do not
care much about the errors that they might make. They seem to put more focus on fluency and
speed so they hardly or never apply the rules that they have learnt to their output. Third,
optimal monitor users are learners who apply the Monitor neither too much nor too little but
apply it at the right time. This kind of learner is the one that teachers should aim for since they
know how to keep a balance between the forms and contents of the produced sentences.
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The third basic hypothesis is called the Natural Order hypothesis. It claims that
learners acquire the features of a language in a predictable order or sequence. Krashen (1995,
p. 12) describes the natural order hypothesis as follows:
One of the most exciting discoveries in language acquisition research in recent
years has been the finding that the acquisition of grammatical structures proceeds
in a predictable order. Acquirers of a given language tend to acquire certain
grammatical structures early, and others later. The agreement among individual
acquirers is not always 100%, but there are, statistically significant, similarities.

However, the sequence might not be the same as the order in which rules are taught or learned
in the classrooms. Besides, it is claimed that the order of acquisition of second language is not
exactly the same as that of acquisition of first language, but the orders are very similar to each
other.
Fourth, the Input Hypothesis, which is the central focus of the model, claims that
learners can acquire a language when they are exposed to an input which is just a little above
their current level, or i+1. This kind of input is called comprehensible input. It implies that if
learners understand the input, acquisition will take place, which is the main aim of learning
language. Several methods can be utilized to adjust the input to make it comprehensible to
learners such as utilizing less slang and using simple syntactic structures. Krashen (1995)
mentions that the input hypothesis largely relates to acquisition, not learning and the
comprehensible input should be provided to learners in sufficient quantity in order to create
an optimal environment for acquisition to happen. Pica (1994) supports the necessity of
comprehensible input saying that in order for learners to internalize the form and structure of
the target language, comprehension of the message is a necessary condition.
Fifth, the Affective Filter hypothesis explains the barriers that obstruct learners from
acquiring a language from the comprehensible input provided for them. The filter will block
the input and hinder acquisition from happening. The filter will be up in the learners’ minds
when they are anxious, unmotivated, or have low self-confidence or self-image. Stevick
(1976) points out the relationship between the affective filter and the process of second
language acquisition. He explains that learners whose attitudes are not optimal for second
language acquisition will not only tend to seek less input, but they will also have a high or
strong Affective Filter – even if they understand the message, the input will not reach that part
of the brain responsible for language acquisition, the language acquisition device. On the
other hand, those with attitudes more conducive to second language acquisition will seek and
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obtain more input, and it will strike ‘deeper’. This is what teachers aim for. It is clear that the
Affective Filter should be prevented or stopped from developing in order to allow the input to
pass through so that acquisition can occur. This could be done easily by preventing the
learners from feeling nervous and by increasing their motivation and self-confidence.
2.2.2 Learners, teachers and classroom
The fundamental concept of this language learning theory is that language learning is
a special kind of learning which can occur because of the biological, pre-programmed device.
Learners should be motivated and have a good self-image in order for acquisition to take
place. Learners in this approach are considered to be actively interacting with the input and
forming internalized rules. Bohannon and Bonvillian (2001, p. 287) explain the status of
children in this approach as follows: “The linguistic approach [Innatism] sees children as
active and specialized language processors whose maturing neural systems guide
development.” Learners do not require a large amount of input or practice in order to learn a
language. The system in their heads is the thing responsible for the success of language
learning but it is needed to be triggered at the right time.
It is clear that the aim of teaching in this kind of practice is to promote acquisition
instead of learning because acquisition leads to automatic use of language. According to
Lightbown and Spada (1999), the conditions for acquisition rather than learning are a focus of
language teaching based on Innatism. As a result, it is a major responsibility for teachers to
try to provide comprehensible input to their students in order to promote the acquisition
condition. Innatists strongly believe that students only acquire as they are exposed to samples
of second language which they understand or comprehend in order to be successful in
language learning. Furthermore, teachers should provide the comprehensible input frequently
and in large amounts for acquisition to occur. The teachers are required to adjust the input in
several ways such as modifying vocabulary items and grammatical structures to make the
language understandable to the learners.
Classes following this practice should avoid putting pressure on students in order to
avoid raising the Affective Filter in the students. Teachers should try to create a pleasant
environment for learners to acquire language. A non-threatening learning environment is the
condition that the teachers aim for. Learners have to be relaxed and enjoy the classroom in
order to reach the acquisition level. Error correction in this kind of classroom environment
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should be minimized because it could raise the affective level in the learners. This can result
in no acquisition. It is clear that the position is diametrically oppose to the perspective taken
in Behaviorism since the latter believe that error correction is very important and that errors
need to be taken care of or extinguished immediately.
This language learning theory refutes the Behaviorist perspective since it seems to be
able to explain why children learn language quickly and can produce various types of
sentences that they have never encountered before. It sits at the opposite end on the
continuum of language learning theory from Behaviorism. It has gained many proponents for
quite a while. It shifts a heavy emphasis from teachers to learners by relying upon the inborn
language faculty biologically imprinted in the learners’ brains. However, it is still under
attack by various critics on some unclear aspects of the theory (Brown, 2000). Many scholars
attempt to point out that there is no strong evidence to prove that human beings actually
possess an inborn language faculty which is responsible for language learning when they
receive an amount of language input from the environment. There is actual counter evidence
showing that children who are only exposed to language via television, which can be
considered a sufficient exposure, cannot acquire normal spoken language skills. Bohannon
and Warren-Leubecker (1985, p. 204) conclude:
Children need more than mere exposure to language; children appear to require
some form of interaction with mature language users for normal language
development. Thus the strong assumption that simple exposure to a language is
sufficient for the LAD to operate and thus develop normal language appears to
be false.

Moreover, it is attacked because there is no clear distinction between ‘acquisition’ and
‘learning’. The conscious and unconscious conditions of learning do not seem to be
distinguished clearly. Krashen’s input theory seems to be criticized because there is no clear
definition of what is the current level of competence of the learners (i) and what is a level
above that current level (+1) (White, 1987; Brown, 2000). In addition, comprehensible input
seems to be criticized a lot because it seems to guide teachers only to provide learners with
the type of language that learners can easily understand. This kind of language is generally
modified to make it easier for them to comprehend. As a result, when they have to go into the
real communication situation, they do not seem to be able to cope with language that is not
adjusted to make it ‘comprehensible’ enough for them. This leads to a failure of the purpose
of language learning. Another point which is under question by various scholars is the
affective factor. It does not seem to take into account the issue of learners’ differences. The
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fact that not all learners process, deal, or confront with the learning situation in the same way
seems to be ignored. It can be said that a low level of anxiety or ‘facilitative anxiety’ might
lead to paying better attention in learning for some learners (Bailey, 1983), whereas Krashen
seems to persuade teachers to create a classroom environment which has no anxiety at all for
learners.
2.3 Constructivism
2.3.1 The basic concept
This approach views language learning and teaching rather differently from the
Behaviorist and Innatist approaches. It was derived from branches of cognitive science.
Prominent scholars who have a strong influence on this approach are Jean Piaget (18961980), Lev Vygotsky (1896-1934), E. Von Glassersfeld (1989) and Jerome Bruner (1915)
(Murphy, 1997; Roblyer, 2003). According to the Constructivist approach, constructing
meaning is an inevitable process that happens in human beings’ lives all the time. The
meaning is then frequently constructed when human beings confront any situation. Human are
actively in control of constructing their knowledge based on their experience in the past (their
history) or previous knowledge. They are very active in interacting with the environment in
order to make sense of the world. Jones (1997, p. 6) suggests:
In the constructivism approach, learning is considered “a process of sense-making,
of adding and synthesising new information within existing knowledge structures
and adjusting prior understandings to new experiences.” So, the meaning perceived
by each learner from a particular learning experience is unique and each individual’s
experience is filtered through their personal understandings, beliefs, and values. …
Each learner approaches each situation differently and uniquely.

Mclnerney and Mclnerney (2002, p. 4) mentions the direction of Constructivism: “These
approaches… posit that knowledge is not transmitted directly from one knower to another, but
is actively built up by the learner…” Spivey (1997, p. 23-24) demonstrates that a
Constructivist perspective might be described as:
…an emphasis on active processes of construction [of meaning], attention to texts
as a means of gaining insights into those processes, and an interest in the nature of
knowledge and its variation, including the nature of knowledge associated with
membership in a particular group.

Asmul (1999, p. 3) also explains the trend of Constructivism:
The constructivist school views knowledge as a constructed entity made by each
and every learner through a learning process. Knowledge can thus not be transmitted

21

from one person to the other, it will have to be (re)constructed by each person.

This direction is explicitly mentioned by Jonassen, Myers, and McKillop (1996, p. 95):
Constructivism is concerned with the process of how we construct knowledge.
The knowledge that we construct depends upon what we already know, which depends
on the kinds of experiences that we have had, how we have organized those experiences
into knowledge structures, and what we believe about those experiences.

It can be clearly seen that the approach shifts the focus way from teaching and moves
towards learning. Learning is considered to be an active process which differs from the
Behaviorist and Innatist approaches. The focus of learning is largely placed on learners
themselves. They are the ones who actively interact with the environment in order to
construct the meanings based on their past accumulated experiences. Knowledge cannot be
totally transferred from one person to another because it is the result of each person’s
interpretation of a variety of interactions with the world.
Its various advocates have not approached Constructivism in exactly the same way.
There are some differences in viewpoints. However, in this chapter three major proponents of
this theory, namely Jean Piaget, Lev Vygotsky and Jerome Bruner, are mentioned because
they seem to have had a tremendous impact on the approach. According to Williams (1999),
Jean Piaget, a Swiss psychologist, has introduced a number of ideas and concepts which
clearly explain the notions of Constructivism from his point of view. He believes that
learners’ learning happens through meaningful exploration of the environments around them.
They then form ‘schemes’ or organized patterns of behavior or thought as a result of the
interactions. They can experience the world through three different ways: physical
experiences, mental experiences and social experiences (Biehler & Snowman, 1993).
Ormrod (2000) points out four major basic assumptions of Piaget. First, children are
very active and motivated learners. They are not passive receivers but they actively seek out
information about the environment and world around them to help them make sense of and
understand what is going on.
Second, learners gradually accumulate information around them and apply that
information when they construct a view of how the world operates. They build up their own
body of knowledge by basing it upon the experiences that they have accumulated when they
confront learning situations. They do not construct meaning in a vacuum.
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Third, it is believed that learners learn through two complementary processes:
assimilation and accommodation. They will match or assimilate into their accumulated body
of knowledge new experiences which are consistent with their existing knowledge schemes.
On the other hand, the accommodation process is the stage when they either modify an
existing scheme to take in a new event or simply form an entirely new scheme to deal with it.
It will occur when they cannot match the new experience with the existing scheme. The two
processes are necessarily carried out in order that they can form their new body of knowledge
and eliminate the state of ‘disequilibrium’ in their minds. If only assimilation occurred, there
would be no intellectual growth since they would only assimilate new information into the
existing structure. However, Hergenhahn and Olson (1992) point out that accommodation
tends to happen more frequently in early experiences than in later stages because more and
more of what is experienced will match with the existing scheme and require a process of
assimilation instead. Moreover, the ability to carry out the two processes is different from
child to child and may be slow so teachers should take this issue into account when dealing
with each child.
Fourth, it is very important to provide learners with opportunities to interact with their
physical and social environment. This experience allows them to develop their cognitive
systems. They will be able to realize that individuals are different and view things differently
depending on their perspectives which are based upon their experience.
Piaget also proposes that there are four stages in which each child’s scheme evolves:
sensorimotor stage, preoperational stage, concrete operational stage and formal operational
stage (Biehler & Snowman, 1993; Hergenhahn & Olson, 1993). First, the sensorimotor stage
is the period from birth to about two years. Children develop their schemes through sense and
motor activities or by exploring their own bodies and senses. They are considered egocentric
because everything is perceived with themselves as a frame of reference. Second, the
preoperational stage covers children from two to seven years old. They start to master
symbols such as words. However, they have difficulty in dealing with conservation problems,
which test their ability to recognize that certain properties remain the same even though they
change in appearance or position. They cannot mentally reverse actions. Third, the concrete
operational stage refers to the stage between the ages of seven to eleven years old. They can
perform and solve rather complex operations as long as the problems are concrete and the
objects are directly presented to them. They still have great difficulty in dealing with mental
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and abstract problems. Fourth, formal operational stage refers to the stage of over eleven
years old. Children can deal with abstractions and form hypothesis. They can also concentrate
more on possibilities than on realities.
In summary, Piaget believes that learners gradually evolve their schemes, accumulate
information from their experiences and actively construct their own understanding or meaning
of the world based upon their past experiences. Learners are not passive at all in terms of
learning or experiencing the world. They constantly try to relate or adjust new experiences to
what they already know in order to make sense of the world.
Another scholar who also has a strong influence on the Constructivist approach is Lev
Vygotsky, a Russian psychologist. His proposed theory is slightly different from that of
Piaget. He seems to put more emphasis on the influence of social experience on cognitive
development than Piaget does. Ormrod (2000) mentions some of Vygotsky’s principal
assumptions. First, interacting or dialoguing with adults and peers in social activities is
extremely essential for promoting learners’ cognitive development. Learners will incorporate
the ways that adults and peers interact with them into their internal mental activities.
Second, it is proposed that thought and language are separate functions for young
children. At first, language is used primarily as a means of communication but later language
is applied as a mechanism of thought. He proposes that learners should be encouraged to talk
to themselves when they have to interact with new and difficult tasks. This is a method to
assist them in directing their own behaviors.
Third, it is proposed that adults share specific concepts and terminology used in the
society through both informal conversations and formal schooling. Karpov and Haywood
(1998) point out that Vygotsky seems to emphasize the tremendous value of having adults
describe the discoveries of previous generations for the purpose of guiding learners. This
helps making the learning process easier for the young learners because they have support
from their elders.
Fourth, it is believed that children can perform more challenging tasks when they are
helped by more advanced individuals. The implication of this aspect of the theory is that
children will be able to deal with more difficult projects when they collaborate with adults
than the ones they can do on their own. This means that adults should play a role in guiding
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learning when the learners have to deal with more complicated tasks. This tends to support the
direction of the third category.
Fifth, it is claimed that challenging tasks promote children’s cognitive growth. The
range of tasks that children can only perform with the help of the others is called the ‘Zone of
Proximal Development’. Learners will be able to learn and progress tremendously when they
have a change made to their ‘Zone of Proximal Development’ with the help of more
competent individuals. The help can be in the form of dialogue, guided participation or even
challenges from experts. As a result, teachers should assign tasks that require learners to
perform successfully with help from others in order to help them progress. This involvement
will eventually empower them to construct and solve problems on their own (Adair-Hauck &
Donato, 1994).
In summary, Vygotsky seems to believe in the development of children through social
experience and collaborative learning with adults or more competent individuals. Interaction
with and support from other individuals, which can be done in a variety of formats, is a
necessary factor in developing the learners’ cognitive systems and achieving more difficult
tasks. Learners should be allowed to work with others to receive help so that they can
progress successfully.
The third scholar to be mentioned here is Jerome Bruner, an American psychologist.
His research and thought has been greatly influenced by Piaget (Bigge & Shermis, 1992). He
opposes the concept that human beings are passive or reactive organisms as suggested by the
Behaviorists. He also suggests that external reinforcement may assist learning at the
beginning but it does not facilitate the long course of learning. Instead, he asserts that human
beings are thinkers and creators who actively select information and form perceptual
hypotheses. Consequently, learning is an active process that requires them to construct
knowledge by relating incoming information to a previously acquired psychological frame of
reference. Bruner (1966, p. 72) explains the knowledge-getting process as follows:
To instruct someone…is to teach him to participate in the process that makes
possible the establishment of knowledge. We teach a subject not to produce little
living libraries on that subject, but rather to get a student to think mathematically
for himself, to consider matters as an historian does, to take part in the process of
knowledge getting. Knowledge is a process not a product.

25

Like Piaget, he believes that children develop through various cognitive stages.
However, the categories proposed by him are divided into three stages: enactive, iconic and
symbolic (Kristinsdóttir, 2001). In the enactive level, children manipulate material directly
without using words or imagination. The iconic level is where they are involved with mental
images and internal imagery. They can think about actions without having to experience
them. The symbolic stage is where the representation is based upon an abstract and flexible
thought. They also start to use symbols such as words and drawn pictures to represent things.
Biehler and Snowman (1993) and Bigge and Shermis, (1992) point out two major
principles of Bruner’s theory that have an effect on educational practice. First, he suggests
that learners should be assisted to grasp the structure of a field of study instead of focusing on
the mastery of facts and details because this kind of understanding helps them to master more
complex things. They are also more likely to understand and remember what they have learnt
and can apply the acquired principles to a variety of situations. Second, learners should be
provided with an opportunity to be actively and directly involved in figuring out various
concepts or solutions on their own or what he called ‘Discovery Learning’ instead of being
presented with prearranged materials. This will assist them to be confident in their own
learning abilities. They are believed to be active problem-solvers who are ready to explore
difficult subjects (Smith, 2002). Teachers should not think that they cannot deal with difficult
things and postpone the teaching. Teachers should also always encourage them in actively
engaging in the learning process in order to promote their cognitive growth (Roblyer, 2003).
Although the three main proponents of the Constructivist approach put emphasis on
different aspects, they actually seem to share some common ground, which seems to be the
core essence of the Constructivist approach. First, all three streams strongly believe that
children actively construct their knowledge. Learners in this view are not passive receptacles
for incoming information provided by teachers. They construct meaning actively based upon
the experiences that they accumulate from the environment. Second, social interaction is very
essential for children’s cognitive development. Children need to interact with the physical and
social environment around them in order to develop and construct their meaning so that they
can make sense of the world. Third, children will make sense of the world in the way that is
personal to them and every one of them will learn differently because of their different
contacts with physical and social environment. They will deal with tasks in a different way
based upon their historical background.
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2.3.2 Learners, teachers and classroom
Students in this approach are considered to be active and to construct meaning in their
own ways. They are not treated as if they were the same. They are viewed differently in the
way they construct the meaning because each of them is a product of different past
experiences. They are not assumed to come to class blank but they are instead involved in the
classroom with a rich set of ideas and experience. They then construct meaning based upon
their personal understandings of the learning environment or materials and experience
through interpretation, analysis, and synthesis of ideas. Brooks and Brooks (1999) state that
learners control their own learning and the search for meanings takes a different route for each
student. According to Slavin (1994) and Ginn (2004), learners must be active and they are not
just vessels to be passively filled with facts. Rüschoff and Ritter (2001, p. 221) explain the
learning process and the learner role in this approach:
…learning must be recognized as an act in which a learner plays the role of an
active constructor of knowledge. Within a constructivist framework, learning is
defined as an active process in which learners construct new knowledge and awareness
based upon current and past knowledge and experience.

Beatty (2003, p. 91) mentions the learner role in Constructivism:
Constructivism … differs radically from behaviourism, suggesting that learning is
a process by which learners construct new ideas or concepts by making use of their
own knowledge and experience. The learner has greater control and responsibility
over what he or she learns and relies on schema…to select and transform information,
create hypothesis and make decisions.

Freyberg and Osborne (1985) point out that learners come to the classroom with a wide
variety of background experiences that have shaped their understandings and beliefs. As a
result, the path that each learner takes to derive the meaning from instructional material may
not be the same because of the unique filter of understanding and beliefs of each learner.
Teachers in this approach are viewed differently from the way the former approaches
view them. They are no longer treated as knowledge givers. They are not considered to be
‘experts’ who pour knowledge into passive students. They are not the authorities who are in
charge of everything in the classroom. They serve as guides who provide directions for
learners especially the ones who are having difficulty in the learning process. Hsiao (1996, p.
6) states the changing roles of teachers in Constructivism: “Constructivists argue that it is
impractical for teachers to make all the current decisions and dump the information to
students…” Adair-Hauch and Donato (1994), Sechez (1997), Gruender (1996) and Roblyer
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(2003) also mention that teachers in constructivism only act as facilitators or mediators to
students and become like peers to them. They have to guide learners to observe, to activate
prior knowledge and to create environments or situations to prepare students to cope with real
situations outside of the classroom. Rote learning emphasized in Behaviorism seems to be
useless when they are involved in real communication. Ismat (1998, p. 9) states that:
Rather than a dispenser of knowledge, the teacher is a guide, facilitator, and
co-explorer who encourages learners to question, challenge, and formulate their
own ideas, opinions, and conclusions.

Gould (1996, p. 93) points out the characteristics of constructivist-orientated teachers:
They focus on big ideas rather than facts; they encourage and empower students
to follow their own interest, to make connections, to reformulate ideas, and to
reach unique conclusions. Teachers and students in these classrooms are aware
that the world is a complex place in which multiple perspectives exist and truth
is often a matter of interpretation, and they acknowledge that learning and the
process of assessing learning are intricate and require student and teacher interaction
as well as time, documentation, and analyses by both teacher and students.

This shows that teachers are not treated or expected to be similar to those in the old practices.
The roles of teachers in this practice have changed dramatically. They are no longer the center
of the classroom activities or the ones who are in control of everything in the classroom.
Mclnerney and Mclnerney (2002) also mention that there is a need for teachers to take
account of individual differences when they try to structure or develop learning experiences
for students. As a result, the classrooms arranged through this approach try to provide more
authentic and realistic tasks so as to represent the complexity of the real world to the students.
Biehler and Snowman (1993), Jones (1997) and Roblyer (2003) state that the Constructivist
classroom should provide learners with multi-entry points so they can choose where to start
and the task should be designed to reflect the complexity of the environment that they will
face. Besides, Jonassen (1991) suggests that an environment that can facilitate knowledge
construction should represent the natural complexity of the real world, focus on knowledge
construction rather than the reproduction of knowledge, present authentic tasks, and provide
real world environments rather than pre-determined instructional sequences. Rüschoff and
Ritter (2001) mention that instead of forcing students to function as passive recipients of
instruction or information, learning must provide them with opportunities to tap into resources
and acquire the knowledge.
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Cennamo, Abell, and Chung (1996, p. 40) describe the learning environment in this
approach:
…learning materials must be capable of supporting a variety of learners,
possessing a variety of perspectives, as they (learners) attempt to create
meaning from the instructional materials….meaning is not inherent and fixed
in instructional material; instead, meaning is created by learners as they interact
with the materials.

Driscoll (1994) mentions several characteristics of the learning environment. First, a complex
learning environment should be provided for learners. Second, they should be provided with
access to multiple modes of representation to allow them to examine materials from multiple
perspectives. Third, the learning environment should be reflexive and provide them with
opportunities to be aware of their learning processes. Fourth, they should be provided with an
opportunity to be actively involved in determining their own learning.
It can be seen that the learning environment which applies this theory’s underlying
principles allows and encourages learners to build on what they already know and move
beyond memorization and reproduction of information when they develop their own internal
principles. It can be seen that the classroom in this approach strongly emphasizes the
complexity of the real world that students have to face in their real lives, which is rather
different from the Innatist approach, which tries to present students with comprehensible or
simplified input in the belief that learners would eventually acquire language through
simplified resources. Teachers are totally responsible for providing an environment that is
rich and complex in order to offer learners an opportunity to confront with input that contains
the characteristics of real life communication. Various kinds of interaction are incorporated to
maximise a chance to construct meaning.
2.4 Conclusion
From the review of the three selected language learning theories, it can be seen that
each theory is situated on a different place on a continuum. This research project is, however,
takes a Constructivist approach as this best represents the complex learning environment and
creates teaching material in the form of an Individualized Computer Assisted Language
Learning Listening program to try to meet those learning environment demands. It is assumed
that the meaning-constructing process is an unavoidable process that always happens in
learners’ lives. It also supports the belief that learners are not passive but actually very active
in the learning process. They do come to the classroom with different backgrounds so each
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learner interacts with learning differently depending on the backgrounds that they have
accumulated. Knowledge is then always constructed and reconstructed by each learner. It
does not contain truths or realities. It is not static, universal and nicely packaged to be ready
to be delivered or transferred to them. It is actually very individual and generalized through
verification by interactions with others. Teachers should not control or direct how learners
learn. They should provide learners with an environment that represents the complexity of
real world and allows them to interact with learning or listening comprehension in a multiple
perspective.
The program to be developed as part of this research is therefore carefully designed
with these underlying assumptions in mind. It provides learners with various options or
multiple paths to constantly confront and explore the listening clips. Learners are provided
with various modes of interactions so they can construct the meaning of the listening clips in
ways that suit them. However, the program does not incorporate collaborative learning with
peers, which is one of the characteristics of the Constructivist approach. The reason for this is
the belief that this concept might not always support the learners especially Thai students.
They might prefer to work individually in constructing the meaning of a listening clip and not
want to share their answers with others. Physically working with others might also make them
feel uncomfortable and embarrassed if they think they cannot provide correct answers. This
might cause them to be reluctant to explore the program. Therefore, the program was created
taking an individualized perspective and incorporating various support structures to help them
while listening.
The next chapter will deal with four main theories of language teaching: the Direct
method, the Audio-lingual method, the Communicative Language Teaching approach and the
Natural approach. Their general theoretical characteristics will first be focused upon. Then,
the place of listening comprehension and how it is dealt with, including the nature of listening
texts in each teaching method, will also be investigated.
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CHAPTER 3: THEORIES OF LANGUAGE TEACHING
The concepts underpinning the learning theories discussed in the previous chapter
provide us with a good grounding because they play a role in determining how teachers teach
language to students. They direct the teachers’ perceptions on what language is and how
people generally learn language. Consequently, they have a profound effect on the way
materials are introduced or utilized, how classes are conducted and most importantly how
learners are treated. They then reflect how language is taught in the classroom setting. Each
teacher may favour different theories of language teaching depending on how they believe
language is learnt. The earlier methods in language teaching seem to employ the first
language of the learners as a medium of teaching. They are drawn on in delivering teaching,
conducting the classes, and communicating ideas among learners. Teaching also puts an
emphasis on teaching reading and writing skills because the main aim of learning a foreign
language is to enable learners to benefit from reading literature, which is considered a rich
bank of knowledge. Listening skills are generally excluded or not mentioned as part of the
learning and teaching process. The focus is, moreover, on making learners explicitly aware of
how grammatical rules function. According to Thanasoulas (2004, p. 8), the teaching methods
employed back in the earlier time of foreign language teaching can be described as follows:
At the time, it was of vital importance to focus on grammatical rules, syntactic
structures, along with rote memorization of vocabulary and translation of literary
texts. There was no provision of the oral use of the languages under study…

However, after several years of this kind of practice, the result of this teaching
approach is not very satisfactory since learners could not cope with the real language when
they had to be involved in real life communication. As a result, there seems to be some shift
in the teaching methods utilized in more recent teaching environments. Various theories of
language teaching have developed over time. Each of them has experienced different levels of
success and popularity among various camps of practitioners. Some teaching methods have
had a strong influence on the area of second language teaching for a long period while some
have only been brought in briefly and faded away quickly or considered only a small part of
the teaching curriculum.
‘Method’ and ‘Approach’ are the two terms used in describing the teaching
methodologies at present. Most of them are categorized as methods. However, for a clear and
better understanding, a distinction to clarify the differences between the two terms is provided
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by Rodgers (2001). He explains that a method is perceived to be a fixed teaching system with
prescribed techniques and practices, while an approach symbolizes a language teaching
philosophy that gives room for teachers to interpret and apply this philosophy in a variety of
different ways in the classroom situations. It is clear that a method refers to a more focused
path than an approach since it is more prescriptive and leaves little or no room for
interpretation by teachers.
In the following section, a number of predominant teaching methods and approaches
will be discussed in terms of their general theoretical characteristics. The place of listening
comprehension in each methodology, which is the primary focuses in this research project,
will also be examined in order to observe the shift from method to method and to look at how
listening comprehension is treated. These teaching methods have been selected because they
have occupied a major intellectual place in the development of the understanding of language
teaching and learning including English teaching in Thailand. All selected methods seem to
claim that listening skills or spoken language are involved and emphasized as part of their
teaching procedures. An understanding that listening skills have a role is then created in the
mind of teachers and learners so they automatically assumed that the skills are actually wellincorporated in the teaching and learning process. However, a careful study would soon
reveal that despite the fact that these selected teaching methods have been very important and
are used currently, they do not actually provide adequate practice for the listening skills.
3.1 The Direct method
3.1.1 Teaching practice
The Direct method was a revolution from the old teaching method which drew on first
language of the learners in the teaching environment. This method is based upon the concept
that second language learning is similar to first language learning. Second language learning
is then created to be close to first language learning by exposing learners to oral language as
much as possible in order to simulate the conditions under which children learn their first
language. According to Chung (2001), the proponents of the Direct Method declare that
second language learning is the same as first language learning and the objective of language
learning is to promote the ability to communicate with speakers of that language. Stern (1983,
p. 459) also mentions, “The learning of languages was viewed as analogous to first language
acquisition…”
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Hadley (2001) mentions that in the nineteenth century one of the educators who
advocated this teaching method proposed that learners would be able to learn to understand
language by just listening to it in large quantity. In this method, the first language of the
learners is totally avoided. This contrasts significantly with the traditional teaching method.
The Direct method holds that second language learning is improved when the language itself
is practiced and applied frequently. As a result, emphasis is on using the second language as
much as possible in the classroom situation. Translation into the first language is prohibited
since it is believed to hinder the learning process of the second language. Cochran (1952, p.
17) states in relation to this:
The fundamental principle of this method is that there shall be no use of the
learner’s own language. The use of learner’s language leads, it is felt, to
translation; and this must be avoided at all costs. …Learning a foreign language
through translation is “necessarily defective and incomplete.” No two languages
have exact meaning equivalents either in words or structures, so the use of the
learner’s native tongue will lead to confusion of the two language patterns.

Because of the forbidden use of the first language and translation in the classroom,
learning and teaching is carried out through the use of demonstrations and visual aids in order
to help learners understand the concepts that teachers try to convey to them. Diller (1978)
points to the implication of the name ‘Direct method’: meaning is delivered directly from
teachers to students in the target language through the use of demonstrations because the
students’ native language is absolutely forbidden and excluded in the teaching and learning
process. Larsen-Freeman (2000, p. 27) also points out the essence of teaching conducted in
this method: “Objects (e.g. realia or pictures) present in the immediate classroom environment
should be used to help students understanding the meaning….The teacher should
demonstrate, not explain or translate.”
The area that receives a lot of attention in this teaching method is pronunciation.
Larsen-Freeman (2000) and Rivers (1981) point out that correct pronunciation is considered
very important. Accurate pronunciation should be the main focal point of development at the
beginning of instruction. Hadley (2001, p. 25) demonstrates a classroom situation in Italy
which makes use of the Direct Method and focuses on pronunciation as follows:
Before the class has a chance to respond, the teacher works with the student on
the pronunciation of ‘Appalachian.’ Then he includes the rest of the class in this
practice as well, expecting that they will have the same problem with this long
word. After insuring that the students’ pronunciation is correct, the teacher
allows the class to answer the question.
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This practice emphatically reveals that correct pronunciation is the main focus of teaching so
teachers have to pay their attention and allocate class time for students to practice and correct
their pronunciation.
3.1.2 The place of listening comprehension
Lessons implementing this teaching method usually emphasize spoken language.
Lessons normally begin with a dialog in the target language. Bowen, Madson, and Hilferty
(1992, p. 24) state the emphasis of spoken language in the Direct method as follows: “They
[the direct method teachers] tend to favor an incubation period of listening.… Speech, not
writing, was viewed as the basis of language.” Rivers (1981, p.31) also mentions the
importance of spoken language in the Direct Method: “These theorists shared a common
belief that students learn to understand a language by listening to a great deal of it and that
they learn to speak it by speaking it…”
It could be said that through the practice of this method, listening comprehension
starts to receive some attention, whereas it was neglected in the past. Students will listen to
the teacher in the target language from the very beginning of the lesson. Richards and
Rodgers (2001) mention that listening comprehension was taken care of in the Direct method.
Cochran (1952, p. 16) refers to an emerging role of the spoken language in this method:
The beginning is always oral, with the teacher giving the words and sentences –
explaining them by pictures, gestures, or demonstration; while the students listen
and imitate him. Usually from the very beginning the words are introduced in
sentences, not separately: i.e., “What’s this?” “It’s a pencil.” “What’s that?”
“It’s a blackboard.”

Rivers (1981, p. 33) again clarifies characteristics of listening sources delivered to students as
follows:
From the beginning, the students were accustomed to hear complete, meaningful
sentences which formed part of a simple discourse, often in the form of a
question-answer exchange or an anecdote recounted by the teacher.

According to Larsen-Freeman (2000), students sometimes also have to be involved in
dictation activities by listening to the teacher reading out passages. The teachers usually go
through the passage three times. The passage is read at a normal speed the first time while the
students just listen to it. During the second time, the passage is read phrase by phrase with
long pauses between phrases. This is done to provide them with an opportunity to write down
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what they have heard. In the third time, the passage is read out loud at normal speed again so
that they can correct their work. Here, they have an opportunity to listen to the target language
produced by the teachers who are normally native speakers.
Teachers usually have to demonstrate sentences or vocabulary items through the use
of demonstration or pictures. However, Cochran (1952) and Brown (2000) mentions that the
teaching situation sometimes is controlled by what is demonstrable. As a result, listening
comprehension in this teaching method is very controlled and contrived by the nature of the
teaching method itself. Finocchiaro and Brumfit (1983, p. 5) also describe the nature of
teaching listening comprehension as follows:
Unfortunately, gradation and sequence of materials were not based on realistic
spoken speech, and some of the materials used in direct method classes have
remained as classic examples of artificially constructed sentences. Students may
have learned to say such unreal sentences as “La plume de ma tante est sur le
bureau de mon oncle,” but they may still have loved learning French.…They
may never have practiced in class how to buy a ticket for the metro....

They further comment on the artificial listening activities in the classroom:
Statements and questions were illustrated with actions, and students repeated
both the language model and the action. For example, a sequence might be,
“I’m getting up. I’m going to the blackboard. I’m writing my name.” The
statements were followed by related questions such as, “Where are you going?”
and later still by questions to class members such as, “Where is he going?/Where
did he go?” Unfortunately, however, all the statements used were related to the
classroom. Teachers did not generally think of students using language beyond
the classroom. Any connection with real life was expected to come later and was
not the business of the school. (pp. 5-6)

In addition, Larsen-Freeman (2000) emphasizes that the sentences that learners usually listen
to are broken down into small phrases and they are provided with long pauses when they
listen.
It can be seen that listening comprehension, which was almost totally ignored in
former teaching situations, starts to receive some attention from teachers and is intentionally
incorporated in the teaching curriculum. However, through the use of the Direct Method, it
can be said that the listening texts or conversations that learners are exposed to are very
contrived and artificial. They are usually provided only with complete sentences in simple
discourse. Long pauses are intentionally inserted in order to provide learners with more time
to deal with the listening texts. These kinds of simplified and unnatural input are not available
for them in real life situations where they have to encounter incomplete phrases and complex
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sentence and often with no long pauses for them to process the sentences. Moreover, the
listening texts that the students are presented with are very controlled and mostly related to
things in the classroom because teachers have to depend upon demonstration techniques in
teaching. As a result, when learners have to immerse themselves in broader real life
communication, they may experience great difficulty in understanding and comprehending
what is going on. The lessons might not actually prepare them to cope with real life situations
effectively and efficiently as it is hoped for.
3.2 The Audio-lingual method
3.2.1 Teaching practice
The Audio-lingual method is a term coined in 1964 by Nelson Brooks (Richards &
Rodgers, 2001). This teaching method is also known under different names such as the AuralOral, Functional Skills, New Key, American Method of language teaching and Michigan
Method (Hadley, 2001; Larsen-Freeman, 2000). The main purpose of this teaching method is
to create in learners the ability to communicate well through a second language. It has its root
in the principles of behavioral psychology, which suggests that learners generally acquire a
language through stimulus-response processes. Habit formation or language learning results
from reinforcement in terms of rewards and punishment and extensive mimicry and
memorization. ‘Over-learning’ of language patterns and forms is encouraged in this teaching
method because it is believed to lead to language acquisition (Bowen, Madson & Hilferty,
1992). Students in this method are always exposed to many kinds of drills because it is
strongly believed that if they ‘overlearn’ the language through drills, they will achieve
perfection and acquire the language eventually. According to Richards and Rodgers (2001, p.
57), “Drills can enable learners to form correct analogies.” Larsen-Freeman (2000, p. 43) also
states the main concept: “Students should ‘overlearn’ i.e. learn to answer automatically
without stopping to think.” Chastain (1976) also points out that the goal of language teaching
is to enable students to function the way native speakers do so they should eventually apply
the language at an unconscious level or without having to think about its structure.
In this teaching method, students are faced with repetition drills, chain drills, multipleslot substitution drills, transformation drills and so forth. (Larsen-Freeman, 2000, pp. 47-49).
Teachers lead the activities and require students to practice by saying the target patterns or
words again and again until they are able to produce them without hesitation. According to
Stern (1983), this teaching method seems to favor the use of the second language in the
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teaching environment but the first language is not totally excluded as in the Direct Method
classrooms. It is discouraged but not totally prohibited. As a result, students may turn to use
their first language when it is necessary. This is dramatically different from the learning
environment in the Direct method where using the first language is considered to cause
misconceptions in language learning.
This method is clearly based upon the Behaviorist theory which posits that second
language learning involves an attempt to change the habits that are formed in learners by the
learning process of their first language and replace a new set of habits in them. Consequently,
a comparison between first language and the target language is conducted so teachers can
foresee the difficulties that learners may encounter and try to cover those areas if possible.
Larsen-Freeman (2000) points out that the major focus of language teaching is to make the
students overcome the habits of their native language. The areas of difference between the
first and target languages will be focused upon in the teaching curriculum in order to help
students overcome these hindrances more easily. Error correction is also emphasized in order
to avoid the formation of wrong habits in learners. When errors occur, teachers need to take
immediate action in correcting them to prevent the errors from showing up again. After this
method boomed for a certain period of time with a lot of advocates, its popularity began to
fade by the end of the 1960s (Hadley, 2001).
3.2.2 The place of listening comprehension
The Audio-lingual method prioritizes listening and speaking and follows up with the
introduction of reading and writing. It is believed that learners should learn to understand and
speak the language before they progress to learn reading and writing skills (Rivers, 1981). As
a result, new material is always presented in dialog forms through tape recorders or teachers.
Students in this teaching environment usually listen to dialogs and repeat the dialogs. They
have to memorize the conversations and extensively repeat the patterns until they can produce
the whole passage without any errors. Rivers (1981, pp. 43-44) describes this teaching method
as follows:
…learning is based on dialogues containing commonly used everyday expressions
and basic structures of high frequency.…The dialogues are learned by a process of
mimicry-memorization, …Students learn the dialogue sentences by heart one by
one. First they listen carefully to the teacher, or a native model on tape, until they
can distinguish the sounds and intonation of the phrase to be learned. Then they
repeat the phrase after the model until they are repeating it accurately and fluently.
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Larsen-Freeman (2000, p. 36) provides a sample dialog which is read aloud by a teacher in an
Audio-lingual classroom in Mali as follows:
Sally: Good morning, Bill.
Bill: Good morning, Sally.
Sally: How are you?
Bill: Fine, thank you. And you?
Sally: Fine. Where are you going?
Bill: I’m going to the post office.
Sally: I am too. Shall we go together?
Bill: Sure. Let’s go.

She further points out that the practice is to allow the students to listen to the dialog carefully.
They then attempt to memorize and repeat each phrase in the conversation by imitating the
model teacher as accurately as possible.
Students in this teaching environment are treated like a machine to memorize and
reproduce what they have heard. Although listening skills are claimed to be taught or
incorporated in the syllabus, it seems that meaning is not the focus in teaching. Students tend
to be forced to memorize and regurgitate the dialog mechanically without thinking about the
meanings of the sentences. The learners sometimes have an opportunity to experience various
kinds of drills in the classroom but a cue or cue phrase is always given to them to fill in a
blank or to perform a substitution. For example, when they practise a single slot substitution
drill like ‘I am going to the bank’, cue phrases like ‘the post office, the library, the museum’
are always provided so they can substitute each provided phrase in the original sentence. It
can be clearly seen that the dialog implemented in the classroom with this teaching theory is
very controlled and contrived in nature. The sentences are always in a short and complete
format. Although the learners are given an opportunity to create several sentences, the
production is very mechanical. Besides, when they deal with the activities, the meaning is not
created by the learners themselves but is always guided by the teachers. Morley (1984, p. 9)
points out:
Clearly, audiolingualists recognized the importance of listening, as the very name
‘audiolingual’ demonstrates. Indeed, ‘listening’ provided the input for imitation.
However, the term ‘listening’ was applied to the auditory processing of a very
short speech segment (word, phrase, sentence) in order to reproduce it. The
goals of instruction were mastery of oral grammar and mastery of pronunciation,
not listening for meaning.

Rivers (1981) interestingly brings out the dangers of this teaching method that
students may progress like well-trained parrots with the ability to repeat whole utterances
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perfectly when they are provided with a certain stimulus. They may be uncertain of the
meaning of the sentences that they are delivering. Furthermore, they are at the risk of being
unable to use memorized words or sentences in their heads in contexts other than those in
which they have been trained to perform successfully. Brown (2000) also points out the focus
on the manipulation of language form and the disregard of content in the method. Krashen
(1995, p. 131) further demonstrates a drawback of the audio-lingual method in terms of
listening comprehension:
While the presentation of a dialogue, for example, may take up a full period,
students spend very little of this time focusing on the message, which is
presented over and over. The goal is the memorization of the dialogue, not the
comprehension of a message. …The applicability of dialogues to free
conversation and to genuine conversational management may be limited, …
Most dialogues are actually scripts, and are not designed to be used to negotiate
meaning.

Finocchiaro and Brumfit (1983, p. 8) comment on the teaching of listening comprehension:
While it is true that the spoken language was given precedence and that the film
strips and/or films gave students insight into both linguistic features and
paralinguistic features of communication (distances maintained by speakers,
gestures, or facial expressions), too much emphasis was often placed on
mechanical repetition of the tape and the objective was generally mastery of
sentence pattern rather than creative or real communicative use of language.

Furthermore, Cook (1996) mentions that although the spoken language seems to be
the main emphasis in the audio-lingual method, it is very strange that the structures it teaches
are predominantly those of writing. Hedge (2000) also points out that although the audiolingual method puts listening as the ‘primary’ skill in the teaching sequence of listening,
speaking, reading and writing, teaching seems to make available for the students only
restricted practice with scripted dialogs, which mainly aims to present language forms.
It could be said that teaching of listening comprehension does not seem to put an
emphasis on allowing learners to understand the meaning of the dialogs or sentences they
hear. It only tends to create or produce learners who possess unconscious habits in generating
sentence after sentence without any real understanding. It seems to turn them into machines
which record and then reproduce what they have heard without thinking about the involved
meanings. This may cause a tremendous problem when learners taught through this method
have to function in real life situations where conversation does not occur according to the
format of pattern drills in the classroom and where meanings become necessary in a process
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of negotiation. Actually, the dialog provided for them should contain characteristics of natural
speech so that they become accustomed to them when they have to function in real life. The
meanings of the conversations should also receive attention and be introduced to learners.
3.3 The Communicative Language Teaching approach
3.3.1 Teaching practice
It can be said that this teaching approach is the product of educators not quite satisfied
with the former teaching methods such as the Audio-lingual method. This is due to the
inability of the previous methods to prepare learners for interpretation, expression and
negotiation of meaning. They see that learners seem to be able to function effectively in the
classroom but seem to be handicapped in real life situations. Learners can regurgitate all
grammatical rules by heart but they cannot communicate successfully. Communicative
Language Teaching originated from a concept focusing on the grammatical structures of
language does not necessarily lead to real mastery of language. It therefore shifts the attention
away from teaching grammatical aspects of language to the mastery of communicative
proficiency. It asserts that linguistic competence alone is not sufficient for learners.
Communicative competence is required by successful language learners. There are many
scholars who support this approach, particularly Henry Widdowson, M. A. K. Halliday and
Dell Hymes.
The basic concept of this teaching approach is that language is acquired through
communication. Savignon (2002, p. 22) states that “the essence of communicative language
teaching is the engagement of the learners in communication to allow them to develop their
communicative competence.” The learners are required to communicate or interact with one
another during a class period in order to expose themselves to real communication. Richards
and Rodgers (2001, p. 155) argue that the aim of this teaching approach sets out
communicative competence as the goal of language teaching and focuses on teaching of the
four language skills. Hymes (1971) proposes that communicative competence represents the
ability to use language in a social context and to observe sociolinguistic norms of
appropriateness. It puts a focus on language as social behavior. Savignon (1997, p. 3) also
states:
… the term ‘communicative competence’ …characterizes the ability of classroom
language learners to interact with other speakers, to make meaning, as distinct
from their ability to recite dialogues or perform on discrete-point tests of
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grammatical knowledge.

Rodgers (2001, p. 5) summarizes the major principles of this approach as follows:
- Learners learn a language through using it to communicate.
- Authentic and meaningful communication should be the goal
of classroom activities.
- Fluency is an important dimension of communication.
- Communication involves the integration of different language skills.
- Learning is a process of creative construction and involves trial and error.

It is clear that communication is an important focal point in this teaching approach. Learners
are encouraged to use the target language with the things that they will recognize as
purposeful and communicative. It is believed that if they use the language in this way, they
will then learn it because it supports the idea that knowing generally results from doing and
interacting with the real world.
Richards and Rodgers (2001) state that the communicative language teaching
approach can be said to derive from three different theoretical premises: the communicative
principle, which encourages the activities that involve communication; the task principle,
which involves the completion of real world tasks; and the meaningfulness principle, which
requires learners to engage in meaningful and authentic language use. Fluency in
communication rather than accuracy is emphasized in this approach; therefore, errors are
tolerated and not seen as a bad habit which would become permanent in the learners’ systems.
Larsen-Freeman (2000) points out that errors are not a focus in the classroom because they
are seen as a natural outcome of the development of communication skills. Teachers will not
immediately intervene and try to correct the errors produced by the students during an
activity. They might note them down and return to discuss the errors at a later point of the
class time instead. This practice is unlike that of the Audio-lingual method which regards
errors as a bad habit which must be avoided and taken care of instantly because it forms a bad
tendency in learners and will eventually prevent acquisition of language, which is the main
objective of language learning.
3.3.2 The place of listening comprehension
In this teaching approach, listening and speaking skills are focused upon. It is
mentioned that learners have an opportunity to listen to authentic or real life dialogs or texts
that they have to encounter when they are to be in real situations in the target language.
According to Bacon (2004), students in communicative language teaching are exposed to real
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life situations, for example buying food at the supermarket or asking someone for directions.
They have a lot of opportunities to be exposed to everyday and authentic language. Galloway
(1993, p. 7) describes teaching in the Communicative Language Teaching approach as
follows: “Communicative language teaching makes uses of real-life situations that necessitate
communication. The teachers set up a situation that students are likely to encounter in real
life.” It can be said that the approach makes an effort to bring learners in closer contact with
authentic language examples while also promoting fluency. They have opportunities to listen
to authentic texts in the classroom either through recordings or teachers. However, Savignon
(2002, p. 12) states that teaching programs that aim for communicative competence should
pay closer attention to providing the students with the opportunities for meaningful language
use, and gear them towards the opportunities to focus on meaning as well as form.
Besides being required to listen to authentic dialogs or texts, learners have to answer
some comprehension questions after they finish listening. Galloway (1993, p.8) gives one
example of communicative activities prepared for the teachers by Karen Willets and Lynn
Thompson of the Center of Applied Linguistics in Georgetown as follows:
Instructions to students:
Listen to a conversation somewhere in a public place and be prepared to
answer, in the target language, some general questions about what was said.
1. Who was talking?
2. About how old are they?
3. Where were they when you eavesdropped? etc.

Savignon (1997, p. 31) also explains characteristics of the listening activity taken from K.
Morrow and K. Johnson’s book Communicate 1:
This is an exercise in extended listening to unscripted, authentic English. The
characters involved are real people talking about their real jobs and interests.
…A major point of doing exercises like this is to give them the confidence not
to panic as soon as they realize they have missed a word or a phrase, and to show
them how much they can get out a passage of this sort.

It can be said that in the classroom with this kind of teaching approach, listening for
meaning is also a focus. Learners are required to listen to target language texts from tapes or
videos and then they are expected to answer some comprehension questions in order to
demonstrate how well they can understand or interpret the text. The questions used in judging
the students’ comprehension may be presented in either an open-ended or multiple choice
format. The listening texts presented in the classroom are claimed to be authentic in nature
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and to possess characteristics of real speech or everyday conversations in order to give them a
lot of exposure to prepare them to function successfully outside the classroom.
However, in practice, students in this approach are often still exposed to audio-video
resources which are specifically written and developed for pedagogic purposes. Stories under
various themes are carefully plotted and created to be presented to learners. Clear turn-taking
and long pauses are incorporated to make the input not too difficult to understand.
Characteristics of authentic texts such as hesitation or false starts are presented in the listening
texts but they are intentionally inserted in order to mimic real speech so they are not natural.
This form of audio-video resources still does not represent real communication that learners
have to face in real life. Therefore, they may again not be able to function successfully when
they have to be involved in communication outside the classroom.
3.4 The Natural approach
3.4.1 Teaching practice
This teaching approach can be said to be a spin-off from communicative language
teaching. It has been well accepted by many educators because of its apparently sound
principles. In 1983, Tracy Terrell developed this approach firmly grounded on Stephen
Krashen’s Monitor theory, namely the acquisition/learning hypothesis, the monitor
hypothesis, the natural order hypothesis, the input hypothesis, and the affective filter
hypothesis (Hadley, 2001). Details of each aspect of the theory are discussed in Chapter 2.
This approach echoes a concept that people learn a second language in the same manner as
they do the first language. That is they would learn by listening to oral input first, which is
similar to the concept of the Direct Method. However, it further explains that learners should
produce speech at a later time when they are ready. They should not be forced to
communicate in the second language at the very beginning. Consequently, a silent period and
error tolerance are not considered as problems in this approach. Terrell (1977, p. 330) and
Krashen and Terrell (2000, p. 87) point out that there is no evidence demonstrating that the
correction of the students’ errors is helpful in language acquisition. In fact, it might actually
create negative effects on motivation and also embarrass learners in the classroom.
Consequently, it should be avoided at all costs.
The approach focuses on communication abilities. An attempt to promote acquisition
rather than learning is also one of the major principles. It is believed that acquired knowledge
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is responsible for the automatic ability to communicate with others, whereas learned
knowledge is composed of grammatical rules that learners consciously apply when they use
the language in communication. The learners would be able to use this learned knowledge to
monitor their speech in communication only when they are provided with time to think about
and apply the rules they have learnt. They also have to focus on form or correctness in using
learned knowledge in communication. However, learned knowledge cannot be transformed
into acquired knowledge; therefore, class time should mainly be designed to promote acquired
knowledge rather than learned knowledge. Acquired knowledge would occur when the
learners understand the input with which they are faced. As a result, it is the teachers’
responsibilities to provide comprehensible input to the learners during the classroom time.
In addition, comprehensible input should be provided for the students in a large
amount and frequently enough in order to help promote acquisition. Krashen (1995, p. 138)
states that “the entire goal of classroom practice in the Natural Approach is to provide
comprehensible input.” It is also suggested that acquisition of grammatical structures of the
second language proceeds in a predictable order. No matter what the teachers teach the
learners, they seem to acquire the grammatical items in a specific order. Unfortunately, there
is no clear set for that order provided so far in the second language teaching area. It is also the
teachers’ responsibility to create a relaxing and friendly learning environment in the
classroom. Classroom experience should be interesting and motivating for the students. They
should not be placed in high-anxiety contexts or receive a lot of pressure because their
affective filter will be up and this can prevent the acquisition process from occurring.
3.4.2 The place of listening comprehension
Listening comprehension seems to be given much attention in this teaching approach.
Richards and Rodgers (2001, p. 183) state that “the focus in the classroom should be on
listening and reading.” It is claimed that learners would have an opportunity to listen to basic
personal communication skills such as announcements in public places and everyday
conversations or they would have to listen to academic learning skills such as lectures. This
could be done through the teacher’s speech or audio machines. Terrell (1977, p. 331) clarifies
listening comprehension in the Natural approach as follows:
…initial classroom instruction involves listening comprehension activities
almost exclusively, … ‘if the student is permitted to concentrate entirely on
comprehension by permitting response in L1, he can rapidly expand his listening
comprehension abilities to a wide variety of topics and still be comfortable in the
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communication process’.

However, the oral texts that are frequently provided for learners in a large amount are
adjusted to make them comprehensible to the learners. This adjustment follows the principle
of providing input that is comprehensible for learners to help them acquire knowledge. As
Kiymazarslan (1995, p. 4) mentions, “…the instructor should provide input that is roughlytuned. The teacher should always send meaningful messages…” Richards and Rodgers (2001,
p. 183) also describe the function of input in this teaching method:
Just as child acquirers of a first language are provided with samples of ‘caretaker
speech,’ rough-tuned to their present level of understanding, so adult acquirers of
a second language are provided with simple codes that facilitate second language
comprehension. One such code is ‘foreigner talk,’ which refers to the speech
native speakers use to simplify communication with foreigners. Foreigner talk is
characterized by a slower rate of speech, repetition, restating, use of yes/no
instead of Wh-questions, and other changes that make messages more
comprehensible to persons of limited proficiency.

Although listening comprehension is recognized and taught in this approach, it can be
seen that the listening texts presented to learners are often adjusted and tuned by making them
slow and clear to make them into comprehensible input so that the learners could understand
the meaning of the messages. Terrell (1982) points out some characteristics of
comprehensible input as a slower rate, simplification of syntax, longer pauses and extra
volume, etc. It is believed that input which is not understandable to the learners is just noise
that is meaningless to them and does not play any role in promoting acquisition at all. As a
result, it is the teachers’ primary goal to deliver this type of input to the learners. Krashen
(1995, p. 25) states that “the input hypothesis predicts that these simplified codes will be very
useful for the second language acquirer, just as caretaker speech is posited to be useful for the
child.”
Learners in this teaching approach may be able to function successfully in listening
comprehension tests in the classroom settings. However, by adjusting the input, it lacks the
characteristics of real oral texts which are fast and fuzzy. As a result, when students who are
always immersed in comprehensible input have to function in real life communication, they
may have difficulty dealing with the oral texts. They may not be able to understand the
meaning of the texts or the messages that speakers try to send across to them. This is because
the contrived input does not contain the same characteristics that real input does.
Consequently, although listening comprehension is claimed to be taken care of in this
45

teaching approach, learners might not actually be prepared to function effectively and
efficiently in real life communication because of the tremendous doses of simplified input
they generally receive.
3.5 Conclusion
It can be claimed that listening comprehension is given varying degrees of attention in
all the teaching practices mentioned. However, there is a major concern with how it is treated
and what kind of listening input is actually presented to learners. Some practices mainly
provide them with input at sentence level and in simple discourse. Students are sometimes
only trained to memorize phrases in the listening texts so they can regurgitate whole texts
without understanding the messages delivered in the texts. Besides, the listening clips
presented to learners are frequently claimed to be authentic by incorporating some
characteristics of natural speech. However, in reality these clips are actually created and
produced to suit the purpose of language teaching and learning so they are not really
authentic. They may contain some characteristics of real speech but these characteristics are
carefully inserted to artificially represent real speech. They are also often arranged to consist
of clear turns and contrived purposes. Therefore, learners are usually exposed to the audiovideo recordings of stories specifically prepared for pedagogic purposes. Finally, listening
texts provided to the learners are sometimes adjusted to make them easy.
It is clear that listening comprehension is actually not as well taken care of as it is
claimed to be. In order to prepare learners to be successful both inside and outside the
classroom, the aim of language teaching and learning, learners should be provided with
listening texts which are not intentionally developed or written for teaching purposes. They
should be presented with the kinds of authentic listening clips which they actually have to
face in real life situations. This is to provide them with practice with situations that they have
to cope with. This research project aims to provide learners with the kinds of authentic
listening clips that they actually have to encounter in real world communication in order to
make them aware of the things they have to deal with and equip them with the ability to
function successfully both inside and outside the classroom.
The following chapter will cover an in-depth review of a theoretical perspective of
listening comprehension. The generally used procedure in dealing with listening
comprehension in classroom situations will be looked at. Factors contributing to difficulties in
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the listening process, including learning styles, learning strategies, cognitive load, text
features and task features, are carefully examined in order to better our understanding and
build a sound foundation in dealing with listening comprehension.
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CHAPTER 4: LISTENING COMPREHENSION
Teaching and learning of second or foreign language seems to concentrate on
speaking, reading, writing and pronunciation. It has been seen that listening comprehension is
often left out of many theoretical books while other skills like reading, speaking and writing
are always incorporated. Listening comprehension is claimed to be taken care of but it
actually seems to be neglected and overlooked by both teachers and learners in second and
foreign language in all educational levels in many countries including Thailand. It is the least
stressed or focused on skill in the language classroom and receives the least pedagogical
attention (Toussiant, 1966; Paulston & Bruder, 1976; Herschenhorn, 2001). Pearson and
Fielding (1982, pp. 625-626) remark on the general neglect in listening comprehension:
We do not understand why there is so little attention paid to listening
comprehension as a matter for a school curriculum when students spend so
much time listening. We would like to see more emphasis given to listening
comprehension as an entity in its own right.

Weaver (1972) also points out the history of extensive instructional focus on the expressive
areas of language use or speaking and the comparative neglect of the receptive areas like
listening – even though it is clear that the receptive skills are used more than twice as much as
the expressive skills.
Although the preceding comments were made several years ago, the minimal attention
paid to listening comprehension still persists. Feyten (1991), Oxford (1993) and Tschirner
(2001) point out that listening comprehension often plays only a trivial role in foreign
language teaching and learning environments despite the fact that it often figures prominently
in curricular guidelines and statements of objectives. It is always included as one of the main
objectives in the curriculum that students need to acquire but in practice it usually receives
little attention. This statement is also applicable in the Thai educational system, which pays
very little attention to the area of teaching listening comprehension for the reasons mentioned
in Chapter 1.
In fact, listening skills are very important but relatively few research projects are
carried out in this area. In addition, it is widely believed that listening skills are enabling skills
that can happen on their own. Some teachers also believe that if students are efficiently taught
and trained in reading and speaking skills, they would acquire these skills and as a
consequence their listening skills will be improved too. Furthermore, listening skills are
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viewed as developing automatically without any aid or teaching. The only thing that students
require is repeated listening or large doses of listening and they would acquire the skills on
their own without any teacher help. Brooks (1960, p. 66) states, “It is assumed that if students
listen to the language in large doses, by sufficient exposure to readings and other oral
presentations, listening skills will develop.” Brown (1990) also points out that it is assumed in
teaching that students would easily acquire the ability to understand the spoken language if
they hear their teachers speaking or listen to a tape. He further clarifies:
For many years it was suggested that students would learn to understand the
spoken form of the language simply by being exposed to it. Many courses
which purport to ‘teach’ listening comprehension in fact consist of exercises
which expose the students to a chunk of spoken material on a tape and then ask
‘comprehension questions’ to try to find out whether or not the student has
understood the language of the text. …The students are not receiving any help
in learning… (p. 8)

Furthermore, Scarcella and Oxford (1992, p. 140) indicate that the reason that
listening is often neglected in language instruction is that: “The concept, shared by other
authorities, seems to be that listening comprehension simply takes care of itself without any
aid or teaching, and that osmosis is all that needed.” Hedge (2000, p. 227) also states a
misconception of listening comprehension in the English language teaching curriculum:
“Certainly some ELT methods have assumed that listening ability will develop automatically
through exposure to the language and through practice of grammar, vocabulary, and
pronunciation.”
4.1 Importance of listening comprehension
In fact, listening comprehension needs more attention from both teachers and students.
It is actually an important skill and the most frequently used; it plays an important role in
everyday life. It is often said that a proportion of time that a person engages in during daily
communication is 9 percent for writing, 16 percent for reading, 30 percent for speaking and
45 percent for listening (Rivers & Temperley, 1978; Oxford, 1993; Celce-Murcia, 1995).
Morley (1984, p. 7) also mentions the proportion of the listening in daily life:
Listening is the most frequently employed skill in daily language use. Research
results vary slightly, depending upon the groups studied, but on the average,
time spent in communicating divides into approximately 50 percent listening,
25 percent speaking, 15 percent reading, and 10 percent writing.
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Scarcella and Oxford (1992, p. 139) simply mention a similar trend of listening
comprehension that it occupies more than half of the time spent by college students in
lectures. Powers (1985) reports that listening skills actually play a crucially important role in
one’s academic success.
It is clear that listening comprehension is an essential skill to be acquired and should
not be taken for granted in the foreign or second language teaching and learning environment.
The ability to listen cannot be transferred from teaching of other skills. In order to prevent
listening comprehension from being treated like the ‘Cinderella’ skill, as Nunan (1999) calls
it, listening comprehension should be given time and attention in the classroom and this
should be done from the very beginning and throughout the students’ academic lives. It
should not be treated as a by-product skill in the learning environment.
4.2 Listening comprehension is a passive skill, isn’t it?
Traditionally, listening was considered to be only an ability to understand spoken
language. In the traditional model of listening comprehension, it was assumed that speakers
had an idea in their heads and then they encoded the idea into words. They then delivered the
words to listeners. Listeners then heard the words and understood the message (Brown, 1990).
In this model it seems clear that listening and reading, which are receptive skills, are regarded
as passive language skills (Anderson & Lynch, 1988; Paulston & Bruder, 1976). Morley
(1984) also points out a long-standing assumption that listening is a passive skill. She
mentions that listening skills along with reading skills are clearly labelled as passive skills in
most scholars’ and teachers’ perceptions.
Anderson and Lynch (1988) show that it was understood that listeners did not have to
be active while they were listening to any particular passages or texts. It was believed that if
the listeners knew the vocabulary and grammar of the language or what is called bottom-up
knowledge, they would understand that language without any problems. Listeners could be
viewed as tape recorders. It was assumed that they were not doing anything when they were
listening. They would just take in, remember and store anything that they heard like tape
recorders and they would repeat exactly everything according to what they had heard.
Huebener (1967, p. 63) states a perception that most people have towards listening
comprehension: “Now, listening seems, on the surface, to be a very simple, passive, receptive
process.” Nunan (1990, p. 7) offers a very relatively simple view of how listening
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comprehension works: “…we segment the stream of speech into its constituent sounds, link
these together to form words, chain the words together to form clauses and sentences, and so
on. This view is known as the ‘bottom-up’ approach to listening.”
According to this view, listeners would hear the sound, imprint and store the words or
sentences in their heads, and subsequently reproduce the exact words or sentences when asked
to state or mention what they have heard. Weaver (1972, p. 7) proposes a reason why
listening skills are forgotten in the classroom and widely perceived as passive skills:
After all, listening is neither so dramatic nor so noisy as talking. The talker is
the center of attention for all listeners. His behavior is overt and vocal, and he
hears and notices his own behavior, whereas listening activity often seems
like merely being there – doing nothing.

Nunan (1999, p. 209) points out that reading and listening are often characterized as ‘passive
skills’. Learners are characterized as sponges which passively absorb the language models
provided by textbooks and tapes.
However, this is not actually true because when one is asked to listen to a text and
required to write down what one hears, one generally writes down some of the message that
can be recalled and forgets some or writes an interpretation of what is heard. The message
written down is also not in the exact words of the original text. Richards (1987, p. 162)
explains how listeners retain a listening text, an example in support of the above claim:
The propositional meaning of sentences is retained, not the actual words or
grammatical devices that were used to expressed it. Thus, after hearing Tom
said that the car had been fixed and could be collected at 5, a listener is likely
only to remember the fact that the car is now ready to be picked up, and not
whether the speaker said that the car is fixed rather than the car has been fixed,
or could be collected rather than will be ready to be collected.

So, it appears that learners do not just memorize verbatim like a tape recorder or
absorb words as if they are a sponge. They process the texts and retain the meaning of the
texts or generate internal meanings which they then relate to instead. The misconception
might have been influenced from the belief of the theory of learning like Behaviorism, in
which learners are very passive in the learning process. Snow and Perkins (1979, p. 51) also
demonstrate that in the Audio-lingual approach, listening comprehension is clearly considered
a passive activity because it does not require any reproduction from the students. However, in
reality, in order to achieve successful listening comprehension, learners are required to be
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actively involved in a process of listening. They need to actively construct meaning while
they are listening to the texts.
4.3 So, what is listening comprehension?
Research has shown that listening is not a passive process. Postovsky (1977, p. 9)
points out: “Listening is not a passive skill; it requires full participation and the undivided
attention of the learners. And when the nature of the skill is understood, the process becomes
exciting.” Vandergrift (1999, p. 168) rejects the treatment of listening comprehension as a
passive skill:
Listening comprehension is anything but a passive activity. It is a complex,
active process in which the listener must discriminate between sounds, understand
vocabulary and grammatical structures, interpret stress and intonation, retain
what was gathered in all of the above, and interpret it within the immediate
as well as the large sociocultural content of the utterance. Co-ordinating all of
this involves a great deal of mental activity on the part of the listener. Listening
is hard work, and deserves more analysis and support.

Sakuma (c2004) also points out that listening is very different from hearing in that it is a very
active skill which requires listeners to apply several functions each time that they receive
messages. She proposes the following listening components:
Listening involves processing phonetic language information and constructing
a message from a stream of sounds, based on listeners’ syntactic, phonetic and
semantic knowledge of the language. That is, listeners can receive messages
conveyed to their ears as sound waves pass through the medium of auditory
organs. However, if they do not know the semiotic system of the language,
even though a message is conveyed to the brain, listeners cannot decipher the
message. Listeners cannot reconstruct speakers’ messages and understand the
messages until they come to possess a semiotic system like that contained in
the speakers’ language, with which to communicate mutually. In this way,
listening is a very active behaviour, and is quite different from ‘hearing’, which
is the activity of just receiving sound waves. (p. 373)

According to Hoven (1991), listening comprehension is an interactive process which
requires the listeners to use top-down and bottom-up processing simultaneously. While
he/she is listening to a passage, the learner needs to apply knowledge of sounds, grammar,
conversational mechanisms, cohesion, discourse structure, discourse type, and social
relationships, all at the same time. Rost (1990), Mayer (1992), Lynch (1995), Fischer and
Farris (1995), Joiner (1997) and Pusack and Otto (1997) state that listening is a complex
cognitive process, rather than a passive process by which listeners simply receive a spoken
message. Listeners have to construct meaning by using both linguistic and non-linguistic
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knowledge. They are required to employ knowledge of words or lexical items, grammatical
rules, and cognitive and social skills in order to negotiate an understanding of a passage or
text. Moreover, Rost (1991) mentions that listening is a coordination of the perception skills,
analysis skills, and synthesis skills. Perception skills include discriminating sounds and
recognizing words. Analysis skills involve identifying grammatical units and pragmatic units
while synthesis skills are the ability to connect linguistic and other cues and use background
knowledge. Learners are required to actively integrate these components when they are
listening. As a result, it is clear that learners are very active when they have to deal with
listening comprehension.
Dunkel (1991), Grabe (1991), Morley (1995), Brindley (1998), Lynch (1998),
Mendelsohn (1998), Celce-Murcia and Olshtein (2000) and Jung (2003) propose that listening
comprehension involves both top-down and bottom-up processes. In top-down processing,
learners are required to activate schematic knowledge and contextual knowledge while they
are listening to the texts. Schematic knowledge includes an activation of the content
schemata, which is the background information on the topic, and formal schemata, which is
knowledge of how discourse is organized. Contextual knowledge refers to an understanding
of the specific listening at hand like the knowledge about the participant, setting, and topic. In
a bottom-up process, prior knowledge of the language system such as phonology, grammar
and vocabulary comes in to play a role. Learners have to activate all kinds of knowledge
required in order to be successful in the listening process.
Furthermore, A.-P. Lian (1985) points out that listening comprehension is a dynamic
process involving the interaction between the self and the text during which meanings are
negotiated. This means that listeners do not just extract or draw the meaning directly from the
words or texts. Rather, they have to create the meaning by filtering the new information
through their own accumulated experiential history, or socio-historical background. The
meanings created or constructed, therefore, will depend upon, and vary between each
individual person (i.e. each listener will interpret the listening texts differently). Nunan (1991,
p. 9) also proposes that listening comprehension involves utilizing both top-down and bottomup knowledge: “In comprehending aural language, listeners do a great deal of constructive
and interpretative work in which they integrate what they hear with what they know about the
world.”
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According to Pearson and Fielding (1982, 1983), listening involves the simultaneous
orchestration of an individual’s knowledge of phonology, syntax, semantics and text structure.
Each component has to function concurrently in relation to the others while the listening
process occurs. Furthermore, listening is an activity that relies on predictions which are based
on an individually experienced and achieved knowledge of the many systems operating in
synchrony with one another (Lian & Joy, 1981). Brown and Yule (1983) also state that
listening actually is a relatively demanding process. It consists of more than understanding the
various words in a sentence. Listeners will attempt to relate what they hear with their own
relevant experience during the listening process.
Buck (2001) mentions that listening comprehension is a very complex process which
involves both linguistic knowledge and non-linguistic knowledge. Linguistic knowledge
includes phonology, lexis, syntax, semantics and discourse structure while non-linguistic
knowledge as applied to listening comprehension involves knowledge about the topic,
context, and general knowledge about the world and how it works. He also states that these
different types of knowledge do not occur in a fixed sequence but are supposed to work
simultaneously or in any convenient order while listeners receive and try to interpret the aural
message coming into their ears. Hedge (2000, p. 235) says of listening comprehension:
It would be mistaken to see top-down and bottom-up strategies as somehow in
opposition. It is now generally accepted that both function simultaneously and
are mutually dependent. The current model of listening is therefore an interactive
one in which linguistic information, contextual clues, and prior knowledge
interact to enable comprehension.

Listening comprehension does not require learners to apply only linguistic knowledge.
Rather, it is actually an active process, which listeners have to function by synchronously
employing both linguistic knowledge and non-linguistic knowledge, while receiving
messages, in order to create meaning. The meaning constructed will largely depend upon the
individual background history of each listener. Therefore, each listener will also deal with the
listening passage differently.
This view of listening comprehension leads to a different treatment of learners in the
classroom. According to Murphy (1997), in older, behavioristic, educational practice (or even
some present teaching environments), knowledge is considered transferable from teachers to
students. Students are passive participants who will wait patiently like empty vessels for
teachers or a mechanic of knowledge transfer to pour or transmit knowledge into their heads
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and they would understand everything. This traditional belief seems to have a strong effect on
the way learners are treated and how the classroom activities are managed. Students seem to
have little or no control over their learning. Teachers, instead, are the ones who have the
whole control of classroom learning. It could be said that the class is directed and driven by
teachers. However, in fact, students do not seem to be passive in the learning process.
Wheatly (1991, p. 10) states that:
Knowledge is not passively received, but is actively built up by the cognizing
subject. Ideas and thoughts cannot be communicated in the sense that meaning
is packaged into words and ‘sent’ to another who unpacks the meaning from
the sentences. That is, as much as we would like to, we cannot put ideas in
student's heads, they will and must construct their own meanings.

From the review, it can be seen that listening comprehension is actually dynamic and a
complex process. It requires an active role of learners in applying their background history
together with linguistic knowledge at the same time when they construct the meaning of the
listening texts that they receive, which is along the same line as Constructivist theory. It puts
more emphasis on the active side of learners. In fact, learners are the ones who actively
construct the meaning of texts and each learner would interpret the listening texts differently
depending on their own background. In order to promote listening comprehension, teaching
and learning practice should, therefore, place more emphasis on learners by providing them
with environments or opportunities to confront with texts in their own ways and construct
their own meanings. They should be empowered to have control over their own learning
process in order to be successful in listening.
4.4 How listening comprehension is usually treated in the classroom
Although listening comprehension is considered the ‘Cinderella’ skill which has been
ignored and is not the major focus in most second/foreign teaching and learning
environments, recently this tendency has started to change because listening comprehension
has started to receive some attention from some teachers and scholars and is beginning to be
incorporated as a part of some teaching environments. Rost (2002, p. 115) mentions that
listening began to receive a role in language teaching during the ‘reform movement’ of the
early 1900s. However, he explains that over the past fifty years, methods for the development
of listening instruction have evolved very slowly and do not subscribe to any one philosophy
or theory of learning or teaching.
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4.4.1 Listening and comprehension questions
Generally the ultimate goal in teaching listening comprehension is to enable learners
to understand the listening texts that they have to face in real life situations, for example
lectures, radio broadcast, television programs, and public announcements. It can be generally
said that the teaching and learning procedure of listening comprehension is very common
among several teachers and has a certain similar pattern that is practiced throughout several
educational environments. It starts with a process where students listen to a text through a
tape player or in some situations a teacher, either native or non-native, reads out the text. The
texts are monologues or dialogs. After that, students are required to answer some
comprehension questions in order to demonstrate to their teachers whether they understand
the text they have listened to or not. The questions are in several formats, for example gap fill,
multiple choice, true-false, and open-ended questions.
Porter and Roberts (1987) mention that multiple choice questions and wh-questions
are widely used in the listening materials. Sometimes learners are required to do some
dictation exercises to show that they comprehend the text. Teachers then announce the correct
answers either by going through each question with the students or writing the correct
answers on the board for them. They are supposed to check how many questions they have
answered correctly in order to find out their scores. Paulston and Bruder (1976, p. 130)
describe the practice in listening comprehension as follows: “The students are set a specific
task such as answering questions or solving a problem. When they complete their task, they
check their own work from an answer key so that they get immediate feedback on how well
they have done.” They also mention the format and presentation of the listening
comprehension exercise:
Typically the format of a listening comprehension exercise consists of a passage
of oral language of various types – narration, description, directions, etc. – and
a set task for the students to complete as an indicator of the degree of their
comprehension. Common tasks are answering questions, solving problems, taking
dictation, and even drawing pictures to correspond to the information given. (p. 131)

Brown (1990, p. 146) explains the process of teaching listening comprehension which
is still commonly practiced even at the present time:
Students were required to demonstrate to the teacher that they had been listening
and indeed, that they had understood what they had listened to. …familiar
methods which had been used for nearly a century in reading comprehension
were imported into listening comprehension: students were asked to answer
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‘comprehension questions’ on the discourse. …Understanding seemed to imply
being able to memorize the discourse.

Tauroza (1997, pp. 161-162) identifies a common teaching procedure of listening
comprehension:
I mean conducting listening comprehension exercises in the following manner:
Students listen to a passage once or twice.
They respond to some questions.
They are told the answers and mark their responses.
They get their scores but little is done to help them overcome any
difficulties they had in answering the questions.

He further emphasizes this fact by pointing out that he firmly believes that this practice is
very common in Hong Kong, where he teaches. He had a chance to question over two
hundred final year students and 98.5 percent of them recalled that the above-mentioned
techniques were applied to them when they were taught listening comprehension. He also
concludes that this practice is applied in listening comprehension throughout the world.
Nunan (1990, p. 19) gives an example of the teaching in action of listening
comprehension:
The teacher stands at the front of the class and talks to the students who are
sitting in small groups of three to four. She says, ‘Now we’re going to listen to
the news, and I’m going to hand out a worksheet to you all, and we’re going
to do as we have done before. Just listen and decide which category the news
item we hear falls into.

4.4.2 Teacher control of the tape
Normally, teachers are the ones who are in control of the amount of time the tape
recorder is played, and the point at which the tape should be stopped, especially in large
classes. The common practice is that students can hear a listening text around three times.
They will hear the text in the first round from the beginning through the end and then they are
given time to answer the comprehension questions. After that the teachers play the tape again
for them to check their answers against the text. In some classrooms, teachers will stop from
time to time when they play the tape recorder in order to reduce the information that students
have to process. This is believed to help students in answering the comprehension questions.
Nunan (1990, p. 18) describes a technique in teaching listening comprehension:
The teacher plays a recorded text while the students listen and complete an
activity such as tracing a route on a map. The teacher pauses at certain points
as indicated in the tapescript, and the students are able to discuss the task. The
students can also request the teacher to stop the tape at any point so they can
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discuss the task.

Although students can request teachers to stop the tape when they want, in practice
they hardly do that. Most students hardly say anything to modify the teachers’ practice
because it is believed that the teachers are the body of knowledge and the knowledge givers.
This is very common among Thai students who never or hardly ever question their teachers.
They will simply do whatever their teachers tell them to do. Teachers are the authorities in the
classroom so the teachers are always in control of the start and stop point of the tape.
Although teachers may stop at the points where they foresee that learners may have
difficulties, some students may not want the teachers to stop at those particular points. They
may want the teachers to stop or repeat at some other points that teachers may think are very
easy for them.
It can be clearly seen that this common practice is very teacher controlled and
directed. Students rarely have control over the learning process. They do not have a part in
making decisions about their own learning. They have to follow the path and pace that
teachers set for them. In reality, learners differ in how they deal with listening texts because
they deal with the texts to construct the meaning depending on their historical background. By
managing the classroom in the above procedure, teachers seem to ignore the differences in
learners and try to make all learners the same.
4.4.3 A large amount of exposure to listening texts
In the common listening comprehension teaching environment, learners generally
have the opportunity to hear the listening texts many times because it is believed that the more
they hear the text the more they will be able to comprehend the content of the text. Teachers
seem to have a strong belief that if they play the listening text to students many times the
students will eventually understand the passage without any help from them except being the
persons who push the play, pause and stop buttons. It may result from the belief that learning
to listen involves having access to a massive amount of aural input. Rost (2002, p. 168) also
points out that one means of achieving greater comprehension which is preferable and
typically much easier to administer is for teachers to repeat the text by replaying the audio or
video extract or repeating the text orally. Field’s (1998, p. 111) opinion on the practice of the
listening comprehension classes is that “A conventional listening comprehension lesson
simply adds yet another text to the learner’s experience; it does little or nothing to improve
the effectiveness of their listening or to address their shortcoming as listeners.”
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Tauroza (1997, pp. 166-167) mentions a technique in teaching listening
comprehension:
…you may want to give them another chance to hear that part of the tape again,
if it is a question that you thought was easy. If, after, replaying the relevant part
of the tape, the students still have problems, then replay it again, giving the students
further support.

Rivers (1980, p. 141) asserts that: “As he [a learner] hears much foreign-language speech, he
eventually acquires facility in recognizing the crucial elements which determine the
message.” Finocchiaro and Brumfit (1983, p. 137) also mention that:
To aid the students in retaining increasingly longer sentences and later in
producing these longer segments, they may listen to the same material many times.
As they hear the same piece of speech the fourth or fifth time, they will anticipate
and “supplement” the sounds and sound sequences they are about to hear.

Rubin and Thompson (1994) state that learners keep listening. They explain that if students
continue listening, there might be a chance for them to comprehend at least some parts of the
message.
However, playing the texts many times might not help learners at all because they may
still not be able to comprehend the texts after they have listened to the texts more than ten
times. It is possible for them to hear the repeated input over and over again but not to
understand the text at all. Therefore, it seems that providing learners with heavy doses of
listening without any extra help does not guarantee that they will eventually acquire the
listening ability.
4.4.4 Text provision
Another interesting practice carried out in some teaching environments is that learners
are provided with texts to read while they are listening. They are given a transcription so they
can read the sentences or the paragraph along with the playing of the tape. Paulston and
Bruder (1976, p. 145) describe the use of texts in the teaching procedure: “The students do not
look at the dialogue as the teacher reads the first time…The students then receive copies of
the dialogue and read silently as the teacher repeats the reading.” Lado (1988, p. 198)
mentions a technique claimed to facilitate teaching of listening comprehension: “Students can
better understand longer texts when they both read and listen to the material than when they
can only listen.” Porter and Roberts (1987, p. 186) note an implementation of transcriptions in
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listening activities: “Many learners find it extremely helpful in dealing with authentic speech
simply to listen and to use a transcription. They may listen, then simultaneously listen and
read, then listen again.”
The act of systematically providing texts to students in the first or second round of
their listening may seem to suggest that they could understand the texts better and result in an
ability to answer more comprehension questions correctly. They are made to believe that they
possess listening skills. However, if the issue is carefully considered, it can be said that they
might not actually be practicing listening skills. They are, instead, working on their reading
skills. As a result, when they have to be in real life communication, they fail to understand
what is going on around them because they are not provided with a transcription to follow.
They are lured to believe by the system that they could comprehend everything in the
classroom but when faced with real communication, they experience a lot of difficulty and
may not understand anything.
4.4.5 Testing or teaching?
One aspect of listening comprehension exercises which is generally ignored is that
they are actually based on a method of testing listening comprehension instead of teaching it.
Students are tested on how much they can comprehend the texts. There is no help provided to
support them when they cannot understand the texts. They just simply listen to the texts many
times in the hope that they can understand the texts. Teachers seem to look at the product of
listening comprehension (i.e. how much students understand the texts by counting how many
questions they can answer correctly). They do not pay attention to the process of listening nor
provide students with any help to better their comprehension or solve their difficulties that
they face with the texts. Coombe and Kinney (1998, p. 2) mention the testing aspect of the
listening comprehension lessons:
Listening has been frequently identified as a skill area that is often tested but
rarely taught. Even in non-assessment situation most classroom listening
activities center around some pre-listening task followed by listening to monologue
or conversation and answering some form of comprehension questions which are
then evaluated. Feedback consists of students comparing their answers with
a ‘correct’ answer.

Field (1998, p. 111) comments on this issue, as well:
Under the present ‘comprehension’ approach, success in listening is measured
by correct responses to questions or tasks. Teachers focus upon the outcomes
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of listening, rather than upon listening itself, upon product rather than process.

Sheerin (1987, p. 126) identifies a shared practice among many language teachers:
Listening comprehension lessons are too often a series of listening tests in
which tapes are played, comprehension exercises are attempted by the learners,
and feedback is given in the form of the ‘right’ answer. In lessons such as this,
listening is not being taught but tested.

All of the above-mentioned common procedures of listening comprehension activities
are still widely utilized by teachers around the world, including Thailand. Through these
practices, students seem to encounter a lot of difficulty in listening comprehension and their
listening proficiency is still categorized as very low. Therefore, in order to help learners to
better their listening comprehension, teachers may have to refrain from using the practices
described above or imposing the path and pace of listening procedures on learners. They
instead should try to provide learners with an environment that offers them an opportunity to
confront with the listening texts and deal with their difficulties in their own ways. They
should be given some support while listening to facilitate difficulty they have to cope with.
Therefore, they can actively construct the meaning of the texts based on their personal and
historical background.
4.5 Factors contributing to difficulty in the listening process
The term, ‘hearing’ and ‘listening’, are sometimes used interchangeably but actually
they are quite different. Although both involve the process of perceiving sound, the difference
is in terms of a degree of attention (Rost, 2002). Listening is clearly considered a complex
skill. It involves a synchronization of both linguistic and non-linguistic knowledge in
constructing meaning of the listening texts. Buck (1999) claims that there are four types of
knowledge which are very important and have a significant effect on listening
comprehension. They include knowledge of the language or the communication system which
includes knowledge of the vocabulary and grammar; knowledge about what has already been
said or the history of the interaction between the speaker and the listener; knowledge about
the situation in which the speech is taking place; and knowledge about the world. These will
all affect the way the listeners interact with the message that they receive.
Celce-Murcia and Olshtain (2000) propose many factors that can affect success in
listening. They are second language proficiency in general, second language listening ability
in particular (including experiences of a variety of speakers and topics), situations, prior
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knowledge, memory and attention. Most learners have tremendous difficulties in acquiring or
successfully performing this skill although they have been taught it in classes for several
years. This problem is also common among Thai students. Various research projects have
been carried out and researchers theorize that the difficulties or problems encountered while
listeners deal with listening comprehension could derive from several different factors. The
following sections will cover the major factors which contribute to difficulties or ease in
listening comprehension. They include historical background, learning styles, learning
strategies, memory span, task and text features.
4.5.1 Individual differences
4.5.1.1 Past historical background
Learners in either the second or foreign language classroom do not come into class
like a blank sheet. Each learner is a product of his/her own background. Therefore, they come
to class bringing their own experience or historical background with them. They actively
make use of this background in dealing with the experience in the classroom. This also
happens in listening activities. Teachers present them with listening texts and they usually
confront with the texts and construct meaning based upon their historical background. As a
result, each learner generally interacts with the listening texts differently depending on their
own historical background. They make sense of the listening texts differently. It can be said
that no two learners process making sense of texts the same way. This concept is clearly
proposed by Pierre Bourdieu. He coined a term called ‘habitus’. Wacquant (2004, p. 15)
explains the root of the term ‘habitus’ in the following way:
The roots of habitus are found in Aristotle’s notion of hexis, elaborated in his
doctrine of virtue, meaning an acquired yet entrenched state of moral character
that orients our feelings and desires in a situation, and thence our conduct.

According to Wikepedia (2004, para. 9), the definition of the word ‘habitus’ is:
…a concept defined by Pierre Bourdieu, [which] refers to the total ideational
environment of a person. This includes the person’s beliefs and dispositions,
and prefigures everything that that person may choose to do.

It further clarifies the concept of ‘habitus’: “… a person relies upon a large store of scripts and
a large store of knowledge, which present that person with a certain picture of the world and
how she or he thinks to behave within it.” (para. 11) Crossley (2004, p. 16) also explains
Bourdieu’s habitus as follows:
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An agent’s habitus is an active residue or sediment of their past which functions
within their present, shaping their perception, thought and action and thereby
moulding social practice in a regular way. It consists of dispositions, schemas,
forms of know-how and competence, all of which function below the threshold of
consciousness.

Habitus is the result of the subject’s exposure to social processes. It shapes an
individual and influences the way the individual interacts with society or environment around
them. Habitus is not fixed but it can be eroded, countered, or even dismantled by exposure to
novel external forces (Wacquant, 2004). Pallos (2002) also mentions that habitus regulates
human practices and behavior. It can be said that learners deal with things around them based
on their past experience, which moulded or formed them. The idea of ‘habitus’ clearly
supports the idea that each person does not do anything totally out of his/her own free will.
Each person interacts with the environment from their own background. Besides, it is pointed
out that each individual’s habitus is different to some degree because it is very rarely that two
biographies are exactly the same (Department of Anthropology, 2004). Therefore, it can be
said that learners as individual agents construct the meaning of the listening texts by dealing
with the texts differently depending upon their background. No learner follows the same path
of constructing meaning of the texts.
The influence of the historical background upon the way in which learners cope with
listening texts is also put forward by A.-P. Lian (1985). He declares that meaning, created
from listening, will depend upon the learners’ socio-historical background. Each learner will
interact with the listening text differently depending on their accumulated understandings and
internal logics. This will strongly influence the way meaning will be generated by the
listeners. Moreover, A.-B. Lian (1996) asserts that it is generally accepted that each learner
interacts with the listening texts in their own ways based upon the socio-historical background
of which they are the product. The learners utilize their background in constructing the
meaning of the listening texts.
Brown (1990, p. 9) also explains the different ways that each learner deals with their
learning as follows: “Different individuals paid attention to different points which meshed
with their own previous experience and interests in different ways…. Human beings each
have a unique experience of life behind them, a unique cast of mind, a unique set of interests.”
He further emphasizes that no two individual students learn in the same manner. Along the
same principle, Goodlad (1973) affirms that all learning is individual. Individuals will
proceed differently through their development. The learners will interact with the learning
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differently. Rost (2002) also points out that different learners understand different things from
the same listening texts depending upon several factors including their background
knowledge.
It can be said that learners are moulded by their own socio-historical background.
They do not come into class like a white cloth. Their ways of thinking or actions are
influenced by their own historical background or framed by their habitus as Bourdieu calls it.
This also affects the ways they deal with listening activities. They interact with the listening
texts in their own way based upon the historical background of which they are the product.
However, this trend is easily ignored by several teachers, especially in the Thai situation.
Many teachers firmly believe that learners learn in the same way. As a result, materials seem
to be presented in the same manner. A lesson plan is created before the class time and
teachers strictly follow it in order to accomplish teaching goals stated in that lesson. Learners
are thought to have the same means of acquiring the same knowledge. Teachers always
impose the way learners deal with their learning by making them follow the path and pace
generally set up for them. This practice should be stopped if the aim is to help learners better
their listening comprehension.
4.5.1.2 Learning styles
It can be said that each learner tackles or deals with language tasks in different ways.
They tend to cope with learning by employing the way that they feel comfortable with and
works for them. Some of them seem to learn well and feel relaxed when they can listen to or
hear the new vocabulary items while some of them can grasp the concept easily and quickly
by seeing the typed forms of the items in front of them. Some need a lot of time to think about
the new concept presented while some tend to leap to conclusions quickly. Each learner tends
to have different ways of collecting and organizing information for their own processing
systems. This results from the way they are brought up or their historical background,
environmental demands around them, culture, school systems they are in, etc. For example,
Reid (1987) seems to suggest that Korean learners prefer to see new information presented to
them more than American students do. They like to be able to read and receive visual input.
Although sometimes it is true that learners may employ both approaches such as listening and
seeing in learning a new thing, they seem to have a tendency in frequently using a particular
style over another in processing and integrating with what they are confronting. This is what
scholars call ‘learning styles’.
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4.5.1.2.1 Definitions of learning style
According to Felder and Henriques (1995, p.21), an individual’s learning style is “the
way in which an individual characteristically acquires, retains, and retrieves information.”
They are the characteristic strengths and preferences in the approaches that learners take in
and process new information that they receive (Felder, 1996). Brown (2000, p.113) defines
learning styles as consistent and rather enduring tendencies or preferences within a person.
These styles make each learner an individual who is different from everyone else. Nunan
(1999, p. 55) points out that learning styles are the general orientations to the learning process
demonstrated by learners. Reid (1995, p. viii) explains learning styles as follows:
Learning styles refers to an individual’s natural, habitual, and preferred way(s)
of absorbing, processing, and retaining new information and skills. These
learning styles persists, regardless of teaching methods and content areas.

Keefe (1979, p. 4) points out that learning styles might be thought of as: “cognitive, affective,
and physiological traits that are relatively stable indicators of how learners perceive, interact
with, and respond to the learning environment.”
It is clear that learning styles are the general processes or ways that each individual
brings in when they deal with new information. These styles seem to be consistent within
each learner. They seem to influence learners to prefer one classroom environment over
another. Learners with a certain learning style will be successful in a particular teaching
environment. As a result, teachers should find ways of taking account of differences in
learning style. This should include the teaching of listening comprehension as listeners
construct the meaning of texts differently by utilizing their own learning styles. The issue of
learning styles is of interest among second/foreign language teachers because it seems to
influence the success or failure of learners. As a result, several scholars have become keenly
interested in learning styles and have divided them into many categories. We will now discuss
some of the major categories as they relate to the teaching and learning of the second/foreign
languages.
4.5.1.2.2 Models of learning styles
4.5.1.2.2.1 Felder-Silverman learning style model
Based upon the work and model proposed by Felder and Silverman in 1988, Felder
and Henriques (1995) point out that there are five dichotomous learning style dimensions:
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sensing and intuitive; visual and verbal; active and reflective; sequential and global; and
inductive and deductive. First, sensors or sensing learners seem to gather data through their
senses. They like to observe information. They seem to be concrete and methodical. They
tend to like facts and experiments. They like to deal with details and like to follow rules and
standard procedures. Careful but slow are the main characteristics of sensing learners. On the
other hand, intuitors or intuitive learners are very abstract and imaginative. They are good at
principles, concepts and theories. They do not like details but prefer complicated problems.
They do not like repetition and memorization but learn well with a variety of tasks. They can
be categorized as quick learners but they may be very careless. Moody (1988) conducted an
experiment with 491 college language students at first- and second-year levels and found out
that 59 percent of the students were intuitors, which was around half of the subjects. This
revealed that learners are mixed in both sensing and intuitive styles.
Second, visual learners learn well when the information is presented to them visually
such as in pictures, films, demonstrations. Verbal learners prefer to receive spoken or written
explanations when they deal with new information. Both seem to be on the opposite ends in
dealing with new information. Dale (1969) however reports that most people are visual
learners because they can extract and retain more information from visual channels than from
spoken input.
Third, active learners like to be involved in doing something in the external world
with the information. They like discussing, explaining, or testing new information in some
ways. As a result, they learn well in the environments that enable them to do things physically
such as group work. In contrast, reflective learners like to examine and manipulate the
information introspectively. They learn well in the situations that allow them to think
carefully about the information presented to them before they decide to act on it.
Fourth, sequential learners are good at perceiving and understanding information that
is in small, connected chunks. They, as a result, can function well with incomplete
understanding of materials but they may have difficulties viewing the broad context of a body
of knowledge. Global learners, on the contrary, tend to achieve understanding of a whole
picture from unconnected fragments or randomly ordered information. They need to master
the total picture of the information before they are able to see any connection between each
minute detail of a subject. They may seem to be slow at the beginning of the learning process
because they need to understand the total picture first.
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Fifth, inductive learners make an observation and come up with governing or
correlating principles. They proceed from small pieces of information or details like data to
generalities like rules or theories. In contrast, deductive learners will process information in
an opposite direction. They start with principles or rules and consequently deduce details.
Learners may tend to prefer deductive presentations because information is presented in a
high level of structure. The Grammar Translation method, one of the very first teaching
methods, is a good example of the deductive approach while the Direct method, the Audiolingual method and the Communicative Language Teaching approach best represent the
inductive style.
4.5.1.2.2.2 Kolb’s learning style model
The second major model of learning styles is called Kolb’s learning styles. David
Kolb developed this model in 1984 (Felder, 1996). The model is based upon two lines of axis:
an approach to a task (i.e. preferring to do or to watch) and an emotional response (i.e.
preferring to think or feel). The two-line axis is presented below:
Feeling

Watching

Doing

Thinking

Chapman (2001) mentions that from Kolb’s two line axis, Kolb generates four
different learning styles: activist, reflector, theorist, and pragmatist. Activists are hands-on
people. They rely on intuition rather than logic. They like practical and experiential
approaches. Reflective learners or reflectors prefer to observe rather than act on something.
They tend to gather information and use imagination to solve problems. Theorists are very
concise and logical. They learn well when they receive good clear and organized explanations
rather than practical opportunities. Ideas and concepts are important to them. Pragmatists are
not concerned with interpersonal aspects. They prefer well-defined and technical tasks and
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can use learning to apply to finding solutions to practical issues. The four types of learning
styles are located differently on the two axes, as shown below:
Feeling

Activist

Reflector

Watching

Doing
Pragmatist

Theorist

Thinking

Felder (1996) categorizes the types of teachers that can accommodate each learning
style. In order to benefit activists, teachers should step away and maximize opportunities for
the students to discover information for themselves. To accommodate reflectors, teachers
should play the role of motivator. To promote learners to learn effectively, teachers should
function as an expert for theorists, whereas they should provide guided practice and feedback
and act like a coach for pragmatists.
4.5.1.2.2.3 The Myers Briggs type indicator
The third model of learning styles or the Myers Briggs Type Indicator (MBTI) is
based on Carl Jung’s theory of psychological types. Carl Jung, a Swiss psychologist,
established a field identifying various personality patterns in the early 1900s. The Myers
Briggs Type Indicator divides learners into four dichotomous dimensions: extroversion and
introversion; sensing and intuition; thinking and feeling; and judging and perceptive (Clark,
2000).
The first dichotomy refers to the way learners direct their attention towards the
external or internal world. Extroverts prefer to interact with people and tend to be actionoriented. They prefer to talk more than listen. On the other hand, introverts tend to be
reflective thinkers. They think or listen quietly rather than talk. They want to develop
frameworks that connect the information that they learn.
The second dichotomy indicates the learners’ preference in perceiving the world.
Sensors rely on their senses. They learn well from organized, linear, and structured lectures.
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They prefer facts that are presented to them systematically or in a step-by-step method.
Intuitors, in contrast, prefer to find out patterns and relationships among the information they
learn. They are imaginative and innovative. They learn well in various forms of discovery
learning.
The third pair refers to the way learners usually make their decisions. Thinkers make a
decision based upon analysis, logic, and principle. They prefer clear and precise goal and
objectives. Feelers, on the other hand, focus on human values. They arrive at judgments based
on human values and needs.
The fourth dichotomy indicates how learners view the world. Judging learners are
decisive, self-starters and self-regimented. They take action quickly, plan their work and work
to their plan. They view the world as a structured and planned environment. Perceptive
learners, in contrast, are curious and adaptable. They are process-oriented. They perceive the
world as a spontaneous environment. They can adjust themselves along with the changing
situations.
4.5.1.2.2.4 The seven learning styles
The fourth learning style model is based on the work of Howard Gardner, who is a
psychologist. In this model, learning styles are generally divided into seven types: linguistic,
logical, spatial, musical, bodily, interpersonal, and intrapersonal (Mantle, 2001). Linguistic
learners are good at memorizing and remembering trivial information. They learn best by
saying, hearing and seeing words. Logical learners enjoy solving problems. They are very
logical and straight-forward. They can learn best by categorizing, classifying, and working
with abstract patterns. Spatial learners are visualizers. They can learn best with pictures or
things on paper. Musical learners are good at noticing details, pitches, and rhythms. Bodily
learners are very active. They can learn well when they can touch things. Interpersonal
learners learn well when they can interact, relate, and share with other people such as in group
work activity. They are very patient, empathetic, and understanding. Intrapersonal students
are very independent and tend to learn well if they are alone. They prefer individualized
projects.
Rodgers (2001) explains some educational activities which seem to be appropriate for
each learning style. Linguistic learners can learn well in lectures and debates while logical
learners seem to function well in problem solving and puzzles. Spatial learners can benefit
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greatly from charts, films, and diagrams, whereas musical learners seem to look forward to
participating in poetry and jazz chants. Learners with bodily learning styles are good at handson activities, craft, and demonstrations. Interpersonal learners seem to do well in group work,
peer tutoring, and class projects and intrapersonal learners prefer to get involved with
activities that require reflection from them and allow them to work on their own.
4.5.1.2.2.5 Brown’s categories
Brown (2000) points out some of the learning styles that are potentially important
contributors in learning a language. They include field independence and field dependence;
left-brain and right-brain functioning; tolerance and intolerance of ambiguity; reflectivity
and impulsivity; and visual and auditory styles. First, field independent learners can perceive
details in a field of distracting items. They can distinguish parts from a whole and concentrate
on individual items. They tend to be competitive and self-confident. Field dependent learners,
on the other hand, tend to depend on the total or whole picture so the individual parts
embedded in the field are not easily perceived by them. This type of learner is empathetic and
sensitive to the feelings of others.
Second, left-brain functioning learners are good at verbal instructions and
explanations. They are planned and structured learners. As a result, they prefer established
and certain information when they face new information. In contrast, right-brain functioning
learners respond well to demonstrated, illustrated, and symbolic instructions. They are not
structured but fluid. They prefer elusive and uncertain information. They can perform well
even when the situation is changing.
Third, learners who possess tolerance of ambiguity are open-minded. They can stand
uncertainty and contradictory information in new information that is presented to them. In
contrast, learners who possess intolerance of ambiguity are close-minded. They tend to reject
information that is different from what is in their existing system. They cannot stand any
uncertainty and feel irritated by it.
Fourth, reflective learners tend to be slow because they weigh all considerations in a
problem before they start to take any actions. As a result, they may require patience from
teachers while they are struggling through their thinking process. Impulsive learners,
conversely, tend to make a quick decision based upon their senses or instinct. They do not
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take time in dealing with a task. Teachers may have to allow them to go through a number of
rapid transitions of their learning process.
Fifth, visual learners prefer to learn through reading. They study graphic information
such as charts and drawings. Auditory learners, in contrast, learn well when new information
is presented to them orally.
4.5.1.2.2.6 VAK learning style
This model, which is popularly used by several scholars, is called VAK learning style.
It includes visual, auditory, and kinesthetic learners (University of South Dakota, 2004).
Visual learners like to see or view what they are learning. They benefit greatly from
illustrations and presentations. Auditory learners acquire knowledge through reading aloud
because they find it easy to learn by listening. They enjoy discussions and dialogs. Kinesthetic
learners learn well when they can directly experience or perform the task. They prefer doing
rather than watching or listening. Frei (1997) claims that statistics reveal that 29 percent of
learners are visual, 23 percent of them are auditory, 34 percent of them are kinesthetic and 14
percent of them are mixed learners.
However, another model which is similar to the VAK learning style is proposed in a
later stage. It includes one more style in order to make the model more complete. The fourth
aspect is tactual learning style. Learners with this style learn well when they can take notes
while they deal with new or difficult information.
It can be seen that there are several models of learning style proposed by various
scholars. This makes the issue very complicated and fragmented. Various researchers
conducted research and put different labels or terms for each learning style. Some of them are
very close to each other while some seem to overlap with the others. Although the categories
in each model are not exactly the same, some categories in different models seem to share
common characteristics. For example, sequential and global learning styles in Felder’s model
seem to possess some commonalities with left-brain and right-brain functioning in Brown’s
categories. A summary of each model is provided in Table 4.1.
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Table 4.1: A summary of seven learning style models.

Model
Felder-Silverman learning style model

Categories
1. Sensing and intuitive
2. Visual and verbal
3. Active and reflective
4. Sequential and global
5. Inductive and deductive

Kolb’s learning style model

1. Doing and feeling (activists)
2. Feeling and watching (reflectors)
3. Watching and thinking (theorists)
4. Thinking and doing (pragmatists)

The Myers Briggs Type Indicator

1. Extroversion and introversion
2. Sensing and intuition
3. Thinking and feeling
4. Judging and perceptive

The seven learning styles (based on
Howard Gardner)

1. Linguistic; 2. Logical; 3. Spatial;
4. Musical; 5. Bodily; 6. Interpersonal;
7. Intrapersonal

Brown’s categories

1. Field independence and field dependence
2. Left-brain and right-brain functioning
3. Tolerance and intolerance of ambiguity
4. Reflectivity and impulsivity
5. Visual and auditory
1. Visual; 2. Auditory; 3. Kinesthetic

VAK learning styles
VAKT learning styles

1. Visual; 2. Auditory; 3. Kinesthetic;
4. Tactual

Although the categories or labels coined for use with each learning style may overlap
or be mixed, it can be clearly seen that each learner possesses different styles. They bring in
different styles in perceiving, processing and retaining new information that comes to them
including when they deal with listening comprehension. Teachers in general classroom
situations seem to be able to accommodate each learning style at a time or do their best to
support the styles that most learners in the classroom possess. Some of them try to define their
students’ learning styles and set up a lesson activity that can cater for that particular style. It
might be very difficult for teachers to accommodate several learning styles at the same time in
a normal classroom situation. As a result, they tend to force their students to apply a similar
learning style at a particular time in a particular lesson so they can accommodate that style
and the learners will be able to learn successfully, it is hoped. They unintentionally but
coercively mould their learners to be the same.
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However, in order to benefit all learners and be successful in supporting them,
teachers should provide a teaching environment which contains elements that can
accommodate all learning styles by not forcing or moulding learners to apply a particular and
specific style with which they are not comfortable for a particular task. The learning
environment should support various learning styles that each learner possesses and would like
to bring out to use with a particular task at a particular time.
4.5.1.3 Learning strategies
Many teachers in a variety of work environments notice that students in the same
classroom do not all reach the goal of mastering language. Several teachers wonder why some
learners are very successful and reach their destination without any problem while some seem
to struggle tremendously, fail to acquire the language and find language learning burdensome.
It is more questionable because all of them seem to be immersed in the same learning
condition and receiving exactly the same instruction. An answer proposed by several scholars
to this long bewildering question is the learning strategies employed by each learner. It is
claimed that successful learners seem to apply more learning strategies than unsuccessful
learners do. Taguchi (2002) points out that high-proficiency learners tend to employ a wider
range of strategies more frequently than low-frequency learners do. However, other research
projects seem to reveal that actually successful learners are able to apply learning strategies at
the right time while unsuccessful learners do not have the ability to do that. Willing (1991)
points out that difficulties in language learning seem to occur because learners apply
ineffective or inappropriate learning strategies. As a result, they seem to struggle greatly in
dealing with language learning or could make only little progress with great toil.
Although clear explanations cannot be provided, it is learning strategies that are
believed to play an important role in the success of learners. As a result, there is an attempt to
study what successful language learners or good language learners generally do in the hope of
understanding their behavior during their language learning course. It is believed that these
behavior or learning strategies employed by good language learners can be taught or
demonstrated to the unsuccessful or desperate learners. Rost (2002) points out that students
can learn more efficiently with consistent use of learning strategies and that learning
strategies associated with successful learners can be demonstrated and modeled for less
successful learners. This is done with an intention to change them to become all successful or
good learners. This methodology of teaching is called Strategopedia, which is done in the
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hope of producing significant gains in language learning in language learners (Rodgers,
2001). The study of language learning strategies has received a lot of attention from several
scholars in the field of teaching and learning languages in the past until present.
Research on language learning strategies began in the 1960s (Hismanoglu, 2000). In
most studies, a primary concern was to identify what good learners reported doing or being
observing doing when they learnt a second or foreign language. In 1966, Aaron Carton
conducted his first study entitled the ‘Method of Inference in Foreign Language Study’. He
found out that tolerance of risk would vary with the ability to make good inferences. In 1971,
Rubin focused her research on the strategies that successful language learners employed and
pointed out that the strategies identified could be made available to less successful learners.
McDonough and Shaw (1993) also point out that in 1975 Frohlich, Naiman and Stern carried
out a research project in Canada to observe the strategies of thirty-four adults who were
known to be ‘good language learners’. They concluded that good language learners:
- are aware of their own attitudes and feelings towards language
learning and to themselves as language learners
- realize that language works as an organized system and is a
means of communication and interaction
- assess and monitor their progress regularly
- realize that language learning involves hard work and time and
set themselves realistic term goals
- actively involve themselves in the L2 and learn to take ‘risk’ in it
- are willing to experiment with different learning strategies and
practise activities that suit them best
- organize time and materials in a personally suitable way and fully
exploit all resources available. (pp. 258-259)

Since then, the applications of learning strategies have been studied by many researchers and
scholars in several aspects such as the culture, age, and the influence of gender.
4.5.1.3.1 Definitions of learning strategies
Learning strategies are a center of attention of many scholars and teachers so several
scholars give various definitions to learning strategies. Although the definitions are not
exactly the same, they tend towards the same direction. Weinstein and Mayer (1986, p. 315)
point out that learning strategies are “behaviors or thoughts that a learner engages in during
learning that are intended to influence the learner’s encoding process.” Brown (2000, p. 122)
points out that learning strategies are specific attacks that learners use when they deal with a
given problem. They are the moment-by-moment techniques utilized by learners in order to
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solve problems created by second or foreign language input or output. According to Gardner
(c1997), language learning strategies are approaches or procedures that the learners apply to
help them learn a language, or techniques that teachers offer in an attempt to promote
successful language acquisition.
Schumaker and Deshler (1992) define learning strategies as an individual’s way of
organizing and using a particular set of skills in order to learn content and new information or
accomplish other tasks more effectively and efficiently in school as well as in non-academic
settings. Richards and Platt (1992, p. 209) state that: “Learning strategies are intentional
behavior and thoughts used by learners during learning so as to better help them understand,
learn, or remember new information.” Stern (1992, p. 261) says that the concept of learning
strategies “is dependent on the assumption that learners consciously engage in activities to
achieve certain goals and learning strategies can be regarded as broadly conceived intentional
directions and learning techniques.” Wenden (1987, p. 6) defines learning strategies as
follows: “Learning strategies are language learning behaviors which learners actually engage
in to learn and regulate the learning of a second language.”
Rubin (1987, p. 6) stresses that: “Learning strategies are strategies which contribute to
the development of the language system which the learner constructs and affect learning
directly.” She further defines learning strategies as including “any set of operations, steps,
plans, routines used by the learner to facilitate the obtaining, storage, retrieval and use of
information…that is, what learners do to learn and do to regulate their learning.” (p.19)
According to Oxford (2001, p. 166), learning strategies are:
operations employed by the learner to aid the acquisition, storage, retrieval, and
use of information, specific actions taken by the learner to make learning easier,
faster, more enjoyable, more self-directed, more effective, and more transferable to new
situation.

Scarcella and Oxford (1992, p. 63) mention that language learning strategies are different
from learning styles because they are more specific than learning styles. They are specific
actions, behaviors, steps, or techniques employed by learners to enhance their own learning.
Examples of these techniques are such things as seeking out conversation partners, or
encouraging oneself to have patience to deal with difficult language learning tasks.
To summarize, learning strategies are specific step or techniques used by second or
foreign language learners in order to help or facilitate them in dealing with new information
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in language learning. They are more specific than learning styles. The choice of learning
strategies in each learner seems to be influenced by several factors such as the learning styles
that each learner possesses, motivation, gender, culture, attitudes, types of task, age etc.
(Oxford, 1990a). Learners may be aware or unaware that they are applying these learning
strategies. It is, however, claimed that learning strategies have a strong influence on the
success or failure of each second or foreign language learner.
4.5.1.3.2 Types of learning strategies
Investigations into learning strategies are not without their problems. Early researchers
employed observation techniques in identifying what strategies good learners employed.
Strategies such as asking questions for clarification can be easily discovered through
observation. However, sometimes it seems that observation could not yield sufficient
information and there were several learning strategies that could not be observed such as
making mental linkage between new and existing concepts. As a result, researchers began to
make use of interviewing techniques to try to elicit introspective strategies used by learners.
At present there are several common techniques employed to assess good language learner
strategies such as observations, interview, think-aloud procedures, note-taking,
questionnaires, diaries or journal, and self-report surveys (Oxford, 1990b). It is suggested that
a combination of techniques be used to discover the strategies that good language learners
employ. Easily identified strategies can be extracted by observation, whereas think-aloud
procedures or diaries can be employed to overcome the limitation of observation. Although a
complete range of strategies cannot be identified, there is an attempt to account for a range of
strategies employed by good language learners.
Several scholars have researched into learning strategies and proposed various models
of learning strategies. In the following part, a few major models of learning strategies will be
discussed.
4.5.1.3.2.1 Rubin’s classification
Rubin is one of the pioneers in the field of learning strategies. Rubin (1987) divides
language learning strategies into four categories: cognitive, metacognitive, communication,
and social strategies. The first two categories contribute directly to a development of the
language system constructed by the learner while the last two are less directly related to
language learning since their focus is on a process of participating in conversation and
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exposing themselves to opportunities to practice their knowledge. First, cognitive strategies
require direct analysis, transformation, or synthesis of learning materials. They include six
main strategies which are clarification or verification, guessing or inductive inferencing,
deductive reasoning, practice, memorization, and monitoring.
Second, metacognitive strategies are used to oversee, regulate or self-direct language
learning. Planning, prioritizing, setting goals, monitoring, and evaluating the learning
activities are examples of metacognitive strategies.
Third, communication strategies are used by speakers to remain in the conversation
when they face some difficulty due to the fact that their communication ends exceed their
communication means or when they experience misunderstanding by their interlocutors.
Avoiding particular vocabulary items or changing topics are good examples of these
strategies.
Fourth, social strategies are activities that learners engage in which afford them
opportunities to be exposed to and practice their knowledge. However, as is mentioned above,
these strategies do not lead directly to obtaining, storing, retrieving, and using of language.
4.5.1.3.2.2 Oxford’s classification
Oxford (2001) mentions six major categories of language learning strategies:
cognitive, mnemonic, metacognitive, compensatory, affective and social strategies. First,
cognitive strategies help learners make associations between new and already known
knowledge and facilitate the mental restructuring of information. Some examples of cognitive
strategies are guessing from context, searching for clues in surrounding material, analyzing,
reasoning inductively and deductively, taking systematic notes, reorganizing information, and
hypothesizing the meaning of the unknown item.
Second, mnemonic strategies help learners link a new item with something learners
have already known. These strategies are useful for memorizing information in an orderly
string. However, these strategies do not foster deep associations but relate one thing to
another in a simplistic, stimulus-response manner.
Third, metacognitive strategies help learners manage themselves, the learning process
and specific learning tasks. Examples of these strategies are knowing themselves better by
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identifying their own learning styles and needs, deciding valuable resources for a particular
task, setting a study schedule, planning for steps within the language task, and paying
attention to the task at hand.
Fourth, compensatory strategies help learners make up for missing knowledge when
they use English in oral or written communication. In listening skills, the strategy of guessing
from the context to compensate for a knowledge gap is a good example of compensatory
strategies.
Fifth, affective strategies are strategies in identifying one’s feelings and becoming
aware of the learning situations or tasks that initiate the feelings. These strategies are
considered useful and important because it is believed that feelings like anxiety can reduce
learner’s motivation and badly affect language learning. Diaries and emotional checklists can
be easily used to reveal learners’ feelings.
Sixth, social strategies facilitate learning with others and help learners better their
understanding of the culture of the language they are learning. Examples of social strategies
are asking questions for clarification or asking for help, and learning about social or cultural
norms of the language being learnt.
4.5.1.3.2.3 O’Malley et al.’s classification
There are three main categories of language learning strategies proposed by O’Malley,
Chamot, Stewner-Manzanares, Russo and Kupper (1985). They include metacognitive,
cognitive, and socioaffective strategies. First, metacognitive strategies refer to strategies in
planning for learning, thinking about the learning process, monitoring of one’s
comprehension, and evaluating learning after an activity is completed. Examples of
metacognitive strategies are directed attention, selective-attention, self-management, selfmonitoring, delayed production, and self-evaluation.
Second, cognitive strategies which are specific to learning tasks involve more direct
manipulation of the learning material. Some important cognitive strategies are repetition,
resourcing, translation, note taking, contextualization, elaboration, transfer, and inferencing.
Third, socioaffective strategies are related with social-mediating activity and
transacting with others. Co-operation such as working with more peers to obtain feedback,
78

and questions for clarification such as asking for repetition or paraphrasing are the main
strategies of socioaffective strategies.
4.5.1.3.2.4 Stern’s classification
According to Stern (1992), there are five major language learning strategies:
management and planning, cognitive, communicative-experiential, interpersonal, and
affective strategies. First, management and planning strategies involve the learners’ intention
to direct their own learning. It is believed that if learners are helped by teachers, they can be
in charge of the development of their own program. However, they must decide what
commitment to make to language learning, set reasonable goals, decide on an appropriate
methodology, monitor progress, and evaluate the achievement based on previously
determined goals.
Second, cognitive strategies require direct analysis, transformation, or synthesis of
learning materials. Some examples of cognitive strategies are clarification, inductive
inferencing, deductive inferencing, practice, memorization, and monitoring.
Third, communicative-experiential strategies are used by learners with the purpose of
avoiding interrupting a flow of communication and keeping the conversation going. Examples
of communicative-experiential strategies are circumlocution, gesturing, paraphrasing, and
asking for repetition or explanation.
Fourth, interpersonal strategies involve techniques used by learners in monitoring
their own development and evaluating their performance. Finding opportunities to contact and
cooperate with native speakers and becoming acquainted with the target culture are examples
of interpersonal strategies.
Fifth, affective strategies include techniques for being conscious of one’s emotional
situation. Creating associations of positive effects towards the language, its speakers and
learning activities are examples of affective strategies.
Regarding listening comprehension, Chamot and Kupper (1989) claim that listening
comprehension in a second language can be gained or improved if learners employ strategies
of elaboration, inferencing, selective attention, and self-monitoring. These are strategies
proposed by O’Malley et al. Listeners have to relate new information to other concepts in
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memory, use available information to guess meanings of new items and predict outcomes,
decide in advance to attend to specific aspects of language input, and monitor themselves.
Vandergrift (1999) also claims that only few studies reveal that students can be instructed in
strategy use to enhance their performance on listening tasks. The metacognitive strategies
seem to play an important role in enhancing success in second language listening
(Vandergrift, 1997). A classification of all major language learning strategies is summarized
and presented in Table 4.2.
Table 4.2: Taxonomies of learning strategies

Classification
Rubin’s taxonomy (1987)

Oxford’s taxonomy (2001)

O’Malley et al.’s taxonomy (1985)
Stern’s taxonomy (1992)

Description
1. Cognitive strategies
2. Metacognitive strategies
3. Communication strategies
4. Social strategies
1. Cognitive strategies
2. Mnemonic strategies
3. Metacognitive strategies
4. Compensatory strategies
5. Affective strategies
6. Social strategies
1. Metacognitive strategies
2. Cognitive strategies
3. Socioaffective strategies
1. Cognitive strategies
2. Communicative-experiential strategies
3. Interpersonal strategies
4. Affective strategies

It can be seen that learning strategies are labeled differently by different scholars.
Some teachers may be confused and puzzled about which category they should follow
because there are some blurred boundaries in categories created by each scholar. Some
disagreements also occur. Cohen (1997) seems to disagree with compensatory strategies or
communication strategies in Oxford’s taxonomy because these strategies do not account for
language learning but for language use. In addition, Rubin seems to put clarification or
verification in the cognitive strategies but Oxford puts clarification or asking for help into the
category of social strategies. This again occurs when Rubin believes that monitoring is in
cognitive strategies but Oxford again classifies it as a metacognitive strategy. Even though
there are some blurred distinctions, language learning strategies still receive a lot of attention
from several teachers and scholars with the aim of turning bad learners into good ones.
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4.5.1.3.3 Strategy training
As mentioned above, researchers try to discover how good language learners cope
with unfamiliar language and unpredictable contexts. By comparing the learning strategies of
both good learners and bad learners, researchers hope to identify strategies that good language
learners use. The purpose is for teachers to transfer these strategies to less successful or even
unsuccessful language learners. It is firmly believed that when struggling students are taught
these strategies and are given opportunities to practice them, they can significantly improve
their ability to process information or input, which in turn leads to improvement in language
learning. This issue is emphasized by Rubin (1975, p. 42):
We all know of students who learn a second language in spite of the teacher, the
textbook, or the classroom situation. How do these individuals achieve their
success? I would like to suggest that if we knew more about what the ‘successful
learners’ did, we might be able to teach these strategies to poorer learners to
enhance their success record.

She further states:
By looking at what is going on inside the good language learner, by considering
how he is successful, what strategies, what cognitive processes he uses to learn
a language, we may be led to well-developed theories of the processing of
linguistic information which can be taught to others. Perhaps we can then establish
procedures to train others to use these or similar procedures to acquire a second
language. (p. 49)

Lessard-Clouston (1997) also points out that teachers who train students to use
language learning strategies can positively help them become better language learners.
Teachers should try to help students understand good language learning strategies and train
them to develop and use such language learning strategies. Incorporating the notion of
strategies training can be considered to be a particularly valuable characteristic of a good
language teacher. O’Malley (1987, p. 143) explains the practice as follows: “Teachers need
not feel that their role is limited to simply providing comprehensible input but include a
variety of learning strategies…” She further supports the issue of strategy training as follows:
Research and theory in second language learning strongly suggest that good
language learners use a variety of strategies to assist them in gaining command
over new language skills. By implication, less competent learners should be able
to improve their skills in second language through training on strategies….Teachers
can play an important role in this training by conveying strategy applications
to students… (p. 133)
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O’Malley and Chamot (1990) state that teaching of learning strategies is undertaken to
help improve the learning outcome of poorer learners, as it is believed that some of these
students might not be able to figure out these learning strategies for themselves. Nunan (1999)
indicates that many learners do not know which strategies work best for their tasks, situations,
and their characteristics in order to develop their communicative competence. It may be
important for teachers to integrate effective strategy teaching into the language classroom and
make it suitable and useful for the individual learners. Oxford (1990b, p. 5) also stresses that:
“One of the teachers’ new functions is to conduct training on learning strategies.”
It seems that strategy training is given an important role in present language learning
situations. Teachers are responsible for providing this kind of training to their students in
order to help them improve their proficiency or help them be successful in language learning.
This kind of training is done with the assumption that strategies can be modified, rejected, and
learnt in order to improve the learning outcome of learners. Oxford (1990b) elaborates that
there are several terms that can be used to describe this kind of training such as strategy
training, learner training, learning-to-learn training, learner methodology training, and
methodological initiation for learners.
4.5.1.3.3.1 Frameworks for strategy training
Although there is no one standard procedure for strategy training, certain steps can be
suggested for incorporating this training. The claimed purposes of strategy training are to
raise students’ awareness of the purpose of strategy use, give students opportunities to
practice the strategies they are being taught, and help them transfer the strategies into new
learning contexts. A few frameworks for strategy training will be discussed in the following
section.
4.5.1.3.3.1.1 Pearson and Dole’s framework
This framework is based originally on first language learning. Pearson and Dole
(1987) mention the following procedures. First, teachers model strategies and directly explain
the benefits of applying each specific strategy. The detailed importance of each strategy is
included in this stage. Second, teachers provide extensive functional practice with the
strategy. Third, they help students identify the strategy and decide when it might be used.
Fourth, students are provided independent practice with the strategy. Finally, they are offered
an opportunity to transfer the strategy to new learning contexts by utilizing it in a new setting.
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4.5.1.3.3.1.2 Oxford’s framework
Oxford et al. (1990) provide a five-step sequence for strategy training. First, teachers
provide an introduction of strategies that emphasizes explicit strategy awareness. Next, a
discussion of the benefits of strategy use is conducted with students in class. Third, they are
provided with functional and contextualized practice with strategies. They are given
opportunities to actually apply the introduced strategies in some tasks. Fourth, self-evaluation
and monitoring of language performance are introduced. Lastly, teachers suggest or
demonstrate the transferability of the strategies to new tasks. A discussion of how to use the
strategies in new settings is conducted to make learners aware of it.
4.5.1.3.3.1.3 Chamot and O’Malley’s framework
Chamot and O’Malley (1994) propose a four-stage strategy training. This model
includes planning, monitoring, problem solving, and evaluation. First, students plan methods
to approach a learning task. Then, they self-monitor their performance by paying attention to
their strategy use and checking their comprehension. Next, they find solutions to problems
that they encounter. Lastly, they evaluate the effectiveness of a given strategy after it has been
applied to a learning task.
4.5.1.3.3.1.4 The university of Kansas framework
Boudah and O’Neill (1999) mention a framework of strategy training created by the
Center for Research on Learning at the University of Kansas. This model includes pretest,
description, model, verbal practice, controlled practice, grade-appropriate practice, posttest,
and generalization. First, teachers start by assessing the current level of the students’
performance by a strategy pretest. They then describe the characteristics of the strategies and
when, where, why, and how each strategy is employed. Third, the teachers model how to use
each strategy in content materials by the think-aloud technique. Students have to memorize
the strategy steps and other critical use requirements during the verbal practice procedure.
Next, they are provided with controlled practice activities to enable them to become proficient
strategy users. After that, teachers provide specific feedback on performance before they start
using the strategy with grade-appropriate materials. Finally, a posttest is conducted and
teachers facilitate them with generalization of strategy use in other contexts.
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4.5.1.3.3.1.5 Beckman’s framework
Beckman (2002) proposes a five step model for strategy training. First, teachers
describe a strategy to students. Its purpose, importance, time to use it, and a procedure for
using it are also clarified. Then, teachers model the use of the strategy by explaining to
students how to employ it. Next, teachers provide students with practice time. They are
required to monitor, provide clues, and give feedback to support learners. The purpose of this
practice is to train learners to use the strategy automatically without having to think. Fourth,
teachers promote student self-monitoring and students evaluate their personal strategy use.
Lastly, they are encouraged to continue using the strategy in new learning contexts.
It can be said that an intended result of providing strategy training to learners is to
enhance the proficiency of language learners. Some research projects claim that strategy
training provided for language learners can give a satisfactory result. Although each strategy
training includes different steps, it is claimed that it could enhance the learners’ ability to be
more successful in acquiring language. Oxford (1990b, p. 201) claims that: “learners who
receive strategy training generally learn better than those who do not....” Consequently, most
teachers are persuaded and tempted to supply it to their learners in the hope of helping them.
4.5.1.3.4 Shall we offer students strategy training?
Strategy training is organized for learners with the aim of making their students
successful in language learning. In terms of listening comprehension, there are two different
interpretations of the results on the effects of strategy training. Karen (2003) claims that
listening strategy training improved seven intermediate ESL students’ aural and video
listening ability. On the other hand, Field (1998) mentions that in ten out of twelve pieces of
research mentioned by Rubin (1994) and Chamot (1995) which involve explicit training, only
two produce unambiguous findings that listening comprehension is improved. Swaffar and
Bacon (1993) point out that it is always a general claim that teachers can support and enhance
language acquisition by using and teaching strategies to learners but it has to be accepted that
precisely how it works and how effectively it is still remain unclear to most teachers.
McDonald (1995) also says that not all strategies are always available to all learners because
of the existence of individual learning styles. Moreover, we can never be certain whether the
strategies reported to be used by learners are actually the ones corresponding to the
underlying mental process they utilize. They may report what they think they should.
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However, if the issue of strategy training is carefully considered, it can be said that
training learners to employ the same strategies seems totally to ignore the differences between
them. They tend to be moulded as though they were homogeneous. They are trained to learn
in the same way and follow the same path by utilizing the same strategy. They are supposed
to have the same goals and the same ways of achieving the goals in order to have the same
common body of knowledge. By doing this, teachers may have devalued the issue of
individualization by attempting to train every student to be the same and to learn in a specific
way (i.e. they are attempting to create homogenous learners). Teachers try to provide
solutions to learners by telling them what strategies to employ at what points. Stevick (1989)
first conducts interviews with ‘good’ language learners who have achieved high proficiency
levels in a variety of languages in the hope of finding how they are alike. It is intended that
the finding will be delivered to other students so all of them will be successful in learning
language. However, what he finds is that successful learners are very different from one
another and they employ various strategies in learning. There is no fixed set of strategies that
they use for a particular task and that can be taught to unsuccessful students. In fact, ‘good’
learners are heterogeneous, not homogeneous, themselves. Consequently, there is no actual
set of strategies that should be taught to learners because each of them is different in dealing
with learning. They should be treated as individuals instead of an homogeneous group.
Lian and Joy (1981) seem to believe that the importance of individualization in
language learning has started to be recognized. However, this apparent trend is not evident in
Thai language classrooms. In order to achieve success in teaching language, it seems that
individualization has to become a key issue. Lian and Lian (1997) and A.-P. Lian (1985)
strongly argue in favor of individualization. They suggest that it is a necessity because each
person may employ a variety of unknown and unknowable learning styles, experiences and
understandings when he/she attempts to learn a language or deal with a task. Consequently,
teachers should not try to direct them to function in a certain style or path. Teachers cannot
know exactly what is going on in their students’ heads. It is the students ultimately who will
decide what to utilize in order to include or exclude information from their systems. They
make decisions as to what they feel is right and suitable for them. Therefore, individualization
is not a luxury but a necessity – a crucial and necessary aspect of creating a successful
language teaching and learning experience, and an important aspect which all teachers,
including Thai teachers, can no longer afford to ignore.
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Instead, teachers should aim to provide the learning conditions and materials that will
enable and foster a variety of learning styles and strategies and thus create an environment
which respects the differences between learners. They should be able to use whatever works
for them. Although there is no real system or method that can accurately pinpoint these
differences, it is generally accepted that each learner interacts with learning including the
listening passages in their own way based upon the socio-historical background of which they
are a product. In addition, activities should aim at giving learners an opportunity to encounter
the language in a variety of ways and thus make the experience more meaningful to them.
Learners should be given a chance to access the materials in their own personal way and at
their own pace. They should be the ones who are in control of their study progress. They
should have a chance to choose from various supporting resources based on their own needs.
Further, they should not be forced to progress according to the time schedule of an
alleged ‘average’ or homogeneous learner. Teachers should not filter everything for students.
The learners should be in charge of attempting to modify their own filters. The teachers
should be willing to take a step back and provide their learners with help whenever they need
it (Lian & Lian, 1997). This argument is also strongly supported by Evelyn (1999). He clearly
points out that individual difference in language learning is an important issue. Learners have
different strategies and approaches for learning and will therefore develop their own
preferences for how they like to learn and the pace at which they learn effectively. As a result,
teachers should be sensitive to this issue because learning will be more effective when learner
differences are taken into account. Learners differ from one another but it does not mean that
they are bad or good. They should be allowed to be successful in learning in their own ways.
4.5.2 Cognitive load and memory span
Most learners claim to have a lot of difficulty when they have to deal with normalspeed listening passages. Furthermore, they experience more difficulties when they have to
cope with long listening texts. They consider that the listening text is far too fast for them to
process the information included in the text. Some of them state that they can comprehend at
the very beginning of the text. However, as the sentences continue to bombard them, they
cannot grasp the meaning anymore. As a result, they tend to panic and their system stops
functioning and refuses to process the rest of the listening texts. They, then, cannot
understand the listening texts at all after a certain point. Cook (1989) claims that the
difficulties occurring in listening comprehension could emerge from the context features,
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which is processing the load that learners have to cope with when listening to texts. When this
difficulty is experienced, some teachers eagerly try to help their students to solve the problem
by providing them with slower and shorter texts in order for students to be able to process and
understand the texts. Learners, therefore, normally deal with slow and inauthentic texts in
listening comprehension activities since it is a way of helping them to understand and cope
with listening.
However, this solution, practiced by most teachers, seems to shift the responsibility
away from the students. In fact, the problem encountered might probably occur from the
students’ internal systems. While listening to a text, learners have to construct the meaning of
the preceding information and retain the information in their memory while they continue to
analyze the continuing flow of information. Cook (1996, p. 65) points out that listeners have
to remember the beginning of the sentence or text while they process the middle and the end
of the sentence or text. They have to retrieve the patterns and meanings of words from their
memory and they have to figure out the relationship of the sentences to its context from the
information in their memory. The students’ systems, however, might not be able to process
the information instantly. This can significantly affect their ability to understand the texts.
Ridgway (2000, p. 181) mentions that: “Listening places a far greater load on the memory, as
there is no option of going back to previous text in order to check or revise comprehension.”
According to Baddeley (1990), memory span is the point at which learners are able to
correctly remember and immediately repeat back 50 percent of a sequence of things presented
to them. The first person who made an attempt to measure memory span was Joseph Jacobs, a
London schoolmaster. Baddeley further mentions that a normal span of a person would be six
or seven digits. Broadent (1958) and Cowan (1995) discuss evidence that human beings have
a limited-capacity memory. They could only fully be attentive to one channel or stream of
information at a time. It is also reported that short-term memory has a limited capacity which
can be reached after only about 60 to 90 seconds of listening (Bostontrom & Waldhart, 1988;
Cowan, 1993; Carpenter, Miyake & Just, 1994). Cook (1996) points out that it is impossible
to actually process speech if the learners’ mind cannot handle enough words. As a result,
comprehension will not occur.
Brown (1995) proposes that cognitive load is one of the most important determinants
of difficulty of listening. Anderson and Lynch (1988) state that a large amount of information
to be processed, combined with a limited amount of time available for learners to listen to
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each text, undoubtedly seems to cause difficulty for listeners. If listeners have to listen to
complex texts for only a short and limited time, they will not have time to make inferences
about the texts, or to verify or modify these inferences. The overwhelming amount of
information presented to them could be problematic to the point of stopping them from
listening to the texts. Ashcraft (1989) reveals that research suggests that the functional
duration of short-term memory information is about fifteen to 20 seconds and no longer than
that if the listeners start concentrating on something else. Miller (1956) also mentions that
there is a limit to the capacity of working memory. It seems to be restricted to about seven
units, or chunks, of information. When the segments get longer, working memory capacity
will definitely be strained. It can be seen that human cognitive system and memory system
cannot encode or input vast quantities of new information and hold that information
accurately for a long time. There is a severe limit on how much information can be encoded at
a time.
Rivers (1980) seems to agree with this argument and refers to studies showing that the
auditory memory span for foreign-language material is considerably less than that for nativelanguage material. This issue is also further emphasized by Call (1985, p. 769): “Memory
span for target language input is shorter than for native language input…” Cook (1996, p. 66)
points out the same evidence of the memory span in the second language learners. She
maintains, “In a second language, memory span is reduced.” She further supports this
argument by citing Glicksberg (1963) who, in his tests, found that L2 learners’ span in
English is 6.7 digits, which is lower than that of native speakers, who score 7.1 digits. Her
own research on memory span in 1977 follows a similar trend. Lado (1965, p. 127) asserts,
“Research has shown that the auditory memory span for foreign-language material is
considerably less than for native-language material, probably on a ratio of nine words to
fifteen.”
Merlet (2000) emphasizes in his research that the processes involved in foreign
language comprehension are much slower than in a native language because they require
more demanding cognitive resources. Celce-Murcia (1995) states that the listeners’ memory is
one of the major factors that could play an important role in determining the success or failure
of the listening process. Therefore, if listeners are presented with long texts, they will tend to
have difficulty comprehending them or, if they are able to comprehend the very first section
of the texts, their memory span could quickly become overloaded after the initial section due
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to the overwhelming amount of information. As a result, they will not understand the
subsequent parts of the text. Rivers (1981, p. 158) remarks on this failure:
The perceptual system has a limited capacity for absorbing information. Thus,
when the perceptual processes are bombarded with items in quick succession
the immediate memory cannot recirculate what it is retaining, and these items
are lost. As a result, the listener loses materials which would have been useful in
interpreting the overall message.

Martin-Michiellot and Mendelsohn (2000) point out that there are two sources of cognitive
load when learning is involved: intrinsic cognitive load and extraneous cognitive load.
Intrinsic load is relative to the content that learners have to learn while extraneous cognitive
load is specific to the way the content is displayed to the learners. When the sum total of both
cognitive loads is too high, learning tends to become difficult. They further point out that
teachers usually help lessen the process of learning for their students by adjusting the intrinsic
cognitive load. This is the normal trend for helping learners to deal with their learning in the
listening comprehension classroom.
It can be said that cognitive system and memory span, which are the internal systems
employed in the listening process, play an important role in the success or failure of listening
comprehension. Learners have to depend on these systems when they are listening in order to
retain the meaning used in constructing the whole meaning of the listening passage. It is clear
that they are fairly limited; as a result, it can cause many difficulties for listeners. This
contributes to failure or success in the listening process. As a result, teachers usually try to
help their learners by adjusting the structure and speed of the listening texts. This might not
be a wise way to assist learners since they might not be able to function in real life. A better
way to deal with this problem is to provide them with an environment that presents them with
an opportunity to reduce the extraneous cognitive load that they have to deal with each time.
They then can focus better and be able to comprehend the texts. This can be done through
well-designed materials that take this issue into account.
4.5.3 Task features
Another element that is claimed by several scholars to cause difficulties in listening
comprehension for some learners is the features of listening tasks. Scarcella and Oxford
(1992) state that the nature of the listening task is one of the factors influencing listening
comprehension. Types of information for learners to extract from the listening texts and the
response type required in the listening activities may lead to difficulties for learners in coping
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with listening texts. For example, tasks which require learners to just memorize, concentrate
on and jot down specific words or phrases would be considered to be easier than tasks which
require them to comprehend the entire texts in order to extract the main idea and retain the
details to answer the comprehension questions that follow. They have to utilize several
systems in order to complete the tasks, as a result, it is considered to be more difficult.
Anderson and Lynch (1988, p. 60) stress that tasks that involve immediate responses such as
drawing pictures are considered to be easier than ones which require learners to comprehend
the whole text and respond through complex tasks such as summarizing. Nunan (1999, p.
209) states an effect of task on listening comprehension:
Difficulty is also affected by the extent to which listeners are required to
extract information directly from the text, or whether they are required to
make inferences. … I found that learners had greater difficulty determining
the truth value of statements requiring inferences than those in which the truth
value could be determined directly from the listening text.

Anderson and Lynch (1988, p. 59) point out that teenage first language listeners report that it
is more difficult and problematic to produce a summary of a message than to recall the
complete content although the message is the same. The reason is that summarizing a
message, like distinguishing fact from opinion, is an evaluative listening task, in which
learners have to evaluate information so as to include important information in the summary
and exclude the less essential information. Buck (2001, p. 151) points out some characteristics
of the tasks that can cause difficulties in listening. These characteristics include:
- Tasks that require processing less information tend to be
easier than tasks which require processing more information.
- Tasks that require processing information from just one
location in the text tend to be easier than tasks which require
integrating information scattered throughout the text.
- Tasks that require recalling exact content tend to be easier than
task which require extracting the gist, or making a summary.
- Tasks that require simply selecting information tend to be
easier than tasks which require separating fact from opinion.
- Tasks that require information that is relevant to the main
theme tend to be easier than tasks which ask for irrelevant detail.
- Tasks that require immediate responses tend to be easier than
task which require a delayed response.

It is clear that different task types require students to extract different information and cope
with the listening texts differently, which leads to various degrees of difficulty and therefore
varying demands on the students’ systems.
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Lonergan (1990) describes one example of a task that is made very easy for the
students. The example is taken from the Media Teaching Manual prepared for Follow me.
The language output from the students in this task is kept to a minimum. The learners show
their comprehension by just ticking or crossing the prepared viewing guide to indicate their
intended answer. They have to choose from a very limited number of options and one of them
is known to be a correct answer. (see Figure 4.1)
Where are the park, the post office, the police station?

□ the park
□ the post office
□ the police station
straight ahead

□ the park
□ the post office
□ the police station

on the left

on the right

□ the park
□ the post office
□ the police station

Figure 4.1: A task from the Media Teaching Manual

In addition, Cook (1989) and Brown and Yule (1983) claim that one of the difficulties
occurring in listening comprehension could emerge from task features, which are response
demands or the level of response required from learners in order to complete the tasks. In
some task types, learners are required only to answer the comprehension questions while in
other task types they have to draw pictures or interpret the information and then add new
information based on their interpretation. They may hear a discussion problem of a group of
international students and then they have to suggest or provide the best solution for this group
of students in order to help them solve their problem. This can be considered demanding for
them. Moreover, the task types which require few demands on language production are
considered to be easier than the ones which require more language production, for example
speaking or writing. Students will feel more comfortable dealing with the listening tasks in
which they just have to answer the comprehension questions than with the ones that they have
to talk about or that involve a discussion after the listening texts are stopped or paused.
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It can be seen that different task features may pose different difficulties in listening
comprehension for students. However, in real life communication they may have to manage
various kinds of response needed from them. The program proposed in this paper aims to
provide them with chances to be exposed to different kinds of tasks. They should have several
practices in order to become accustomed to the tasks. This may result in the familiarity of the
tasks and they can better deal with the load. This may also enable them to function well in the
real world.
4.5.4 Text features
Text features are one of the major factors that play an important role in determining
difficulties or ease in listening comprehension. Various researchers have focused upon the
roles of these attributing factors in order to examine the effects that they have on the listening
process. Anderson and Lynch (1988) carried out a series of experiments and found out that
the organization of information, the explicitness of the information, and the type of referring
expression used to influence the listening process. For example, the information which was
listed according to its chronological sequence in real life seemed to be easier than that which
is presented out of sequence. Besides, learners feel that the use of pronouns rather than
complete noun phrase referents makes the listening texts more difficult.
Cook (1989) claims that the difficulties occurring in listening comprehension could
emerge from the text features, for example information organisation, explicitness, and type of
input. If learners are required to listen to a text which is organized in a very poor pattern, there
seems to be no doubt that they will have difficulties understanding the text as a result. Goh
(2000) states that speech rate, lexis, phonological features, text structure and a lack of interest
can be the main factors related to the difficulties that the listeners have to face when listening
to messages. The listening texts which are delivered at the normal rate seem to be perceived
as difficult texts for learners. Pearce, Johnson and Barker (1995) conducted a preliminary
investigation of attributing factors by asking 36 undergraduate students to identify the
conditions that might affect their listening ability. Most of them consistently perceived that
factors concerning text features such as presenters’ non-verbal behavior, organisational format
of topic, type of language, as factors primarily influencing their ability to understand the
listening passages. Brown and Yule (1983) also mention that the speech rate, the number of
people involved in the conversation and the accent the speaker employs can cause difficulties
for second or foreign language listeners.
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4.5.4.1 Characteristics of real life texts
It could be said that the ultimate goal in teaching listening comprehension is to enable
learners to deal successfully with naturally occurring or authentic spoken texts. Rost (2002, p.
31) describes the features of oral English as being in the form of short burst of units; marked
by a high ratio of function words such as prepositions, articles, auxiliary verbs; constructed in
incomplete grammatical units, false starts, and abandoned structures; formed in the most
frequent words of the language leading to more ‘loosely packed’ language; filled with a lot of
fillers and interactive markers; and delivered at varied speeds and paralinguistic features, and
so forth. According to Buck (1999), the speed of realistic spoken language or speech rate is
generally fast. Realistic spoken language may contain pauses and hesitations which are the
natural characteristics of authentic language. In addition, Harmer (1991) states that natural
speech phenomena include hesitation, reformulation, redundancy and topic change. Hedge
(2000, p. 238) points out the nature of unplanned spoken language:
Here we can see the repetitions, pauses, fillers, false starts, incomplete sentences,
restructurings, and corrections which are typical of speech, and also the random
order of information as the speaker piece together a presentation of the event.
Spoken language also contains a higher proportions of colloquial language than
most written texts.…The rate of delivery can vary greatly but learners might
perceive it as very fast.…

Richards (1987) mentions that natural spoken texts are often delivered one clause at a
time. They are not in full sentences but in a clause format. Words in speech are in reduced
forms because there is not always time for the tongue to assume the ideal position which is
required to articulate a sound. As a result, it is very common to find patterns of assimilation,
the disappearance of word boundaries, omission of certain vowels and consonants. The
ungrammatical forms and constructions may be found frequently in speech because the
speakers plan and organize the content of their utterances in concurrent time. Moreover,
speech always consists of pauses, hesitations, false starts and corrections. Between 30 to 50
percent of speaking time may consist of pauses and hesitations such as ‘uh’, ‘oh’, ‘hmm’,
‘ah’, ‘well’, and ‘I think’. Cohesive devices used in the spoken texts such as ‘this’, ‘these’,
and ‘you are’ sometimes are not readily identifiable and they may function differently from
the ones presented in the written texts.
Buck (2001) also proposes very similar characteristics of spoken texts. Phonological
modification, for example, assimilation, elision, and intrusion, is very common in natural
speech. The speech rate is quite fast, especially in conversations and interviews. The average
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number of words per minute is about 170. Hesitations which are unfilled pauses or period of
silence; filled pauses such as ‘mm’, ‘well’, ‘um’; repetitions of the same words; and false
starts are also important characteristics of spoken texts. The discourse structure is organized
in a loose way by adding more information and following on from one idea to the next.
What is more, Ur (1984) also asserts that real life listening texts are usually broken
down into smaller units by the physical movement of the speakers. Furthermore, they are
always jerky and contain redundancy in the forms of repetitions, false starts, re-phrasing and
self-correction. Burns, Gollin and Joyce (1997, p.73) point out the following characteristics of
authentic spoken language:
…the utterances are fragmented and vary in length. They are difficult to set out
as sentences. The interactants use a range of structural choices according to their
need to negotiate meaning and overlap and interrupt one another rather than take
distinct turns. The dialogue is full of hesitations and backchannelling and the
speakers use information and idiomatic language.

The above characteristics of spoken texts seem to cause tremendous problems in
second and foreign language learners. They always claim that the texts are far too fast for
them to process the information. In addition, the texts seem to contain unfamiliar vocabulary
items and topics which cause some problems in comprehending the texts. Learners usually
expect to listen to texts which are delivered at a slow rate, are clearly articulated and
composed of complete sentences and easy vocabulary items. As a result, they find listening to
natural spoken texts very difficult and impossible to accomplish. They tend to be unconfident
and insecure and feel that they cannot understand spoken text although they have been dealing
with this skill for years. They tend to be disappointed and fed up with this particular skill
because they believe their skill will never improve. They seem to believe that if the texts are
slowed down they will be able to understand more. Teachers, therefore, try to help build up
their learners’ confidence by making sure that their learners do not have trouble in listening to
texts. This is achieved by making the listening texts easier through various techniques, which
will be discussed in the following section. The main purpose of doing this is to support
learners by providing them with security and comfort in dealing with listening
comprehension.
4.5.4.2 What is commonly done to the texts to help learners?
Nowadays, listening passages which are normally used in learning and teaching
listening comprehension are labeled ‘natural’ and ‘authentic’. However, most of them are
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frequently simplified ‘to make them easier’ for the listeners. The purpose of doing this is to
enable learners to understand and cope with the listening texts. Cauldwell (1998) points out
that many of the listening recordings and materials used in the classroom claim to be natural
and authentic but only few of them are truly so. Many of them are not at all naturally
occurring speech. In fact, they are often scripted and are relatively and artificially slow. They
are frequently contrived pedagogic materials made solely for the purpose of learning and
teaching listening comprehension. Richards (1987, p. 172) describes the nature of listening
comprehension textbooks available for second and foreign language classroom:
Many current commercial listening materials are spoken at an artificially slow
pace, in prestige dialects that are not typical of ordinary speech. They are often
oral readings of written material articulated in a precise ‘acting’ style, lacking
the pauses and self-corrections of natural speech.

Flowerdew and Miller (1997, p. 33) are strongly in support of the idea that commercial texts
are very coherent, explicit, self-contained and neatly divided up into complete sentences:
Although more recently, attempts have been made to make the language of
academic listening comprehension texts more authentic and ‘speech-like’, it is
nevertheless still more often than not the case that, because the listening texts
which are used are scripted, the language found in them retains more features
associated with written than with spoken text and makes them not typical of
authentic lectures.

Nunan (1999) also says that non-authentic listening texts usually contain linguistic features
that are usually found in written language. Overlaps, hesitation, and false starts, and
negotiation of meaning can rarely be found in the listening texts. However, at the same time
he seems to support the use of modified texts: “Modifications also sometimes have to be
made because speakers have used low frequency vocabulary or unusual grammatical
structures that will distract or confuse the listener.” (p. 212)
Porter and Roberts (1987) point out some of the ‘give away’ characteristics of
listening texts intentionally prepared for English language teaching classroom. This includes
intonation, pronunciation, enunciation, repetition, complete sentences, distinct turn-taking,
high recording quality, pace, loss of attention signals, formality, limited vocabulary, too much
information, and mutilation. They mention that the intonation used in the listening materials
tends to be unusually wide and to have strangely frequent pitch movement, which duplicates
the intonation used by mothers to their young children. The pronunciation used in the
majority of tapes and cassettes is Received Pronunciation (RP), which is considered to be the
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standard accent of British English. The speakers tend to exaggeratedly articulate words or
sentences with excessive precision. As a result, word boundaries are very clear and
assimilation and elision are reduced to the minimal level. Some structures are repeated in an
unreasonable manner.
Furthermore, listening materials presented in the texts are formed in neat, simple,
rather short, well-formed discrete sentences, rather than in natural sequences of loosely
connected clauses. Fragmentation is generally avoided to reduce confusion. In the
conversation or discussion texts including more than one speaker, speakers wait patiently for
their interlocutors to finish their sentences before they start to deliver their own sentences.
They always talk for approximately the same amount of time and also in short sentences. The
speakers in the listening texts employ a slow pace and rarely use normal attention signals such
as ‘uhuh’ or ‘mm’. It is quite normal for materials tend to be biased toward standardized,
quasi-literacy language. As a result, syntax and vocabulary items used tend to be very formal.
Slang and colloquial words or structures are very rare to find. Vocabulary items incorporated
in the texts are very limited, restricted and simplified. A lot of information is included with
the purpose to make the texts clear to listeners. Finally, disturbing extraneous noise such as
background noise, and other people talking is always reduced or even taken out to help the
listeners.
Besides, in a normal classroom situation when teachers pronounce words or sentences,
they tend to pronounce them fairly slowly and clearly. They, therefore, seem to develop the
habit of using particularly slow, clear styles of speech when speaking to their students
(Brown, 1990). As a result, students seem to be given opportunities to listen but mainly to
slow, unnatural and simple texts for the entire duration of the language course. Moreover,
while teaching, some teachers try to ensure that the listening passage is free from any
extraneous noise that will hinder the listeners’ listening abilities (Anderson & Lynch, 1988).
Noblitt (1995, p.1) points out the same direction employed in the procedure of creating
teaching materials:
…producers of pedagogical materials take care to adhere to studio recording
conditions. Their objective is to eliminate background noise and emphasize ideal
pronunciation to reduce what is considered undesirable variation in input.

This is intentionally done, once again, to make sure that the texts are not too difficult for the
learners to process.
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According to Harmer (1991), there seems to be a belief within the teaching profession
that a frequent diet of successful listening pieces could make students confident and more able
to cope with listening to English. Geddes (1981, p. 79) explains this trend by claiming that an
authentic passage of spontaneous speech seems to burden students with several problems
which can lead to panic, anxiety and fear. Teachers, as a result, need to find texts that will
give the learners controlled and guided experience. Hedge (2000, p. 255) seems to agree with
the idea by giving the following conclusion: “Perhaps the most vital element in learning to
listen effectively in a second or foreign language is confidence, and confidence comes with
practice and with achieving success from an early stage.” Ur (1984, p. 27) also supports the
idea of building learners’ confidence in terms of success in listening comprehension with the
supply of ‘easy’ texts and tasks:
Listening exercises are meant to train not to test; and the best practice is obtained
by having learners do the activity more or less successfully, not by having them
fail. Thought should be given to appropriate grading both of the language and of
the task type so that they are not too difficult. Giving material that is too easy is,
in my experience, much less of a problem; it does not seem to happen so often,
and even when it does, no harm has been done – the class still gets its (slightly
less valuable) listening experience, whereas exercises that are too hard give little
practice and can actually cause harm by frustrating and demotivating students.

Burns, Gollin and Joyce (1997, p. 72) point out the fundamental concept of providing
a transcription in the classroom:
The teaching of spoken language has generally been based on ‘idealized’ scripted
texts…. Scripted dialogues are readily available and the recordings are generally
of a good quality. Scripted dialogues are considered to be easier to process and
to provide students with a sense of security. Authentic discourse is viewed as
chaotic in comparison and many teachers fear that students will become frustrated
trying to make sense of it.

In support of this argument, Leow (1993) expresses the belief that human learners
have limited cognitive capacity. Therefore, it could be suggested that the simplification of
both lexical and syntactic input is one technique that may help second language learners.
Leow suggests that simplified input or morphologically and syntactically modified input has
an important role in facilitating second language learners’ comprehension because it makes
the input more comprehensible for learners. Speech modification can be in forms of syntactic
simplification (i.e. employing simple syntax); clearer articulation (i.e. using fewer reduced
vowels or consonants); shorter utterances; slower speech; emphatic stress; topic-left
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dislocation; and rhetorical signaling or framing (Hatch, 1983; Chaudron, 1986; Parker &
Chaudron, 1987).
Besides, Rost (1991) points out that making input simpler or less complex is one of
the main techniques for helping learners with listening comprehension. This could be done by
slowing down the speech by using longer pauses between groups of words, repeating familiar
information and paraphrasing unfamiliar vocabulary. Rost (2002) further states that
simplification is a method of making difficult discourse accessible to second language
learners and providing useful texts for language learning. Simplification can be achieved in
two ways: restrictive simplification and elaborative simplification. Restrictive simplification
includes using simple vocabulary items, less slang, and fewer idioms; using simpler syntax
and shorter utterances; emphasizing word boundaries by slowing down or exaggerating
speech patterns; and using familiar and recognizable discourse patterns such as tag questions.
Elaborative simplification includes using higher pitch to promote attention; providing
rephrasing of key words and difficult syntactic constructions; using more subordinate clauses
to make utterance relationships more understandable; and providing direct repetition of
words, phrases, and whole utterances. He further mentions the benefit of simplification as
follows: “Simplification often has the immediate beneficial effect of helping learners
understand the ideas in what otherwise might be an inaccessible text, and thus reducing
frustration.” (p. 131)
It can be said that the practice of offering modified input might have a root in the
belief that it is the teacher’s role to provide learners with understandable language input i.e.
Krashen’s comprehensible input. Hatch (1979, p. 64) mentions the characteristics of
simplified input that could promote comprehension:
1) slower rate and clearer articulation, which helps acquirers to identify word
boundaries more easily, and allows more processing time;
2) more use of high frequency vocabulary, less slang, fewer idioms;
3) syntactic simplification, shorter sentences.

It is widely and strongly believed that comprehensible input is a necessary condition
for language acquisition. As mentioned in Innatism, one of the theories of learning discussed
in Chapter 2, acquisition is the goal that teachers should aim for in teaching their learners.
Teachers, as a result, try to make their learners understand the input by employing several
forms of modification so that it becomes intake for learners. Consequently, acquisition will
happen after the exposure. Krashen (1995, p. 64) points out this responsibility of teachers as
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follows: “Indeed, the comprehension requirement suggests that perhaps the main function of
the second language teacher is to help make input comprehensible, to do for the adult what
the ‘outside world’ cannot or will not do.” Long (1983, p. 138) also points out the support
given to this methodology:
It is widely assumed, and probably rightly, that samples of a second language
heard but not understood by a would-be acquirer of that language serve no
useful purpose in the second language acquisition process. Only comprehensible
input will do. The question is, how does that input become comprehensible to
the learner? Modifications of the input itself almost certain help.

4.5.4.3 Should we continue providing learners with that type of input?
There has been an attempt to support, promote and justify the importance and
advantages of the modifications of input on listening comprehension. Kelch (1985) conducted
research with 26 foreign students at the University of Hawaii. The result shows that
modifications of speech to non-native speakers do aid comprehension. Modifications in the
study include slower speech with clearer articulation, fewer vowel reductions, and more easily
identifiable word boundaries. It is claimed that the modifications applied to speech can help
increase perception of the stream of speech and then allow more processing time for learners.
Hsu (1994) reports that the text reinforcement type modification seems to be effective and
useful for beginning level English as a second language students in listening comprehension.
However, the theory of comprehensible input has been questioned and criticized by
several second language acquisition theorists although the idea has been applied widely in
many classrooms around the world and its influence on the language teaching and learning
filed is undeniable. There are many research projects conducted to examine this aspect and
they reveal interesting and surprising results which seem to contradict the claims proposed by
the Comprehensible Input theory and strongly disfavor the use of comprehensible input.
Derwing (1990) and Rader (1991) conclude that research reveals that slow speech rate, which
is one of the important features of comprehensible input, does not seem to promote or
facilitate the non-native speakers’ listening comprehension. This seems to be diametrically
opposite to the claim originated by the advocates of the Comprehensible Input theory.
In addition, Loschky (1994) conducted a study with 41 beginning level learners of
Japanese as a foreign language at the University of Hawaii. Pre-modified input such as the
simplification of lexis, morphology and syntax was hypothesized to promote and increase the
learners’ comprehension. However, results revealed an opposite effect since the scores in
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various listening tasks of the group that received baseline or normal input were higher than
those of the group which received pre-modified input. It can then be concluded that premodified input sometimes fails to promote learners’ comprehension. This finding obviously
goes against the general hypothesis that pre-modified input supports and promotes listening
comprehension. Blau (1990) investigated the effect of syntax and speed on listening
comprehension of English as a second language learners and English as a foreign language
learners. It was found that the mechanical reduction of the velocity of speech with the help of
a variable-speed tape recorder from faster (170 word per minute) to slower (145 word per
minute) did not enhance the comprehension skills of Polish or Puerto Rican listeners except at
the very lowest levels of language proficiency.
In addition, Chiang and Dunkel (1992) themselves conducted an experiment with 388
high intermediate and low intermediate listening proficiency Chinese students of English as a
foreign language. The subjects were male undergraduate students at the Chinese Naval
Academy in the Republic of China. All of them had studied English for at least six years
during high school. Their proficiency in listening was judged from the Comprehensive
English Language Test (CELT). The results revealed that only high intermediate listening
proficiency students seemed to benefit from speech modification while low intermediate
listening proficiency students did not. It is clear that modification of input in various methods
does not seem to always carry out its function in benefiting comprehension of every learner as
it is frequently claimed by the theory and its advocates. There are some restrictions in aiding
comprehension or in some cases it does not seem to fulfill the claimed promise at all.
Actually, in real life situations, learners will never have an opportunity to listen to the
artificial texts which are slow or free from extraneous noise. The learners with a pedagogic
history of graded and simplified exposure to the language, therefore, may not have the
appropriate skills to understand or recognize the topic or main idea, nor the details of the
passage. So when they have to function in a complex or complicated environment, as in real
life communication, which contains fast, complex and fuzzy language, they may not be able
to interact sufficiently because of their inability to fully comprehend the language (Lian &
Joy, 1981). As a result, this inability to cope may lead to a feeling of disempowerment,
leaving them decidedly unconfident with their level of proficiency.
Ultimately, the purpose of teaching listening comprehension is to enable them to listen
to and understand authentic, complex and normal speed passages in a real life listening
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environment. Therefore, listeners should have a chance to be exposed to natural, complex and
unsimplified passages as much as possible rather than constantly dealing with simplified
texts. A.-B. Lian (1996) suggested an interaction-centered approach. In this approach, the
students are given a chance to deal with unmodified authentic texts that they will adopt in a
forward-looking perspective. This perspective is based on the reality of what they are not yet
achieving (present situation) and where they ought to be heading (goal). The students should
not be given texts that are completely comprehensible or easy for them just to make them feel
better (a method which seems to be suggested by Krashen, 1995). It is strongly suggested by
A.-B. Lian that the students must listen to realistic spoken language in order to achieve a high
level of proficiency. Otherwise, they will not be able to function efficiently when it is time for
them to listen in a real situation.
It could therefore be argued that the language used in texts must have the
characteristics of natural language use. It should not be slow, simple or free from extraneous
noise. The speed of realistic spoken language or speech rate is generally natural, i.e. fast.
Realistic spoken language may contain pauses and hesitations, which are the natural
characteristics of authentic language. The learners should be exposed to this kind of language
in order to function effectively in a real situation. The attention of learners should also be
drawn to the tone of voice and intonation used in the texts since they also contain important
information. In fact, artificially prepared material can sometimes hinder students’
comprehension since it lacks the common features contained in natural utterances. As a result,
the information tends to be delivered at a much higher rate than normal speech (Rivers, 1980,
1981) (i.e. without the naturally occurring pauses and hesitations that provide the listeners
with time to process the information). Snow and Perkins (1979, p. 52) seem to oppose
contrived materials by pointing out that:
Artificially constructed listening comprehension materials especially ‘cooked’
for English as a second language students often reduce the amount of language
redundancy available from a speaker in a natural setting, therefore, making the
listening task unnaturally difficult.

From this perspective, instead of providing learners with allegedly ‘easier’ comprehension
activities, contrived materials can actually force the learners to process more information at a
faster speed.
Duzer (1997) also argues that listening materials should be authentic. This means that
the language in the passages should reflect real discourse, including hesitation, rephrasing,
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and a variety of accents. The language does not need to be constantly modified or simplified
to make it easier for the level of the listeners. Lian and Lian (1997) and A.-P. Lian (2000) also
emphasize that in order to achieve effective language-learning, the learning experience needs
to be complexified rather than arbitrarily simplified. Giving learners the opportunity to deal
with authentic rather than pedagogically contrived materials is an important way for them to
gain partial access to the target language, thus empowering them to function effectively in a
variety of interpersonal contexts within the target language community. Restricting access to
the complexity of the target language may prevent learners from being able to function, or be
at least more confident about, functioning in the realistic world. Continuing this practice is
contrary to the goal of enabling learners to function in the target language.
A.-P. Lian (1993) points out that authentic materials can provide the possibility of
learning about the discourse structures and communicative strategies which occur in real life
but which are frequently filtered out of normal educational materials. Therefore, employing
authentic texts can provide the students with access to real language use. Using authentic
materials can also be an interesting and productive way to motivate students’ learning since it
provides a meaningful context. Students can relate what they learn in class with what they
have to do in real life. This should help to transform a meaningless situation into a meaningful
one. Consequently, the program that we will present here strongly supports the belief that
authentic materials should be employed in teaching and learning listening comprehension
from the beginning.
4.6 Conclusion
In order for teachers to prepare learners to be successful in the real world, listening
comprehension should receive more attention. On the basis of the review, listening
comprehension is a complicated process which requires learners to actively construct and
reconstruct meaning of the listening texts. They have to utilize both bottom-up and top-down
knowledge simultaneously in making meaning of the texts based on their historical
background. Teachers should stop using the common practice in dealing with listening
comprehension by providing transcriptions to learners or focusing only on how many
questions they have answered correctly. Teachers should take into account the factors that
contribute to the difficulty in listening comprehension when dealing with it in the classroom.
An environment which allows learners to deal with the authentic texts in a variety of ways
should be created in order to allow them to deal with the texts differently to take care of
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differences in learners. No two students tend to deal with the texts in the same way because it
is clear that each of them possesses a different past history, learning styles and strategies.
They also bring these characteristics with them when they come to class.
Each of them should be encouraged to make use of their ability in their own way in
order to be successful in learning instead. They should not be forced to follow the same path
and pace to achieve the goal. Different support should be provided to them in order to assist
them. Authentic texts should always be provided to them so they can deal with things they
have to cope with in real life. Their unavoidably limited cognitive capacity should be taken
care of by providing them with different methods for dealing with the listening texts. The
proposed program comprehensively took all these factors into consideration when its
intellectual frameworks were being developed. With all these factors taken into account,
listening comprehension should become an interesting experience for learners to be involved
in and the program should lead to improvement of learners’ listening comprehension.
The next chapter presents a brief history, advantages and disadvantages and categories
of Computer Assisted Language Learning. A review of four major computer programs,
namely Suranaree University of Technology CAI, Issues in English, TeenTalk and BBC New
English Course, will be provided, with the aim of looking at their overall characteristics and
particular strengths and weaknesses.
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CHAPTER 5: COMPUTER ASSISTED LANGUAGE LEARNING
With the introduction of advanced technology, especially computers, it cannot be
denied that language learning and teaching have become more interesting and attractive to
learners. It allows them to access primary source materials, have experience with different
people and places and be exposed to a variety of language resources and forms all of which
can boost their enthusiasm. In terms of listening comprehension, computers are brought in
because they provide learners with an opportunity to deal with listening texts in a more
precise way than tape cassettes or video players. Computers, if properly programmed, can
also offer relevant feedback. This chapter, through the examination of a range of
representative programs, looks at the definitions and categories of CALL and its advantages
and disadvantages. Four CALL programs, namely SUT CAI (1999), Issues in English (2001),
TeenTalk (2000) and BBC New English Course (1999), either teacher-made or commercial,
will be examined in detail to look at their general characteristics and particular strengths and
weaknesses.
The programs were chosen not because they represent major significant
implementations of learning systems but because they were generally representative of the
types of programs commonly available on the market and used in Thai universities or
sometimes developed specifically by a university to serve their own students. Significantly,
they all share similar intellectual frameworks. As a result, all share the same kinds of features
and weaknesses. No matter where they were created or who created them, they were all
problematic.
All programs were firstly described in terms of the functions of each of their
components and each button incorporated in the program. A number of criteria were then
used to look at the program. First, the nature of spoken texts in the program was discussed
e.g. were authentic texts actually provided to the users or were various accents provided.
Second, the level of control given to users and the interaction between the programs and users
were examined. The freedom to switch between each function and to navigate the whole
program at will with no prescribed path was examined to determine whether each program
was able to benefit users with different styles and different strategies. Third, the level of
support was considered with a view to determining where the users were provided with such
features as various kinds of input to help lessen cognitive load while dealing with spoken
texts. How the support was presented was also scrutinized. Fourth, the issue of answer
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evaluation and feedback, a major characteristic of complicated programs, was considered.
Each program was previewed to see whether or not it evaluated the answer in a sophisticated
way and whether it gave valuable feedback to users in correcting wrong answers and guiding
them to provide correct answers. Finally, the nature of incorporated exercises was considered,
in particular whether the program focused only on listening skills for detail or whether it also
aimed at improving the necessary global listening skills.
5.1 What is Computer Assisted Language Learning?
At present Computer Assisted Language Learning (CALL), which is a term formally
recognized and widely discussed at the 1983 TESOL convention in Toronto (Chapelle, 2001),
seems to be a term that can attract tremendous attention from various parties. Many teachers
seem to be eager to apply it in their classrooms because of its claimed beneficial results in
easing the learning process but some teachers are still reluctant to implement it in the
classroom because of several factors such as the inability to get a grip on the technology or
the uncertainty of how to incorporate it. Levy (1997, p. 1) provides a very concise definition
of CALL as “the search for and study of applications of the computer in language teaching
and learning”. According to Word IQ (2004), CALL is a method of teaching and learning
languages by means of computer software specially designed to be used in the classroom.
Beatty (2003, p. 7) defines it as “any process in which a learner uses a computer, as a result,
improves his or her language”. Although each definition may seem to be broad, it still gives
teachers a notion of current practice in teaching and learning of language utilizing computers.
In general, the assumption is that the role of CALL is to help foster language learning by
providing conditions which make some aspects of language learning, either second or foreign,
easier and more approachable for learners. CALL encompasses various modes of delivery
ranging from individual computers in the classroom, computer sets in language labs, online
instruction with the use of World Wide Web, and an incorporation of email in learning
language.
Because of its popularity, there seem to be various terms coined for CALL. Most of
them imply rather similar meanings with only a slight difference in focus. Higgins (1985, p.
137) points out different terms employed by various scholars. The terms Computer-Aided
Instruction (CAI) and Computer-Aided Language Instruction (CALI) are normally used by
American scholars, whereas Computer-Assisted Learning (CAL) and Computer Assisted
language learning (CALL) are preferred by most British academics. Beatty (2003), however,
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provides more thorough, detailed explanations of each term. She points out that ComputerAided Instruction (CAI) may not have a language focus and tends to imply a teacher-centered
approach. Computer-Assisted Learning (CAL) is very similar to CAI but the focus seems to
be on the learner because of the word ‘learning’. Computer-Aided Language Instruction
(CALI) is generally used in North America. Computer-mediated instruction (CMI) implies
learning that may take place in distance through the use of email or some forms of computer
hardware and software but the emphasis seems to be a teacher-centered approach. This might
be because of the word ‘instruction’. Technology enhanced language learning (TELL) seems
to cover a broader range when compared with other terms. It refers to the use of any
technology such as video, tape recorders, or even entire listening labs in learning.
However, the terms CALL and TELL seem to receive more favor among scholars
because they seem to be associated with a learner-centered approach rather than a teachercentered approach, which is a popular concept at present. In Thailand, the application of
computers in language teaching and learning can attract some interest from teachers and
educational administrators. Attempts have been made to incorporate it into the curriculum at
various educational levels. The term CAI is generally employed in Thailand and a Thai term
(Com Pew Ter Cheuw Sorn) corresponding to CAI is also coined for easy references among
scholars. The focus of the term seems to put an emphasis on the aid that computers provide
for the teaching part rather than the learning side. In this research project, however, the term
Computer enhanced language learning (CELL) will be applied to describe the computer
program developed under the proposed theoretical framework. CELL, first used by A.-P. Lian
in 1988 (personal communication, November 18, 2004), entails the notion that computers do
not only help or assist learners with the learning process but they offer learners more than
that. They are not to be used as support but as a way of making language learning better.
Computers began to play a role in educational environments in the 1950s (Higgins &
Johns, 1984; Newby, Lehman, Stepich & Russell, 2000) and they started to play some roles in
the language teaching area in the 1960s (Warschauer & Healey, 1998) and have come to play
a vital role in fostering second/foreign language learning at present. At first, they were
expensive mainframe computers located in research facilities on campuses and learners had to
leave their classrooms to use the computers. The very first and important system was the
Programmed Logic/learning for Automated Teaching Operations (PLATO system). One of its
various functions was developed to be used in language teaching. Russian, Arabic, Chinese,
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Hindi, Hebrew, and Swedish programs were created on this system. The system contributed
tremendously to the area of teaching and learning language. It supported several features such
as audio, graphic, and flexible response analysis (Chapelle, 2001).
5.2 Advantages and disadvantages of CALL
At first, and even at present in some teaching and learning situations including some
learning environments in Thailand, teachers were not willing to allow computers into their
teaching environment. Maddux, Johnson and Willis (1997, p. 4) point out that:
It would be a mistake for any educational computer advocate to assume that
because computers are a product of technology, they will be universally
welcomed in schools by fellow teachers, school board members, or the general public.

Some of them claim that computers do not provide anything that other present
teaching methods cannot do. Some language teachers in Thailand also claim that it takes time
to learn how to manipulate the CALL program and they do not have that much time because
of their heavy teaching schedule each semester. Some seem to think that learner and teacher
interaction is the only way to promote acquisition and should not be replaced by the use of
technology. They are afraid that computers will depersonalize education. The interaction
between learners and teachers will be reduced to a minimal level.
Higgins and Johns (1984, p. 10) illustrate the resistance of some teachers to the use of
computers in the classroom:
The usual reaction from language teachers is that they (computer programs) contain
nothing which cannot be done already with pencil and paper, and that the gain (in
individualization or motivation) does not justify the expense and trouble.

They further elaborate that: “The computer, some say, serves only the conscious process of
learning, and can do nothing to facilitate acquisition.” (p. 17) Jones and Fortescue (1987, p.
99) point out an attitude of several teachers towards an application of computers in language
learning:
There was early fear that they would replace the teacher, that the teacher would
become superfluous. …many teachers remain worried that the computer may oust
them from the classroom, an opinion which is not shared by those who have
experience of using computers with language learners.

They also state another interesting aspect of the doubt about their potential, which results in
fear of using CALL programs among teachers:
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Another common barrier to CALL is a fear among teachers of the technical aspects
of computers, which finds voice in the claim that they are ‘teachers, not technicians’.
Such feelings are reinforced when demonstrations by enthusiastic amateurs (and
sometimes professionals) go hopelessly wrong: the program will not load, or
‘crashes’ when the user innocently presses the wrong key. (p. 100)

These references are now several decades old but it seems to be true that little has
changed about the ways some teachers generally conceptualize CALL and tend to reject it,
especially the belief that CALL is not sufficiently human and it does not represent humanity.
Bracamonte (1999) reports that teachers are reluctant to use CALL with students. This results
from the belief that it is a field for specialists. The skills required to operate the machine are
complex. Teachers believe that they are required to operate and solve two levels at the same
time: pedagogical level (i.e. what to teach) and technical level (i.e. what goes wrong that they
have to fix). They also report that they are nervous that machines can replace them or have the
power to control what occurs in the classroom. Newby, Lehman, Stepich and Russell (2000)
point out that several attacks have been made on the inability of computers to deliver the
expected educational improvement despite investments of huge sums of money.
Carballo-Calero (2001) points out that most teachers are reluctant to introduce the
computer into the classroom. The older teachers do not know how to use the computer since
they have never had to. However, the younger ones realize the advantage that the computer
can offer but they have to face a number of barriers which cause them to avoid the use of
computers in their language classes. Some of them still have the fear that the technology will
replace them. Consequently, some English classes are still based on traditional lectures or
traditional equipment like tape recorders and video players. Carballo-Calero (2001)
interestingly clarifies the problem of incorporating technology as follows:
We are living in the age of computers, and surprisingly enough, language teachers
are, in general reluctant to include them in their classes. Paradoxically, there are
teachers who work with the computer, they do research using the Internet, they use
the word processor, they consult encyclopedias on CD-ROM, they communicate
with their colleagues through email…. but they refuse to use these resources in
the class… (p. 9)

It seems to be very common among some teachers who do not have technical knowledge of
computers to feel very reluctant about or to resist using CALL programs in their classrooms
when they can normally cope with and conduct their normal classes in a traditional way. They
seem to perceive the application of CALL as a burden instead of assistance in making the
classroom more interesting and lively.
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However, when CALL is compared with other traditional types of educational media,
it actually provides several significant advantages for both learners and teachers (Hannafin &
Peck, 1988). First, it increases interaction or the active exchange of information between the
computer and the student. Maddux, Johnson and Willis (1997) point out that research has
shown that computers can be used to increase human interaction instead of decreasing it.
Second, it offers individualization. The one-to-one nature of it makes it possible to
monitor student understanding and to respond to the needs of each individual student (Dence,
1980; Ross, 1984). Individualization could promote learning by increasing interest and
activating relevant past experience for new information. Forcier (1996) demonstrates that one
strong characteristic of CALL is its ability to serve individualization. Learner progress can be
tracked efficiently.
Third, it motivates students. According to Clement (1981), many students find CAI
interesting. Learning through CALL does not pose any threat, as might happen when the
learning is done with a critical human instructor. They enjoy using it because they perceive it
as a comfortable, non-threatening medium. Szendeffy (1997) mentions that CALL plays a
major role in motivating students. When they are interested, they automatically focus on and
are conscious of learning, which is what all teachers struggle to achieve.
Fourth, its ability to provide immediate feedback, which is crucial, is impossible with
other media. Answers can be evaluated instantaneously but teachers are not always available
to do so.
Fifth, learners are allowed to determine the pace of the lesson. They can choose what
part to explore and how many practice exercises are required. Bright (1983) mentions that
part of the reason for the effectiveness of CAI is that it can account for individual differences
that other media do not seem to take into account. It also produces more learning in a given
amount of time and produces a given amount of learning in a shorter period of time.
Szendeffy (1997) and Fitzpatrick and Davies (2003) point out that CALL presents students
with opportunities to have control over the pace and level of their learning. This allows them
to tailor the amount of material delivered to their true comprehension ability and learning
styles without being intimidated in one case or bored in another. Kenning and Kenning (1983,
p. 3) also point out the tremendous benefit of computer assisted language learning:
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The computer has a number of advantages over normal classwork. It offers
privacy, which relieves learners from the fear of being ridiculed for their mistakes
by their classmates. It allows learners to work on their own, in their own time
and, most importantly, at their own pace. This is valuable not only for those who,
because they have been ill or because they are slow learners, have fallen behind
and need to catch up with the rest of the class, but also for the better pupils who
always finish early and need extra materials to stretch them. The computer is
patient and will tirelessly go over the same points for as long as is necessary.
Finally the computer is consistent, unbiased, and has no ‘off days’.

Beatty (2003, p. 143) points out another benefit of CALL:
…they are available beyond the time and space confines of the classroom; a
learner who wishes to revisit and extend his or her learning at any time or
place (that is, any place with a computer) has potentially rich resource with
which to do so.

Warschauer and Healey (1998, p. 59) point out some benefits of integrating computers
in language teaching, saying that it provides multimodal practice and feedback.
Individualization in a large class can be easily obtained. It offers fun and interesting modes of
learning. A variety of learning styles is promoted and a variety of resources is provided. Kohn
(2001) identifies an interesting reason that teachers should bear in mind for overcoming the
fear in incorporating technology in the classroom: teachers will not be replaced by the
computer, but ones who are able to utilize the technology effectively and efficiently in
pedagogically relevant ways will definitely have a significant advantage over those who are
not. This reason seems to be strongly supported by A.-P. Lian (2000), who proposes that
teachers who cannot use the technology will be replaced by the ones who can.
However, it does not mean that CALL offers teachers and learners only a wonderful
and fascinating future. It also has some disadvantages or limitations. According to Hannafin
and Peck (1988), it requires specialized equipment and a long time to develop. It can be said
that one page of a CALL program may require a five-hour period of production for amateur
writers. Another claimed limitation is that few language teachers have knowledge in
programming or technical knowledge in creating a CALL program if they want to do so. This
is also very common among Thai teachers teaching the English language. They do not have
enough exposure to computer programming knowledge to be able to produce a CALL
program if they cannot find any program that can fit into their teaching syllabus. Some of
them, on the other hand, do not have a clear idea of how to incorporate a CALL program in
their current teaching environment if they can find a suitable one. Chanla (2001) also points
out that a lot of administrators and teachers in Thai schools are still uncertain about the nature
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of CAI and how to integrate it into English classes. Chanla also reports a lack of experts to
help develop CAI lessons because most teachers do not possess adequate skills to develop
their desired programs.
Furthermore, Kenning and Kenning (1983) also point out that some computer
programs operate in a predetermined way and cannot deal with the unexpected if no particular
care is taken. Consequently, they seem to be very limited and difficult to handle by
inexperienced teachers and learners. An implementation of computers in the classroom also
requires a role modification or change from teachers. They will change from transferors of
knowledge, authorities, and directors of learning to facilitators of learning. Some teachers
may foresee this change as a threat of losing power or control in the classroom.
If the claimed disadvantages are carefully considered, they can be resolved. If the
content is carefully selected and designed, the material can be implemented for quite a long
time and the issue of time investment in creating the material can be eliminated. There are
also some uncomplicated authoring programs available for teachers if they want to create their
own lessons. Besides, it can be said that teachers do not actually lose any importance in the
classroom. They, however, play a different role. They just simply shift more responsibility to
learners, which will make the learners more active in creating their own meaning and make
them more involved in their own learning. This may actually help them to learn better and
become more successful in their learning, which is the ultimate aim of teaching that all
teachers desire. Well-prepared training can be provided for teachers to demonstrate the
concepts and advantages of CALL and, importantly, how to incorporate it into the existing
curriculum. Consequently, if design and management are carefully done, CALL can be a very
useful tool for teachers because it is self-paced; it is less threatening and embarrassing when
mistakes are made; it provides immediate feedback; and it is objective because it responds to
the student’s performance rather than to personal characteristics of students.
5.3 Categories of CALL
CALL can be categorized variously depending upon its characteristics. According to
Alessi and Trollip (1991) and Newby, Lehman, Stepich and Russell (2000), there are four
major classifications of CALL lessons: tutorials, drill and practice, simulations, and
instructional games.
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First, tutorials present new information to learners such as particular skills,
information or concepts. Learners are typically questioned during the tutorial in order to
verify comprehension. They interact with the computer in answering some comprehension
questions. Feedback is given to them in order to confirm accurate student responses or to
correct incorrect responses. They are usually allowed to move through the program at their
own rate. The computer assumes the primary instructional role of teachers or tutors.
Second, drill and practice provide learners with opportunities to practice in order to
promote proficiency and fluency. Price (1991) points out that drill and practice are not exactly
the same. Drill activities deal with factual memorization, whereas practice focuses on the
development of skill fluency. However, drill and practice are conducted with the belief that
practice leads to better performance. It is usually implemented with the purpose of reinforcing
or strengthening skills which students have received through other teaching systems or
instruction. Feedback is given to them to reinforce correct responses and to correct or remedy
incorrect responses. It acts as an individual ‘teacher’ for each student because it can patiently
wait for the learners’ answers, which no teacher can constantly do. It can provide endlessly
patient and flexible supervision which normal teachers cannot spare the time for. Higgins and
Johns (1984, p. 37) point out the theory behind the drill and practice:
…the assumption is that repetition and near-repetition is needed to ‘internalise’
a piece of behaviour and add it to the stock of language behaviours that can be
used spontaneously. The strength of the learning is related to the number of repetitions.

However, drill and practice often appears more like testing than instruction. It does not
teach students how to solve the problems but it simply informs them whether the answer is
correct or not. Heermann (1988) seems to point out that although it can be said that drill and
practice programs provide students with immediate feedback, self-pacing, and a certain
degree of interactivity, they are very highly linear and lock-step approaches. According to
Higgins (1993), drill and practice software programs seem to focus heavily on vocabulary or
discrete grammar points. This type of program is widely available in the market.
The third category of CALL is simulations. They provide controlled learning
environments that closely represent the real world environment. They are designed to execute
actions that students take in the simulated environment to be similar to those that would occur
in the actual environment. Grabe and Grabe (2004) point out that simulations provide various
potential advantages for the classroom: concreteness, control, cost-effectiveness, and safety.
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First, learners are provided with chances to experience things that cannot really be observed.
For example, the programs can be used with learning that cannot be observed with the naked
eye or learning that requires a long time to observe. Second, learners are given an opportunity
to make decisions and control situations to see logical consequences in tasks which they may
not be able to be put in control of doing in real life environments. Third, they can experience
some situations that are at a reasonable cost to the institution. The simulations are used when
the costs of alternative teaching methods are extremely high. Fourth, with simulations,
learners can experience learning situations that might be dangerous for them directly. When
risks are considered very high, simulations might be a better option for the learning
environment. It is advantageous because it reduces risk in learning or allows learning that
cannot be easily taught using traditional methods.
Heermann (1988) points out that there are four major forms of educational computer
simulations: non-interactive, interactive, group competitive, and individual competitive
simulations. Non-interactive simulations model reality and inform learners about the
components of a system but learners cannot interact with the model. On the other hand,
interactive simulations permit them to interact with the system to observe how the interaction
has an effect on the whole system. Group competitive simulations present problems and allow
the decisions of competing teams of students to solve it, whereas individual competitive
simulations make each individual student find the solutions of the problems. One example of
simulations is a program in the Athena Language Learning project at the Massachusetts
Institute of Technology. The computer simulation, which teaches German, provides learners
with a dormitory room filled with typical objects. They need to interact with the program by
following rules of German grammar and usage. They will be given suggestions or feedback
on grammatical or spelling changes if the program cannot follow their directions.
Fourth, instructional games provide high motivation in learners. They incorporate the
features of games into the program. They promote competition among learners themselves or
between learners with the machine. They also provide an entertaining environment for
learners to be in contact with the culture of the target language and the target language itself.
They do not provide learners with a typical ‘learning atmosphere’. Graphics, animation,
sound and other sensory enhancements are fully employed to appeal to and attract users.
As an alternative view on the subject, Warschauer and Healey (1998) simply divide
the development of CALL into three main stages: Behavioristic CALL, Communicative CALL,
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and Integrative CALL. First, Behavioristic CALL began in the 1950s. Computers are treated as
a mechanical tutor which provides extensive drills, grammatical explanations and translation
tests. As the name says, it is based upon the Behavioristic Learning theory. Drill and practice
explicitly falls into this category. Warschauer (1996b) points out that the rationale behind drill
and practice is that repeated exposure to the same materials seems to be beneficial for learners
or even necessary. A computer is perfect for giving repeated drills because the machine can
repeatedly present the same material and provide immediate non-judgmental feedback
without getting bored. In addition, it allows students to proceed at their own pace, which
seems to be an individualized basis.
Second, Communicative CALL started in the late 1970s and early 1980s. It was
influenced by the Communicative Language Teaching approach. It focuses on using forms
other than the forms themselves. Grammar points are treated implicitly in order to encourage
students to generate original utterances. Simulation is an example of this CALL type.
Underwood (1984) points out that communicative CALL encourages learners to generate
original utterances rather than just manipulate prefabricated language, as they did in
Behavioristic CALL. Target language is also used exclusively in the program.
Third, Integrative CALL seeks to incorporate the language skills (listening, speaking,
reading, and writing) and technology into the process of language learning. Learners have
opportunities to employ a variety of technological tools in language learning. Warschauer
(1996b) clarifies that with the invention of multimedia computers, a more authentic learning
environment is created in this type of CALL. Listening is more realistic because learners can
listen and see speakers, as they do in the real world. Besides, they have greater control over
their learning both on their pace and path. They can move through different parts of the
program or ask for help when they get stuck or get lost in the program.
Another view on the subject provided by A.-P. Lian (1991) seems to be broader. He
divides CALL into four categories. First, the computer is viewed as a teacher or manager of
learning. It provides tutorials for many kinds of activities. Second, it acts as a resource in
helping students to solve problems concerning language tasks they have to deal with.
Dictionaries and multimedia databases are examples of this category. Third, it functions as a
tool. Word processing, spelling checker, concordance and text analysis fit into this category.
Fourth, it acts as an aid to communication. Electronic mail and teleconferencing are examples
of this category. He further points out that CALL should provide learners with control over
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the when, where, how and why of their activities. They should be able to select and interact
with learning materials in the ways they prefer without being directed by the path and
structure of the program. It should be structured in “a very open, negotiable and negotiated,
highly task-oriented, resourced-based learning network”. (p. 3) This will allow learners to
progress at their own pace and fully benefit from it.
5.4 Earlier Computer Assisted Language Learning listening programs
Teaching and learning of listening comprehension previously depended on tape
recorders, video players or the teachers themselves in delivering the listening texts in the
classroom. Later, computers were invented and then incorporated in the teaching and learning
of language. At first, most CALL was very restricted and dealt mainly with written texts.
Grammar exercises, vocabulary practice and reading comprehension were the major focus of
most CALL programs. Drill and practice programs of significant grammatical points were
very popular among teachers and students. Although they are considered boring and
monotonous, they are still in use by several teachers. Wyatt (1984) demonstrated a very early
implementation of computers in teaching and learning of listening comprehension. He
mentioned that the computer program provided students with instructions displayed on a
computer screen, telling them which part of the tape that they had to listen to in order to start
a lesson. Then they operated the cassette to listen to the passage. Next, they returned to the
computer and answered questions by interacting with the computer keyboard and screen. The
computer would respond to the students by confirming whether they were correct or not and
which part of the cassette they should listen to next. Wyatt explained this procedure as
follows:
With this basic hardware, and the cassette player under manual control, students
would have to do the ‘branching’ themselves in order to locate the appropriate
segment. In short, while manual operation of the player might be workable in
some activities, it would generally be a clumsy and uncertain method. (p. 74)

Jones and Fortescue (1987) also point out that in order to provide practice in listening
comprehension, one of the simplest ways was to use a multiple-choice or fill-in program in
conjunction with a cassette recorder. The tape player was operated manually and the computer
only provided questions for the learners.
Later, when personal computers became more powerful and multimedia technology
was invented, listening skills were better taken care of in CALL. Jones and Fortescue (1987)
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mentioned one of the earlier CALL programs that took care of listening comprehension. It
was called an AECAL computer program. It was used to control a tape recorder to play and
stop at a particular point. The program, called ‘Getting the Message’, was an example of the
programs with this technology. Students were required to listen to a message and then
complete a gap-filling exercise. The information they had to fill in was detailed information in
the message such as the date, the color of the car, the registration number of the car. They
could press a particular function key on the keyboard to play, pause, rewind, or stop the
cassette player. This provided more accurate access to a desired point in the passage than the
one mentioned above. As a result, the students might be more attracted to the activities they
were involved with.
Frommer (1989) pointed out a listening CAI program created with MacLang, an
authoring system on Macintosh computer. In cooperation with a Tandberg tape recorder and
video disc player, a Macintosh computer could provide learners with audio and video
components in order to promote listening comprehension. Various exercise types could be
created such as minimal pairs, vocabulary items, and detailed questions. Furthermore, the
exercise types created through this authoring program could accept more than one response,
and display appropriate and informative messages for all responses. Learners were provided
with various trials in answering each question. The number of tries and number of correct and
incorrect answers could be kept as records of student performance. MacLang was written to
control the tape recorder and video disc player at various points. Learners generally had a
chance to listen to each audio segments three times: initial, secondary, and final selections of
each question. The program written with MacLang claimed to provide learners with
opportunities to listen to the listening segments as many times as they wanted to. It was
claimed that the learners were the ones who decided when and how often to listen to the
listening segment. However, the segments were still predetermined by the author. The author
was the one who specified the start point and the stop point of each segment. As a result, the
learners perceived that they did not have true freedom in listening since it was predetermine
by the author of the program.
5.5 Other later CALL listening programs
With more complicated technology, small personal computers were developed with
greater disk space so they could deal with audio-visual files, which were large in size.
Moreover, more authoring programs were developed in their structure. The demand in the
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trend of incorporating CALL programs in a classroom is greater. As a result, there are many
CALL programs available in the market for teachers and institutes to choose from. They
range from expensive packages to ones that even an individual teacher could afford to buy
and use in the classroom without having to ask for a huge budget from the institute. Besides,
many teachers become interested in writing their own CALL programs in order that the
program can match the present course content they are dealing with.
5.5.1 Suranaree University of Technology CAI program
Suranaree University of Technology actively encourages the use of technology in
language teaching and learning. A large amount of its budget is allocated to upgrading the
university’s computer laboratories and to purchasing software. The English CAI programs
implemented at Suranaree University of Technology were created by a team of lecturers in the
School of English, using Authorware 3.5. (see Figure 5.1) Some parts of the program contents
were genuinely written by lecturers in the school while other parts were adapted from
textbooks, newspapers, and journals. The programs were originally created in 1996 and their
contents and structure were revised each trimester until the year 1999, when the revisions
ceased. (see Figure 5.2)

Figure 5.1: Suranaree University of Technology CAI Program
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Figure 5.2: Start page

The programs have been used as major lessons in English I, II, III and IV for five
years. The program contents are divided into several chapters, which are generally based on
scientific and technological themes, such as biotechnology and information technology. The
rationale for this idea is that the majority of the students in the university are majoring in
engineering and agricultural disciplines. Therefore, the school intends to write its own
computer programs to help prepare them to cope with English textbooks and lectures in
science and technology fields, which they will have to face in their studies at university. The
programs are installed on local university servers and students can access them from
university computer laboratories in a classroom building. The programs are used in class
under the teachers’ supervision. During class time, a teacher will be assigned to supervise
around 50 students for two one and a half-hour lessons a week, over a period of twelve weeks.
Basically, the programs in each English subject have a similar structure and all have
scientific and technological themes. In order to enter the program, each student is required to
type in his/her first name, last name, student identification number, password and group
number. (see Figure 5.3) After entering the required information, the program takes students
to a recommendations page which contains brief, general advice on how to use a CAI
program. This part is optional, since they can choose whether to read it or not. Then they are
required to click on the <Exercise> button, which takes them to a main menu page, consisting
of a list of units. A tutorial unit is a ‘pre-unit’ that is provided in each program, to prepare and
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guide students who have never used the program before. It gives details about the function of
each button on the screen, the purpose of each skill in the unit and how to operate the program
by entering in different kinds of input required by various task types in the unit. (see Figure
5.4) In each unit, there are five sub-skills, namely speed reading, grammar, listening,
vocabulary and reading. Students can choose to work on any skill they like. Each skill will be
related to another based on the same theme. An American Heritage electronic dictionary is
provided for students in the program while they are doing the exercise. They can consult the
dictionary any time they want. It provides them with definitions, synonyms, antonyms and a
thesaurus. (see Figure 5.5)

Figure 5.3: Login page
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Figure 5.4: Unit page

Figure 5.5: Main menu

Speed reading
This part is divided into two sections: practice and quizzes. In the practice section,
students have a chance to practice their speed reading, by choosing whether they want to read
by words, phrases, or sentences. They can also choose how many words per minute they want
the computer screen to display chunks of practice for them. In the quiz section, there are two
quizzes available. In each quiz, students read a passage and the computer automatically
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records the time they spent on reading. After that, they are asked to answer ten questions
about the passage. After they have finished answering all questions, the computer
automatically calculates their reading speed in words per minute and the percentage of
questions they answered accurately. Students are shown a bar graph of their speed and
accuracy in each speed reading quiz before they leave this section.
This exercise type is intentionally included with an assumption that it could help
learners improve their reading speed if they practice it frequently. This may also indirectly
better their reading comprehension.
Grammar
In this part, there are several different types of exercises: multiple-choice, gap-filling,
and keying in a written response. After students choose the kind of exercise they would like to
do, instruction and a sample question are provided for them, so they know what kind of input
they have to key in. In the exercise, students input their answers and receive feedback such as
‘Well done’ or ‘That’s wrong. The correct answer is a.’. Some exercises allow students to
answer the question twice before they give the correct answer. When all of the questions have
been answered, they are shown how many questions are answered correctly. They are then
allowed to go back and re-do the questions they got wrong or simply quit the exercise.
This part is included to provide learners with opportunities to practice some major
grammatical points which are drawn from the reading texts in the hope that their reading and
listening comprehension will be better if they could understand basic grammatical rules.
Vocabulary
The vocabulary section consists of five exercises: keying in a word that matches a
given definition, clicking on a definition that matches a given word, entering the right word in
a blank field, rearranging scrambled letters to make a proper word, and clicking on the
appropriate part of speech for a given word. The vocabulary items are taken from listening
scripts or reading passages in the same unit. The same vocabulary items are used in every
exercise type, so students get a chance to interact with them several times in each unit.
Students are given feedback as to whether they answered the questions rightly or wrongly.
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The exercises are included to help learners expand their vocabulary data bank in the
hope that they would accumulate vocabulary items of each unit into their memory. This is
expected to indirectly help their listening and reading comprehension.
Reading
There are two reading texts in each reading section. Students have to choose the text
they want to work with. In each text, they have to answer four main kinds of exercises:
surveying, skimming and scanning, thinking and details. In the skimming and scanning
exercise, students are given a certain amount of time to finish each question. The time is
indicated by a clock in the top right hand corner of the screen. Once they begin this exercise,
students have to finish it before they can quit. In the other exercises, students are given two
opportunities to answer each question. After they have entered their answers, they receive
feedback on whether they answered the questions correctly. If a correct answer has not been
entered after two attempts, it is displayed on the screen.
This is a major part intended to be delivered to learners because reading is considered
to be a focus in each English course. They are provided with opportunities to practice their
reading skills on science and technology texts with immediate feedback so that they can
improve their comprehension.
Listening
The listening section of the program is designed to mimic academic science and
technology lectures, in order to prepare students for the real life lectures that they will have to
listen to in their chosen majors and in their future careers. Although there are some
conversations in the listening exercises, they are designed to be academically focused. The
script in the listening section, which is spoken by native English speakers, is originally written
by lecturers from the School of English, or sometimes adapted from textbooks or journals in
the field (see Figure 5.6 & 5.7).
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Figure 5.6: Listening main page

Figure 5.7: Listening main menu

After students choose which exercise they want to work on, they are given a sample
instruction and a sample question. When doing the questions, they click the <Loudspeaker>
button located on the top right hand corner to listen to the clip. The entire listening script is
played. Although students can listen to the script as many times as they like, they have no
control over what they are listening to. They cannot stop the script at a particular point.
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Furthermore, at the current stage of the program’s development, students are provided only
with sound. No visual clues are supplied.
Students then have to answer questions about what they heard. The questions relate to
the topic of the passage, the main idea, who the speaker(s) is or are, other details and
predictions of what will happen next (see Figure 5.8). Students are given feedback when they
answer a question correctly or incorrectly. In some exercises, students are given two chances
to answer the question. If a correct answer has not been entered after two attempts, the correct
answer is displayed on the screen. When all of the questions have been answered, the number
of questions answered correctly is displayed. (see Figure 5.9) Students are then allowed to go
back and re-do the questions they got wrong or simply quit the exercise. In a re-do mode,
students can see their wrong answers and then choose alternative answers.
From looking at the questions asked in the exercise, it is clear that the program focuses
on academic listening skills. It aims to promote micro-skills in academic listening. In each
exercise, questions are asked about the topic and main ideas of the listening script. According
to Richards (1984, p. 229), micro-skills in academic listening consist of the following items:
…ability to identify purpose and scope of lecture
…ability to identify topic of lecture and follow topic development
…ability to identify relationships among units within discourse
(e.g. major ideas, supporting ideas, examples)
[and].. ability to detect attitude of speakers toward subject matter….
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Figure 5.8: Question page

Figure 5.9: Report page

While doing the program, students have to listen to the whole script after they click on the
<Loudspeaker> button. They have no chance to listen again to a particular chunk of text that
they may have missed. If they miss a particular chunk or word, they have to listen to the
whole script all over again. Thus, although students can listen to the script as many times as
they like, they have to listen to the entire script each time. It seems that the pedagogical
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assumption underlying this feature is the belief that if students keep listening to the script,
they will finally be able to understand it and answer the questions following it. Although no
help is provided to them, it is hoped that some mechanisms in their brain will eventually click,
leading to understanding after they have listened to the script a sufficient number of times. It
is a common practice that can be frequently found in most listening classroom situations as
discussed in Chapter 4. The majority of teachers let students listen to the whole script several
times, and assume that they will finally understand it or come to grips with it.
Mendelsohn (1984) describes the common practice in normal classroom situations that
teachers frequently expect students to develop their listening capability by osmosis and
without help while the other three language skills unhesitatingly receive direct instructional
attention. Brown (1990, p. 157) also discusses the concept of teaching listening that is found
in conventional classrooms: “If the student does not understand what is being said the first
time, the sequence must be repeated until he does understand it.” Rost (2001, p. 13) states
that: “In many language curriculums, listening is still often considered a mysterious ‘black
box’, for which the best approach seems to be simply ‘more practice’.” On the basis of the
fundamental beliefs stated above, most teachers tend to think that exposing learners to texts
more than once will eventually help them to understand the texts. The idea is to try to present
students with the texts as many times as they like in the hope that they will work out its
meaning by themselves.
However, this is a very inflexible way of dealing with a text. Students are forced to
deal with the whole script in a particular way, which is the method prescribed by the teacher
or the programmer. Students have no chance to interact with the script in a variety of different
ways. They are treated as if they were homogeneous. They have to follow the path that the
teacher sets for them. This style of teaching reflects the view that teachers are ‘experts’ who
know what to give students at a particular point of time. It fails to take account of differences
between learners which is an important issue that teachers have to keep in mind when dealing
with students. Each learner will employ a different strategy when dealing with the listening
script dependent upon his/her background. It is not a good idea to direct students to listen in
the same style and try to train them to use the same strategy when listening to a script.
In addition, allowing students to listen only to the entire script each time seems to
adversely affect their listening ability, since it overloads students’ memory systems.
According to Richards (1984), both short-term and long-term memory are involved in the
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listening comprehension process. Listeners first take in raw speech and hold an ‘image’ of it
in their short-term memories. Then what is heard is organized into constituents, identifying
their content and function. After that, the constituents are used to construct propositions. Then
listeners identify and reconstruct the propositional meaning, which will be held in their longterm memories. The original message received is deleted. If students have to listen to a long
text, they have to hold a lot of images in their short-term memories before they can reorganize
and reconstruct the constituents into propositional meaning. This puts a burden on students’
short-term memories. They may not be able to finish processing the information they are
listening to before new information comes in, so the old information can easily ‘leak out’ of
their memories and students may forget what they have heard. Thus, they may not be able to
relate one chunk of words to another. As a result, they may not be able to comprehend the
listening text. Bentley (1993, p. 87) discusses the relationship between input information and
listening skills as follows:
…a limited capacity of short-term memory should be extremely important to
listening researchers, since it would predict that if the individual is hearing more
than seven bits of information at a time, he or she would not be able to hold
them in short-term memory. Consequently, the amount of information being
listened to would be a critical factor in determining what will be remembered.

Miller (1956, p. 82) also stresses the link between the amount of input and the ability to listen.
He claims that: “…subjects can handle only about seven bits or chunks of information at a
time. This finding suggested a possible general limitation on human information processing
for at least one type of memory (short-term memory).”
The problem relating to memory is also mentioned in Goh (2000). He states that in his
experiment two thirds of the students reported that they quickly forgot what they heard. This
could have been due to the limited capacity of the students’ memory span. The students were
trying to store one segment of the input they had perceived while simultaneously trying to
attend to the next segment. Therefore, their short-term memories were constantly being
cleared of old input in order to receive new information. For this reason, if students are
confronted with a long discourse, they will not be able to fully process the old information
while new information is coming in. As a result, they will not understand the script. Goh
(2000, p. 61) suggests that: “Having to process more demanding input has most probably
caused a cognitive overload.” Oxford (1993) also argues that the longer the discourse, the
more the second language learners have to try to remember what has been said earlier, in
order to be able to catch up with the flow of meaning. It is, therefore, clear that letting
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students deal with a large amount of information every time can cause memory stress, which
will affect their comprehension. Students’ cognitive system will be overloaded with
information, and there will be too much for them to process. This can easily reduce their
understanding of the text.
Another important feature that is not incorporated in the program is that learners have
no opportunity to access the visual clues of the listening texts. They can only listen to the
listening texts without any visual support. They have to listen to the lectures or dialogs
without having a chance to look at the speakers or the interlocutors. To provide them with
nothing but aural input is to deny them access to the social context. The text is isolated from
its target language context. In reality, language is a social phenomenon. When students listen
to texts, they should not listen to the content only. They should also have a chance to listen for
the context, to establish the relationships in the texts. Furthermore, providing students with
visual clues can help lighten their aural information load, which can facilitate comprehension.
Nelson (1953) discusses the great assistance that visual clues provide to learners. He explains
that comprehension has also been reported to be greater when learners are provided with a
sound film than when they can only listen to the sound track without seeing the film.
Oxford (1993) and Wolvin and Coakley (1996) also stress the importance of visual
clues and argue that students will comprehend listening texts more easily if visual clues are
provided to them along with the sound. This will allow them to make use of body language
and context clues in order to understand the texts. In most listening situations, the speakers
are visible and interact directly with the listeners. Therefore, it is useful to provide learners
with both visual and aural information to help them comprehend listening texts more easily.
Ur (1996, p. 108) also emphasizes the provision of visual clues or video for listeners: “Video
also makes a positive contribution to the effectiveness of listening practice, in that it supplies
the aspect of speaker visibility and the general visual environment of the text.”
It is a common practice in listening comprehension classes to provide students with a
listening text followed by a set of questions designed to check whether they comprehend the
texts or not. It is believed that if they can answer the questions correctly, this means that they
are able to understand the text and that the teaching is successful. The SUT program also
follows this common trend. However, it seems that the program merely tests students
repeatedly without playing a teaching role. Richards (1984, p. 234) states that: “A great many

128

listening activities test, rather than teach…[but] this kind of activity in no way helps the
learner develop the ability to grasp main ideas or extract relevant details.”
The SUT program is like most listening comprehension programs. Learners are
exposed to only one type of comprehension exercises, which is a multiple choice question
exercise. They have to try to answer the questions correctly by repeatedly listening to the text.
Otherwise, it is ‘their fault’ for not being able to get the answers right. They are provided with
a correct answer after they have answered the question wrongly twice. There is no explanation
provided or guidance for them when they have produced the first wrong answer. They have to
re-listen to the listening texts and work out the correct answer by themselves or simply make
another guess if they do not want to re-listen. This can cause a lot of frustration or stress on
them and does not help improve their listening comprehension at all. When the correct answer
is provided, there is still no explanation given as to why it is the correct answer.
The nature of the listening script also needs to be monitored carefully. The listening script
created is usually adapted from a textbook or a journal. It is an oral reading of written
material. As a result, it is not authentic. It is created for the purpose of learning and teaching a
language in a classroom. It is not the kind of language that students will have to cope with
when they are communicating in the real world.
The recording is also carefully made in such a way to ensure that there is absolutely no
extraneous noise in the listening text. The rate of speech is often very slow and the listening
text does not have the characteristics of normal speech such as hesitation like ‘well’ or ‘huh’.
The text is graded. Students are exposed to easy texts at the beginning and then move on to
more difficult and longer texts. This is done to make sure that they can cope with the texts.
The underlying pedagogical assumption is that there are advantages in simplifying input when
teaching listening skills. It can make comprehension easier for learners and give them greater
initial self-confidence in a normal classroom environment (Oxford, 1993). However, it does
not allow learners to interact with real life language. Instead, it tends to develop listening
skills for unnatural situations. It creates an artificial sense of achievement in teachers’ and
learners’ minds. Even though students can deal with the texts and can get the answers right,
they will not be ready to function in the real world, where language is messy and fast.
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5.5.2 Issues in English
Issues in English, created with Asymetrix Multimedia Toolbook, is a program
produced by Protea Textware Pty Ltd. It is created for learners with various levels of English
proficiency. It introduces listeners to video clips and exercises which cover eight
contemporary themes: animal rights, discrimination, euthanasia, gambling, growing old,
public transport, smoking, and the environment. Each theme is presented by dividing it into
four different levels of language difficulty ranging from beginner to advanced (see Figure
5.10). The first three levels present rather short and informal spoken English and in the last
level, level 4, the video is in more formal spoken language. In each level of a topical issue,
there is a person sitting and talking directly to learners. That person is talking or telling
learners his or her story related to the topic in a variety of aspects.

Figure 5.10: Front page

The program provides learners with a variety of speakers and accents. For example, in
level 1 of ‘Smoking’, an old woman named Isobel talks about her own smoking habit. In level
2, Michael talks about his and his girlfriend’s smoking habit. In level 3 of the same issue,
Parthena explains how her husband, Nick, smokes and how she dislikes this bad habit of his.
In level 4, Carol formally presents the way in which people are addicted to cigarettes. The
length of the video clips in levels 1 and 2 is rather short but the clips in levels 3 and 4 are
longer.
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Learners have to choose a level of difficulty that they want to practice before they
choose a topic. After they click on the level, they start the lesson by clicking on the topical
issue they want to explore. On the main screen, they are provided with various functions.
They can listen to the whole clip by clicking the <Play> button or they can pause the video
clip by using the <Pause> button. They can also use the <Rewind> button to go back to the
beginning of the clip. They can adjust the volume of the listening text at any time by using the
volume icon located on the right hand side of the video frame. Listeners can look at the script
of the listening clip or hide the script at any time while they are listening to the clip by
clicking on the page icon. The default of this function is the no-text option. They can also
print out the listening script if they want to do so (see Figure 5.11).

Figure 5.11: Lesson main page

The question mark icon is provided as a help function when they have any problem
dealing with an icon. After clicking on it, they can point the cursor on the icon that they have
a problem with and a small pop-up window will be shown to describe the function of that
particular icon. If they click on the ear icon in the pop-up window, it also provides them with
a voice description of that icon if they do not want to read the function.
If learners do not want to listen to the clip from the beginning, they can point and click
the hand cursor on each particular sentence where it is not a hyperlink area. The program will
play that whole particular sentence for them. The program also provides them with an
explanation of a vocabulary item or phrase. The red color characters imply that there is a
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further explanation of that particular item. When they click on the red characters for the
explanation, a floating window which contains an explanation will pop up. The explanation is
provided in either words or pictures.
When learners finish listening to the video clip, they can choose to go to the exercise
part by clicking on the arrow icon. In the exercise part, there are six main sections available
for them to explore and play with, namely Getting started, Listening, Vocabulary, Grammar,
Speaking, and Writing. (see Figure 5.12) Each section is further divided into various
subsections. The Getting started section is divided into four subsections: Questions, Cloze,
Spelling, and Dictation. There are two subsections in the Listening section: Words and
Sentences and they are available at levels 1 and 2 only. There are two subsections in the
Vocabulary section: Similar meaning of pictures and words, and Opposites. At levels 3 and 4,
one more exercise type is offered, which is Writing definitions for words. Various
grammatical points are introduced in the Grammar section with various exercise types like
multiple-choice, fill in the blank, and complete the sentence. Two subsections are presented in
the Speaking section: Recording words and Recording sentences. Learners can use a
microphone to record their own voice speaking a particular word or sentence, which are based
on or adjusted from the listening script, and then compare it with one of a native English
speaker. They can click to listen to their own voice and then click on the original version to
listen to the native speaker. Three subsections are offered in the Writing section: Punctuation,
Questions, and What do you think? At levels 3 and 4, Summary writing is also incorporated
for learners to write up a list of main points and a paragraph summarizing the whole story.
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Figure 5.12: Exercise page

Most of the subsections in the exercise section provide learners with two modes of
learning, which are practice mode and test mode. In the practice mode, they can practice the
skill specified in that subsection and the program will provide an immediate feedback for
them whether they are correct or incorrect. For example, if they answer the question correctly,
the program will simply display a check mark and give them some feedback such as ‘Well
done’, ‘That’s right.’ or ‘Very good’. When they provide a wrong answer, the program will
merely show a cross mark and give them the feedback ‘No’ to indicate that they have supplied
a wrong answer.
In some exercises, if learners provide a correct answer to a particular item, the answer
can be dragged into the space provided. On the other hand, if they provide a wrong answer,
the program will not allow the answer to be put into the blank space and will bounce the
chosen answer back to its original place. For example, in the practice mode of the Spelling
and dictation subsection, learners will listen to a word or sentence and type in the answer. If
the letter typed in is wrong, the letter will not be put in. The system will simply say ‘No’ in
the first two wrong trials and the correct answer will be given out in the third try.
In the Dictation part, learners can practice listening to the whole text at once or a
particular chunk in order to transcribe the sentences. These particular chunks are chunked and
preset by the author of the program. In the test mode of the Dictation subsection, there is no
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evaluation of the answer provided for them. They can type in anything they like. If they want
their answers to be evaluated, they have to print out the answer and give them to the teachers
for evaluation (see Figure 5.13).

Figure 5.13: Test mode of the dictation subsection

In the Listening section of levels 1 and 2, learners can listen to a word or a sentence in
order to match it with a correct word or picture. The vocabulary items or sentences are based
on the video script. They can listen to the word or sentence as many times as they want by
clicking on the ear icon. There are several sets of words and sentences provided for them to
practice or test themselves (see Figure 5.14).
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Figure 5.14: Word listening

It can be said that the program provides learners with a certain level of support and
freedom. They can listen to the listening clip and watch the video at the same time. They can
also choose to look at the script of the video at any time if they believe that they need help
with the transcript. After they decide to launch the program they have a choice of exiting the
program at anytime they want. They can explore the program in anyway that they want to.
There is no pre-determined pace or path that they have to follow as a step-by-step procedure,
the way some programs do. They are in control of their own learning in exploring the
program.
Besides, each lesson is organized in the same pattern, which is easy for them to follow
without confusion. This can also lessen frustration or burden on them. They do not have to
reset themselves up in every lesson so they can mainly focus on the content of the program in
order to improve their proficiency of English. However, the listening part, which is defined by
the author of the program, is available in levels 1 and 2 only. Some exercises such as
Dictation, Main ideas, and Summary writing, which are categorized into other different
exercise sections, are available for learners in every level. The exercises require different
levels of listening comprehension from learners. The label of the exercise section may
confuse them into believing that they cannot practice their listening comprehension when
using this program.
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Although various English accents are provided for learners, they are exposed to only
one kind of listening video which is a monologue. They have a chance to listen to a person
talking to them on each topical issue and level of difficulty. It would be more beneficial if
other kinds of listening videos were provided to them such as conversation or discussion type.
Byrne (1986) points out that one of the main goals of listening programs is to give learners
the experience of listening to a wide variety of samples of spoken language. They should be
exposed to a variety of language and different kinds of text types. For example, they should
have frequent opportunities to listen to conversational or narrative types of texts in order to
make them better in their listening comprehension.
Furthermore, the listening videos in levels 1, 2 and 3 are rather slow. The speakers
carefully talk by articulating each word for listeners. There is a clear pause in the speech so
the boundary of each word is separate and very clear. No natural characteristics of normal
speech are incorporated into the listening clips. This may be the result of the traditional belief
that teachers should provide learners with an input that is not too difficult for them in order to
make them feel confident with their listening comprehension. Teachers need to reduce the
learners’ frustration so they do not surrender and give up working on listening
comprehension.
However, the ultimate goal of teaching and learning comprehension is to enable
learners to deal with authentic spoken texts, which are full of characteristics of natural speech
as mentioned in Chapter 4. As a result, it is especially necessary to expose learners to
authentic listening texts instead of pedagogical materials designed for learning and teaching
language. Duzer (1997), Lian and Lian (1997), and A.-P. Lian (2000) argue for the
authenticity of the texts provided for learners. They need to have frequent opportunities to
deal with authentic texts which are complex, fast, and fuzzy if teachers would like them to be
able to function successfully in real life communication or situations. Learners who are
regularly in contact with simplified materials frequently fail to understand what is going on
around them when they have to be involved in real communication.
The program allows learners to play, pause, and rewind the listening video. This
certainly gives them some control of the video clip. However, when they rewind the video it
will always bring learners to the start of the video. As a result, they always have to start
listening from the beginning of the video. The program provides them with a function that
allows them to play a particular sentence by clicking on that sentence. However, it is always
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in one-sentence length, which is pre-determined by the author of the program. Learners
cannot select only a particular chunk that they want to listen to. It must be the chunk preset by
the author of the program, which they can manipulate only at sentence level. They might not
want to re-listen to the whole sentence. They may need to listen to a particular word or phrase
in order to gain more understanding of that part. Hannafin and Peck (1988) point out that it is
advisable to give learners control over the learning in using a CALL program. Results of
several research bodies confirm that learner control is very much appreciated by most
learners. They seem to enjoy exploring and using the program if they have more control over
it.
The hypertext, which provides the explanation of particular vocabulary items or
phrases, is created in red color in order to alert learners that there are some explanations for
this word or phrase. However, by doing that, it might make learners think that this particular
chunk is difficult and they need to take a look. Actually, it should be the learners who decide
what is difficult for them. They should not be guided in deciding what is difficult or not.
Besides, the explanation is sometimes very difficult to understand. The learners might be
more confused by reading the explanation because the words used in the explanation are
sometimes quite difficult. Picture explanations are sometimes incorporated in the hope of
making understanding easier. However, sometimes the picture is not clear enough for learners
to make a link between the picture and the meaning of the word.
In terms of the answer evaluation, the program does not provide any guidance or
suggestion as to why the answer is correct or incorrect. Predetermined feedback is rather
limited to an indication of correct or incorrect answers. It merely informs learners that the
input provided by them is correct or incorrect. For example, in the practice mode of the
Spelling and dictation subsection, the correct letters are allowed to be typed into a blank space
while the incorrect ones are not allowed to appear in the blank space. Furthermore, the correct
letters are easily provided for learners after they have made two wrong tries. The system will
tell the users what letters are to be put in. Actually, the answer evaluation is a very important
feature of a CALL program. The program should give further support for learners by
explaining why the answer is correct or incorrect. This can greatly reduce their frustration.
They do not have to struggle by themselves to work out why the answer is incorrect. Cohen
(1983) points out that feedback plays an important role in CAI. They explain that feedback
given in CAI should be very immediate, state whether the answer is correct or incorrect, and

137

why it is correct or incorrect. This is very important because it gives learners support and
lessens their burden and frustration when they have to deal with the program. Merrill et al.
(1996, p. 77) state that good tutorial programs should not only involve student interaction but
they should also be sensitive to the response made during the interaction. This sensitivity is
reflected in the sophistication of the computer feedback given to learners when they use the
program.
5.5.3 TeenTalk
TeenTalk is a multimedia program created by Lingonet, Finland. The program is
advertised as being suitable for intermediate to advanced level students. It introduces listeners
to 24 British school children in Manor House School. Each of them is given a question to
respond to in the format of an interview. After the question is posed to them, they answer it on
the basis of their own experiences or opinions. The language employed by the children is
everyday language used by young people in Britain. Each of them talks about twenty various
themes such as the school day, homework, favorite subject, computers at school, and music
(see Figure 5.15). As a result, users have an opportunity to be exposed to a large number of
video clips on different interesting topics.

Figure 5.15: Front page

Listeners begin by choosing a character they want to listen to and they then choose the
topic that they want to hear that particular character’s opinion on or experience. They can also
choose the topic they want to focus on and then choose to hear any character’s opinion or
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experience on that particular topic (see Figure 5.16). After they have made their selections an
invisible interviewer starts asking a question about that topic. After he/she finishes the
question, the question will be shown in a white textbox for listeners. They have no control
over this function. They cannot select not to see the script of the question after listening. The
program makes it available for them automatically.

Figure 5.16: Student menu

After the question is finished, they can choose to listen to an answer in two options.
They can listen to an answer which is in a studio-recorded format by clicking on the icon of
the face side-on, or an answer in an authentic format by clicking on the full-front picture of
the student. The studio-recorded answer is available in audio format only. It contains no
extraneous noise and is delivered in a slow clear manner. Its script is available to learners
automatically when the program starts delivering the sound to them. They do not have an
opportunity to hide the text even after the audio track is finished. They have to listen to the
whole audio answer without being able to stop or pause it after the program starts playing it.
On the other hand, the natural answer format offers them both the video and audio input. They
have an option to look at the script of the answer by clicking on a button only after the video
stops. However, they cannot hide the text after it is shown on the screen. The answers
available in the two versions are not exactly verbatim but they deliver almost the same
meaning of the content. Although the natural answer format is intended to be based on natural
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speech characteristics, it still does not contain characteristics of natural speech like pauses or
repeated words.
In the natural answer mode, learners are provided with different functions: play,
pause, rewind to the beginning, rewind, and fast forward. They can listen to the character’s
answer as many times as they want. While they are listening to the answer, they can click on
the <Memo> button to write down notes or some ideas that they think are important. The
notes can be printed out or sent to a floppy disk or hard disk if they would like to do so. After
they are satisfied with the watching of the video, they can click on the <Task> button to do a
matching exercise. They have to listen to a character’s answer and match it with a correct
picture of the character. No video is provided in this option. The answers can be checked
when they click on the <Check> button available on the left hand side of the screen. If the
answer is correct, the feedback given to them is ‘That’s correct.’ However, the feedback
provided for them when the answer is not correct is ‘That’s not what the program is waiting
for. Try again.’ They continuously receive this feedback when they provide an incorrect
answer to the program. There seems to be no further help supplied to them.
The transcript of the character’s answer provides learners with some explanations of
vocabulary items. The explanations are available in two formats which are either in hypertext
or hypermedia. According to Jung (c1997), hypertext provides users with a dictionary entry or
a further piece of text detailing the linguistics in need of explanation while hypermedia
supplies them with an audio or video message instead of just another block of text. The items
for which explanations are available are underlined and in red or blue (see Figure 5.17). The
explanation is popped up in a separate small window over the main page of the program. The
red characters offer them a hypermedia in audio format while the blue characters present them
with a hypertext. However, the system does not present only that particular vocabulary item.
It presents users with the whole list of vocabulary items so they have to scroll down to find
the particular item that they want to see an explanation of.
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Figure 5.17: Lesson page

After listeners finish the task available in the lesson page, they can do more exercises.
Six different exercise types are available for them: Match questions and answers, Match the
words, Check your grammar, Build your questions, How did they say it?, and Solve dialogue
jigsaw puzzles. In the Match questions and answers, listeners click on icons to listen to a
question of an interviewer and an answer of a character. They then need to drag the icon to
match the question with the correct answer (see Figure 5.18).
In Match the words, listeners have to match two separate parts of a sentence together
to create a logical sentence. The scripts of each part are available. Consequently, it is easy for
listeners to read the two separate parts and match them without having to listen to the audio
input.
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Figure 5.18: A sample screen of the ‘Match questions and answers’ exercise

In Check your grammar, some grammatical rules are given to learners and they have
to match the grammatical description with the correct example sentence. In this exercise, it is
clear that no listening comprehension is involved.
In Build your questions, listeners listen to each speech bubble and try to rearrange
them to form a question. Each speech bubble contains one or two words.
In How did they say it?, learners listen to an audio clip of a character answering a
question posed by an invisible interviewer. They then try to rearrange speech bubbles to form
a sentence which is a part of the character’s answer. It seems like they can easily complete
this task by simply memorizing the audio input (see Figure 5.19).
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Figure 5.19: A sample screen of the 'How did you say it?' exercise

In Solve dialogue jigsaw puzzles, there are two types of exercises available:
Rearranging speech bubbles and Dictation. In the Rearranging speech bubbles exercise,
learners are required to listen to an entire conversation. They have to listen to the whole
conversation without having any control over it in pausing or stopping it. They then listen to
each speech bubble and arrange them by putting them into the correct places in each picture.
In the Dictation exercise, learners see a script of a conversation which has a number of red
question marks in it. They have to click on each question mark in each sentence and then click
on the <Listen> button to listen to the sentence. That particular sentence will be clearly and
carefully read aloud for them. They then try to type in the missing word or words. They
cannot type in the letters until the program finishes delivering the whole sentence to them. If
they can figure out the whole word correctly, they then click the <Apply> button to submit
the answer. The system will then replace the question mark sign with the correct word.
However, the program does not allow an incorrect letter to be typed in. Learners will
hear a bell sound when the letter typed in is incorrect. There is no other explanation available
for them. When they are very confused or get stuck with the answer and cannot move on, they
can click on the <Spell> button to get help from the system. The program will provide them
with audio input, spelling out each letter of the word(s). They can also click the <Skip> button
to skip this particular sentence that they are dealing with and work on other sentences instead.
They can come back to figure out the answer later (see Figure 5.20). The input in the exercise
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section is available only in audio format. A report function is available for them to keep track
of what they have already accomplished in a lesson.

Figure 5.20: A sample screen of the 'Solve dialogues and jigsaw puzzles' exercise

It can be said that in general the program is very attractive to learners because the
screen is designed to be very colorful. The layout of the screen is quite easy to follow. Beatty
(2003) suggests that the trend in CALL is to make interfaces and the information incorporated
in them very simple and easy for users to understand. This program also offers a good
opportunity for users to provide a large amount of listening clips in various interesting topical
issues. The clips expose them to audio-visual input which contains authentic listening clips.
Kellerman (1990) reports that the visual element should not be neglected in teaching listening
comprehension since speech perception is a bimodal process. Learners should be exposed to
both audio-visual input in order to take advantage of both modes. Rubin (1995) further
mentions that visual support is very helpful for the language learners because it can aid them,
especially less proficient learners, and is particularly helpful when learners have to deal with
more difficult texts.
The program also provides learners with listening input that incorporates
characteristics of natural speech. It is very beneficial for learners who would like to become
accustomed to British English since it exposes them to British teenagers’ accents and people
from different ages. However, the benefit seems to be limited to a particular group of learners.
It might be more useful if they have an opportunity to deal with a variety of accents. In their
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real life communication, they have to be able to communicate with people from various
backgrounds. Therefore, if teachers would like them to be successful, they should have a
chance to deal with different kinds of accents and ages from the beginning of their lessons.
It seems that the program tries to provide support for learners by allowing them to
look at the transcript of the listening clips in the natural speech mode. However, after they
click to show the transcript, they cannot hide it. They have to jump out by clicking on other
functions such as Task or Memo to get rid of the text. They should be able to click on the
same button to hide or show the text without having to jump out of the function. In addition,
in the studio-recorded mode, learners do not have any control over the transcript function. The
transcript will be provided to learners automatically without any request from them. They
cannot listen to the listening clip without any transcript. The transcript will be displayed for
them. They cannot hide it. It seems that the learners have little or no control over this
function. Higgins and Johns (1984) state that the learner is ultimately the best judge of what is
appropriate at a particular point in time. The program should give them freedom of action.
They should have control over what they are interested in exploring.
While learners are listening to a video clip, a navigational control is given to them in a
certain level. They can play, pause, rewind, or fast forward the clips. However, they cannot
select a particular word or chunk to listen to. They have to use the <Rewind> or <Fast
Forward> button to search for the area that they miss or do not understand. This might be a
tedious experience for them and they might decide not to do so. It may take time to search for
the particular spot that they want to listen to. This might put a burden on the student’s
cognitive load in remembering the clip. By the time they finish searching for the word or
words they do not understand, they might have already forgotten the whole content of the
clip. As a result, they might feel bored dealing with the program and they might eventually
give up after a few tries.
The next point that needs to be discussed is the explanation of the vocabulary items
available in the form of hypertext or hypermedia. It could be said that the program intends to
provide a variety of explanations for students to attract their attention. However, it seems that
the explanation provided in the program is rather complicated and difficult. For example, an
explanation of the chunk ‘sort it out’ is provided in a very difficult audio clip. (i.e. ‘if you
solve a dispute between people, you sort it out.’) Learners might be more confused since they
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may not understand the word ‘dispute’. A written explanation of the word ‘obviously’ is
given as follows:
obviously (adv.) obviously, evidently, manifestly, patently - (‘It’s obviously wrong’) Derived from adj. → obvious (Sense 1)

It is clear that the explanation is rather difficult to comprehend. Learners might have to
consult a hard-copy dictionary to find out the meaning of the vocabulary items in the
explanation. This can cause more frustration in them instead of lessening it. Easier
explanations or vocabulary items should be provided instead.
The next issue that needs to be focused on is that some of the exercise types do not
require any listening comprehension from students. They can easily accomplish the tasks by
simply memorizing a part of the sentence and then rearranging it into a correct meaningful
sentence. For example, in How did they say it?, students can just memorize a part of a dialog
and then they can complete the exercise successfully. Furthermore, in some exercises of
Match the words, they do not have to listen to the listening clips. They need only read the
sentence and they can finish the exercise. The exercises cover only the single sentence level.
This is too simple for learners. Exercises at a higher level should be provided for them.
The feedback provided in many exercise types is very limited. The incorrect letters
cannot be put in or the incorrect answer receives only a superficial evaluation from the
program. The program will simply say that the answer given by learners is not what the
program is looking for (i.e. ‘That’s not what the program is waiting for. Try again.’). It does
not evaluate the students’ answer and give any further support. It simply says that the answer
is incorrect and the students have to figure out by themselves what is wrong with the answer.
This can cause a great deal of frustration to the students and they might simply make a guess.
Cook (1984) points out that a CALL program that can handle only exact matches between
student-entered and single, target responses provides a limited capability in shaping an
incorrect response into a correct one. Jung (c1997) points out that the bottleneck in many
multimedia programs is the unintelligent responses to student input. In this case the feedback
might be more valuable for learners if it informed them of what is wrong with the answer by
giving some hints. Beatty (2003) also mentions that another barrier to better CALL materials
is the lack of ways to monitor and correct unpredictable student answers.
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Criswell (1989) says that receiving information about errors can usually help learning
progress quickly. A CALL program should tell students that they are ‘incorrect’ and then give
them information that will help them improve the next answer. She further points out that by
providing hints based on the computer assessment of the type of error increases the
intelligence of the feedback. It also makes the computer seem more ‘human’ since human
teachers deal with the student response by providing hints for them. Chapelle (1998) points
out that learners need to notice errors in their own output through triggers provided by others
besides themselves. She points out that:
The output learners produce in multimedia CALL needs to be analyzed by the
computer and/or reflected upon by the learner to identify errors. … the program
would then need to highlight this form [error] to help the learner notice it and
provide another opportunity to edit the question [answer]. (p. 28)

As a result, it might be more useful for learners if they were allowed to put in incorrect
answers and receive further explanation on why the answer is incorrect. They, as a result,
could use that as a guideline to help them correct their own incorrect answers in order to
produce or come up with a correct answer based upon the previous incorrect answer.
5.5.4 BBC New English Course
This software is produced by Ladder Multimedia Co. Ltd. It is a 24-CD course. One
CD consists of four lessons. This computer program is quite popular among Thai learners of
English. It claims to promote all four skills: listening, speaking, reading, and writing. In order
to operate the program, the CD needs to be put in the CD drive and a floppy disk is needed in
another drive so that the student record function can work properly. Actually the data is not
recorded on the floppy disk but the disk is still needed to execute the program. It appears to
function as a security key to prevent illegal copying.
The program employs the same screen format in each option in the hope of helping
learners. It could be said that it will reduce the learners’ cognitive load if the screen stays the
same and is not changed all the time. On the screen, various function buttons are provided for
them. On the left hand side of the screen they can choose different function buttons: <English
text>, <Thai text>, <Sound waves>, <Intonation patterns>, <American and British IPA
symbols>, <Phonetics symbols>, <Role play>, <Voice recording>, <Dictation>, and
<Exercises>. They can choose to look at or not look at the English script of the sentences or
words. They can also turn on the <Thai text> button in order to receive the Thai description of
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each button when they point the cursor on the button. Unfortunately, it does not seem to work
properly. What learners receive when they click on the button are strange characters which do
not convey any meaning to learners at all. The program was tried out on several computers for
this study but this particular function was still unusable.
The <Sound wave> button provides sound waves patterns of each sentence in a
separate box. The <Intonation pattern> button shows students a red line intonation on each
sentence. The <American and British IPA symbols> button provides the symbols and
different pronunciation between the American and British accents. Explanation in Thai is also
provided for learners in terms of how to pronounce the sound and where the sound originates
in the mouth. The <Phonetics symbols> button gives phonetics scripts of each spoken
sentence. The <Role play> button provides a chance for learners to pronounce a sentence of a
particular character that they would like to be. The system will run the dialog as usual but
when it is the sentence of the selected character, the transcript of that sentence flashes and the
program provides a silent interval for students to act out the role by pronouncing the sentence
out loud. Then the sentence is pronounced by the character in the dialog. For the <Voice
recording> button, students are automatically provided with the sound waves of the sentence
while they are listening to the sentence. Then they record their own voice and their sound
waves are compared with the original one to see the similarity or difference. They can listen
to their own pronounced sentence by clicking a particular button.
On the right hand side of the screen, the provided functions are Repetition of entire
dialogue, Repetition of current sentence, Repetition of previous sentence, Next sentence,
Previous page, Next page, Pause, Stop, Main menu, and Exit. Not every function is available
all the time. The unusable functions are indicated by not having a shadow under the button.
However, it is very difficult to notice whether the button can be chosen on a particular page or
not because there is little difference in the shadow of the button. This may cause a little
confusion for users in using the button.
On the front page of the program, students are provided with Intro, Index, and four
different unit options (see Figure 5.21). They can choose any of these options in any order.
The Intro option is short for Self-introduction. When students click on it, they will have a
chance to listen to each character in this particular CD introducing himself or herself and their
relationship with one another. This information is intended to give them background to help
them in understanding the units more easily. An animated drawing picture will move while
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the audio speech provides them with information. The script of each sentence is automatically
provided for learners while they listen to the Self-introduction. They have different functions
to play with. They can deal with an English text, Thai text, Sound waves, Intonation patterns,
American and British IPA symbols, Phonetics symbols, Role play, or Voice recording. They
are also provided with an opportunity to Pause, Stop, Repeat the whole dialogue, Repeat
current sentence, Repeat the previous sentence, and Go to the next sentence (see Figure 5.22).

Figure 5.21: Front page

Figure 5.22: Intro
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The next option on the front page that students can choose is Index. The <Index>
button provides students with a long list of words and sentences which they can select to
listen to any of them. However, it is only that particular word or sentence which is
pronounced. There is no context provided for them. They may listen to the selected words or
sentences as many times as they want.
When they click on the unit, they are then provided with six options: Dialogue A,
Dialogue B, Song, Topic, Useful phrases, and Grammar. In Dialogue A, they are provided
with a dialog between various people. Animated drawings are moving when the program
plays the dialog for them. They are provided with an English transcript when they listen to the
dialog. On the dialog page, they can choose to work on the Sound waves, Intonation patterns,
Phonetic symbols, Role play, and Sound recording of the sentences in the dialogue (see
Figure 5.23). Students can do dictation work in the dialog page. They have to listen to a
sentence from the program and type in the sentence. After they hit a key to send their answer,
the system will judge their answer. If the answer is correct, the system shows a ‘Very good’
message for them. If they type in a wrong answer, the program will provide them with a
correct answer. A ‘^’ sign is indicated in front of the incorrect area of the students’ answers.

Figure 5.23: Sound recording

The <Exercise> button is accessible in the dialog page. There are three types of
exercises. The first exercise is Listening and searching objects. Students will hear and see a
word or phrase each time. They have to use the cursor to click on the correct object on the
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screen. However, the cursor will change from an arrow to an item arrow only on the areas that
are clickable. As a result, this limits the area that students can click on. If they click on the
wrong item, the program will pronounce the word again and gives them a second chance. If
they still click on a wrong item, the program will show the correct item in a pop-up window.
If they click on the correct item, the program will give them a message: ‘Very good’. The
program also calculates the performance of the students and reports the result in percent of
correctness. If they cannot achieve more than fifty percent correct answers, the program will
ask them to try the exercise again when they reach the end of the exercise (see Figure 5.24).

Figure 5.24: Exercise 1

The second exercise is Word Dictation. Students will hear a word and they have to
type in the correct word. The words in this exercise are exactly the same as the one in the first
exercise, Listening and searching objects. The program provides them with two chances to
type the required answer. If they type in a wrong word, they will be provided with a correct
answer and a message: ‘Sorry. Try another one.’ The correctness of the answer is also
calculated as a percentage for them. This makes the Word dictation different from the
Dictation exercise, which does not calculate the correctness of the answers.
The third exercise is Listening and filling-in words. The program will read aloud a
sentence each time and the sentence with only one underlined blank is given to students. They
have to type in the missing word. The sentences are taken in order from the dialog that
students hear at the beginning of the unit. The blank space can accept only the same amount
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of characters as the correct answer. This provides a clue for students indirectly as to how
many characters the correct answer has. The system does not allow students to put more
characters into the space (see Figure 5.25).
The next option that the students can choose is Song. The program provides an
original English song of various singers such as the Beatles, Nina Simone and Nana
Mouskouri. The lyrics are also provided for them. They will have a chance to listen to the
song which contains the grammatical point that the program intends to focus on in the
Grammar option. There is no exercise accompanying the song. Students just listen and enjoy
the song at this stage.
The Topics option provides learners with questions and answers that are related to the
grammatical point that will be focused on in the Grammar option. For example, in the Topic
option in Unit 17, the system intends to teach students the present continuous tense. The
system first says, ‘What is she doing?’ and then says, ‘She is typing.’ An animated drawing of
a woman typing will be blinking when the program says the sentence. In this option students
can work on the dictation and two exercises which are Listening and Searching objects and
word dictation. The characteristics of the dictation and the two exercises are similar to the
ones in Dialogue A and B.

Figure 5.25: Exercise 3
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In the Useful phrases option, the system provides students with sentences which have
useful phrases in them. For example, in Unit 17 the program teaches them some useful
phrases such as ‘catching up’, ‘fast ahead’, and ‘trying to pass’. Two types of exercises –
Listening and searching objects and Word dictation – are provided for students.
In the Grammar option, a grammatical rule is explained to students. Examples of that
grammatical rule are provided after a brief explanation of the rule. The system provides
learners with Thai explanation of that grammatical rule too. However, the explanation is very
brief. After they finish listening to the rule, there are two types of exercises provided for
them. The first one is Choose answer. They have to fill in a correct verb tense by clicking on
the correct word. The second exercise is Rearrange the sentence. They have to rearrange and
type in a correct sentence (see Figure 5.26). The program also keeps a record of the students’
work. If they click on the <Student record> button, they will see a report of the time they have
spent in doing each function, their scores, etc. However, the report is very brief and does not
provide them with a lot of details (see Figure 5.27).
From the preview, it can be seen that the program does cater for learner control
because it provides learners with an opportunity to exit the program at anytime. They can do
this by either clicking the <Exit> button or by closing the program using a cross mark on the
top right hand corner. It also provides them with a lot of dialogs and sentences to listen to in
each unit. It intends to make the dialogs authentic by incorporating some background noise
like typing, talking or traffic noise. However, the dialog does not seem to represent real
speech because the sentences are still very clearly articulated and slowly pronounced. Besides
making it clear to learners, it is slowed down in order that the system can show the transcript
of each sentence on screen in time with the pronunciation of each word. In fact in order to
prepare them to deal with real life situations, they should be provided with authentic dialogs
which contain the characteristics of real speech so they can be familiar with it in real life
communication. Simply including the background noise does not make the dialog ‘authentic’.
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Figure 5.26: Grammar: Choose answer

Figure 5.27: Report

As mentioned above, the program uses the same screen format for every page shown
to the students. This may result from an intention to reduce the students’ cognitive load in
facing a new screen each time. Although it is done with good intentions, it may have the
opposite effect on users. It is very confusing sometimes for students to identify which
functions are workable in a particular screen. This can cause a lot of frustration. It might
produce a better result if the unusable buttons were made more obvious by making the
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shadow deeper or making the symbol on the button gray. For example, in Word dictation, if
students click the <Next sentence> button with an intention of listening to the next word, the
program will start giving the sentence in the main dialog instead. This can cause frustration.
Merrill et al. (1996) point out that ease of use is of major concern in the evaluation of
computer-based materials because the entire set of materials is not visible at one time.
Although the program provides a lot of options for students to choose from, some of
the options might not be useful for them. For example, the Sound wave pattern might not help
them. They might try to fully imitate the wave patterns but it is actually very difficult for them
to try to make their sound wave exactly the same as the original one when they try to use the
voice recording. As a result, they might think that they are not successful in learning or
pronouncing English. Moreover, they may be misled into believing that sound waves are
extremely important. In fact, there is no simple, discernible relationship between sound waves
and speech production.
The transcript, which is always provided for learners when they get into the Dialogue
option, seems to be problematic. The dialog will be automatically played and the transcript of
each sentence is provided for learners. If they do not want the transcript, they have to click the
<Stop> button to stop the dialog first and then click the <English transcript> button to turn off
the function. This may unnecessarily cause an extra step in dealing with the program. They
might feel too idle to turn off the English transcript function and they may read the transcript
instead of listening to the dialog.
The American and British phonetic systems are provided for learners in the hope that
they can notice the difference between the two systems in terms of vowels and consonants.
However, the functions are provided in two separate frameworks. They have to listen to the
British system first and then exit the function and get into the American system to listen to the
same sound. This is very difficult for them to see and compare the difference between the two
systems. They may not be able to retain the sound in their memory to compare with the sound
in the other system. Consequently, the function might not contribute as much as was intended.
The program provides learners with animated drawings in order to help them
comprehend the sentences or dialogs. The animated drawing is moving while the dialog is
pronounced. For example, the mouth of a speaker is moving when it is his or her voice
talking. The animated drawing might play a role in helping the comprehension but it does not
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seem to help much. The drawing does not carry the actual body and facial movement which
can support comprehension. Brown (1990) mentions that paralinguistic features such as body
talk or body language, for example, gesture, posture, and facial expression, play a very
important role in reinforcing the content of what the speaker says. Learners might benefit
more from being able to see the real speakers instead of an animated drawing. Moreover,
Chung (1994) conducted a research project with intermediate/advanced university Englishspeaking students of French on listening. They had a chance to listen to naturalistic dialogs in
four types of presentation conditions: audio only, single still image, multiple still images, and
motion video. It was found that listening comprehension in the conditions that the students
had visual supports showed the best results. However, among all visual supports, video
provided the most effective support in listening comprehension. A.-P. Lian also mentions that
language is a physical phenomenon (personal communication, August 26, 2002). When we
talk, we synchronize our body with our speech. Moreover, the gestures of humans are much
richer than the gestures of an animation. Consequently, it would be more useful for learners to
have a chance to look at real persons conversing with one another in order that the body
movement, gestures and emotions could be easily observed and related to one another.
Although the program seems to provide learners with many dialogs and sentences,
there seem to be no comprehension questions in the program. Frequently, learners are
required to listen and type in a word. They are not required to answer any comprehension
questions. They are always tested at the word level instead of at the discourse level. If they
can understand the vocabulary items, they get high scores in the exercises. This may mislead
them into believing that they can listen to a dialog and understand it. The exercises included
in the program are just word dictation and filling words. They are not even required to fill in a
phrase. This does not seem to help much with their listening comprehension at a high level.
In terms of answer evaluation, students are required to type in an exact answer that the
program has in its system. In some exercises, if they type in a correct answer but in a capital
letter format, it will be judged as a wrong answer. This might cause frustration. They might
think that they have already provided a correct answer but they are judged wrong. They might
be confused and give up using the program. Besides, when they type in an answer and it is
wrong, the program will wipe the wrong answer. They have to type in a new answer from
scratch. They cannot base their new answer on the old one because the old answer is not
available for them to build upon. This creates increased cognitive load.
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Another issue that needs to be mentioned is the relation between each option. There
seems to be no relation within the unit. For example, learners listen to a dialog but when they
do the dictation, the words are not taken from the dialog at all. In Unit 17 the words are items
on the table of the interlocutors. These words do not exist in the conversation between the
interlocutors but learners are then tested by the program on the unrelated words. There is no
relation made for the students. They seem to be tested on the items that they have never
focused on before. Furthermore, in the Useful phrases option, there is no relation with the
dialog at all. They seem to relate to the grammatical point which is presented to students in
the Grammar option. However, this grammatical point does not seem to relate to anything in
the dialog. As a result, it seems as if the relation between each option is very minimal and this
may cause some confusion to students.
5.6 Conclusion
In summary, computers could have the potential to play an important role in language
learning including listening comprehension. Although some researchers claim that they have
limitations, with careful consideration they can be solved. Their advantages then seem to
surpass the limitations. The above reviewed programs are only representatives of available
CALL programs. They contain both good and bad characteristics. For example, they provide
learners with an opportunity to exit the program at the time they prefer. However, some of
them intend to provide authentic listening passages for learners but in fact the texts are not
authentic. They do not contain the characteristics of real speech such as fillers and false starts.
They are slowly articulated in order to promote learners’ comprehension. The program,
instead, provides them with pedagogic texts which might not be helpful for them when they
have to be involved in real life communication. Learners’ answers usually receive only
superficial evaluation, which does not assist them in forming a new answer. Learners are
provided with an opportunity to listen to chunks but they are always pre-defined and at the
sentence level.
Most of the programs intend to serve the learners’ needs and provide a lot of exposure
to the target language for students. This is done in the hope that they can better the learners’
performance in English. However, if this intention is carried out with the wrong method and
in an untested theoretical framework, the result might provide the opposite effect. The
learners might not be successful in learning English although they have spent several hours
working on the programs. They expend a great deal of energy in the hope of acquiring
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efficient and effective skills that they require in real communication. They might perceive that
they will not be able to be successful learners of English at all since they have spent a lot of
time with it with no apparent improvement and, as a result, might give up. This potentially demotivating consequence needs to be dealt with immediately but carefully.
The next chapter will describe the theoretical frameworks underlying the proposed
CELL listening comprehension program. The detailed characteristics of buttons and functions
in the program will be thoroughly presented and described so as to provide the readers with a
clear picture of how they function and what support they provide for learners.
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CHAPTER 6: AN INDIVIDUALIZED LISTENING COMPUTER ENHANCED
LANGUAGE LEARNING PROGRAM
As reviewed in the previous chapter, there seem to be some limitations and
disadvantages in some CALL programs. Some of them are predetermined in sequence so
learners have to follow the exact path that the designers or teachers believe is good for them.
Some programs do provide a large number of listening passages for them but those passages
do not seem to be authentic. They do not contain characteristics of real life communication.
They are actually pedagogic texts which are carefully written and designed to serve the
purpose of learning and teaching language. They do not seem to offer any advantages for
students since learners might not be able to function efficiently and effectively in real life
communication. They might not be able to understand what is going on in a conversation or
talk, even if they have been exposed to the materials for several years. Besides, answer
evaluation appears to be clever but is actually superficial. Learners have to struggle to work
out what is wrong in their answers. They do not receive feedback that assists them in forming
a new answer based upon their previous input. Sometimes the input permitted is too
controlled, so learners are too constrained at the very beginning of their efforts.
The problems mentioned in normal CALL programs might result from various
reasons. One of them is that the program is not produced under an established theoretical
framework. It is often governed by advanced technology without a deep understanding of
language learning and listening comprehension theories. It seems to be developed under the
influence of technology or simply intuition instead of pedagogical insights based on research.
Beatty (2003) points out that at present software programmers, engineers, and marketing
executives, rather than educational academics and teachers, have an important role in making
a lot of the critical decisions on the creation of several popular educational software programs
on the market. This may result in some limitations in most CALL programs. Moody (1995)
reveals this problem in documentation of the year-long creation of the children’s multimedia
encyclopedia Explorapedia at Microsoft Corporation. In 301 pages describing the process,
there is only one mention of a person with a background in education being consulted. It may
be assumed that, for the major developers of commercial software, what is technically
possible and what is commercially viable are more important than what is pedagogically
suitable and appropriate.
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However, with careful design based upon the insights of language teaching and
learning and listening comprehension theories, a practical CALL program can be developed
for learners’ utilization. For the purpose of this research, the proposed program will be
referred to as a Computer Enhanced Language Learning (CELL) program, as mentioned in
Chapter 5, because it functions not only to assist learners, but also to enhance their listening
comprehension in various aspects. It does not provide them with options that traditional
CALL programs offer. It aims to provide them with a different but better approach in dealing
with listening texts to develop their listening comprehension in context. The program may
also offer language teachers another aspect of how learners cope with a computer program
and what they consider important and useful in confronting a listening clip.
6.1 Theoretical frameworks for an Individualized CELL Listening program
On the basis of the preceding analysis of language teaching and learning and listening
comprehension theories and the review of a representative sample of CALL programs, with
the focus on a listening comprehension section, a new approach for a CELL listening program
is proposed and developed to help promote learners’ listening comprehension. The program is
based upon the concept that listening is an important skill that needs to be taken seriously in
the teaching and learning of English. It is not a by-product skill that will arrive from acquiring
other skills like reading and writing. It is actually an active process in which learners have to
apply both top-down and bottom-up knowledge in constructing the meaning of the listening
texts that they confront. They have to actively utilize both types of knowledge in order to
understand the texts. In keeping with the principles researched in Chapters 2, 3 and 4, the
program is based upon four major theoretical frameworks, which are summarized in the
following sections.
6.1.1 A Constructivist approach to meaning making
The proposed program is based upon a theory of learning called Constructivism,
which was explored in detail in Chapter 2. It is developed on the basis that meaning making is
an inevitable process and that it is constantly happening. Meaning is never ‘found’. Learners
have to be very active in meaning making and learning, in this case dealing with listening
comprehension. It is the learners’ responsibility to construct the meaning of the texts based
upon their own background knowledge and life experience. Learners are not blank containers
and do not enter the classrooms with empty heads. This goes in a similar direction to the
concept of listening comprehension that expects learners to actively and creatively construct
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meaning of the listening clips, applying both bottom-up and top-down knowledge
simultaneously. Consequently, the program provides space for a ‘collision’ between what is in
the students’ heads and the message they receive in order that they can successfully construct
meaning of texts.
The program also provides various methods for them to deal with or confront the
listening texts which are different from other listening comprehension programs. Learners are
the ones in control of exploring the program in the way they want. They are given freedom to
explore the program in the way that suits them. Rüschoff and Ritter (2001, pp. 224-225)
describe a constructivist environment as follows:
…language learning as well as learning in general should be described as an
interactive, dynamic process, in which new knowledge is most fruitfully acquired
when learners are placed in a situation where they can explore sources and
resources rather than in a context of mere formal instruction. In such a scenario,
learners combine new information with previous factual (declarative) and
procedural knowledge and draw new conclusions from this process. Such a
process-oriented approach to learning will not simply lead to a better understanding
of linguistic facts (e.g. structure and vocabulary) and more effective acquisition of
language proficiency; it will also lead to more learning competence and learning awareness.

They further point out that learning based on Constructivist principles will provide learners
with an opportunity to tap into resources and acquire knowledge rather than force them to
passively act as recipients of instruction, the way they are treated in the traditional teaching
environment.
The proposed program is therefore designed to provide learners with a wide variety of
ways to interact with the listening texts such as a Sound only, Video only, or Noisy version.
They are able to control which functions they want to employ at a particular time. Learners
are presented with opportunities to constantly confront listening texts against their current
state of knowledge and understanding so that they can receive frequent practice in
constructing meaning. The program is created under a structure that is highly individualized.
Learners interact with the program in the way they would like to. There is no predetermined
path that they are obliged to follow. There is no assumption made from the researcher as to
which path would best suit learners. Since the program is developed with a highly
individualized structure, the collaborative learning aspect is not incorporated. It is believed
that sometimes learners may prefer to physically work on their own because they do not want
to share what they think or what they share may be wrong. It is rather common among Thai
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learners to be rather reluctant to participate in group or pair work because they are afraid to
make mistakes in front of other students. They feel that they lose face when their answers are
not correct. This program then is developed in a structure that allows them to work on their
own and in the way they would like. However, other students’ answers are incorporated in the
program for them to compare their answers with as a way of representing the discussion that
happens in the classroom among learners.
6.1.2 Use of authentic materials
The next important aspect of the intellectual framework on which the proposed
program is based is the issue of authenticity, which is discussed in detail in Chapters 3 and 4.
Normally, most learners are frequently provided with pedagogic texts intentionally created for
the purpose of teaching and learning. Subsequently, students may be lulled into believing that,
if they can comprehend the spoken passages, their listening comprehension is at a sufficient
level. In fact, they seem to function effectively in the classroom situation with the pedagogic
listening texts but they may fail to comprehend the listening input in real life. They generally
cannot understand what is going on. This is definitely not the ultimate objective of learning
and teaching language that all teachers hope for. All teachers would like their learners to
function well in real conditions. Consequently, learners should have a chance to confront
authentic texts that are full of the characteristics of real speech.
The proposed program therefore offers learners various kinds of authentic listening
texts. They are not listening passages written for the purpose of language teaching. They are
real oral texts which consist of real communication characteristics. This version of the
program offers students nine authentic clips. They include documentaries, lectures, talk
shows, and news. They were recorded directly from the television or lecture rooms. They are
in three different accents: British, American, and Australian. They are in either a monologue
or dialog format. This is done with the purpose of providing them with a representative
sample of listening texts that they might have to confront in real life. They have an
opportunity to be exposed to different characteristics of speech. It is hoped that this will
prepare them to function well both inside and outside the classroom situations. A.-P. Lian
(2004, p. 4) strongly recommends the utilization of authentic texts:
It is important to work on complex authentic materials in authentic settings
whenever possible from the very beginning so that learners can develop
immediately a proper understanding of real language at work (not artificial
textbook language) and learn to process real language from the very beginning.
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6.1.3 Reduction of cognitive load
The program also focuses on the issue of cognitive load. Various scholars, as
discussed in detail in Chapter 4, point out that learners have limited cognitive load and
memory span in dealing with listening tasks. Listening comprehension is obviously a task that
requires heavy cognitive load from learners because they cannot go back to refer to the texts
the way they can in reading difficult texts. They have to hold the meaning of the previous
message in their systems while continuously receiving the new message in order to construct
meaning. Therefore, the system tends to be easily overloaded. The learners’ cognitive load,
moreover, is even more limited in coping with tasks in the second language.
The CELL Listening program is carefully developed to assist learners in this issue by
providing them with various load reduction functions. For example, they can select the words
or chunks that they would like to listen to. They are not required to re-listen to the whole text
in order to achieve comprehension. They can select the chunk that they would like to focus on
at a particular time in order to reduce the load that they have to process each time. A filtered
version which removes the words and leaves only rhythm and intonation for learners to focus
on is also available. They are also provided with a slowed-down version of the recording so
that the load they have to process is reduced and they have more processing time. They are
facing unusual signals so they cannot process the texts by relying on their habits. They have
to actively construct meaning although they receive input which is reduced in complexity.
Therefore, reducing the input load might actually increase the load that they think about as
they construct meaning. This may provide them with an opportunity to listen to and perceive
the text differently. They also have a chance to focus better on the minimal amount of input
presented to them so that they can build up a structure. They can then return to the complexity
later.
6.1.4 Responding to learner differences
The last theoretical framework that the proposed program is based upon is that of
learner differences, as thoroughly discussed in Chapter 4. It is rather common in many
teaching situations to treat learners in exactly the same way. All learners are viewed as
homogeneous learners. It is believed that they learn in the same way in order to reach the
same goal. The learning path and pace are then imposed on them by teachers. Teachers try to
provide them with the tasks that they think are suitable for them. Furthermore, they are
sometimes trained and directed to handle the tasks in the same way through strategy training.
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They are then moulded to be the same. In fact, it is clear that learners are heterogeneous. They
are not the same at all. They are very different in dealing with and handling any listening
texts. They possess different learning styles and strategies. Consequently, they have a
tendency to deal with the listening texts differently and in the way that works for them. In
addition, each learner is a product of his or her own historical background. They construct
meaning of the listening texts differently depending upon their own personal history. They
manage their own learning based upon their own past experience, which is different from that
of others. No individual, as a result, will learn in the same way.
The proposed program takes this issue into account. It, therefore, provides learners
with various options in dealing with listening clips. They can choose from a variety of
listening methods to construct meaning of the listening texts. Different support is provided for
them at various stages. Within this open system, all learners who possess different learning
styles, strategies, and historical background are accommodated. They are given an
opportunity to explore the program in the way they like in order that they can find the
methods which suit their own learning preferences. Consequently, it is believed to help better
their listening comprehension. Pask and Scott (1972) point out that, although it might not
always happen, the learner should be considered to be the best judge of which learning
strategy would be most appropriate for a given learning task.
Teachers should not direct the way learners should learn or listen to the listening texts
because they are different. Instead, teachers should try to create an environment which can
accommodate all learners. Garrett (1988) mentions that in a learning environment, a range of
options geared to individual learning styles should be available. Some students approach
language-learning tasks analytically; others may succeed in the tasks holistically. Some want
to use all possible help to avoid making errors while others prefer to guess and learn from
their errors, and so on. This suggests that the learning environment should not be created in a
lock step or set sequence. It should be flexible and open for learners to explore their own way
to accomplish the tasks. The proposed program, therefore, offers learners a high degree of
flexibility to explore listening texts and perceive them in different ways that they might not
have had an opportunity to try out before. The hope is that they can eventually turn
meaningless noise into meaningful sound by themselves.
In summary, the program aims to provide learners with a variety of authentic listening
texts which represent texts that they may have to confront in real life. It provides them with
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various listening functions so that they can approach listening texts in many different ways.
They, as a result, can successfully construct the meaning of the texts. They are granted
freedom to explore the proposed program in the way they like. They have to actively
construct meaning of the listening texts based upon their background history, learning styles,
and strategies. They are not forced to follow the same path in listening to the texts. The
program is open and flexible for them to explore various functions offered. The issue of
cognitive overload is also taken care of. For example, learners are allowed to select the chunk
that they would like to focus upon at a time. It is clear that they are provided with an
environment where they can confront, contrast, and contest things in the way they prefer.
Consequently, it is hoped that they can perceive the listening texts differently, resulting in
better comprehension.
6.2 Detailed characteristics of the Individualized CELL Listening program
The individualized CELL listening program is developed on the basis of a program
called MMBrowse created by A.-P. Lian and A.-B. Lian. The program was originally
developed to teach French to students at James Cook University in Australia. The program
was one of the requirements for the students in a French subject taught by the authors. It
turned out to be successful in attracting students’ interest in utilizing it.
All listening clips used in the program proposed in this study were originally in analog
format recorded on video tapes. They were then transformed into digital format in order that
they could be used in the computer. There were three main programs employed to develop the
program: ToolBook, Cool Edit, and Adobe Premiere. ToolBook, an authoring program, was
the main program in developing the CELL Listening program. It incorporated some readymade functions but they were quite limited for the functions intended for inclusion in the
proposed program. Consequently, a lot of new scripts had to be written to provide the
functions to be incorporated in the program. Cool Edit and Adobe Premiere were used to
manipulate all related video and audio files to make them ready to be incorporated in the
program. Cool Edit was applied to prepare and manipulate audio files in various ways. It was
used to slow down and speed up the audio files. It was also used to filter out words from the
audio files in order that rhythm and intonation of the clip was left for students to focus on.
Adobe Premiere was employed to deal with both video and audio files. It was used to extract
a sound file from a video file. It was used to incorporate a filtered file into a normal video file.
Extra noise files are also mixed into the audio-visual file through this program.
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6.2.1 Login procedure
In order to access the proposed program, learners have to click on an icon called
‘mmex_01.tbk’. (see Figure 6.1) The shortcut is placed on the screen of the allocated
computers in an English Language Resource Unit room (ELRU) at Suranaree University of
Technology. After they click on the icon, a welcome screen which contains a welcome
message and the name of the program pops up. (see Figure 6.2) Then they click on the
<Next> button on the lower right hand corner of the screen to go to the two-page descriptive
instructions pages. Generally, when a learner uses the program, a log file or data file is
automatically created and stored in a secure space. The file records all details of the learner’s
use including date and time. Every answer that the learner inputs into the program is recorded
in full. The log file terminates itself by recording the finishing time when he/she quits the
program. This mechanism was developed to keep track of how each learner uses the program,
what function he/she utilizes, and how long he/she works with each function.

Figure 6.1: Shortcut icon

Figure 6.2: A welcome page

6.2.1.1 Two-page descriptive instructions pages
These pages are designed to provide learners with a brief purpose of the program, a
description of the program content, and a detailed explanation of each button or function
166

included in the program. Each button is separately described. The language used in these
pages is in a simple and clear style in order that learners can understand the program
thoroughly. The explanation is made very straightforward but detailed so that they understand
the nature of the program. On these pages, they are given an opportunity to go forward and
backward to read the instructions again if they cannot understand them clearly or if they
would like to make sure that they know how each button functions in detail. (see Figure 6.3)
They can simply do that by clicking on the <Prev> or <Next> button. Merrill et al. (1996)
mention that a mechanism should be included in a CALL program to allow students to move
both forward and backward through the instructions when they would like to. The two buttons
present learners with control to move forward and backward to read the instructions in order
that they can understand the functions included in the program. When they finish reading the
pages and click on the <Next> button, they are brought to an instructions page which
represents a working screen of the lesson.

Figure 6.3: One of the descriptive instructions pages

6.2.1.2 Instructions page representing a working page
This instructions page contains information similar to the one on the descriptive
instructions pages but it is presented in the working screen format. This page is created to
make learners familiar with the screen that they have to work with in lessons one to nine.
They can learn exactly where each button is located and what function each button offers
them.
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In order to receive the information from each button, they simply click on a button and
a small text box appears to float above the initial page. The box presents them with a
description of the function of each button. The description is written in a clear and brief style
so that they have minimal difficulty in comprehending it. Merrill et al. (1996) point out that
the provision of clear, simple and concise instructions can significantly affect the ease of use
of CALL programs. (The thorough details of the function of each button will be thoroughly
explained later in this chapter when each button is discussed.) When students finish reading
the description of the function, they can simply click on the button again to remove the small
text box. They can click on the button as many times as they wish in order to gain confidence
that they understand and know exactly how each button works. (see Figure 6.4)

Figure 6.4: Instructions page (working screen format)

It can be seen that there are many buttons provided for learners to make use of so this
page is also aimed to make them acquainted with the layout of the working screen of the
lesson that they have to work with. This can help reduce their cognitive load in confronting
new information. The screen is in the same format as the one in the lesson so they do not have
to process a new screen layout. Criswell (1989, p. 89) indicates the advantages of maintaining
the same layout:
If the format of each frame within each purpose is consistent, we predict quicker
learning than if frames are not systematically designed. If the learners can easily
recognize the purpose of each frame, he or she will not have to spend training
time orienting to each frame.
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This seems to help learners in reducing the information they have to process and facilitating
some levels of processing, which can help them focus on listening comprehension.
Furthermore, the two styles of instructions pages are intentionally given to students in
order to accommodate learners with different styles. Some students might prefer to read a
detailed description of each button and some may like to experience the information through
the real screen that they have to work with in the lesson. They might want to look at the
screen and receive the information at the same time. The pages provide learners with options
to focus on the instructions page that they prefer to receive the information from. Thus,
learner differences are taken into account in the design.
After the students finish clicking on all the buttons and reading the description, they
click on the <Next> button to go to the login page.
6.2.1.3 Login page
This page contains clear instructions and two text fields in the middle of the page. The
upper text field is labeled ‘Username’ while the bottom one is labeled ‘Password’. Learners
are required to fill in their username and password in order to proceed to the next page. (see
Figure 6.5) The username and password are given to the students individually. They are asked
to keep the username and password for their own use only. The usernames and passwords are
created by the researcher by using a combination of easy characters in order that the students
can easily memorize them. If the program is actually utilized in general classrooms, it is
possible to allow the learners to create the usernames and passwords that they prefer.
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Figure 6.5: Login page

After they type in the username and password in the provided text fields, they have to
click on the <Submit> button to send the information. The program will automatically detect
the username and password and check them with the hidden password file to see whether they
match or not. If the username and password do not match the ones recorded in the hidden
password file, a small dialog box – ‘Username and password not recognized. Try again or exit
lesson.’ – appears to inform the students that they have provided incorrect information. If they
would like to continue the login procedure, they click on the <Retry> button and type in the
username and password again. If they do not want to proceed, they click on the <Exit lesson>
button and the program screen disappears from the computer monitor and shuts down. When
the students type in the correct username and password, they are provided with the next page
to select a lesson.
6.2.1.4 Select lesson page
In the Select Lesson page, learners have to click on a rectangular button on the lower
part of the screen to select a lesson that they would like to work on. After they have clicked
on the button, it becomes grey to show that it is functioning and a floating dialog box appears
on the top of the original page. On the left hand side of the box, a list of lessons (lesson one to
lesson nine) is provided for learners to choose from (see Figure 6.6). They simply click on the
lesson that they prefer and then click on the <OK> button. The box disappears and the
program automatically retrieves the desired lesson for them. The cursor is transformed into an
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hourglass to notify them that the lesson is being retrieved. The time required to retrieve each
lesson depends on the size of the lesson itself and the number of computer users logged on to
the whole system and in the experiment room at that particular time.

Figure 6.6: Select lesson page

However, it was reported by the students that they did not have to wait very long to
get each lesson. They said that it took a maximum of thirty seconds to download the required
lesson. This length of time is especially welcome because they do not have to wait for a long
time to begin work. This, as a result, does not bore them nor do they think they are wasting
their time logging into the program. On the other hand, when they are provided with the list of
lessons and they do not select any lesson and click on the <Cancel> button, they are presented
with another dialog box: ‘No lesson selected. Goodbye.’. They have to click on the <OK>
button and the program switches off automatically. A flowchart displaying the procedure for
logging in is presented below (see Figure 6.7).
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Students are provided with nine lessons. Each lesson is self-contained. They can select
to work on any lesson that they wish. Each lesson presents them with different kinds of
listening clips. They are all authentic clips recorded from television programs and lectures.
The speakers in the clips are female and male, as well as young children. The listening clips
are in either monologue or dialog format. They represent three main English accents: British,
American, and Australian. Each accent is presented in three lessons. They are not clustered in
a group but are randomly spread out.
Lesson one is a monologue by a woman with an Australian accent. The length of the
clip is 40 seconds. Lesson two is an informal conversation between a female Australian and
an Australian boy discussing an environmental issue. The clip lasts for one minute and 52
seconds. Lesson three is an interview between two British men about the concept of
monopoly in economics. The length of the clip is one minute and twelve seconds. Lesson four
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is a monologue with various American accents. Each of them takes a turn narrating their
experiences in building a submarine. The clip lasts for two minutes and 53 seconds. Lesson
five presents a news report with an Australian accent. However, there is also a small portion
of a male American voice included in the clip. The length of the clip is one minute and 43
seconds. Lesson six is a monologue with various British accents. They are talking about horse
training. The clip presents each speaker singly. The whole clip lasts around two minutes and
54 seconds. Lesson seven is an interview between an American male and female. They are a
talk show host and his guest. The clip lasts for two minutes and 27 seconds. Lesson eight is a
science lecture by a woman with an American accent. It takes around one minute and 53
seconds. Lastly, lesson nine is a lecture in social science by a man with a British accent. The
clip lasts around one minute and six seconds.
It can be seen that the program aims to provide learners with a chance to listen to
different kinds of voices and accents to familiarize themselves with real communication
situations. They are presented with a variety of listening clips, which are all authentic. This
can help them be ready for real life situations since the input is not contrived but instead
contains the characteristics of real speech. The length of the clips ranges from 30 seconds to
almost three minutes so they have some variety. However, they are provided with several
listening functions to deal with the listening clip and to give them support when they have any
difficulty. Rüschoff and Ritter (2001) emphasize that learning is a process that must be
supported by a rich learning environment and it should be rooted in real life and authentic
situations. A summary of the nature of each lesson is provided in the following table (see
Table 6.1).
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Table 6.1: A summary of lessons in the CELL Listening program

Lesson

Gender

Accent

Nature of clip

One

Female

Australian

Monologue

Two

Female & Boy

Australian

Dialog

Three

Male & Male

British

Dialog

Four

Males

American

Monologue

Five

Female

Australian

Monologue

Six

Males

British

Monologue

Seven

Male & Female

American

Dialog

Eight

Female

American

Monologue

Nine

Male

British

Monologue

6.2.2 Lesson instructions page
After they have selected a lesson and clicked on the <OK> button, the first page of the
selected lesson is given to them. On this page, the number of the lesson, along with the name
of the program, is shown to confirm to them that it is the lesson that they have selected. They
then click on the <Next> button to proceed to the next page, a Lesson Instructions Page. This
provides them with a brief purpose of the program once again to remind them of the various
functions provided. It also provides a brief description of that particular lesson. For example,
it briefly says that the listening clip in the lesson is a monologue or a dialog. It also mentions
the nature of the listening clip and in what circumstances it happens. A reminder to focus on
the paralinguistic features is given to them.
This page was developed to help them by preparing them before they actually deal
with the listening clip. They are provided with the necessary information to make them aware
of the nature of the listening clip so that they can prepare themselves for what they need to
focus upon when they listen. This stage aims to activate their listening scheme before they
start the listening process. This page is different in each unit. For example, in Unit 6, a dialog
is presented to them, and, since it is natural for the speakers to speak at the same time, the
overlap is then identified by square brackets. This feature is identified to learners to prevent
unnecessary confusion that may happen. This page, as a result, plays an important role,
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different from the role of the instructions page provided at the beginning of the program.
After they finish reading the information, students click on the <Next> button.
6.2.3 Main working page
At this stage learners are in the lesson that they have chosen. The main working screen
of the lesson is displayed to them. If they cannot remember the function of each button, they
can simply point the cursor on the button that they are not sure of. A small box containing a
brief description of the button is provided to remind them of the function of the button. They
can also click on the <Help> button on the lower right-hand corner of the screen to receive a
longer explanation of the program. The detailed description of this button will be touched on
later in this chapter. The description box disappears when learners move the cursor to other
areas. This function is mentioned in the instructions pages so learners know how to use it.
On the working screen of the lesson, many buttons are provided for learners. The
screen can be generally divided into four main areas. The first area which is on the left hand
side of the screen is a video screen area. This area shows a still picture related to the lesson
when learners first get into the program. The area is also used to present them with either a
still picture or a video clip when they select different clip types. It is always available for
them no matter what function they select.
Below this video screen area is the second main area. Various kinds of buttons are
arranged in this area for learners to choose from. They are arranged into three rows. The
buttons in the first row are <Play>, <Pause>, <Stop>, <Clip type>, and <Display type>. In the
second row, there are <Slow>, <Fast>, <Normal>, <Noisy>, and <Filtered> buttons. In the
third row, <Understand?>, <Exercice>, and <Transcription> buttons are available.
The third area, which is on the right hand side of the screen, covers most of the area on
the right hand side. It presents learners with a blank screen with a message, ‘No text display
type selected’, when they first get into the page. It offers two different types of characters
when the students select the <Display type> button.
The fourth area which is at the bottom area of the screen is a row of various function
buttons. They include <Cmp>, <St>, <Rec>, <Bak>, <Fwd>, <Reset>, <Notepad>,
<Volumes>, <Help>, and <Exit> buttons (see Figure 6.8). Each button on this main working
page is clearly labeled so learners can make use of it easily.
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The working page of the program is based upon one display, with the abovementioned buttons appearing and disappearing. The transformation or modification of buttons
depends upon the contexts of interactions. The program, thus, provides learners only with the
buttons which are required for any particular activities. This will reduce the load that they
have to handle. A detailed description of each function and button is discussed in the
following section.

Figure 6.8: Main working page

6.2.3.1 Selection function
The CELL Listening program offers learners the ability to select a word or chunk they
would like to focus upon. The function is available with both the starred and text version of
the <Display type> button. This function is applicable with other buttons such as <Slow>,
<Fast>, <Normal>, <Filtered>, <Noisy>, <Rec>, <Cmp>, <Bak>, <Fwd> and <Guess>.
Learners have the freedom to select as many words as they like. When the word is selected, it
changes color from black to blue to identify the boundaries of the selected word. This
mechanism is provided to prevent learners from being confused and receive the input that
they do not want to focus upon. However, if they select only a space, the program informs
them with a dialog box: ‘You cannot select just a space! Select again.’. They then have to
click on the <OK> button and re-select the chunk they prefer (see Figure 6.9).
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The program is also designed to give learners selection flexibility. The whole word
does not have to be selected in order for the function to work. When only a part of the word is
selected, the whole word is automatically considered selected. Consequently, they do not have
to be extremely precise in highlighting the first to the last letter of a word. This can reduce the
learners’ frustration that may occur in concentrating on the highlighting process.

Figure 6.9: The Selection function

This feature makes the CELL Listening program very different from others. Most
CALL programs including the ones reviewed here, do not provide learners with freedom in
selecting words or phrases that they would like to focus upon. Some programs try to offer
small chunks for learners to process but the chunks are generally in a full sentence format
predefined by the program writer. Learners have no control over the selection but the
proposed program fully provides them with this freedom and flexibility.
6.2.3.2 Right-click function
The purpose of this button is to give learners support when they do not understand the
meaning of a word. The definition is provided in Thai and is context-specific in order to be
certain that they can benefit from this help. As noted in Chapter 5, some CALL programs
tried to support learners by providing a definition of a vocabulary item, but the definition is
often more complicated than the vocabulary item itself, and the items were in a long list that
they had to scroll through. They could become more frustrated. They may have to look up the
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definition of words in the definition or waste time searching for the item in the list. This could
discourage them from utilizing this function. In our program, if a definition is available for a
phrase, they do not have to click on the whole phrase. They can click on any word in the
phrase. The definition or explanation of the whole phrase is then presented.
This function is available in both the starred or text version of the <Display type>
button. Learners can point the cursor on a word or star in the transcript and right-click. The
whole word or starred chunk changes color from black to red to identify the boundaries. The
program then presents them with an explanation, if it is available, in a square box below the
video screen area. The explanation describes the word or phrase briefly. It includes a part of
speech of the word and a definition in Thai. When they finish reading it, they click another
part in the transcript box. The definition automatically disappears from the screen. However,
if they right-click on a word and there is no explanation or definition available for that word,
no changes happen on the screen. They then realize that the program does not provide any
explanation or definition for that particular word (see Figure 6.10).

Figure 6.10: The explanation of a phrase available from the Right-click function

However, the definition provided is intended not to include the vocabulary item itself.
This is to prevent them from discovering the word if they are employing the starred version. If
they have decided not to see the word, they choose the starred version to work on. This
function then does not distort the learners’ purpose. It aims to provide them with support in
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comprehending the listening clip. They might be able to guess the word from the help of the
definition.
Moreover, the words or stars in the transcript box are all created in the same format
and color. The words or stars that contain explanation or hypertexts are not differentiated
from the rest of the text. This is opposite to the general practice. In normal programs available
in the market, most hypertexts are created in a different color or are underlined to make
learners realize that there is a link available. This is done to emphasize the importance of that
word or phrase. Chapelle (1998) and Peterson (2000) point out that linguistic features that are
considered important in CALL activities should be made salient to attract the learners’
attention by highlighting them in a different color when they appear on screen. In some cases,
underlining those linguistic features can be done to draw the learners’ interest. This method is
usually done by the program writers or course developers on the linguistic features that they
presume are important for learners.
However, De Ridder (2000) conducted a research project with seventeen Dutch
second-year students who were advanced learners of French as a second language. The
students were to read passages which possessed two types of hyperlinks for presumed
difficult glosses. The first type of hyperlink was in blue and underlined to make it easier for
the learners to notice while the second type was still clickable but not different in color or
form from the rest of the text. When the glosses were clicked, they were provided with small
pop-up screens giving them explanations of the words.
The result showed that salient features seemed to increase the students’ willingness to
click. They seemed to concentrate on clicking and reading the definitions. They appeared to
spend time copying the exact definitions of the vocabulary items. Consequently, their focus
seemed to shift from reading to studying the highlighted vocabulary items. The students were
tested on comprehension and vocabulary items after the experiment. It was found out that the
comprehension and vocabulary scores of the students who were exposed to the highlighted
gloss were not better than the scores of the other group. However, they seemed to spend more
time reading the texts than the other group does. She pointed out that:
15 out of 17 students claimed that the blue highlights fundamentally disturbed
their reading. They were often frustrated because they experienced some kind
of conditioning impulse to check on what was behind the blue highlights. They
affirmed that they clicked for three reasons: to verify the meaning of a word, to
learn the meaning of a word, or just out of curiosity. … In the marked text, students
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felt conditioned to follow the link presented. Almost every definition provided was
consulted, which resulted in a shift of focus from reading to learning intentionally. (p. 192)

The marked words or phrases were created with an intention of helping the learners
but it seemed to have the opposite effect. The highlighted hyperlink did not help
comprehension or learning of vocabulary. Besides, it unintentionally shifted the learners’
attention from the reading to the vocabulary items, which was not the aim of the program.
This finding may be applicable to listening comprehension, too. The marked texts in the
transcript might indicate that the items are difficult for learners although they might not be in
fact. Teachers should not make an assumption of what students might think difficult. The
assumption made through this process may cause a fixation in the students’ minds. Because
the words or phrases are highlighted or underlined, they might just click on them out of
curiosity. They might believe that those words or phrases are difficult or important because
they are highlighted or underlined. In addition, the students’ attention might be shifted from
listening to looking for the marked words and copying the definition.
As a result, the CELL Listening program takes this issue into account by intending not
to make the hypertexts stand out. It provides a chance for students to explore the texts
themselves. This might reflect the stage at which each individual is doing in a lesson or how
they interact with the program. However, the presumed difficult words or phrases are
clickable with the students’ choice. The items are not made salient for them. They themselves
have to play a role in discovering what is difficult through their own exploration of the
program.
6.2.3.3 Play, Pause, and Stop buttons
Although the buttons are not labeled in letters, they are represented in symbols that are
usually used in any audio program. Consequently, it is easy to interpret the function of each
button. Learners click on the <Play> button to play a selected clip type. They have to select
the <Clip type> button first before the <Play> button can function properly. If they have not
selected the <Clip type> button and they click on the button, the message, ‘Please select a clip
type first!’, pops up to remind them to follow the correct step. They then click on the <OK>
button and the message box disappears so that they can select the <Clip type> button.
The next button is the <Pause> button. It is used to pause the listening clip, which is in
either audio or video format. Learners can pause the listening clip at anytime they prefer. The
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button pauses the clip at the point that they click on the button. If they would like to continue
the listening clip, they just simply click on the <Play> button to cancel the <Pause> button.
The program will automatically continue to play the clip from the point at which it had
stopped. Students can use this button when they need time to process information delivered to
them.
The <Stop> button next to the <Pause> button is used to stop the listening clip. It
stops the clip completely and resets the listening clip to the beginning. If students click on the
<Stop> button and then click on the <Play> button, the clip starts playing from the beginning
again.
6.2.3.4 Clip type button
When learners first login to the working lesson page, as a default, no clip type is
selected and the word ‘Clip type’ is labeled on the button. They then have to select the clip
type that they would like to listen to. When they click on the button, a drop-down menu offers
them eight clip types to employ: Sound only, Video only, Audio-visual, Video and Filtered,
Filtered, Slow, Fast, and Noisy version. They have to select a clip type first and then use the
<Play>, <Pause>, or <Stop> buttons to work with the clip type that they have selected. They
can select the <Pause> and <Stop> buttons at any time they want, as mentioned above. They
can also change a clip type they would like to listen to by selecting a new clip type they want.
The program automatically stops playing the former clip type and is ready to receive a play
command from users.
Various clip types are provided for learners, because, by listening to some unusual
signals, they will process input in a way that does not rely heavily on their habits. They may
not shortcut things delivered to them. Consequently, they can listen to and perceive the clip
differently and be active in developing their understanding. The variety also aims to
accommodate learners with various styles and strategies. Some of them might learn well if
they are given a chance to focus only on the audio part of the clip while some might prefer to
receive both modes of the input to construct meaning. Learners’ cognitive load can also be
lessened through some clip types so that they can focus on particular information. These are
done in the hope that it will assist learners in constructing and having a better understanding
of the text. The details of each clip type are discussed below.
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6.2.3.4.1 Sound only version
The Sound only version provides learners with an audio file of the listening clip. The
audio file, a wave (.wav) file, is created by the Adobe Premiere program. The pictures in the
listening clip are excluded from the file when the .wav file is created. Learners will listen to
the sound of the listening clip while they are presented with a still picture in the video screen
area. They can pause or stop the audio file whenever they like. Choosing Sound only provides
an opportunity for them to listen to the text and construct the meaning because in real life
communication they sometimes have to listen to language without having a chance to look at
the speakers. In particular, it gives them the opportunity to focus on the linguistic signals only
and learn to extract clues from that limited signal.
6.2.3.4.2 Video only version
The Video only version presents learners with the motion pictures of the listening clip.
The sound of the listening clip is excluded from the file when it is created by the Adobe
Premiere program; the file is created in .avi format. The videos presented to them are created
in good quality so they can easily observe the paralinguistic features presented by the speaker.
They will watch the video file without hearing the sound if they choose this version. They are,
then, given an opportunity to focus their attention on certain features of communication such
as proxemics, gestures, posture, facial expressions, interactional synchrony, self-synchrony,
and paralinguistic features of the speakers and the relationship between people in order to
help construct the meaning of what is going on in the listening clip.
It is pointed out to learners in the instructions page that understanding language means
understanding more than sound. Birdwhistell (1970) and Flowerdew and Miller (1997) point
out that bodily and facial movements, and position or posture of the speaker play an important
role in delivering message since they may signal the change of topic or the speaker may
indicate the importance of the topic through these paralinguistic features or provide a range of
other communicative clues. Learners may construct the meaning of the listening clip in a
different way when they look at the Video only version and therefore be able to learn to
construct richer meaning patterns by adding the understanding derived from this learning
context to the understanding developed from linguistic clues.
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6.2.3.4.3 Audio-visual version
The Audio-visual version provides learners with both sound and pictures of the
listening clip simultaneously. They have a chance to interact with the normal mode of the
listening clip. Providing them with both modes may assist them in comprehending the clip
since paralinguistic features are also important in reaching the understanding of the listening
clip, as both audio and video are mutually reinforcing. Wyatt (1984) says that the advantages
of having access to visual context are numerous. The most important thing is that it can hold
the students’ attention. Besides, it provides extralinguistic clues to meaning, which may
maximize the potential for language acquisition. Hadley (2001, p. 50) also states the
importance of the visual part: “The provision of additional contextual information in the form
of a visual should make the comprehension task easier by providing an organizational schema
for the passage as a whole.” This provision may assist learners in their listening
comprehension since they are provided with both audio and video modes in constructing the
meaning.
6.2.3.4.4 Video and filtered version
The Video and Filtered version supplies learners with a video version and filtered
intonation. The filtered intonation file is created by importing an audio file of the listening
clip to the Cool Edit program. The SUVAG 320 or low-pass filter is then applied to filter the
audio file. This means that 100 percent of the sound frequencies lower than 320 HZ can pass
through the filter while the frequencies above that are not retained. Consequently, the words
in the listening clip are removed while the rhythm and intonation of the whole clip remains. If
learners choose this clip type, they will be presented with a video clip and rhythm and
intonation pattern of the listening clip. This option is created with the purpose of reducing the
students’ cognitive load so they can focus on particular information such as the intonation
pattern. The amount of information they have to process is minimized so they can concentrate
better and interference between the different communication systems is reduced.
6.2.3.4.5 Filtered version
The Filtered version presents learners with a filtered intonation file of the listening
clip. Rhythm and intonation of the listening clip is retained while the words are removed
through the SUVAG 320 filter. The procedures in creating the filtered intonation file are
similar to those mentioned for the previous button. This option is based on the concept
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proposed by the verbotonalists like P. Guberina (Renard, 1971, 1975) and the work of Lian
and Lian (1995 & 1997). Through this option, learners are provided with an opportunity to
listen to, and concentrate on, the intonation pattern only while they are presented with a still
picture of the listening clip. This can also reduce the load that they have to process and allow
them to function in an ‘optimal’ situation to focus on rhythm and intonation of the listening
clip without possible interference from visual input. The words of the clip are not the center
of attention in this kind of clip.
6.2.3.4.6 Slow version
The Slow version presents learners with a slowed-down version of the audio file of the
listening clip. This audio file is prepared by the Cool Edit program. The audio file is slowed
down so that learners can comprehend the listening clip in a different way. They are given a
little more time to process input. The file is slowed down electronically so the tempo of the
clip or rate of speaking is stretched while the pitch of the clip is still preserved. Learners will
hear the listening clip which is only a little slower than the original file. The speed of the clip
is not unduly decreased to the point that it is distorted. The ratio in slowing down the listening
clip varies and depends on the original file. Some audio files require a higher ratio of time
stretch. However, the slowed down process is not set up to create a very slow audio file since
the purpose of creating this function is not to provide them with an artificially slow listening
clip.
The clip is slowed down on average by about 20 percent, which is in the ratio that still
keeps the natural pattern of the clip. The purpose of slowing down the audio file is to bring
out features that students may not have noticed before. They may be able to observe the
features that they cannot hear when the listening clips are very fast to them. This function also
provides them with an opportunity to focus on the features first before they can turn to the
complexity and deal with the difficulty, as suggested by Lian and Lian (1997). They can build
up their skills and be confident in dealing with the listening clip. This can prepare them for
the difficulty by not drowning them in the complexity first. They then may develop their
listening comprehension skills and be ready to deal with the authentic clips without any
support.
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6.2.3.4.7 Fast version
The Fast version offers learners a fast version of the audio file of the listening clip.
This file is again prepared by the Cool Edit program. The audio file is speeded up so that
learners can comprehend the listening clip in a different way. The file is speeded up
electronically so the tempo of the clip or rate of speaking is increased while the pitch of the
clip is still preserved. Learners will hear the listening clip at only a little faster rate than the
original file. The ratio in speeding up the listening clip varies and depends on the original file.
Some audio files require a higher ratio of time reduction. However, the speed-up process is
not set up to create a very fast audio file. The purpose of creating this function is not to
provide learners with an artificially fast listening clip that cannot be comprehended. It is
primarily set up to give them practice in rapid recognition of spoken text.
The clip is speeded up on average by 15 percent, which is in a proportion that still
keeps the natural pattern of the listening clip. The file is still comprehensible to learners. The
purpose of speeding up the audio file is to provide them with an opportunity to contrast things
that are normally so far apart from one another. They may have never realized these features
before. Through this acceleration process, things are placed closer to each other and made
more salient. Learners might be able to hear contradictions and contrasts more easily since the
features are brought nearer each other. They are given an opportunity to learn to decode more
quickly. They are able to re-listen to the same script in another aspect. They can recognize the
things in a faster way. They would have more structuring power in constructing meaning.
This may help them understand the listening clip in a different way, which may aid
comprehension of the clip.
The Slow and Fast version of the listening clip aim to provide learners with different
ways of listening to and dealing with the clip. If they have an opportunity to listen in a
different way, they might be able to comprehend the text better. Lado (1988, p. 200) points
out some applications of speed up and slow down texts:
Hearing the utterance first at slow speed and then at normal speed contributes to
comprehension at a normal speed. The prediction is that this effect will transfer
to listening at normal speed the first time.… Perhaps less obvious is the effect on
listening comprehension that might result from listening to accelerated speech
and then to the same material at normal speed. In any case, such changes in
speed … should result in improved listening comprehension of unrehearsed
utterances. In other word, it should contribute to listening comprehension skill.
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6.2.3.4.8 Noisy version
The Noisy version provides learners with an audio-visual version of the listening clip
with extra background noise. The file is prepared by the Adobe Premiere program. The noisy
files applied in the proposed program are a file containing various kinds of noise at a party
such as clapping sounds, and dish and fork clanging sounds or a file with people of different
ages talking and shouting to one another in the background. These kinds of noises are very
typical in normal communication. It can be said that learners are not always in a perfect and
quiet place when they listen to someone. Each noise file is incorporated one at a time into the
normal audio-visual file. The noise file is added on the second track of the audio section.
Consequently, the normal audio file and the noise file are mixed together and become a single
track. It then simultaneously operates when learners click on the <Play> button. They will
hear the listening clip with the extra noise while the video of the clip is presented to them.
The purpose of this function is to provide learners with an opportunity to learn or
practice to function in a more complex and complicated environment because they have to
process a file with additional noise. They may listen to the text differently and construct an
understanding of the listening clip differently. Higgins (1995) points out that much real life
listening is usually done in noisy conditions. As a result, it might be arguable that the best
way to learn to cope with noise is to learn in noisy circumstances. If learners are provided
with the opportunity to confront a listening clip which includes extra noise, they are trained to
deal with difficulty. This overloading mechanism may help them function better in normal life
communication, where noise is not reduced for them. This approach contrasts with normal
practices of teaching listening comprehension, which try to reduce the extra noise for learners
as mentioned in Chapter 4. It tries to promote the learners’ confidence by giving them things
that they can easily accomplish. However, it does not prepare them to deal with real life
communication. By offering this option, the program provides them with an opportunity to
function in a complex environment which seems to represent real life communication.
From the above, it can be seen that the proposed program offers learners a variety of
clip types. They can select the clip type that they prefer to listen to. They can re-listen to any
clip type as many times as they want. The program is flexible for them to explore and find
useful clip types that they think suit them and help them comprehend the listening clip. There
is no imposed step for students to follow. They may construct the meaning of the listening
clip based upon their own background. Various listening clip types allow them to listen to the
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clip differently and reduce the load they have to process sometimes. Consequently, they will
notice or perceive the texts in different aspects. They, then, can construct the meaning and
perceive a better understanding of the listening texts.
6.2.3.5 Display type button
There are three options available in this button: Display type, Stars, and Text. The
purpose of this button is to provide learners with different levels of support. They can select
to see no text and receive no support at all if they think they are proficient enough to handle
the listening clip. If they are not certain about the listening clip, they can select the next level
of support by choosing a starred version of the transcript. They then receive some guidance.
For example, they are allowed to know how many words there are in each sentence and they
will also be informed about the boundaries of the sentence. If they still require more support,
the next level of the <Display type> button can be selected. Learners will be presented with a
full transcript of the listening clip. If they decide that they have already received enough
support, they then can switch back to the starred or the no-text version with ease.
When learners first get into the main working page, the program presents them with a
light blue column on the right hand side of the screen. The message ‘no text display type
selected’ is in the column. This correlates with a label, ‘Display type’, which is a default of
the <Display type> button. Learners can start selecting any clip type and listen to the listening
clip if they prefer to listen to the clip without any support or text.
6.2.3.5.1 Starred version
They can select ‘Stars’ in the <Display type> button to display the starred version of
the transcript. They will receive a transcript of the listening clip but all characters are replaced
with stars; spaces and punctuation marks are preserved. For example, the sentence ‘Xavier
attended the International Children’s Conference’ will appear like this:
Xavier attended the International Children’s Conference
****** ******** *** ************* ********’* **********

Learners may listen to the listening clip by using this support to guide them in their listening
process. They will know how many words are in each sentence. They are also informed of the
number of characters in each word. Their perception is scoped down by the support. They are
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given some clues but not the words themselves. They still have to solve the puzzle. However,
if they think they need more support, they may choose the next level.
6.2.3.5.2 Text version
When learners select ‘Text’ in the <Display type> button, they will receive a full
version of the transcript of the listening clip (see Figure 6.11). They can look at the transcript
when they listen to the clip. They can switch between the three options – No text, Stars, and
Text version – at any time they would like to while they are listening to the clip. They do not
have to stop or pause the listening clip in order to utilize this function. They can also scroll up
and down the transcript in any way they want. They are provided with freedom to retrieve
support in the way they prefer. The starred version and the text version are created in a way
that they take up the same space in the screen so students may switch back and forth to see the
transcript without being confused with the locations of the words. The starred and text version
of a particular word are in the same position.
It is clear that the program provides learners with flexibility to deal with different
support levels at their own choice. They are the ones who are in control of the selection. This
is very different from some CALL programs, which provide learners with an option to look at
the transcript or not to receive any transcript at all. They cannot choose the level of support
that they prefer to receive. They are forced to receive full support or not receive any support
at all. This CELL Listening program provides them with more flexibility so different learners
can retrieve or disregard different degrees of support on their own selection.
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Figure 6.11: Display type – Text

6.2.3.6 Slow, Fast, Normal, Filtered, and Noisy buttons
This set of buttons provides learners with a variety of clip types. They can be utilized
in conjunction with the Selection function. Learners can select a word or phrase or chunk that
they would like to focus upon. They do not have to re-listen to the whole text when they have
a problem comprehending it. They can focus on the difficult words through various clip types.
This can help reduce the load that they have to process so that they can focus better. The five
buttons are intentionally assigned different colors to attract the learners’ attention. They are
also intended to be arranged right next to one another so that learners have the chance to
easily compare the different features of the clip type of the selected chunk by simply clicking
on each button. They will receive different forms of the same selected chunk in a short period
of time so that they can retain the information in their memory. Consequently, it is easier for
them to compare, contrast and observe any differences. For example, they can select a
particular chunk and click on the slow button, fast button and the normal button consecutively
to compare the differences of the signals of the chunk. They can also click on the fast, normal,
and noisy buttons to re-listen to the selected chunk in a different way in order to construct the
meaning of the chunk differently.
Learners may employ these buttons by first selecting either the starred or text version
in order to receive a transcript. They, then, select a word or chunk that they would like to
focus upon by clicking and dragging the cursor on the desired chunk and then click on these
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buttons. The program then plays them that word or chunk in the clip type format that they
have chosen. For example, they can select any word or chunk in the transcript. Then if they
click on the <Slow> button, they receive a Slow version of the word or chunk that they have
selected. This Slow version is the same as the one presented to them in the Slow version of the
<Clip type> button. However, this time they receive the Slow version only for the particular
word or chunk that they have selected. If they select a word or chunk and click on the
<Normal> button, they will receive an Audio-visual version of that particular word or chunk.
The utilization is also the same in the <Fast>, <Filtered>, and <Noisy> buttons. Learners may
also repeatedly listen to the selected chunk by clicking on the relevant button as many times
as they want.
Furthermore, they may select a chunk in the starred version and then click on any
buttons in this set to listen to the chunk. They then may change the display type to the Text
version in order to see the real characters, to check whether their understanding is correct or
not. This can be done easily because the selected chunk is still indicated in blue although the
display type is changed (see Figure 6.12). Moreover, the starred and text versions are
designed to take up the same space, so the words are in the same position in both versions. As
a result, no confusion or frustration is caused from switching between the display types.

Figure 6.12: Selected chunk

It can be seen that these buttons help reduce the load that students have to process
each time. They do not have to waste their time and energy re-listening to the whole text from
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the beginning to catch only the problematic chunk. They can immediately direct their focus
on the part with which they have difficulty. This seems to help lessen the memory overload
problem in learners. Swaffar and Bacon (1993) point out that chunking reduces memory load
because it seems to facilitate depth of processing, and enhances it as well. Jensen and Vinther
(2003) are interested in the effect of repetition and rate reduction on listening comprehension.
In the past, various studies were carried out concerning the effect of speech rate reduction on
comprehension. The results were varied and inconsistent. Griffiths (1990) reveals that a slow
rate of delivery does not increase comprehension of a semi-scientific text significantly. On the
other hand, Griffiths (1992) finds that a slower rate of delivery results in better
comprehension scores than fast and average rates in stories.
Jensen and Vinther (2003, p. 374) define exact repetition as “a modification device
that is relatively infrequent in natural interaction but is suggested here as psycholinguistically
interesting because it enhances the degree to which learners are exposed to input, promoting
in this way their abilities for noticing formal features”. They demonstrate various advantages
of exact repetition. First, the exact repetition prolongs the learners’ access to input and allows
for longer exposure time to the linguistic form. Second, it also provides listeners with another
opportunity to notice the linguistic details in the input and to elaborate on their hypothesis.
A study was conducted by Jensen and Vinther with Danish second-year university
students learning Spanish. The students were from three different institutions in the same
university. They were mixed up and randomly divided into two experimental groups of 21
and 22 students and one control group of 20 students also participated in the research project.
All groups took both pretest and posttest. The dialogs used in the experiment contained rich
and natural language use such as false starts, restarts, and repairs. The first experimental
group had a chance to listen to each utterance three times in a fast-slow-fast sequence (F-S-F),
whereas the second group was exposed to the input in the order of fast-slow-slow (F-S-S).
This meant that the students heard each utterance in the dialogs in the series of the original
version, the slowed-down version, and the original version, or in the series of the original
version, the slowed-down version, and the slowed-down version during the treatment period.
The repetition was done automatically by a video machine. The elicited imitation was used in
the pretest and posttest to measure the students’ comprehension of the dialogs.
The results revealed that the experimental groups (F-S-F and F-S-S) performed better
than the control group, who received neither repetition nor a slow version of the input, on the
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posttest on all three aspects measured – global comprehension, phonological decoding, and
grammatical accuracy. Besides, the students in both experimental groups, regardless of the
order of the repetition, seemed to improve in comprehension skill. The students seemed to
benefit from the repetition of the input either in the slowed-down or the original version in the
third round of listening. The participants also agreed on the usefulness of repetitions since the
repetitions helped them discover the nature of spoken language.
Jensen and Vinther carried out another experiment by inviting 21 university students
of Spanish at the same level as those in the previous research project. This time they listened
to the utterances three times in the sequence of the original version, the original version, and
the original version (F-F-F). The input was not slowed down because the researchers wanted
to scrutinize any difference in the result in order to compare it with that of the first
experiment. The students in the second experiment received no support from slow versions of
the fragments. They only received the original version repeatedly. The result showed that the
experimental group performed better in the posttest than the control group. The two
experiments appeared to reveal that the learners seemed to benefit from the presentation of
verbatim detailed repetition at the same speed as or slower than the original input. That is, it
seemed to help the learners if they were provided with an opportunity to listen to the chunk
repeatedly, whether it was slowed down or not.
In the CELL Listening program, learners are definitely provided with an opportunity
to listen repeatedly to the chunk if they desire. They might benefit more in the program
because they have the ability to choose the utterances or chunks that they would like to
repeatedly listen to. The repeated chunks are not predefined by the program writer, so learners
are in control of the repetition process and may select the chunk that they want to focus on.
Consequently, they can direct their own learning and benefit from it. They are not forced by
the system to re-listen to the input if they have no difficulty in comprehending it. They can
focus on the part that they really have problems with and select to work on that part by
themselves. This helps reduce the load that they have to process. As explained in Chapter 4,
the memory of human beings is limited in dealing with information. The ability to select the
chunk to focus on may help learners in comprehending the listening texts. A time constraint
on memory may also be an obstacle to comprehension. Information technology in providing
learners to select and repeatedly listening to the chunk might be able to make up for this
shortcoming of human memory.
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The ability to select a particular chunk and listen to it also raises the learners’
awareness about the status of words in real spoken language. Words in authentic
communication are not like those described in a dictionary. They are not clearly pronounced.
They may be assimilated or reduced. Cauldwell (1998) points out that in fast speech, words
occur in a stream with that sound shape of individual words being heavily influenced by the
words which precede and follow them. They do not occur one after another like a line of
bricks. The influence of neighboring words in fast speech can be so great as to make an
individual word unrecognizable. Learners should be made aware of this. If they can select a
particular word and listen to the word, they can realize this fact easily. For example, a
pronunciation of the word ‘to’ in real speech can be obviously brought out to the learners’
awareness when they can select the word and listen to it by themselves. They can also repeat
listening to that word or include the word before or after that word to see the differences in
the way the word or the stream of words is pronounced in real speech. The CELL Listening
program provides this function for learners to experience and be aware of this feature easily.
In summary, these five buttons in conjunction with the Selection function provide
learners with the ability to focus on a particular chunk that they have difficulty with. They do
not have to re-listen to the whole text to work on the chunk that they cannot understand. They
can repeatedly re-listen to the chunk by simply clicking on the button as many times as they
like. The selection is their own choice. They can also easily compare and contrast the
differences between the different inputs of the same chunk, namely Slow, Fast, Normal,
Filtered and Noisy versions. The comparison can be easily done since the buttons are right
next to one another.
6.2.3.7 Understand? button
When students first get into the main working page, this button is usually gray and the
letters on the button are faint, which indicate that the button is not usable. This button is
intentionally developed to provide learners with an opportunity to check their global
understandings of the listening clip by comparing their answers with a provided answer. This
provides support for them in directing their understanding of the clip because they are free to
access this button as they choose. They may not be certain about their understanding so they
might want to check with the system. This eliminates the chance for them to misunderstand
the contents of the clip and continue listening and constructing the meaning based upon

193

wrong ideas. When they are in doubt of their understanding and need support, they can check
their understanding by just clicking on the button.
The function of this button duplicates a discussion among learners and teachers in a
normal classroom situation. In a normal setting, after teachers play a tape recorder or a video
player for a few minutes, they usually pause the tape or video to check whether their students
understand what is going on in the listening clip. They usually ask the students to share and
discuss the story in pairs, among themselves, or with the whole class. Each of them is
encouraged to tell what he/she thinks is going on in the clip. Some of them may
misunderstand the clip while some might understand a certain part and miss some other parts
of the clip. They then compare their own story with the others’ stories. Through this
procedure, they can reconstruct the meaning of the clip in the correct direction.
In using the CELL Listening program, learners do not have an opportunity to discuss
the passage with their peers but they are instead presented with a provided answer to compare
and contrast meaning of the listening clip in order to construct the meaning. This can function
in the same way as the discussion available in a normal classroom but they direct the process
by themselves. It might be even better than the discussion found in the classroom because
learners are the ones who decide when to stop to seek out support. In the normal classroom,
teachers will direct the process. Some learners may not want to stop to check their
understandings at the point the teachers stop. They might prefer to listen to the listening clip a
bit longer or shorter than that point. Furthermore, they might be shy or reluctant about sharing
the stories. They might not want to feel embarrassed in front of their peers by telling a wrong
story. Kelm (1996), Kern (1995) and Warschauer (1996a) suggest that through a less
threatening medium students may be encouraged to take more risks than in face-to-face
interaction. In the CELL Listening program, learners are in control of the process. They can
stop at any point they want. They can do the comparison and construct meaning without
having to risk a feeling of inferiority.
The button is automatically activated when learners select either Sound only, Video
only, or Audio-visual in the <Clip type> button. These three clip types are the normal main
clip types that learners usually extract and construct meaning of the listening clip in real life
communication. Therefore, they are selected to be operated in conjunction with this button. If
students select a wrong clip type and try to click on the button, a small box with the message
‘You must select sound only, video only, or audio-visual to access this button.’ pops up. They
194

have to click on the <OK> button to remove the box and select a correct clip type to proceed.
However, if they click on either Sound only, Video only, or Audio-visual in the <Clip type>
button and click on the <Understand?> button immediately, a dialog box, ‘Sorry! You must
actually be playing something when you press this button.’, pops up. It reminds them that they
have to play the listening clip before they can access the function of this button. They have to
click on the <OK> button and play the clip to continue the program.
When learners select a correct clip type and start playing the clip by clicking on the
<Play> button, the letters on the <Understand?> button turn black, which means that the
button is now active. Learners are supposed to listen to the clip until at least a certain point
has been reached before they click on the button. If they do not listen long enough to reach
the points that are set in the program, a message, ‘You must play a longer segment to use this
button.’, appears. If they play the clip long enough and click on the button, a new screen
interface is displayed (see Figure 6.13).

Figure 6.13: A screen of the <Understand?> button

The screen presented to students is adjusted slightly but is still based on the main
working screen. The buttons in the three rows under the video screen area are replaced by five
new buttons: <From start>, <Replay>, <Stop>, <Submit>, and <Quit>. These buttons are
arranged in two rows. The <From start>, <Replay>, and <Stop> buttons are in the first row
and the <Submit> and <Quit> buttons are in the second row. The buttons at the lower part of
the working screen are still there. The transcript box on the right hand side of the screen is
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replaced by a square field with a prompt above it. Learners are supposed to type in their
understanding of the listening clip into the square field. They can type in as many words or
sentences as they wish. If they are not certain about the clip, they do not have to exit the page
to listen to the clip from the main working screen. They can click on the <Replay> button to
listen to the segment again. They also have control over the segment. If they do not want to
listen to the whole segment, they can click on the <Stop> button to stop it. On the other hand,
if they would like to re-listen to the segment over and over, they can do so by clicking on the
<Replay> button repeatedly.
After they are certain about the listening clip, they may type in an answer in the square
field and click on the <Submit> button to send their answers. The <Submit> button is then
transformed into the <Continue Understand?> button in order to provide another function in
the program, which will be discussed in the next paragraph. The transformation of the labels
is done in order to reduce the number of buttons presented to learners. Laurel (1991) and
Schneiderman (1998) point out that one of the methods in helping reduce cognitive load of
learners is a user-friendly interface. The CELL Listening program aims to make the program
easy to use for learners by reducing the number of buttons they have to deal with. The labels
of the buttons are also easy to interpret. They know immediately what function the button
offers from reading the label.
After the <Submit>button is clicked and transformed, the program then provides
learners with an answer to compare with their own answers. The answer is provided in a
rectangular field below the square field. The rectangular field presents them with a prompt on
the top: ‘Compare your story with the stories below. Replay the segment at will.’ They should
read the answer provided and compare it with their own stories. They are given an
opportunity to do the comparison easily because their own answers are still available in the
square after the answer from the program is provided (see Figure 6.14). The availability of
their own answers and the answer from the program offers them great support in constructing
meaning of the listening clip. They do not have to overload their memory by holding their
own versions of answers in their memory. They can simply look at it in the square field to
check the accuracy of their idea. They can also re-listen to the clip after they have
comprehended their answers and when they are not certain about the provided answer. This
provides them with an opportunity to be exposed to the input as much as possible so they can
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construct the meaning of the clip differently. They construct the meaning upon the meaning
each time that they listen to the clip. They then gain more understanding of the clip.

Figure 6.14: A screen of the <Understand?> button after the answers are submitted

At this point, if learners are still interested in using the function of the <Understand?>
button, they can do that by pressing the <Continue Understand?> button. When they click on
the button, the listening clip starts playing from the point where they stopped last time. The
<Continue understand?> button is transformed into the <Click here when ready> button to
serve as a stop button when learners are ready to stop the clip again. At this stage the
students’ answers are still available for them so that they can construct their meaning based
upon this answer. They do not have to retain the meaning of the first segment in their
memory. When they would like to stop the listening clip to check their understanding again,
they can simply click on the <Click here when ready> button. The button is then transformed
into the <Submit> button again for them to send in their answers at the later stage (see Figure
6.15). Their previous answer at this stage is then eliminated and the square field is cleared and
made ready for a new answer. They then type in their answers and click on the <Submit>
button. The program then eliminates the previously provided answer and presents them with
another answer for comparison.
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Submit

Continue understand?

Click when ready

Figure 6.15: The transformation of the <Submit> button

However, if learners do not play the clip long enough to reach the next stop point set
in the program, they will receive the same answer as the previous one. They have to listen to
the clip longer than that in order to access the answer of the next stop point. After they stop
the clip, they still have a chance to listen to the segment again by clicking on the <Replay>
button. The segment that they have just listened to will be played back to them. However, if
they need more context, they can click on the <From start> button to start playing the clip
from the beginning of the clip. This button will play the clip from the beginning to the point
where they have stopped the clip regardless of the point at which they played the clip last
time. It can be seen that learners are provided with different levels of support of the replay
function: the Segment replay and the From start replay. Each learner might require different
support to construct the meaning of the segment.
The procedure in utilizing the <Understand?> button can be continuously repeated
until learners reach the end of the clip. However, if they do not want to continue the function,
they can simply click on the <Quit> button. They are then brought back to the main working
page of the lesson. They do not have to finish all steps in the button before they get out of it.
6.2.3.7.1 Nature of answers required
The nature of the answers required in each clip type is not the same because learners
receive different input as they construct meaning. Differing the types of answers provides
them with an opportunity to deal with the clips in various aspects so that they can construct
the meaning of the clip differently and understand the clip better. First, in the Sound only
version, after learners click on the <Understand?> button, they are asked to provide their
understanding of the segment in words or concepts. A prompt presented to them is ‘Type in
words or concepts that you hear.’. After they type in their answers and click on the <Submit>
button, they are presented with an answer from the program, which is in word or phrase
format.
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Second, in the Video only version, after they click on the <Understand?> button, they
are requested to type in their ideas of what has happened in the segment that they have just
watched. A prompt, ‘Type in what you think has happened.’, is presented to them. They
construct the meaning of the listening clip from the pictures and paralinguistic features of the
speakers. They have to guess the meaning of the clip using the visual clues available to them.
They can provide the answer in words or sentences. The answers presented to them by the
program after they click on the <Submit> button are in sentence format.
Third, in the Audio-visual version, they receive the full support of the input. They are
supposed to type in a story from their understanding of the clip. If they prefer, they can
provide the answer in word format. However, a prompt suggests to them, ‘Type in the story of
this video.’ The answers presented to them by the program at this stage are in sentence
format.
However, in any of these clip types, if they do not type in any answer at all and leave
the square field blank, they are presented with a dialog box, ‘Sorry! You must type an
answer.’, when they click on the <Submit> button. This mechanism is created to prevent them
from just passively waiting for an answer from the program. The listening process is
considered an active process that learners themselves have to actively and creatively construct
the meaning based upon their linguistic and non-linguistic knowledge. They are not supposed
to wait for the knowledge or the answer to be transferred to them from the program.
It is important to mention that the answers provided to learners by the program in the
Video only and the Audio-visual versions are not exactly the same. It may not be possible for
learners to come up with exactly the same story by constructing the meaning based upon
different forms of input. In the Video only version, they receive limited input while in the
Audio-visual version they receive a full form of input. They can construct meaning of the
input in the Video only version based only upon pictures and paralinguistic features of the
speakers. Consequently, the meaning that they can construct might be limited and different
from the one they construct from the full form of input, where both audio and video are
mutually reinforcing. Therefore, it might not be useful to provide them with the same set of
answers since it may confuse them rather than help them.
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6.2.3.7.2 Different stop points
Another aspect of the answers provided to learners by the program is their variety. The
answer provided depends on the point at which they stop the clip by clicking on the
<Understand?> button at first or the <Click here when ready> button when they are in the
<Understand?> mode. In the Sound only version, the answers depend on the millisecond of
the listening clip that learners play and stop at. They are provided with different answers to
compare with their answers at a different stop point depending on the content of the played
segment. On the other hand, in the Video only and Audio-visual versions, the answers
provided depend on the number of frames that they have played.
The answer provided at each stop point in each clip type, with the exception of the
first stop point, is in accumulated format. It does not provide only the content of the second
and subsequent segments; it incorporates the content of the answer provided in all the
previous stop points. However, not all content is incorporated. Only the main points are
included in order to keep the answer short enough to comprehend. The answer is not
presented in a way that more information is merely added on to the previous answer. The
answer is restructured and rewritten to make it readable and in a concise format. This makes
learners actively construct their meaning of the clip and constantly restructure the meaning in
their minds to understand the clip better. If the answer is presented in add-on format, it will be
too long and boring to read or they may read only the additional part.
In addition, it is unpredictable where each learner will stop the clip. Some students
might stop frequently at almost every stop point and some might listen to the clip longer
before they decide to stop the clip. They have the freedom to stop the clip when they would
like to access the function. They are not forced to stop at a particular point. The structure is
created to support all students. When the answer is structured in an accumulated format, they
will receive the important and major points regardless of the amount of time that they stop to
check their understanding. In addition, in this way, learners who stop frequently still benefit
from the provided answer because it is not presented in add-on format. They are not presented
with the same answer again and again. They are still required to restructure and reconstruct
the meaning of the clip every time they compare their answers with the provided answers.
Stop points for providing an answer for each clip type vary from lesson to lesson.
They depend upon the length, nature and content of the listening clip. They may be in the
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same or different number but the points are different from one another. The points specified
are judged on the possibility, viability and suitability in checking the global understanding of
learners. For example, in lesson two there are nine stop points in the Sound only version while
there are eleven stop points in the Video only and Audio-visual versions. In lesson three, there
are ten stop points in the Video only and Audio-visual versions while there are nine stop points
in the Sound only. The stop points of each clip are pre-specified in the program. When
learners click on the <Understand?> button, the program automatically notes in which part of
the recording it is so that it can retrieve an answer for that particular stop point.
As explained earlier, the answers provided to learners are partly meant to simulate a
discussion among students in a normal classroom. Consequently, they do not always
incorporate all correct points. It has to be accepted that not all students can correctly
understand the listening clip. Some of them might be able to catch some points but some of
them might misunderstand the clip. The answers provided by the program contain some
correct and some incorrect information. It is also believed that if learners are always presented
with a correct answer, they will stop constructing the meaning but will start memorizing the
answer instead. In the CELL Listening program learners are provided with an opportunity to
compare their answers with the provided answers and then reconstruct the meaning in their
heads. The answers provided by the program are actual answers provided by informants, who
represent a variety of proficiency levels. All answers are collected in the preparation stage of
the program development. The details of these collected data will be discussed in the next
chapter. Consequently, the answers are good representatives of the answers that they can find
in normal class time. The nature of the provided answer is clearly explained to them in the
instructions pages. They realize that they have to consider critically which information is
correct and which is incorrect. They have to construct the meaning of the clip after the
comparison process.
In summary, this button provides learners with a support structure in checking their
global understanding of the clip at any time they would like to. This can help them direct their
understanding before they get lost in constructing the meaning. It also provides them with
interaction similar to what they can find in the normal classroom, even when they use the
program alone. They can compare and contrast their own version of answers with the answer
provided by the program or by other students. They can do that without a feeling of
embarrassment. They can refer to the clip at will by simply clicking on the <Replay> or
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<From start> button. The program also encourages them to construct and reconstruct meaning
of the clip by requiring them to type in their answers before they can receive the provided
answers. They cannot wait for the answer to be given to them because the learning process
and listening comprehension are actually very active processes. A flowchart summarizing
steps included in the <Understand?> button is presented below (see Figure 6.16).
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6.2.3.8 Exercice button
Learners can work with this button when they believe that they are ready to do so.
Usually they start listening and comprehend the clip. When they believe that they have
understood the whole clip and they would like to test their comprehension, they click on this
button. Three exercise types are provided in each lesson. Each exercise aims to test them on
different aspects of understanding the clip. After they click on the button, there are some
modifications on the main working page. The <Display type> button is taken out and the
<Play>, <Pause>, <Stop>, as well as <Clip type> buttons remain on the screen. The <Slow>,
<Fast>, <Normal>, <Filtered>, <Noisy>,<Understand?>, <Exercice>, and <Transcription>
buttons are also eliminated. They are replaced by two other buttons – <Submit> and <Quit>
buttons – which appear on the screen under the <Play>, <Pause>, <Stop>, and <Clip type>
buttons. The buttons at the lower part of the screen are still there. The transcript area on the
right hand side is also replaced by a square field with a heading, ‘Write a summary of what
you have just heard. Include main and detail points.’, where learners type in their answers (see
Figure 6.17).

Figure 6.17: Main screen of the <Exercice> button

Learners can re-listen to the clip at any stage. They can select any clip type and click
on the <Play>, <Pause>, and <Stop> buttons to control the clip. If they forget to select a clip
type and click on the <Play> button, the program reminds them with a message: ‘Please select
a clip type first.’ They do not have to jump back to the main working page to access these
functions. They may require more input to help them gain more understanding when they face

203

a task. The program provides them with support to access the clip. They are not forced to
proceed if they are not certain about the content.
6.2.3.8.1 Exercise Type I
In the first exercise, learners are required to type in their understanding of the whole
listening clip in the square field by including as many global ideas and specific details as
possible. If they do not type in any answer and click on the <Submit> button, they will be
warned by a message: ‘Sorry! You must type an answer.’ They then have to click on the
<OK> button to get rid of the message and type in an answer. The concept is to make learners
actively engage in the listening process at a global level and not at the level of words and
sentences.
Learners have freedom to provide quite a long summary since the square box is
created to receive a large number of characters. After they finish typing in their answers or
summaries, they can click on the <Submit> button. The button is then labeled <Continue> to
enable them to access another function. The program then provides learners with a summary
given by other students in a rectangular field below the square field. They are required to
compare their own summary with the provided summary. The comparison can be easily done
because the two summaries are close to each other. However, the program reminds them that
the summary of other students provided by the program may not always contain all the correct
information. A warning message – ‘Thanks for your summary. The following summary is the
other student’s summary. It might contain some correct and some incorrect points. Read it
carefully.’ – appears on the top of the provided summary (see Figure 6.18). This is to remind
them that they have to be critical in reading the summary.
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Figure 6.18: The provided summary in the <Exercice> button

In addition, the program suggests to learners that they listen to the clip again after they
finish reading the provided summary, giving the following message, ‘Listen to the clip again
and decide which information is correct or incorrect.’, below the provided summary. By
repeating the clip again, they should be able to construct more meaning in the clip based upon
their summary and those of others. In this exercise, they should begin to learn to develop the
ability to include the correct information and exclude incorrect information from the meaning
in their heads. The ability to access and repeat the clip many times in various clip type
formats can provide learners with an opportunity to construct the meaning in a different
aspect and then possibly better their understanding of the clip. They can construct meaning
upon meaning each time they re-listen to the clip.
The program does not intend to provide them with a correct version of the summary.
As suggested by A.-P. Lian (1985), it is believed that if the learners are immediately given a
correct summary, their tensions and feelings of frustration might be reduced but they will
understand that only correct meanings are provided and then try to memorize the summary.
They will stop listening actively, which does not seem to be an appropriate way of dealing
with spoken texts. When learners feel like doing more exercises, they click on the <Continue>
button. They are then presented with the next exercise. The button is then transformed back to
the <Submit> button.
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6.2.3.8.2 Exercise Type II
The second type of exercise requires learners to select sentences that correspond with
global ideas and specific details of the listening clip. A list of sentences is provided for them
in a square field on the top right-hand side of the screen. They can select as many sentences as
possible if they think the sentences are correct. In this type of exercise, there is no set number
of correct answers for each question. There may be more than one correct answer or only one
correct answer per question. Learners are not informed about this because the CELL Listening
program would like them to be active in finding the answers. This also aims to prevent them
from guessing by picking any one answer in order to continue to the next exercise. They
select an answer by clicking on a radio button next to each sentence. If they do not select any
answer at all and click on the <Submit> button, the program reminds them: ‘You must select
your answer(s).’ They then have to click on the <OK> button and select any answer that they
think is correct.
The program allows the learners to select, and unselect the sentence at their own
choice. If they have selected the sentence and think that it is wrong, they can easily undo their
selection by clicking on the radio button again. Their selection will be removed. They can
repeat this process many times since the program will not judge them until they click on the
<Submit> button. In some CALL programs, when learners select an answer, they cannot re-do
their selection. However, in the CELL Listening program, they are provided with flexibility in
making their selection. It gives them freedom to rethink their answers.
After they select the answers that they think are correct, they then click on the
<Submit> button to send in their answers. The button is transformed into the <Continue>
button. The program then examines the answers and provides them with feedback in a
rectangular field below the square field. This feedback consists of two main sections. Section
one consists of a report on the learners’ performance, a list of correct answers, and the number
of wrong choices that they made together with the details of what these choices are. Section
two consists of a list of sentences that are considered incorrect because they do not match
with the listening clip. The program also provides an explanation of why the sentences are
incorrect.
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6.2.3.8.2.1 Section One of the feedback
In section one of the feedback, learners are provided with three parts of the feedback:
a report on the learners’ performance, a list of correct answers, and the number of wrong
choices that they made together with the details of what these choices are. In the first part,
they receive a report on their performance. The program examines the learners’ answers and
reports how many answers are correct. The report is in the format of ‘Number of correct
answers = X out of Y possible correct answers.’ For example, the program says: ‘Number of
correct answers = 1 out of 3 possible correct answers.’ This means that there are three correct
answers and they choose only one answer out of the three answers.
In the second part of the feedback, a list of correct answers is given to students in
detail. For example, the program simply shows a message: ‘Item 2 is correct. Item 3 is
correct. Item 4 is correct.’ This means that the three correct answers mentioned in the first
part are item or sentence 2, 3 and 4. Learners can compare their answers with the correct
answers. The learners’ selections are still available for them on the screen to compare with the
feedback. This makes it easier for them because they do not have to switch to another screen
to look at their selections.
In the third part, learners are informed of how many wrong choices they have chosen.
The system also identifies what these choices are. The report is in the format of ‘Number of
wrong choices: X. Item X was incorrect.’ For example, the program says: ‘Number of wrong
choices: 1. Item 1 was incorrect.’ This indicates that learners have made one wrong incorrect
selection. The program also identifies the wrong choices in order that they can re-read them
and try to understand why they have made a wrong choice. In this example, learners should
not select item 1 because it does not match the listening clip (see Figure 6.19).
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Figure 6.19: The second exercise of the<Exercice> button

6.2.3.8.2.2 Section Two of the feedback
The second main section of the feedback provided to learners is a list of incorrect
answers together with an explanation of why they are incorrect. The format of the feedback is:
‘Sentence X is incorrect because…’ This list of sentences does not match the story of the
listening clip. This is provided for learners in order for them to understand why the sentences
are incorrect. If they are not certain, they can access the clip to re-listen to it and find out why
the sentences are incorrect according to the explanation. For example, the first sentence in the
exercise says: ‘Xavier went to the United Nations.’ This sentence is wrong because the
information incorporated is incorrect. The system then shows in the second section of the
feedback, ‘Sentence 1 is incorrect because he went to a conference organized by the United
Nations.’
The number of the second type of exercise available for learners varies from lesson to
lesson. In some lessons, there are three sets of this type of exercise while there may be two
such sets in another lesson. This depends on the length and content of the listening clip. For
example, in Lesson two there are four sets of this exercise while there are only two sets
available in Lesson one. Learners continue doing the second type of the exercises until they
reach the third type of the exercises.
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6.2.3.8.3 Exercise Type III
The third type of exercise aims to give learners practice in judging the correctness of
the information included in a summary. They are provided with a summary in the square
field. They are prompted with ‘Is the summary correct?’ above the box so they have to decide
whether it is correct or not. There are two check boxes labeled ‘Yes’ and ‘No’. If they think
the summary is correct, they have to click on the ‘Yes’ box. If they think it is incorrect, they
have to click on the ‘No’ box. If they do not select any answer and click on the <Submit>
button, the program presents them with a message: ‘You must select an answer.’ They then
have to click on the <OK> button and select an answer. On the other hand, if they click on
both ‘Yes’ and ‘No’ boxes and click on the <Submit> button, they are presented with, ‘You
can select no more than one box.’ to remind them that the answer is either ‘yes’ or ‘no’. This
mechanism is provided to prevent them clicking the answer without thinking. They can redo
the selection by just clicking on the square box again.
When they have decided whether the summary is correct or incorrect, they click on
either box. A check mark appears in the box to indicate which answer is selected. They then
click on the <Submit> button to send the answer. The button is transformed into the
<Continue> button. The program examines their answers and provides them with feedback in
the rectangular field in the lower part of the screen. The feedback provided consists of two
main sections: the correctness of the answer and an explanation of the summary.
6.2.3.8.3.1 Section One of the feedback
The first section informs them whether their answer is correct or incorrect, to give
them the overall position of their answers. For example, the program says, ‘Your answer is
correct.’ This means that learners have correctly decided that the summary is correct or
incorrect. Otherwise, the program says, ‘Sorry! Your answer is incorrect.’
6.2.3.8.3.2 Section Two of the feedback
In the second section, the program provides learners with a detailed explanation of
why the summary is incorrect if it is so. If the paragraph is correct, the program simply says
that it is in fact correct. For example, on the screen shown in Figure 6.20, a learner selects the
‘No’ box as an answer; meaning that he/she thinks the paragraph is incorrect. The program
provides feedback saying that they have made the correct selection. In other words, the
summary contains some incorrect information. It also explains why the paragraph is incorrect
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in detail. It points out all incorrect information that is included in the paragraph (see Figure
6.20). This helps the learner in working out why the paragraph is incorrect. On the other hand,
if the paragraph is correct but they select the ‘No’ box as an answer, they are then provided
with a message ‘Sorry! Your answer is incorrect.’ The second part simply informs them that
the paragraph is correct.

Figure 6.20: The third exercise of the <Exercice> button

The number of the third type of exercise also varies in number from lesson to lesson.
The number depends on the content and length of the listening clip. Learners can continue
doing the exercises until they reach the last exercise of the third exercise type. The program
then notifies students that they have reached the last exercise in the <Exercice> button by
eliminating the <Submit> button. The button is automatically removed from the screen after
they click it to submit the answer. After they finish reading the feedback, they can click on the
<Quit> button to exit the exercise mode and go back to the main working page of the lesson
in order to explore other functions.
It is important to point out that along with the process of doing any exercise, learners
are provided with an opportunity to exit this function at any time by simply clicking on the
<Quit> button. They do not have to finish all exercises in one sitting. They may come back to
explore the <Exercice> button again when they prefer to do so. It can be seen that the
program offers learners freedom to use or exit the program whenever they would like to.
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Different learners may apply the button differently so the CELL Listening program tries to
accommodate all learners by offering them control in exploring the program.
In summary, the <Exercice> button offers the learners an opportunity to test their
comprehension of the listening clips at the global level. There are three main exercise types
provided for them to explore. They are designed to offer a variety of tasks which require
different skills from them. They are given an opportunity to practice constructing meaning in
different aspects which they may have to confront in real life. They are given freedom to
access the listening clip when they want to reassure themselves of their understanding. They
can access the clip even when they are facing the tasks without having to switch back to the
main working page. In addition, the uses of the screen area and button are maximized to serve
various functions. The square field on the top right-hand side acts as an area that receives
input from students and the rectangular field in the lower part provides various kinds of
feedback to them. The <Submit> button also acts as a multifunction button. This is
intentionally done to reduce the load that they have to confront. A flowchart displaying the
detailed steps in the <Exercice> button is presented below (see Figure 6.21).
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6.2.3.9 Transcription button
When learners click on this button, the screen of the lesson is transformed to support
transcription work. The <Display type> button is removed but the <Play>, <Pause>, <Stop>,
and <Clip type> buttons remain. The <Slow>, <Fast>, <Normal>, <Filtered>, and <Noisy>
buttons are removed and replaced by three buttons: <Chunk>, <Context>, and <Judge>. The
<Understand?>, <Exercice>, and <Transcription> buttons are eliminated and replaced by
three new buttons: <SOS>, <New chunk>, and <Quit> buttons. The buttons at the lower part
of the screen are still there. The transcript box on the right hand side of the screen is removed
and replaced by a square field consisting of a list of chunk numbers. The number of the
chunks varies from lesson to lesson depending on the length and nature of the listening clip.
The <Chunk>, <Context>, and <Judge>, <SOS>, and <New chunk> buttons are grey, which
indicate that they are unusable. Learners have to activate them by clicking on a chunk number
(see Figure 6.22).

Figure 6.22: The first page of the <Transcription> button

Each chunk is taken from the transcript of the listening clip. The boundaries of each
chunk depend on the pauses that the speakers employ in the sentences. In natural speech, the
speakers will utter or compose sentences or phrases while they process their thinking.
Consequently, the sentences consist of some false starts, re-starts, and repeated words. The
pauses appearing in the sentences depend on how smoothly the speakers process their
thinking and also the breaths taken. They insert the pauses when they hesitate in trying to
decide what to say next. The intonation of the chunk also depends on what they put emphasis
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on. This might not be exactly the same as when the speakers read aloud a well-written,
practiced text. Learners are exposed to naturally produced chunks to focus upon. They are
also provided with freedom to practice any chunk that they prefer. They do not have to follow
the order of the chunk, which is ordered according to the transcript. Harley (2000) conducted
an experiment and concluded that if the students’ attention is directed to the pause-bound
units, English comprehension may be facilitated.
However, the chunks do not cover all words in the transcript. This is to prevent them
from memorizing the transcript and typing the answer. They might not make use of their
listening skill but they might memorize the work, predict and type in the words according to
the order of the words in the transcript. Moreover, the listening clips are authentic so they
contain some false starts, pause fillers, and overlaps. These features, especially the overlaps,
could be difficult to manage. However, they are definitely brought to the learners’ attention in
the instructions pages but not included in the transcript.
This button provides learners with an opportunity to practice transcription skills, or the
low-level units of meaning. Haycraft (1991, p. 79) points out that:
Dictation is valuable … as a bridge between spoken and written English, helping
students to consolidate written structure, idiom and vocabulary, which can already
be pronounced correctly, and [is] also a useful test of listening comprehension.

Learners can repeat the chunk at their leisure. They are also provided with different
levels of support such as starred version, provision of context, and SOS function. Their
cognitive load is also taken into account. Their answers are judged and crossed out if they are
wrong. The characters also replace the stars if they are correct. Through this mechanism, they
are provided with clues in building up the correct answers; the system helps them by
narrowing down the answers. They still have to solve the puzzle but with different levels of
support and a load reduction mechanism they might be able to do it better.
When learners point the cursor on a desired chunk number, the cursor is then
transformed into a hand pointer and they click. The <Chunk>, <Context>, <Judge>, <SOS>,
and <New chunk> buttons are now activated. All chunk numbers in the list are removed from
the square field because the area will be employed for providing learners with extra
explanation in terms of grammatical points, vocabulary and general information of that chunk
later on. This additional information will be useful for their language ability and general
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knowledge. For example, the program provides them with the meaning of the phrase ‘the
United Nations’ and its history in brief.
Two connected text fields also appear at the lower part of the screen. The top one is
surrounded with a black line but the bottom one does not have a black line around it. This
indicates different functions of the two text fields. The upper one receives the students’
answers while the lower one is for the program to present them with evaluation of their
answers. The details of these two text fields will be discussed later. The cursor also
automatically blinks in the top text field to indicate that learners have to type in the transcript
in that area. The program also informs and reminds them which chunk they are working on by
showing the phrase ‘Now processing chunk X’ on the top of the two text fields. For example,
the program shows ‘Now processing chunk 10’ to indicate that they are now working on the
10th chunk.
Learners proceed by clicking on the <Chunk> button to listen to the chunk. They can
listen to it in either Audio-visual version or Video and Filtered version. The Audio-visual
version provides them with a normal mode of input while the Video and Filtered version
removes excess matter from the input so their cognitive load is lightened. They can focus on
rhythm and intonation. If they select other clip types and click on the <Chunk> button, they
are presented with a message: ‘In transcription mode, you can only choose full video or
filtered video. Choose again.’ They have to click on the <OK> button and reselect the
relevant clip type. They can re-listen to the chunk as many times as they want by repeatedly
clicking on the <Chunk> button.
6.2.3.9.1 Answer evaluations
After learners type in their answers in the text field, they then hit the <Enter> key to
submit the answers. They can also submit the answers by clicking on the <Judge> button. The
program then examines the answers and presents them with an evaluation of their answers in
the lower text field. The features of answer-evaluation, described in detail below, are based on
those proposed by A.-P. Lian (1984). Learners can type in any letter they want and the answer
may contain many letters. They are not forced to type in a certain number of characters. In
some CALL programs, extra letters are not allowed to be typed in. This seems to narrow
down opportunities for learners to learn to solve the problem at the stage which is too early.
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6.2.3.9.1.1 Correct answer
If they provide a correct answer, the program presents them with the correct transcript
in blue letters in the lower text field, together with a clapping sound. The program also
provides them with a positive encouragement message: ‘Well Done!’ When the clapping
sound is over, additional information appears in the square field to provide them with extra
useful information in terms of grammatical points, vocabulary definition or explanation, or
general information. The lower text field containing the feedback then disappears from the
screen. The system still keeps the upper text field or their answers so that they can compare
them with the clip again if they prefer.
Criswell (1989) points out that a reinforcer is a consequent event that encourages a
response to occur again. Reinforcers can appear in a form other than word messages. Pleasing
graphics or musical tones may be used as reinforcers. The proposed program offers reinforers
both in a form of words and sound in order to encourage learners to accomplish the task.
Many learners prefer to be informed that they have got the answer right. Their self-confidence
is boosted when they receive a word message and clapping sound to show that they have done
very well. Consequently, they can become more enthusiastic in trying to work on other
chunks and are eager to get the answer correct. It draws their attention to remain in the task
and they try to push themselves to get an answer correct.
6.2.3.9.1.2 Wrong answer
On the other hand, if they type in an incorrect transcript, the program presents them
with a ‘ding’ sound and evaluation of the provided transcript. The ding sound indicates that
the program has detected some incorrect words in the transcript. The number of ding sounds
depends on the number of incorrect words that can be detected in the chunk. The answer
evaluation process takes only a few seconds. It is indicated by the pointing cursor turning into
an hourglass symbol. Learners can see the incorrect word being struck out while they hear the
ding sound. After that, the evaluation in the lower text field consists of the incorrect word in
blue in a strikeout font and the correct words are left in blue. The program also presents them
with a message: ‘Please note all incorrect words.’ (see Figure 6.23).
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Figure 6.23: An evaluation of the wrong words in a chunk

Learners can easily correct the wrong word or the struck-out word by typing a new
word to replace it in the top text field. They are not required to re-type the whole chunk or the
words that are already correct. After they finish typing in the new word to replace the
incorrect one, they submit the answer. The program starts examining the answer again and
presents them with feedback. In some CALL programs, learners are required to re-type the
whole answer in order to resubmit the answer. Although some of the words are already
correct, they have to type them again. This may make them feel frustrated and bored with the
repetition. Lonfils and Vanparys (2001) point out that in terms of error management, software
should allow easy correction. The mechanism of correcting answers should not require a
complicated process. Learners should not take a long procedure or time to correct the
incorrect answer. This issue is taken into account in the CELL Listening program.
6.2.3.9.1.3 Predicted wrong answers
The program contains a bank of wrong answers or ‘predicted wrong answers’. This
bank of wrong answers is developed from a group of learners who posses a variety of English
proficiency levels. It was collected during the preparation period as the answers presented to
learners in the <Understand?> button. The details of this data collected during the preparation
will be discussed in depth in the next chapter. There may be many predicted wrong answers in
the bank for some words while there may be one or none for some. This depends entirely on
the data collected during the preparation period.
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If learners submit an incorrect word that matches the word in the predicted wrong
answer list, the program presents them with a sound like a telephone line connecting and
shows that particular word in red. It also informs them with a message: ‘Check your answer
by clicking on the highlighted word.’ If they submit an answer which contains incorrect
words that match the predicted wrong answer list and ones that do not match the list, they will
receive a message: ‘Check your answer by clicking on the highlighted word. Also note all
incorrect words.’ The program differentiates between the two types of incorrect words with
different sounds and colors. The ding sound and blue color represent the incorrect word that
does not match the predicted wrong answer, whereas the telephone connecting sound and red
color represent the incorrect word that matches the word in the predicted wrong answer list.
When learners point the cursor on the predicted wrong answer in the lower text field,
the cursor is transformed to a hand pointer to indicate that the word is clickable (i.e. it has
become a ‘hotword’). When they click on the word, an explanation is provided for them in the
square field. The explanation may be in terms of grammatical aspects, acoustics, and spelling
guideline. It depends on the nature of the incorrect answer. It is provided in simple and
straightforward language so learners can easily understand it. This is provided in order to
narrow down their answers and guide them to produce a correct answer. This is meant to help
students focus on the mistake and re-listen to the chunk in a different way so as to produce a
correct word. This also functions to substitute for the feedback that teachers usually offer
learners in the normal classroom. When they practice their transcription skills in a regular
classroom, teachers may provide them with guidance to help them focus on their mistakes.
This might take a lot of time and effort since each learner makes different mistakes. However,
the program offers this feedback immediately. Learners can receive feedback right after they
click on the wrong word. Furthermore, the feedback provided serves them directly because it
is based upon their mistake. They can focus on the mistakes that they have produced. They do
not have to waste time listening to suggestions that do not match or solve their problems. This
can make the learning process more personalized and individualized and also more rapid (see
Figure 6.24).
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Figure 6.24: The feedback of a predicted wrong answer in the <Transcription> button

6.2.3.9.1.4 Space and upper case letters management
Another aspect of the answer evaluation that the program provides learners with is a
management of space and upper case letters. The answer is judged correct regardless of their
format if all words in the chunk are spelt correctly. In submitting an answer, learners may
provide a correct answer with extra spaces in it. The program automatically detects the extra
spaces and removes them. Consequently, the answers are judged correct instead of incorrect.
Also, they may provide a correct answer in upper case letters. They may also submit a correct
answer but in lower case letters when the answer actually needs to be in upper case letters.
The program will automatically examine the answer and judge it as a correct answer. In the
first case, the answer is still in the upper case letter format that they provide to the program
but it is considered correct. In the second case, the program automatically changes the lower
case letters that need to be in upper case letters into the correct format. This raises the
learners’ awareness of the correct form of the answers.
The purpose of this mechanism is to reduce the learners’ frustration. They may
provide a correct answer but accidentally type in extra spaces or type in upper/lower case
letters. Without this mechanism they might be very surprised and confused to see that their
answers are judged wrong. They may not notice the extra spaces they have put in. It is quite
common in several CALL programs to detect extra spaces as extra characters and judge the
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answer wrong. Our program solves this problem by dealing with the extra spaces and the
format of the letters for learners (see Figure 6.25).

Figure 6.25: The management of capital letters in the <Transcription> button

6.2.3.9.2 Different levels of support
When they are ready to transcribe, they may type in their answers in the top text field.
However, after they have listened to the chunk several times, they may still not understand the
chunk. They can retrieve various kinds of support from the program.
6.2.3.9.2.1 Context button
They can receive support by clicking on the <Context> button. This button provides
them with more linguistic context for that particular chunk. The context is represented in the
form of a phrase or sentence before or after the chunk or both in conjunction with the chunk
itself. It can again be played in either Audio-visual or Video and Filtered version. This
provides them with more context or longer segments to listen to. This helps them create
clearer pictures of the chunk and better their understanding of the chunk. They can re-listen to
the context again by continuously pressing the <Context> button.
6.2.3.9.2.2 Whole clip access
However, if they still think that they cannot comprehend the chunk, they can receive
additional support from the program by re-listening to the whole clip. They can do that by
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selecting either Audio-visual or Video and Filtered version and clicking on the <Play> button.
If they have not selected a clip type and click on the button, the program reminds them with a
message: ‘Please select a clip type first!’ This mechanism is created so that they receive a
different level of support from the program, which can then provide longer input than what is
pre-programmed in the <Context> button. They can stop or pause the clip whenever they like
by pressing the <Stop> or <Pause> buttons (see Figure 6.26).
It is clear that the proposed program provides learners with different levels of support
in dealing with the transcription skill. Some students are proficient enough and might not
require any support at all. They can accomplish the task by only listening to the chunk. Some,
on the other hand, might require support to finish the transcription task. Students at different
proficiency levels are all accommodated by the system.

Figure 6.26: The in-chunk 8 screen of the <Transcription> button

6.2.3.9.2.3 Starred version
As mentioned above, learners may correct the incorrect words and submit their
answers for the program to start the assessment process. The process continuously repeats
until the fifth time or attempt that learners type in and submit their answers. If they still
provide incorrect answers, the program provides them with extra support. It presents them
with a starred version of the chunk in blue. For example, the chunk is presented as follows:
organised by the United Nations
********* ** *** ****** ******
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The starred version is presented in another text field above the field where they type in
their answers. Consequently, there are three fields on the lower part of the screen at this stage
or after the fifth attempt. The top one presents the starred version of the chunk; the middle one
accepts the learners’ answers; and the bottom one provides them with feedback. The starred
version provided by the program helps them immensely in narrowing down the answers. The
cognitive load that they have to face is reduced because they are given some clues for solving
the problem. They will know how many words are in the chunk and how many characters are
in each word. This can guide them in the transcription process. Moreover, it can be seen that
the support, the answer, and the feedback are right next to one another. Learners can see all of
them at the same time. This seems to assist them because the comparison between each input
can be done easily. The stars and characters are also designed to take up the same space so it
is very easy for them to type in the characters and see the number of the characters in each
word (see Figure 6.27).

Figure 6.27: The starred version provided after the fifth attempt

After the starred version is provided, it is expected that they will provide an answer
that consists of a correct number of characters. However, if they type in an answer that has
fewer or more characters than the starred version, the program reminds them with a message:
‘Your answer is too short. Correct it.’, or ‘Your answer is too long. Correct it!’ This
mechanism provides a very detailed feedback in helping learners correct their mistakes in
terms of the number of characters. The program will not count the learners’ answers as an
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attempt to submit an answer until they have typed in an answer that contains the correct
number of characters.
However, if they type in an answer that has the correct number of characters but the
spelling in some words is incorrect, the program presents them with two kinds of feedback.
First, the correct characters will replace the stars in the top text field while stars still occupy
the spaces of the wrong characters. They can focus only on the incorrect characters and try to
get them right. Second, the incorrectly spelt word is struck out in the lowest text field. This
tells them which word is incorrect (see Figure 6.28). These two types of feedback provide
them with two levels of support to help them easily identify their mistakes. The first one
supports them at the character level while the second one assists them at the word level. The
CELL Listening program aims to provide different levels of support for different learners.
Some learners might benefit from the first or second type and some might be able to make use
of both types of feedback.

Figure 6.28: The two levels of feedback in the <Transcription> button

6.2.3.9.2.4 Correct answer provided
If learners have submitted the tenth answer and it is still incorrect, the correct answer
will be presented to them in two places. First, the program provides them with a ‘ding’ sound
and a message: ‘You have run out of attempts. The preferred answer is: xxx xxxxx xxxxx
xxxx. Now please type the correct answer.’ The correct answer appears in red in order to
attract the learners’ attention. For example, the program presents a message ‘You have run out
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of attempts. The preferred answer is: organised by the United Nations. Now please type the
correct answer.’ Second, the correct answer is also displayed in the lowest field. The program
still keeps the learners’ tenth answer so that they can easily compare their answers with the
correct answer.
The CELL Listening program provides learners with a maximum of ten attempts in
submitting the answer. This is to prevent them from being trapped in one chunk too long.
They are provided with a certain number of attempts to get the answers correct. However, if
they still cannot get them correct with various support provided, they are given the correct
answer. They have a chance to listen to the chunk again when they have already received the
correct answer from the program, if they prefer.
When they correct their answer, the program congratulates them. The program also
presents the correct answer in blue in the first text field and deletes the last field. Additional
information is presented in the square field if it is available for that particular chunk (see
Figure 6.29). They may continue working on other chunks by clicking on the <New chunk>
button. The list of chunk numbers is presented to them again in the square field for their
selection.
However, if they do not want to correct the answer after they have received the correct
answer from the program, they are fee to continue their task by simply clicking on the <New
chunk> button to exit the present chunk. They then do not receive the additional information
of the chunk but are taken out of that chunk and presented with the list of chunk numbers.
They can continue the transcription work by selecting the new chunk number. The process
explained above repeats itself after they are taken into a chunk.
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Figure 6.29: The screen when the correct answer is typed in after the tenth trial

6.2.3.9.2.5 <SOS> button
The program also provides them with another type of support. They can click on the
<SOS> button when they think that they do not want to try transcribing the chunk. They can
click on the button at anytime. After they click on the button, the program provides them with
a correct answer in blue in the lowest text field. It also presents them with a message: ‘The
preferred answer is: xxx xxxxx xxxxx xxxx. Now please type the correct answer.’ The
learners’ answer is still available to provide them with an opportunity to compare their answer
with the correct answer. This allows them to compare what is in their head against the correct
text, which may raise their awareness (see Figure 6.30). If they type in the correct answer,
additional information will be presented. If they do not want to do so, they can simply click
on the <New chunk> button to start working on a new chunk.
This <SOS> button is created to offer learners an opportunity to seek out immediate
support. They do not have to try typing in the answer if they do not want to. They are free to
receive the correct answer when they would like it. This can prevent them from being bored
or frustrated. They are in control of what kind of support they want and when they need it.
They can also quit the transcription function and come back to assess it at anytime.
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Figure 6.30: A screen of the <SOS> button

6.2.3.9.2.6 Chunk replacement
When they type in the correct answer in the text field that receives their transcript at
any stage explained above, the chunk will automatically appear in the transcript. The
characters in the chunk will replace the stars in the starred version. When they exit the
<Transcription> button and select the starred version in the <Display type> button, they can
see that the chunk that they correctly typed in the <Transcription> button appears in the
transcript. It informs them of how many chunks they have worked on in the <Transcription>
button. However, if they decide not to type in the correct answer after they have received the
correct answer from the program, the chunk will not appear in the starred version.
This function offers a way for them to build up the transcript in the starred version by
substituting characters for the stars. They can see their progress in recreating the text through
the use of the <Transcription> button. This is a method to encourage them to continue
working on the button since they can observe that they are able to fill up or build up the text.
It can draw their attention and make them enthusiastic with their progress. A flowchart
summarizing the main steps incorporated in the <Transcription> button is displayed below
(see Figure 6.31).
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In summary, the <Transcription> button allows learners to practice transcribing
various chunks taken from the listening clip. The program tries to provide them with as many
chunks as possible in each lesson. They are provided with the freedom to select any chunk to
work on. Their answers are evaluated based upon the features of the answers. The incorrect
words are struck out while the correct ones are retained. They do not have to type in all the
words again. They need only to focus on the incorrect one. Extra spaces and upper case letters
are disregarded in the evaluation process. They are provided with different levels of support
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when facing the tasks. They can listen to different levels of input: the chunk itself, the context
of the chunk, and the whole clip. After the fifth attempt at their incorrect answers, they are
supplied with a starred version of the chunk. If they still cannot provide the correct answer,
they are presented with a correct answer after the tenth attempt.
However, if they want to stop trying, they can find immediate support by clicking on
the <SOS> button to get the correct answer. They, however, can click on the <Quit> button to
exit the <Transcription> button at anytime. Some useful additional information is also
delivered to them when they type in the correct answer. They are allowed to make their own
choice when dealing with the tasks. Different learners may explore the program differently
and find different support useful for the learning process. Beatty (2003, p. 148) discusses this
issue:
…traditional materials tend to follow a set scope and sequence that lay down the
paths and principles of learning and this is the general route followed by most
computer-based learning materials that are, in some cases, adaptations of existing
textbooks. However, a strength – and a weakness – of some computer-based
materials is their lack of a clearly determined scope and sequence. Instead, they
allow individual learners to pursue links which they perceive as being both useful
and interesting. This ability to choose a path of learning means that different
learners are not all constrained to learn the same materials in the same way but
may instead find new answers and solutions to questions and problems.

The CELL listening program seems to take this issue into account and there is no doubt that
the program gives learners the ability mentioned by Beatty.
6.2.3.10 Cmp, St, and Rec buttons
These three buttons have related functions. ‘Cmp’ stands for comparison; ‘St’
represents student’s voice; and ‘Rec’ is short for record. They provide learners with an
opportunity to practice their pronunciation. They are encouraged to imitate the sound of the
native speakers of English in a variety of accents. They can focus on the words or rhythm and
intonation of the chunk they have selected. They can record their voice and easily listen to it.
A playback function in a sandwich style creates an easy comparison for them. They can listen
to the original version twice so it is easier to hold it in their memory when they listen to their
own pronunciation. This may help them notice the similarity or difference without much
difficulty. It may also support their listening skills when they have an opportunity to
pronounce the chunk themselves. They might be able to see things differently. Swain (1995)
suggests that allowing students to produce the target language can contribute to consciousness
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raising. They may notice a gap between what they want to say and what they can say, which
leads them to understand what they do not know or know only partially. This may indirectly
help their listening comprehension. Anderson and Lynch (1988, p. 15) comment on the
relationship between listening and speaking as follows:
For the L2 learner to be a proficient partner in conversation, he needs to be skilled
as both speaker and listener. However, this interdependence has not always been
appreciated by language teachers and course writers, who have often separated
off ‘listening’ and ‘speaking’ as discrete parts of language competence. Learners
need to be given opportunities to practice both sets of skills….

In order to use these buttons, learners have to select a display type in either a starred or
text version. After they have selected one, they can highlight a chunk that they would like to
practice pronouncing. Then they can listen to the chunk by using any of these buttons:
<Slow>, <Fast>, <Normal>, <Filtered>, and <Noisy>. After they have listened to the chunk
in any way they prefer, they can click on the <Rec> button to record their pronunciation.
When they click on the <Rec> button, the program presents them with a dialog box:
‘Click OK when done recording.’ They start pronouncing the chunk into a microphone
attached to the computer. When they finish pronouncing the chunk, they click on the <OK>
button to stop the recording process (see Figure 6.32).

Figure 6.32: A screen of the <Rec> button

They can listen to their own recorded pronunciation by simply clicking on the <St>
button. The program automatically presents them with what they have just recorded. If they

229

are not satisfied with it, they can re-record their voice as many times as necessary. The
program will present them with the last recording that they have made.
They can compare their recorded pronunciation with the original version of the chunk
by pressing the <Cmp> button. When they click on the button, they are provided with the
Audio-visual version of the chunk, their recorded pronunciation, and the Audio-visual version
of the chunk again. The three sets of pronunciations are presented consecutively in a
sandwich style. They can compare their own pronunciation with the original one easily so
they may distinguish the similarity and difference easily.
However, if they have not recorded any pronunciation at all and try to click on the
<Cmp> or <St> buttons, the program presents them with a message box: ‘Please record your
voice first.’ They then have to click on the <OK> button and click on the <Rec> button to
proceed.
The CELL Listening program tries to provide learners with an opportunity to practice
pronouncing the chunk by hearing and imitating the chunk directly from the native speakers
of English although the practice might be somewhat limited. A flowchart explaining all steps
required in the utilization of the three buttons is presented below (see Figure 6.33).
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6.2.3.11 Bak and Fwd buttons
‘Bak’ stands for backward buildup while ‘Fwd’ is short for forward buildup. The two
buttons offer learners two opposite functions. They function with either the starred or text
version. The buttons can be worked with four clip types: Video only, Audio-visual, Video and
Filtered, and Noisy version. The Video only version allows learners to focus on the non-verbal
aspects. The Audio-visual version offers them a normal and natural mode of input. The Video
and Filtered version provides them with an opportunity to be sensitive to the rhythm and
intonation of a chunk. The load that they have to process is reduced so they can focus better.
The Noisy version offers them practice in detecting rhythm and intonation in a natural but
difficult context.
These buttons offer learners a means of building awareness of rhythm and intonation
of English. One major difference between Thai and English is that Thai is a tonal language,
with five tones: mid, low, high, rising and falling, which change the meanings of words. It is
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categorized as a syllable-timed language. English, on the other hand, is a stress-timed
language. Each syllable pronounced in a sentence does not receive equal importance. That
means the speaker gives stress to certain words, whereas other words are quickly spoken.
English speakers spend more time on specific stressed words while quickly gliding over the
other, less important, words. Vowel duration is highly variable. Intonation is a very important
feature because it conveys a range of meanings, emotions or situations beyond the actual
meanings of words in the sentence (Renard, 1971, 1975). However, these are very difficult
aspects for most non-native speakers including Thai students. They usually employ their
familiar system or native language system in listening to language. They perceive the foreign
language through the system of their native language. Trubetzkoy (1939, 1969, pp. 51-52)
explains this natural operation as follows:
The phonological system of a language is like a sieve through which everything
that is said passes.… Starting from childhood, each person becomes accustomed
to analyzing what is said in this fashion. This analysis is carried out quite
automatically and unconsciously. The system of the ‘sieve’, however, which makes
such analysis possible, is structured differently in each language. Each person
acquires the system of his mother tongue. But when he hears another language
spoken he intuitively uses the familiar language; numerous mistakes and
misinterpretations are the result.

Learners seem to perceive the foreign language or English through the system of their
native language or Thai. Consequently, they may have a lot of difficulties in comprehending
the listening clip because they are not familiar with these features. They might not be able to
take rhythm and intonation into account when listening to the clips. Renard (1971, 1975) and
Anderson-Hsieh (1992) mention that although rhythm and intonation play a very important
role in communication, most students often ignore the overriding melody and rhythm of
utterances and put an emphasis on comprehension at the lexical level when they are listening
to the spoken discourse. Consequently, if they are given an opportunity to directly focus upon
rhythm and intonation, they may be able to build their awareness of these important features
and familiarize themselves with these features. They may overcome the unconscious habit of
utilizing the phonological sieve of their mother tongue. Eventually, they then can comprehend
more from the listening clip.
In order to utilize the buttons, learners have to select any of the four clip types and
either of the display types. If they select any other clip types, the program notifies them with a
message: ‘You must select either video only, audio-visual, video and filter, or noisy version to
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access this button.’ They have to click on the <OK> button and select a correct clip type.
After that they highlight a chunk.
6.2.3.11.1 Bak button
After they highlight a desired chunk and click on the <Bak> button, the program
presents them with the selected chunk in a backward build-up style or sometimes called back
chaining. The last word is presented first and then the second-last word is added on and the
chunk is played. The program gradually builds up the chunk until the selected chunk is
complete. For example, if the selected chunk is ‘Xavier attended the international Children’s
Conference’, the program presents them with this:
Conference
Children’s Conference
international Children’s Conference
the international Children’s Conference
attended the international Children’s Conference
Xavier attended the international Children’s Conference

This provides them with an opportunity to focus on the rhythm and intonation pattern
of the chunk. The ability to approach the chunk in various ways may help them in
comprehending the clip. Larsen-Freeman (2000) points out that the backward build-up is
useful because it breaks down the sentence into several parts so students can focus on each
part at a time. This is also useful for developing awareness of the intonation build-up.
Learners are provided with a further opportunity to focus on intonation and rhythm of the
chunk. The program can consistently build up the chunk by invariably presenting the same
rhythm and intonation in a growth pattern. This build-up can help reduce the load that they
have to process each time so they slowly process them and focus better. It also allows them to
perceive the same chunk differently and build up a better understanding of how it is
constructed and what it means.
6.2.3.11.2 Fwd button
On the other hand, after they highlight a desired chunk, they may click on the <Fwd>
button. The program presents them with the selected chunk in a forward build-up style or
front chaining. The first word is presented first and the next word is added and the chunk is
played. The program gradually builds up the chunk until the selected chunk is complete. For
example, if the selected chunk is ‘Xavier attended the international Children’s Conference’,
the program presents them with:
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Xavier
Xavier attended
Xavier attended the
Xavier attended the international
Xavier attended the international Children’s
Xavier attended the international Children’s Conference

It offers them an opportunity to concentrate on rhythm and intonation but in a different
way from the pattern that the <Bak> button presents. This may assist the learners to listen to
things in different aspects which may result in better perception. Renard (1971, 1975) also
points out that the build-up technique is very successful in raising the learners’ awareness of
rhythm and intonation. A flowchart explaining all steps included in the <Bak> and <Fwd>
buttons is presented below (see Figure 6.34).

In short, the two buttons offer learners an opportunity to concentrate on rhythm and
intonation of the chunk. The chunk can be built up in two different ways: forward and
backward. The build-up process presents consistent rhythm and intonation patterns of each
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chunk. Learners can raise their awareness and concentrate on these important features, which
are different from the ones in their mother tongue.
6.2.3.12 Reset button
This button offers learners an opportunity to remove all changes that they have done to
a lesson. They are given freedom to start the lesson all over again without having to log out of
the lesson and repeat the process from the beginning in order to get into the main working
page. This can save a lot of time. They will not be bored with wasting their time to login to
the lesson again.
When they click on this button, the program presents them with a dialog box:
‘Resetting the lesson will remove all your work. Are you sure you want to reset?’ Two
buttons labeled ‘Yes’ and ‘No’ are also available (see Figure 6.35). They click on either
button. If they click on the <Yes> button, all the work they have done is cleared. The main
working page of the lesson is reset to its original state. Chunks that are completed in the
<Transcription> and <Guess> button and the completed stars in the starred version are
removed; the stars will then be displayed in the starred version as usual. The <Clip type>
button is taken back to its default position by displaying the label ‘clip type’. The <Display
type> button appears in its default position – display type. The field on the right hand side
shows a message: ‘No text display types selected’. The video stage screen shows a still
picture that represents the lesson. The <Understand?> button becomes grey.
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Figure 6.35: The screen of the <Reset> button

6.2.3.13 Notepad button
This button provides learners with a storing tool. They do not have to refer to paper
and pencil or use another word processing program to write down information. They can use
this function to make notes of things that they think are important. They can utilize or close
the function at any time. The notepad can be left open for use while they are working on other
functions. Furthermore, the information they have written in the notepad is saved for their
utilization until they decide to delete it themselves. This makes it easy for them to concentrate
on their learning process. They can also keep track of their own learning. It can individualize
exploration of the program for each of them.
When they click on this button, the program provides them with a square pink box
with the word ‘Notepad’ on the top. The color of the <Notepad> button also changes from
green to red. A large amount of space is provided for them to write down their personal notes.
The notepad contains functions that word processing does. They can copy, cut, and paste the
information, and undo the functions by using the shortcut keyboard like <ctrl + c>, <ctrl + x>,
<ctrl + v>, and <ctrl + z>. The notepad can also be moved around the computer screen to be
placed in the position that they want (see Figure 6.36).
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Figure 6.36: The notepad square box available for the learners’ utilization

They can minimize it if they do not want it to obstruct or distract their attention from
the main screen. When the notepad is minimized, it appears at the bottom of the computer
monitor as a bar. If they decide that they do not want to use it, they can close it by simply
clicking on the <Notepad> button again or clicking on the top left hand corner of the notepad.
The button changes color from red to green. They can retrieve the notepad at any time and the
information that they have written in it is still available. The information is not deleted even if
they close the notepad or log out of the CELL Listening program.
6.2.3.14 Volumes button
The button is provided for convenience of learners. They can adjust the volume
without any difficulty. They do not have to refer to the volume system of the computer. Each
computer is set up differently so they might not feel comfortable adjusting the volume from
the computer system. This helps save time and retains the attention of the users because of its
simple and user-friendly function.
When they click on the <Volumes> button, the program presents them with a
rectangular yellow box. The <Volumes> button in yellow changes to the <CLOSE> button in
red. The yellow box presented to them is labeled ‘Adjust Clip Volumes’. There are three sets
of volume types that can be adjusted. The first set is labeled ‘Unfiltered’. It is used to control
the volume of the Sound only, Video only, Audio-visual, Slow, Fast, and Noisy versions of the
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clip type. The second set is labeled ‘Filtered’. It controls the Filtered; and the Video and
Filtered versions of the clip type. The third set is labeled ‘Student’. It controls the volume of
the file that learners have recorded by using the <Rec> button (see Figure 6.37).

Figure 6.37: The volume panel of the <Volume> button

The button can be operated when the listening clip is played. Learners do not have to
stop the clip in order to adjust the volume. This helps save learners’ time. When they are
satisfied with the adjustment and would like to remove the volume panel, they simply click on
the <CLOSE> button.
6.2.3.15 Help button
This button presents learners with context-sensitive assistance in effectively utilizing
the CELL Listening program. The explanation appears in red in order to attract their attention
and to differentiate it from the normal texts. It is in a field on the right-hand side of the main
working page. It is intentionally written in simple and straightforward language so learners
can understand it with minimal difficulty. The main aim is to provide them with help when
they are in doubt of how to employ the program. Consequently, it tries to avoid causing more
confusion or frustration for learners by not providing difficult texts.
When the button is clicked, it becomes the <Close> button. The color of the button
changes from light purple to red. There are four types of assistance available in the <Help>
button, depending on when learners click on the button. The first assistance is available when
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they are in the main working page. When they click on the <Help> button, the program
presents them with a brief explanation of the program and how to use it.
The second type of assistance is available when they are using the <Understand?>
button. When they click on the <Help> button, the program then presents them with a detailed
explanation of how to employ the button and the nature of the answer provided to them.
The third type of assistance is attainable when they are utilizing the <Exercice>
button. They can click on the <Help> button to retrieve a brief outline of the purpose of the
<Exercice> button and how to employ the exercises and feedback presented to them (see
Figure 6.38).
The last assistance can be retrieved when they are utilizing the <Transcription>
button. They are presented with the purpose of the button and procedures in utilizing various
buttons and functions available in the <Transcription> button when clicking on the <Help>
button.

Figure 6.38: The help assistance available for the <Exercice> button

Learners can use support of this button at any time. For example, they can retrieve it
while the listening clip is playing. They do not have to stop the clip in order to request the
<Help> button. They can also request the button at any stage when they are in the
<Understand?>, <Exercice>, and <Transcription> buttons. When they finish reading the
explanation, they can remove it by clicking on the <Close> button. The button changes back
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to the <Help> button and is ready to be employed again. Criswell (1989, p. 15) explains the
help function in Computer Based Instructions as follows:
One important characteristic of ICBT is the ease with which the computer and
student communicate with each other. A very intelligent system allows the student
to query the computer any time during the lesson. This is done in a manner that
is similar to the way a student could query a human instructor during a lesson.
A student query could be made with a simple HELP function that allows a student
to press a specific key if help is needed…

Merrill et al. (1996, p. 114) discuss availability of support for learners:
…students are notorious for not reading instructions carefully. Therefore, it
would be very helpful if students could enter a command to return to the
instruction page from other points in the program in case they get stuck and
do not remember what to do next.

The CELL Listening program takes this issue into account by providing students with
explanations at various stages in the program. The procedure of retrieving ‘Help’ is also very
simple and ‘Help’ itself is very easy to understand.
6.2.3.16 Exit button
This button offers learners an opportunity to leave the program. They can employ this
button at any time. The CELL Listening program gives this control over to them. It is
believed that each learner is different and employs different paths in exploring a program.
Consequently, the program is designed to be very open and flexible and it attempts to
accommodate varieties of learners. They themselves should know how to approach a task in
order to suit their learning process and benefit the most. Warschauer and Healey (1998, p. 66)
comment on the quit function in CALL programs:
The general view is that learners, especially adults, feel better when they have
a sense of control over the program. The most dictatorial programs are those
that do not let the learner quit when he or she is ready to do so. The most flexible
give learners the choice of what to do, when to do it, and for how long.

When they click on the button, the program presents them with a message: ‘Are you
sure that you want to end this lesson?’ Two buttons, <Yes> and <No>, are available. When
they click on the ‘Yes’ button, the main working page closes down. If they still want to
continue working, they click on the <No> button. They are then brought back to the stage
before they click on the <Exit> button (see Figure 6.39).
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Figure 6.39: The dialog box of the <Exit> button

6.2.3.17 Guess button
This button has to be used in conjunction with the starred version and Selection
function. The button is hidden until the starred version is selected. The button provides
learners with an opportunity to focus on the lower-level units of meaning. They can practice
transcription and spelling skills. They also compare what they thought they have heard with
what is there. This gives them an opportunity to guess the words in chunks that they select for
themselves. It provides them with flexibility in deciding on the length, position and content of
the chunk that they would like to work on. It also provides them with support right from the
beginning. They are presented with a starred version of the chunk as a clue. This seems to
reduce the load in solving the puzzle. They are also given an opportunity to work on the
chunk as many times as they like.
Practice in transcription skills is also available in the <Transcription> button
explained above. However, it is provided from a different perspective. The <Transcription>
button provides pre-defined chunks. The size and composition of chunks depend on how the
speakers pause during their talk and the emphasis that the speakers put in the message. The
button does not provide learners with any support initially. They have to try to come up with
the context of the chunk themselves until they have made enough of an attempt, and then the
program gives them clues. They have a maximum of ten attempts to complete transcription of
a chunk. These two buttons, based on different underlying principles, offer them different
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methods for dealing with listening skills. This might benefit and challenge different learners
since they possess different preferences and strategies in learning.
When they choose the starred version, the <Guess> button is presented in the lower
part of the screen next to the <Fwd> button. They select the starred word or chunk that they
would like to transcribe. They then click on the <Guess> button. The button transforms itself
into a <Quit> button. The program also presents them with the <Judge> button on the right
hand side of the <Guess> button. There are two blue text fields displayed above the two
buttons. The top field has black lines around it and a cursor blinking inside, whereas the
bottom one contains a starred version of the chunk selected (see Figure 6.40).

Figure 6.40: The two text fields displayed when the <Guess> button is clicked

They can then choose to listen to the chunk by using any of these buttons: <Slow>,
<Fast>, <Normal>, <Filtered>, or <Noisy>. They can repeatedly listen to the chunk. They
then type in the chunk in the top text field. They click on the <Judge> button to submit their
answer. If they type in a chunk containing more or fewer characters than the number of the
stars in the bottom field, the program presents them with a message: ‘Your answer is too long.
Correct it!’ or ‘Your answer is too short. Correct it!’. They have to correct the chunk to
proceed. The program will not provide a real assessment in terms of spelling until they enter
the correct number of characters.
When they type in a chunk that contains the correct number of characters, the program
assesses the answer and substitutes the correct characters in place of the stars. The
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substitution appears in the starred version in the bottom field. The correct characters are
displayed in blue to replace the stars in the transcript box (see Figure 6.41). The program also
provides them with an encouragement message: ‘Try again’.

Figure 6.41: The substitutions in the bottom rectangular field and the transcript box

Their answers are not removed from the top field. This provides them with the
opportunity to correct their answer based on the previous answer. They do not have to start
from scratch after they have provided their answers. The immediate previous answer is stored
for them so they can provide a new answer based on their previous attempt. In addition,
evaluation of the answer is provided next to the answer itself. This enhances the ability to
recognize the mistakes made in the answer. This can support the learners tremendously during
the procedure of finding the correct answer. The characters and stars are designed to take up
the same space in the field so it enables them to make a 1:1 comparison of the characters in
each string. They may continue to work until they can provide all correct characters. When
correct spelling of the chunk is provided, the program replaces all stars with all characters in
the bottom text field and in the transcript box. It also presents them with two types of
reinforcers. The first one is clapping sounds and the second one is a message: ‘Well done!’
After the chunk is completed, they can select another chunk in the transcript. The
procedure repeats itself. However, if the chunk is not completed and they would like to stop
working on it, they can leave that chunk by selecting another chunk that they would like to
transcribe. They can gradually reconstruct the text. This will give them a sense of
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achievement as they build up the text under study and will enable them to develop a better
understanding of how the text works and what it might mean. However, they are also given
control of exiting this function at anytime. They simply click on the <Quit> button to exit the
function.
The answer-evaluation function in the button, following A.-P. Lian (1984), is not casesensitive. Use of upper/lower case in the students’ responses does not matter. This is similar
to the upper/lower case management of the answer-evaluation process in the <Transcription>
button. However, extra spaces do matter because learners receive obvious clues from the
starred version. A flowchart summarizing the steps included in the <Guess> button is
presented below (see Figure 6.42).
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6.3 Conclusion
In summary, this thesis proposes that the CELL Listening Comprehension program
can improve listening comprehension, which is an important skill. It is an active skill that
requires learners to operate with both linguistic and non-linguistic knowledge at the same
time in constructing and reconstructing meaning of the listening clips. The program is
developed from four main theoretical perspectives, namely Constructivist theory, the use of
authentic materials, the reduction of cognitive load and the issue of learner differences.
Learners are constantly provided with opportunities to interact with the texts and actively
construct meaning based upon their personal backgrounds. They learn to develop their
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awareness in constructing and reconstructing meaning. They are given practice in dealing
with authentic clips of a different nature and accents, which are not carefully created or
written to suit the learning purposes. The texts contain characteristics of real speech that they
will almost certainly have to confront in real life communication.
Various functions and support are provided for them so that their cognitive load is
reduced when facing the tasks. Although the complexity is reduced, it could be that they are
more active in developing their understanding. This is because they are involved in processing
unusual signals so they cannot take shortcuts by relying on their usual habits. The program is
also designed to be open and flexible. There is no set path in achieving a goal and learners are
in control of different functions. They are also provided with a variety of choices and support
in a variety of places. They receive feedback that is tailored to their responses through the
answer-evaluation process. Through these various functions, it is hoped that their listening
comprehension can be improved and that learning will become an interesting and rewarding
experience for them.
The next chapter will deal with the procedure of the research project. The preparation
and the pre-collected data stages will first be discussed. Various steps during the data
collection period will then be focused upon. Finally the analysis of the results collected
through different qualitative and quantitative methods, namely midterm and final
examination, pretest and posttest, log files, questionnaires and interviews will be thoroughly
investigated in order to scrutinize the subjects’ proficiency level and attitudes after being
exposed to the proposed program.
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CHAPTER 7: THE EXPERIMENT
7.1 Preparation stage of the CELL Listening program
After the intellectual frameworks of the CELL Listening program had been set up and
all characteristics of the program designed to follow the frameworks, the ToolBook authoring
system was selected as the main tool for creating the proposed program. It was a complicated
and structured multimedia authoring program. It offered a lot of readymade commands which
were useful to incorporate in the program but a lot of specific scripts had to be created in
order for specific features such as the Selection function and Right-click function to be
incorporated into the program.
At the same time, the search for listening clips commenced. A variety of television
programs were recorded from regular channels and cable television. Lectures in various
subject areas at the university level were taped live from lecture rooms. Some recorded
lectures kept at the library were examined. The purpose was to acquire authentic clips of
different types and accents. A large number of clips were collected at the beginning stage.
After all clips were reviewed again, thirteen clips were selected to be employed as resources
in this research project. Nine of them were to be utilized in the program while the remaining
four were kept for the pretest and posttest stages. The selection criteria were based upon the
purpose of providing learners with variety of authentic listening clips of a different nature and
with various length, and accents. The clarity of the video was also taken into account because
the Video only version was another important feature in providing learners with a means to
deal with the listening clips.
7.1.1 Clip manipulation
The next procedure was the transformation stage. All listening clips had to be
transformed from analog format to digital format so they could be used with computers. The
Adobe Premiere program was employed in the transformation procedure. After all listening
clips had been transformed and saved into .avi files, the nine listening clips needed to be
manipulated in several ways in order to be included in the program. One more program –
CoolEdit – was brought in for the manipulation. Adobe Premiere was firstly employed to
create .wav files of each clip from .avi files. The CoolEdit program was then applied to slow
down and speed up all .wav files. The ratio in slowing down and speeding up each file
depended on the nature of the original file. The pitch of each file was preserved in order to
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maintain the nature of the English language while the tempo of the file was altered. The
adjusted .wav files were only a little slower or faster than the original ones. A low-pass filter
(SUVAG 320) was also applied to the .wav files.
The noisy files were then created. Background noise files were searched from various
sources. At first, white noise was intended to be employed as background noise. However,
after a lot of trials, a file with people of various ages talking to one another and a file with
people’s noises and clangs in a party situation were selected to be the two background noise
files to be incorporated. One of the main reasons for selecting these two files was that they
offered a natural environment that learners may have to face in real life communication. They
may have to listen when they are surrounded with noise. The background noise files were
intended to provide them with an opportunity to practice listening in a complex environment.
Finally, each listening clip was manipulated into eight different clip types, namely Sound
only, Video only, Audio-visual, Video and Filtered, Filtered, Slow, Fast, and Noisy versions.
All listening clips were then transcribed. All words in the clips were transcribed
including false starts, pause fillers, and hesitations. The boundaries of every single word in
the transcript were then indexed in terms of frames and milliseconds through ToolBook. This
precise information was needed to be incorporated into the CELL Listening program for the
Selection function.
After that, each clip was previewed so that the stop points required in the
<Understand?> button could be marked. The stop points were different for each listening clip.
This depended on the nature and content of the clip. Some listening clips required more stop
points but others required less. The stop points were also different for each clip type for each
listening clip. The stop points of the Sound only clip type were marked in terms of
milliseconds while those of the Video only and Audio-visual clip types were based upon frame
format.
Various sets of questions and exercises for each listening clip were then developed in
order to be incorporated into the <Exercice> button. Three main exercise types were intended
to be provided to learners. The questions and exercises were presented to two native English
speaking teachers. A few adjustments were made after a discussion with the two of them.
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After that, listening chunks for the <Transcription> button were defined. The listening
chunks were taken from the transcript of each clip. As many chunks as possible were
provided for learners. After the chunks were selected, the boundaries of each chunk were
marked in terms of frames. Moreover, the context of each chunk had to be specified. A phrase
or sentence before or after the chunk was included to act as the context. After the context was
specified, the boundaries of the context also had to be marked in terms of frames.
The content of the instructions pages was then written. A description of each listening
clip was also composed to be incorporated in the instructions page of each lesson. An
explanation of each stage in the <Help> button was written in order to provide learners with
support at different stages. The language employed in these pages was intentionally made
very simple and straightforward so that it would not put any more of a burden on learners.
7.1.2 Pre-collected data stage
This stage was arranged in order to receive information that would be incorporated as
feedback in the <Understand?>, <Exercice>, and <Transcription> buttons, and the Right-click
function. This feedback would be presented to learners at various stages when they interacted
with the program. A number of students were approached to be involved in this stage. Most of
them were new Thai graduates who were attending the university’s English preparation
courses at different levels. A brief purpose of the research project was explained to them in
Thai. They were informed that they had to listen to various kinds of clips and provide
different types of responses, which would be utilized in the CELL Listening program. It was
emphasized that their identities and all their information would be kept anonymous. Fifteen
students volunteered to participate in the preparation stage because they believed that they
could gain good experience. They also wanted to have an opportunity to be in contact with a
variety of listening clips. The researcher then interviewed all of them individually in English
in order to examine their proficiency levels. They represented mixed proficiency levels.
Consequently, all of them were included in the pre-collection stage.
All of them were requested to meet the researcher during weekends. In the first week,
they were presented with the listening clips of Lesson One and Lesson Two. They were asked
to write down each set of their answers on a separate piece of paper. This was to prevent them
from altering the information provided when they received more information from other
tasks. It was also to prevent them from using the information received in this task in the
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following tasks. They were informed not to write down their names on any piece of paper.
They were encouraged to work on their own and not to discuss the answers with the
informants next to them. They were advised that their answers did not necessarily have to be
the correct answers but the aim was data collection. They participated in the activity to
provide the researcher with their answers based upon their listening proficiency.
The answers collected at the first three steps were intended to be incorporated in the
<Understand?> button as feedback at various stages. In the first step, they listened to a part of
a .wav file of the listening clip. They were not provided with the pictures of the clip. They
were again advised that this situation could regularly happen in real life communication.
There were occasions when they did not see the speaker. They had to construct meaning
based upon sound only. When the clip was stopped, they were required to write down words
or concepts they thought they had heard from the clip. They were encouraged to write down
as many words or concepts as possible. When they finished, the .wav file was played until the
next stop point defined in the earlier stage was reached. They were then asked to provide
more words or concepts of the listening clip. The procedure repeated until the end of the
listening clips was reached, and the paper was then taken from each of them. As mentioned
above, the stop points of each listening clip varied so the number of the concepts provided by
the informants was different for each clip.
In the second step, they were presented with a part of a video file of a listening clip.
They could only see the pictures of the clip. They were informed that this situation of viewing
only pictures may happen in real life communication. They should not be embarrassed to take
a guess at what happened in the story. When the clip was stopped they were asked to write
down the story of what they thought had happened. They were asked to provide the story
from their understanding based upon the pictures. When they finished writing down their
story, the video clip was played until the next stop point defined in the earlier stage. They
were then requested to provide more possible stories from the listening clip. The procedure
was repeated until the end of the clips was reached. At the end of the clip, the paper was taken
from them.
In the third step, they were presented with a part of an audio-visual file of the clip.
They could both listen to the clip and watch the pictures at the same time. They received the
full mode of the clip. When the clip was stopped, they were required to write down what they
thought the clip was about based upon information they had received. They were encouraged
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to write down as many global ideas and specific details as possible. When they finished
writing down the answers, the clip was played until the next stop point defined in the earlier
stage was reached. They were then asked to provide more answers about the clip. The
procedure was repeated until the end of the listening clips was reached.
The fourth step was set up in order for each informant to provide a summary of the
clip. This information was to be accumulated and included as feedback in the first exercise of
the <Exercice> button. They were presented with the whole listening clip at once. When the
clip was stopped, they were asked to write a summary of what they had heard. They were
asked to include as many global ideas and specific details as possible in ten minutes. The
paper was taken from them after they declared that they had finished the task.
The information collected in the fifth step was intended to be incorporated in the
predicted wrong answer list in the <Transcription> button. The informants were now
presented with every pre-defined chunk of the listening clip. One chunk was presented to
them each time. They received the input in audio-visual format. They could watch the pictures
and listen to the clip at the same time. They were urged to write down whatever words they
thought they had heard. They were asked to make a guess if they were not certain and were
told not to leave the answers blank. They were also suggested to make a wise guess by
listening to or making use of surrounding words of the unknown word. Spelling was pointed
out to them as a critical feature since it affected the correctness of the transcription task. The
chunks were played in sequence until the last chunk was reached.
Sometimes, when the informants were overwhelmed with the information sent to
them, they asked for a repetition of the input. The requested listening portion was replayed to
them. The quality of the video and sound presented to them were of the same quality as the
one intended to be included in the CELL Listening program. This was to be certain that the
informants and the participants in the research project received similar input.
In the sixth step, vocabulary items which required explanation or definition had to be
identified. The information collected was to be incorporated in the Right-click function. The
informants were presented with a transcript of the listening clip. They were asked to write
down the words they had difficulty understanding. They were encouraged to write down as
many words as necessary in helping them with comprehension of the clip. The paper was
taken back from the informants when they declared they had finished the task.
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After all steps in the procedure mentioned above were completed, they were given a
short break to relax. After that all steps in the procedure were repeated for the next listening
clip until the last step was reached. The whole procedure of the pre-collected data stage took
five weeks because the informants were asked to deal with only two listening clips in one
weekend. The reason for breaking up the process into several weekends was to reduce their
stress and fatigue in dealing with too much information each time. As a result, the answers
which best represented their listening comprehension were collected and incorporated in the
CELL Listening program.
After the collection stage was over, all pieces of data were reviewed. The information
for the <Understand?> button was prepared first. As mentioned in the previous chapter, the
answers provided in the <Understand?> button were not presented to students in an add-on
style. These answers therefore needed to be rearranged so that they did not have to read too
much repeated information at each stop point. The important and necessary information was
represented to them with additional information for that stop point. This was done to prevent
them reading only the add-on part and to suit all learners.
The words or concepts received from the first step of the collection stage – audio only
section – were sorted out. The answers retrieved from each informant were quite similar.
These answers were then typed up and prepared to be input in the CELL Listening program.
The stories received from the second stage or the video only part were read over. The stories
were then rearranged a little to make them consistent with one another and they were typed
up. The answers received from the third collection stage, or the audio-visual section, were
reviewed. Some informants provided the answers in the same general theme while some
provided different stories. The answers were then recomposed to make them more
understandable and to follow the same theme. The new written story was based upon their
answers with a slight adjustment. The adjustment was needed because they provided repeated
answers for each stop point. The answers were then typed up to be imported into the proposed
program.
The information intended to be incorporated as feedback for the first exercise of the
<Exercice> button was then prepared. The summary received from each student in the fourth
stage was read over. Most summaries seemed to follow the same theme, whereas some
presented additional detailed information. A summary was composed based upon the
information received from all summaries.
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After that step, the predicted wrong answers in the <Transcription> button were
gathered. The answers responded to each listening chunk were gone over. Wrong words in
each listening chunk were listed and typed up. Some words in a chunk were misheard and
misspelled in several forms but some words appeared incorrectly in only one form. The list
included as many anticipated wrong answers as possible. However, there were many
misspelled words which did not make any sense such as ‘sscitntts’ for scientists and ‘ullup’
for Europe. These words were not included because the possibility that learners working with
the program and producing the same nonsense words was very minimal.
After the list of predicted wrong answers was indexed, a guideline for each predicted
wrong answer was written. This guideline would be presented to learners when they clicked
on the predicted wrong answer. Its function was to help them directly in focusing on and
correcting the mistake. This should help them in reducing the errors. Furthermore, the
paragraphs of additional information in terms of grammatical features, vocabulary
explanation, or general information of some listening chunks were composed. This
information providing useful support would be presented to them after they typed in a correct
chunk.
The information for the Right-click function was then examined. The vocabulary
items or phrases claimed to be unknown by each informant were tabulated. An explanation of
each item or phrase was composed in Thai. This should be to reduce learners’ stress in facing
more difficult words in the explanation than the vocabulary item itself. The explanation
provided was context-specific.
7.2 Preparation stage of pretest and posttest
Four listening clips in the form of lecture, television documentaries, and talk show
were to be employed as pretests and posttests. Two of them represented an American accent
while the other two represented British and Australian accents. They were digitized and saved
in the video (.avi) format through Adobe Premiere. Learners were to receive two main clip
types, namely Audio-visual and Sound only versions. The purpose was to test them through
listening clips which were in different nature and formats. The situation was the same as when
they utilized the program. They were confronted with different sorts of listening clips in
various formats. Consequently, when they were tested, they were put in a similar kind of
environment.
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The first clip was an economics lecture with an American female accent. The second
clip was a television documentary with two British men and a woman talking to one another.
The third clip was a television documentary with an Australian female accent. The fourth clip
was a television talk show between two American men. The third and fourth clips were
transformed into audio files in the .wav format while the first and the second were in the .avi
format. A summary of the listening clips for pretests and posttests is provided in the following
table (see Table 7.1).
Table 7.1: The characteristics of the clips used in the pretests and posttests

Clip

Gender

Accent

Nature of clip

Format

One

Female

American

Monologue

Video

Two

Male & Female

British

Dialog

Video

Three

Female

Australian

Monologue

Wave

Four

Male & Male

American

Dialog

Wave

Each clip was then previewed again. Two different segments of each clip were
carefully selected. The purpose was to create two listening clips which were very similar in
level of difficulty. It also helped eliminate the problem of acquiring two different listening
clips which were parallel in terms of difficulty. Although they were from different portions of
a clip, each of them was self-contained and an understanding of previous information in the
main clip was not necessary for understanding. The two segments were from the same
listening clip, so it may also be said that their levels of difficulty were similar. The length of
each segment in each clip was chosen to be close to each other in order that they were equal in
both quality and quantity. The length of each pair in each clip was around one minute and 30
seconds; two minutes; one minute and ten seconds; and one minute and ten seconds.
Consequently, eight listening clips were produced.
They were then divided into two sets. Set A consisted of clip 1.1, clip 2.1, clip 3.1, and
clip 4.1 while Set B was composed of clip 1.2, clip 2.2, clip 3.2, and clip 4.2. Both sets were
intended to be used in pretests and posttests through a swapping technique. Participants who
sat Set A as a pretest would sit Set B as a posttest and vice-versa. This meant that each
participant would sit both Set A and Set B eventually but the order of sitting the tests would
be different for each student. This technique was implemented so as to solve the problem of
the parallel level of difficulty of pretests and posttests. If all students performed better in the
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posttests, it could be assumed that their listening comprehension was improved because they
sat two posttests which were also used as pretests. The question as to whether posttests might
be easier than pretests could then be eliminated.
All global ideas and specific details of each clip were carefully listed and checked by
two native speakers of English. The lists were then translated into Thai to be used as a
reference in grading task one of the pretests and posttests. Multiple choice questions for all
eight listening clips were also created. They covered both global ideas and specific details of
the clips. The questions of each pair of clip were produced in the same number. They were
then translated into Thai. The lists of global ideas and specific details and all multiple choice
questions were reviewed by an English lecturer at the School of English, Suranaree University
of Technology (SUT). This was to check the correctness and suitability of all questions.
7.3 Installation stage of the CELL Listening program
After all necessary information was prepared and the structure of the CELL Listening
program was set up, the information was input into the program lesson-by-lesson. When all
lessons were finished, each individual lesson was carefully gone through in order to be certain
that the program did not contain any problems. Buttons were explored in various ways in
order to examine the response that the program created. Every possible combination and
sequence of paths was tested to ensure that learners would not end up in an endless loop with
no escape and that there were no unresolved paths leading them to a portion that did not exit.
A lecturer at SUT was also requested to explore the program. This was to seek out an
exploration from a non-writer’s point of view. A brief description of how to use the program
was given to that lecturer. A few problems were reported and the program was then corrected.
A runtime version of the program was then created.
The runtime version was then installed in ten computers in a computer room in the
English Language Resources Unit (ELRU) at SUT. They were specially allocated for this
research project. They were available for learners’ access eight hours a day from Tuesdays to
Saturdays. They could access these computers without any difficulty and at any time they
visited the experimental room. The expected subjects were required to visit this room for
other purposes as well, so it should be convenient for them to run the program. An icon called
MMex_01.tbk was created on the screen of each computer. The researcher’s computer and all
experimental computers were set up to be in the same workgroup so that they were all
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connected to one another for the purpose of extracting and saving the necessary information
during the data collection period. Each computer was then mapped to all necessary network
drives.
Three network drives were created in each computer: Drive M, N, and O. Drive M
was a path for a password file. The file located in Drive M of the researcher’s computer
contained usernames and passwords of all participants. The file was intentionally hidden.
When participants logged in by typing in their usernames and passwords, the CELL Listening
program automatically searched for this file and matched the typed-in usernames and
passwords with those in the file. Drive N, which was connected to Drive N of the researcher’s
computer, was a path for the CELL Listening program, nine lessons and all media clips.
When participants clicked on the MMex_01.tbk icon, a connection was automatically created
and a requested lesson file and media clips were retrieved. Drive O was a path for log files.
The files were created and recorded in Drive O of the researcher’s computer when
participants used the program. Every individual detail of how participants employed it was
recorded. For example, it recorded the time they started and ended the program, which
buttons they clicked, and what answers they typed in the <Understand?>, <Exercice>, and
<Transcription> buttons. The information about which chunks were highlighted and which
words they clicked to seek out an explanation was also recorded.
A warning file in Thai was put in each drive to inform them not to delete any
information on the drives, to prevent any loss of collected information. The researcher’s
computer had to be switched on all the time since it acted as a server. It had to be ready for
the ten computers to connect to draw and record the necessary information at any time. The
computers in the ELRU room, on the other hand, could be switched off when they were not in
use. After the installation procedure was finished, the program was tried out once again to
investigate whether the computers and connections worked perfectly and were ready to be
operated.
7.4 Experimental stage
The research project was based on the study of theories of language learning and
teaching, listening comprehension theories, research in problems in approaches commonly
employed in teaching listening comprehension, and the difficulties that learners faced in
dealing with listening texts. It also avoided some of the undesirable characteristics of existing
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listening comprehension programs. Thus the Individualized CELL Listening program was
developed from sound theoretical frameworks to provide a dynamic learning environment to
promote and enhance learners’ listening comprehension. The program was utilized with the
aim of scrutinizing Thai learners’ behavior in interacting with it and its effects on their
listening comprehension.
The program was to be utilized by a group of first-year students of the 2003 intake at
SUT. The university adopted a trimester system for its academic year. One trimester system
was equal to thirteen weeks. Students were from four major fields, namely engineering,
agriculture, information technology, and medical science. Students with different proficiency
levels and major fields were required to be included in the research project because they
represented a wide variety of language ability. A criterion used in dividing them into different
proficiency levels was the SUT Placement Test, which was a required test for all first-year
students. The test was created by lecturers of the School of English.
However, in order to be certain that the in-house placement test was reliable, the
National Entrance Examination in English was included to calculate the correlation between
the two types of tests. The entrance examination was a nation-wide test. It was developed
under supervision of the Ministry of University Affairs. All questions were carefully
produced and written by various English lecturers from different universities around Thailand.
Before the questions were included in the examination, they were screened by a group of
examiners who had been teaching English for several years and who were both native and
non-native English speakers. Consequently, it was a well-accepted and standardized test.
7.4.1 Recruitment process
Most students took the entrance examination as a requirement for entering the
university. Some of them did not take the examination because they entered the university
through a quota system. Consequently, the results of the English entrance examination could
not be utilized as the criterion in dividing students. The names and scores of the students who
took the entrance examination were obtained from the database system of the university.
Their scores in the placement test were then extracted from the system by the Educational
Services Center of the university. The two scores were matched according to the students’
names. The scores were then run through the SPSS program in order to look for the
correlation value, if there was any. The number of the students in the placement test was
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lower than those in the entrance examination because seven students did not show up for the
test so their entrance examination scores were excluded from the calculation. A two-tailed
analysis was applied to the remaining scores. The results revealed that a correlation between
the scores of the two tests was at the level of 0.676. The value was at a statistically significant
level of 0.01 in two-tailed analysis (see Table 7.2).
Table 7.2: A summary of the correlation between the English entrance exam and SUT Placement Test

Entrance Exam scores

Placement Test

Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)
N

Entrance Exam
1.00
.
905
.676**
.000
898

Placement Test
.676**
.000
898
1.00
.
905

** Correlation is significant at the 0.01 level (2-tailed).

The result showed that the two tests were significantly correlated with each other. The
students who received high scores in the entrance examination also received high scores in the
placement test, and students who scored low in the entrance examination also scored low in
the placement test. This meant that the two examinations followed a similar trend. The
entrance examination was a reliable test, so the in-house placement test was also reliable
because they predicted the same result. Consequently, the placement test was a reliable
measure of learners’ proficiency levels. It then could be used as a dependable and valid
criterion for dividing students into different proficiency levels.
The result of the Placement Test placed the first-year students into twelve groups in
English I, ranging from Group 1, as the group with the highest, to Group 12, as the group with
the lowest ability. Group 1, Group 6, and Group 12 were then selected as target groups
because they represented three different proficiency levels, namely high, middle, and low
ability. In their first class of English I, an announcement was made to them in a form of a
written and oral notice with the help of the teacher of each group. They were then approached
by the researcher at the end of the class. The details and purpose of the research project were
briefly introduced to them. They were advised of the procedure of the research project and
what they would be required to do if they decided to participate in the project. They were also
informed that their identities would be kept anonymous.
A large number of students, especially the students in the high and middle ability
group, were eager and expressed considerable interest in taking part in the project because
they believed they may gain a good experience and they would have an opportunity to
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improve their listening comprehension. The names of all interested students were recorded
and two orientation sessions were set up outside class time for the researcher to explain the
research project and research methodology to them in detail. The orientation session had to be
provided twice in the same day because not all interested students could come at the same
time. They could select which session they would like to attend.
7.4.2 Orientation session
At the first orientation session, all signed-up students showed up. The purpose of this
session was to give the participants all necessary details of the proposed program and the
procedures involved in the research project. First, it was explained in English, and then, in
order to ensure their full understanding, the session was conducted in Thai. The researcher
began by explaining that the research project aimed to introduce a new program to aid
listening comprehension. The effects of the program would be observed in various aspects.
The participants had to sit a pre-test before they started using the program. They were
required to utilize the program at least four hours a week but maximum hours were not set.
They were required to employ it for one whole semester. The details of their use of the
program were electronically recorded by the program because one of the objectives of the
project was to scrutinize the use patterns. They would sit a posttest again when the research
period was over.
In addition, a questionnaire and interview were also to be conducted after the posttest
to find other necessary information. They were also informed that their participation was not
related to the English subject they were taking. The scores received in both pretest and
posttest would not have any effect on their scores or grades in the normal English subjects.
Their identities would be kept secure. If their scores had to be reported in the project, pseudonames would be created. They were provided with an opportunity to utilize the program on
their own free time. After the explanation was over, participants who were not certain they
wanted to continue were allowed to leave the meeting.
Concepts of listening comprehension were then explained to the remaining students.
They were informed that listening comprehension used to be considered a passive skill and
that learners did not have to ‘do anything’ when they listened. In fact, it was a very active
skill, so they could not sit passively and wait for the information to be transferred to them.
They had to creatively and actively utilize their bottom-up and top-down knowledge in
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constructing the meaning of the listening clip. The meaning that they created was based upon
their history and background.
The methods in teaching listening comprehension that their teachers usually practiced
with them in high schools were discussed with all of them. They all pointed out that the
teachers basically played a video tape or tape player for them. They were then asked to
answer some comprehension questions when the clips were stopped. The teachers sometimes
paused the clips and asked whether they understood the stories or not and told them to explain
their understanding of the clips to the class. If they could not do so, the teachers replayed the
clips for them. If they still could not understand, the passage was repeated once or twice. If
they still could not comprehend the story after three or four replays, the teachers generally
gave them the correct answers or told them the words that they could not understand. Some of
them reported that they just gave up and ignored the clip when they could not understand the
story after the third replay. Some of them interestingly reported that they were usually
presented with a transcript while they were listening, which they read while listening.
The characteristics of the proposed program were then discussed with them. They
were informed that the program allowed them to deal with the clips in several ways. Some of
the ways might be unusual but they might help the students understand the clips better. They
were also advised that they were the ones in control of utilizing the program. They could
explore the program in the way they thought suited them the most. They were not forced to
utilize the program in the same way. The clips provided to them were authentic, in order to
prepare them for real life communication. The clips may be fast but they were given support
by offering different ways to listen to them. They may be able to understand the clips
differently each time they listened to them with different functions. After the explanations and
discussion, the time to administer the pretest was then set up.
The second orientation section was administered later in the same day. The
information given to the participants was in the same format as in the first session. The
discussion on the teaching practice in listening comprehension was slightly different in some
details; some students reported that they were allowed to listen to the clips by themselves but
no support was given to them. The atmosphere involved in the discussion also differed, owing
to the learners’ experience in learning of listening comprehension. However, the difference
was not dramatic and the discussions followed the same trend.
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At the end of the two sessions, forty students declared ready to participate in the
research project. In terms of major fields, eight students were from Engineering; thirteen were
from Agriculture; twelve were Medical Science students; and seven were from Information
Technology. In terms of ability, fourteen of them were from the high-ability group (Group 1);
seventeen of them were from the middle group (Group 6); and nine of them were from the
low-ability group (Group 12). They represented different background and language abilities.
7.4.3 Pretest and training session
Two sessions of pretests were organized in the same day. As mentioned in the
preparation stage, two sets of pretests – Set A and Set B – were used. Participants were asked
to sign up for one session, depending on their free time. The result was very satisfactory
because the participants with different abilities were randomly spread out in both sessions.
Twenty-two of them signed up for the first session, and eighteen preferred to sit the second
one. In the first session, Set A of the tests was used. They sat the test in a large room with a
big white screen for displaying the video clips. The quality of the pictures and sound had been
tested by a SUT technician. They were told to sit comfortably but separately because they had
to work individually. Concepts of global ideas and specific details were briefly explained to
them. They were quite familiar with the concepts because most courses they had taken
included these concepts. They also had several opportunities to practice identifying global
ideas and specific details through multiple-choice questions when they were in high school.
They were informed that four different clips would be played for them. The first two
clips were in audio-visual format while the last two clips were in audio format. After they had
listened to a clip, they were required to do two tasks: a written task and multiple-choice
questions. The tasks were arranged to be done on separate answer sheets. The answer sheet
for the first task was to be collected before the second task started, to prevent them from
changing their answers when they had a chance to look at the second task. They were
requested not to discuss the content of the test with their friends who registered to sit the
pretest in the next session. They were told that even though the tests were not the same, their
co-operation would be greatly appreciated.
In the first task, they were required to write down all global ideas and specific details
of the clip on an answer sheet. They were encouraged to write as much as possible. During
their listening period, they had the freedom to jot down the information they had heard on

261

another piece of paper, in order to lessen their cognitive load. The purpose of the test was to
test their comprehension, not how much they could remember. However, the information
would not be counted as answers. It had to be re-composed and written down on the answer
sheet. They were allowed to provide their answers in Thai if they preferred. The aim was to
eliminate the problem of the language barrier, in case they understood the clip but could not
produce their answers in English. Since the purpose of the test was to find out how well they
understood the clip, they should be allowed to deliver their answers in the language that they
felt most comfortable with. Each listening clip was played to them from the beginning to the
end three times. There was a two-minute pause after the first and second round in order for
them to jot down and organize the answers. At the end of the third round, they were given five
minutes to rearrange and reorganize their answers. When the time was up, the researcher
informed them and the answer sheets were collected.
The questions for the second task were then given to them. The multiple-choice
questions asking about the global ideas and specific details of the clip were in Thai; this was
again done so as to prevent the problem of the language barrier. The reason that multiplechoice questions were given to them as the second task was that if they had been given
multiple-choice questions at the beginning, it might have influenced the direction of their
answers when it came time to provide the written answers. They were given five minutes to
finish all questions. They were asked to mark the correct answers directly on the question
sheets. The number of questions ranged from three to six questions, depending on the length
and content of the listening clips. They could consult the notes that they took. When the time
was up, the papers would be collected. The second clip was then played to them. All steps in
the above procedure were repeated. The whole process carried out for all four listening clips
took around one hour. The participants then were given five minutes to relax before a training
session started.
After the short break was over, the training session took place. The CELL Listening
program was demonstrated to them. The demonstration was projected on a screen at the front
of the room. All steps required in logging into the program were clearly explained to them.
Each function incorporated in the program was thoroughly and slowly explained and
presented to them. The explanation was conducted in Thai in order that they could fully
understand the program. They could interrupt the process when they were in doubt of any
explanation. They were informed that their uses of the program would be electronically
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recorded for the purpose of the project. They were requested not to delete any files from the
computer because the files contained useful information for the project. They were advised
that they should contact the researcher if they had any technical problems.
Consent forms were then distributed to all of them for their signatures. The
requirements for participating in the research project were explained to them in detail. They
were also advised that the research project would not harm them mentally or physically. If
they preferred to resign from the project, they were allowed to do so at anytime. However,
during the project, the researcher was available for them to contact and discuss any problems
that might occur. After they all signed the forms, each of them was given a username and
password. They were asked to keep the information for their own use only. A handout
consisting of a detailed login procedure in Thai and the researcher’s contact numbers was
distributed to them. They were then provided with an opportunity to experience the program
by themselves. After they were satisfied, they could leave the session. They could start
utilizing the program when they were ready.
The second session of the pretest which was organized in the evening of the same day
followed the same procedure as in the first session. There were seventeen students sitting the
second set of the pretest, or Set B. One of the signed-up students did not show up and had
given no advance notice so this student was excluded from the project. After the two sessions
of the pretests were over, there were 39 students participating in the project. Fourteen of them
were from Group 1; seventeen of them were from Group 6; and eight of them were from
Group 12.
7.4.4 Use period
The participants started utilizing the program after the training session was over. On
their use, they were encouraged to explore and familiarize themselves with various functions.
Therefore, their first log files were deleted from the data collection; since the participants
were exploring the program in a non-systematic way, it would not represent the way they
normally employed the program.
In general, they came to utilize the program when they had free time. Most of them
used it about an hour each time. The researcher was usually in a corner of the room and ready
to help them when they had any problems. They were not disturbed when they worked on the
program. During the first few uses, some of them sought out help from the researcher, usually
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asking the researcher to clarify a function that they were not certain of. The researcher
discussed the function with them, and during the discussion, some other participants who
were using the program also joined the discussion. Their eagerness to utilize the program
seemed to be satisfactory.
However, in the third week a problem occurred with the electricity. Brief blackouts
and brownouts sometimes happened. This caused a lot of problems for the research project.
When the fluctuation happened, all connections from the experimental computers to the
researcher’s computer were automatically disconnected. Besides, log files created from the
login procedure were not recorded properly in the researcher’s computer. The procedure of
reconnecting all network drives had to be done for each computer every time it happened.
In order to prevent this problem from happening again, a UPS machine was installed
at the researcher’s computer. The installation helped solve the problem because it supplied
electricity to the computer all the time. Another problem encountered was a minor problem
but should be mentioned here. Some participants could not remember their passwords. They
then contacted the researcher and their usernames and passwords were immediately given to
them again.
As a precaution, all log files created on Drive O the previous day had to be extracted
from the researcher’s computer every morning. The purpose was to prevent the participants
from manipulating or deleting any files in the drive if they accidentally accessed the drive.
At the university’s English Language Resource Unit (ELRU), there were various kinds
of materials for reading, grammar, vocabulary, and listening that students enrolled in English
I were required to access. They had to collect a stamp for each access. For listening skills, the
students could utilize tape cassettes, video tapes and computer programs. Tape cassettes were
available in the form of songs and read-aloud short stories, and the video tapes were in the
form of movies. Most of them were equipped with subtitles. For the computer programs, one
of the programs was the BBC program reviewed in Chapter 5. The rest of the computer
programs classified for improving listening comprehension mainly targeted language at the
word level. However, from observations and a report from an assistant in the ELRU, most of
the students preferred to use the tape cassettes and video tapes for their listening skills stamps.
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The researcher had a chance to discuss with the teachers of the three groups about the
purpose of the research project and the participation of their students. The teachers seemed to
realize the significance of the project. Fortunately, the teachers of Group 1 and Group 12
seemed to get involved and announced in their classes that the subjects in the research project
could collect stamps for the hours they utilized the CELL Listening program. During the
trimester, the researcher frequently requested the teachers of each group to remind and
encourage the participants to come and utilize the program. The requests were made to the
teachers in both written and oral forms. Each request was made to the teachers at the
beginning of each week in order that the participants would be reminded to come and use the
program during the rest of the week. The teachers all agreed to inform them. It was believed
that this was an effective way to encourage utilization and boost the frequency of use.
During the sixth week of the trimester, the number of hours in utilization dropped
significantly. The participants did not come to use the program as much because they were
preparing for a midterm examination. However, after the midterm examination period was
over, most of them resumed using the program as normal. Some participants did not show up,
so they were contacted by the researcher. They requested to drop out from the project because
their midterm scores in some subjects were not at a satisfactory level. A meeting was set up to
discuss the problem with them, and fortunately they decided to remain in the project.
The midterm scores of the participants and the rest of the students in English I were
requested from the Educational Services Center for analysis. The researcher also called for a
meeting to discuss with all participants any problems that may have been overlooked. They
did not report any problems on their side. The program was also demonstrated to all of them
again to make certain that all functions were fully understood. The researcher then
encouraged them to employ various functions in the program. They were encouraged to
explore the program as much as they could.
In the ninth and tenth weeks, a number of participants again contacted the researcher
to say that they would like to drop out of the experiment. All of them were the ones who had
contacted the researcher before, after the midterm. They reported that they could not manage
to come and use the program because of their heavy study schedules. Furthermore, they
mentioned that they had to attend extra classes scheduled by their lecturers in various
subjects, which added to their normal heavy schedules. The participants in Group 6 also
reported that they had to attend extra classes in English I at least two hours a week.
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Consequently, they did not have enough time to finish their assignments. The researcher
discussed the problem with them but no solution could be reached. Nineteen students then
resigned from the project. Five of them were from Group 1; twelve of them were from Group
6; and two of them were from Group 12. Finally, there were twenty students remaining in the
project: Nine in Group 1, five in Group 6, and six in Group 12.
During the twelfth week, a number of participants approached the researcher and
requested an extension of the use of the program. They claimed that they would like to have
more opportunity to utilize it. They mentioned that their uses of the program dropped before
the midterm examination and they believed that the situation might be repeated again before a
final examination. A meeting of all remaining twenty participants was organized. All of them
agreed to have the extension for three more weeks. Some of them requested a copy of the
program they could use at home, since they believed that it was an interesting program and
helped them a lot in improving their listening comprehension. However, it was not possible
because the tracking mechanism would not work if the participants’ computers were not in the
same workgroup as the researcher’s. All of them then continued to utilize the program at the
ELRU until the extension period was over so they were able to use it for fifteen weeks in
total. After the research period was over, posttest sessions were organized for them. Their
final examination scores and the scores of the rest of the students in English I were also
collected for comparison.
7.4.5 Posttest
Two sessions of posttests were organized. Unlike the pretests, the researcher assigned
them the session in which they had to take the test. They were arranged into two groups: a 7participant group and 13-participant group. The 7-participant group who sat Set A as a pretest
had to sit Set B as a posttest, whereas the 13-participant group who sat Set B as a pretest had
to sit Set A as a posttest. The participants were not aware of this swapping technique. They
were only informed that they were divided into two groups, and that each group had to sit
different posttests, which would be different from their pretests. The time to organize the
sessions had to be negotiated with them to find out one common time for each session.
The 7-participant group who sat Set B as a posttest sat the test first. Two of them were
from Group 1; one was from Group 6; and four were from Group 12. The procedure in
managing the posttest was similar to that of the pretest. The quality of the sound and video of
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the clips was again tested by the technician before each test started. They were requested to sit
comfortably and had to work individually. All steps in conducting the posttest were clearly
explained to them. The concepts of global ideas and specific details were explained to them
again. They were encouraged to write as much as possible. They were allowed to write in
Thai if they preferred. They were also informed that after they finished the test, they would be
asked to fill in a questionnaire and talk to the researcher individually afterwards. The whole
process of conducting the test, with four listening clips, took around one hour.
The same procedure was conducted in the second session of the posttest. The 13participant group sat Set A as a posttest. Seven of them were from Group 1, four from Group
6, and two from Group 12. Even though the number of the participants was not equally
distributed because it depended on their distribution in the pretest, there were representatives
of all three proficiency levels in both groups.
7.4.6 Questionnaire
After the posttest period was finished, the participants were requested to fill in a
questionnaire with their personal information and their opinions on the Individualized CELL
Listening program. The questionnaire, which was reviewed by a lecturer at SUT for its clarity
and reliability, was in Thai in order to make it clear to them. They were asked to fill it in
individually without consulting each other. They could spend as long as they wanted to
answer all questions. They were informed that they could talk to the researcher if they were in
doubt about any questions or items in the questionnaire.
The questionnaire was divided into two main sections, which were clearly labeled and
separated from each other. Section one sought out information about the participants’
personal information regarding learning English and their experience in using computers. It
consisted of eleven multiple-choice questions. They were asked to check the most appropriate
answer but in some questions, they were allowed to select more than one answer if it was
applicable.
Section two asked for the participants’ opinions on the CELL Listening program in
terms of the layout, design, contents, functions and usefulness. It consisted of 23 questions. A
five-point scale was applied, ranging from Disagree strongly (1), Disagree (2), Neither agree
nor disagree (3), Agree (4) and Agree strongly (5). The nature of the scale was clearly
explained to them in order to prevent any misunderstanding. An explanation of the meaning
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of the scale was also presented at the bottom of each page in the questionnaire to remind
them.
7.4.7 Interview
When they handed in the questionnaire, each student was requested to have an
interview with the researcher individually, in order to prevent peer influence. Eighteen
questions were written to guide the interview session. The purpose of the interview was to
find out more details about what they wrote in the questionnaire, especially their opinions and
behavior in utilizing the program. Some questions were asked in both the questionnaire and
the interview to check the consistency and, hence, the reliability of the information. The
interview was conducted in Thai in a quiet room in order to provide the participants with an
opportunity to clearly and comfortably express their opinions and answers. They were advised
that the information received was used for the research project and the improvement of the
program. They were actively encouraged to speak up and freely express their opinion.
The interview was recorded on tape for future reference if necessary. Each question
was carefully gone through during the interview. Some impromptu questions were
immediately created and utilized if any clarification was needed. Some questions were
paraphrased for them when they did not understand. They were under no stress or pressure
during the interview. The interview with each subject took around fifteen minutes to twenty
minutes. Each subject was individually interviewed until the last subject of this group was
finished.
At the beginning, some of them were reluctant to express their opinions because it was
rather common in Thai culture not to criticize the teacher’s work. However, they were highly
encouraged to express their opinions. They were advised that the information given would be
useful for adjusting the program and would play a part in directing how a future computer
program should be developed. They were informed that their opinion did not cause any
negative effects on the project but the information contributed positively to the work and the
researcher. They consequently expressed opinions and provided some suggestions. The data
collection period was over when the last participant of the second posttest session finished the
interview.
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7.5 Data analysis
7.5.1 Midterm and final examinations
All students registering in English I were required to take the midterm examination at
the sixth week of the trimester. The test was divided into four main parts: listening, grammar,
vocabulary, and expressions and reading. The speaking and writing skills were taken care of
by each lecturer in his/her own group. The scores of the listening parts were fifteen marks out
of the total sixty marks. The students generally had an opportunity to practice their listening
comprehension from listening to the teachers in the class. The teachers were encouraged to
use English as the main medium of instruction. However, code switching between Thai and
English sometimes happened when the students revealed that they could not understand the
lesson. They could also practice their listening skills by using materials at the ELRU. As
mentioned in the use period, all students in English I were required to access listening
comprehension materials and collect their stamps. This meant that the non-participants and
the participants both had access to listening comprehension materials as extra practice but the
sources were in different formats. The participants had an opportunity to access the CELL
Listening program, whereas other students mainly accessed normal materials like tape
cassettes and video tapes.
Listening comprehension examined in the midterm examination was in multiple
choice format. The learners were required to listen to several conversations and answer
comprehension questions afterwards. The tape was played twice in each conversation. The
questions mainly dealt with details of the listening clip. The questions were written by a team
of the English I lecturers. Sample questions extracted from the midterm examination are
shown below:
1. When does Nok ask Jack to go with her to Dan Kwien?
1) This evening
2) This afternoon
3) This morning
4) After noon at 3 o’clock
2. How will they go to Dan Kwien?
1) By car
2) By motorcycle
3) By bus
4) By their friend’s car
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An analysis of the listening comprehension part was the main focus in this research
project. Only the students who remained until the end of the use period were classified as
participants in the research project. All of the procedures involving statistical analysis were
carefully discussed with a statistics expert.
There were around 600 students registering in English I. The mean of the midterm
scores of the whole English I group was 8.33 with a minimum of 3 and maximum of 14. Eight
out of twenty participants, or 40 percent, scored below the mean of the whole group.
When the scores of each proficiency level were thoroughly analyzed, the results
revealed an interesting result. There were 48, 47, and 44 students in the high proficiency level
(Group 1), middle proficiency level (Group 6), and low proficiency level (Group 12)
respectively. The mean score of the participants was higher than that of the rest of the
students in the same proficiency level. In Group 1, the mean score of the non-participants was
10.00, but the mean score of the participants in the project was 10.55. In Group 6, the mean
score of the non-participant was 7.85, and the mean score of the participants was 8.60. The
same tendency appeared in the low proficiency group; in Group 12, the mean score of the
non-participants was 7.00, while the mean score of the participants was 8.00. A table
summarizing the means of all groups is provided below (see Table 7.3). The participants in
the experiment seemed to score higher than the non-participants. However, the difference of
the scores was not at a statistically significant level when the scores were analyzed by a T-test
(2-tailed) using the SPSS program.
Table 7.3: A table summarizing the mean of the scores of the listening part in the midterm examination

Group
1
6
12

Mean of the scores of the
participants
10.55
8.60
8.00

Mean of the scores of the nonparticipants
10
7.85
7.00

The final examination was structured in a similar way as the midterm one. The nature
of the questions in the listening comprehension part was also the same as that in the midterm
examination. The mean of the final examination scores in the listening comprehension part of
the whole English I group was 9.32. Five out of twenty participants in the experiment, or 25
percent, scored below the mean. The number of the participants scoring below the mean of
the whole group decreased when it was compared with the number in the analysis of the
midterm examination. It could be seen that the participants performed better in the final
examination after substantial exposure to the program.
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When the final scores of each proficiency level were analyzed, the result of the
statistical calculation showed the same tendency that was revealed in the midterm scores. In
Group 1, the mean of the scores of the non-participants was 12.28 while the mean of the
scores of the participants was 13.11. In group 6, the mean of the scores of the non-participants
was 8.40, whereas the mean of the scores of the participants was 9.40. The same trend was
also revealed in the low proficiency level. The mean of the scores of the non-participants was
7.31, and the mean of the scores of the participants was 10.00. A table summarizing the mean
of the scores is provided below (see Table 7.4). The difference of the means was analyzed by
the SPSS program. The table of the analysis is listed in Table 7.5 for each proficiency level.
The difference was not at a statistically significant level except in Group 12. The difference in
the scores was statistically significant at the level of 0.007 using an Independent-Samples Ttest procedure (2-tailed) analysis.
Table 7.4: A table summarizing the mean of the scores of the listening part in the final examination

Group
1
6
12

Mean of the scores of the
participants
13.11
9.40
10.00

Mean of the scores of the nonparticipants
12.28
8.40
7.31

The analysis showed that the participants made improvement in their scores. In terms
of the whole group, the number of the participants who scored below the mean of the whole
group dropped from 40 percent to 25 percent. This meant that the participants scored better in
the final examination after they had worked with the CELL Listening program longer. When
the comparison was carried out in the same proficiency level, the result also revealed a
positive effect. It could be seen that the mean of the scores of the participants was higher than
that of the non-participants in the same proficiency level. Although the difference was not at a
statistically significant level except in the final scores of Group 12, the result still showed
good improvement from all the participants. In a nutshell, the results revealed that the
participants who utilized the CELL Listening program performed better than their peers in the
listening tests developed by the SUT instructors.
Table 7.5: Midterm and Final Scores a) Group statistics: Group 1; b) Independent samples test: Group 1; c) Group statistics:
Group 6; d) Independent samples test: Group 6; e) Group statistics: Group 12; f) Independent samples test: Group 12
a) Group Statistics: Group 1

MIDTERM

GROUP1
control
treatment

FINAL

control
treatment

N

Mean

Std. Deviation

Std. Error
Mean

39

10.00

1.70

.27

9

10.56

1.24

.41

39

12.28

1.65

.26

9

13.11

1.27

.42
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b) Independent Samples Test: Group 1

Midterm Equal variances assumed

t
-.922

t-test for Equality of Means
Mean
df
Sig (2-tailed) Difference
46
.362
-.56

Final

-1.407

46

Equal variances assumed

.166

Std. Error
Difference
.60

-.83

.59

c) Group Statistics: Group 6

MIDTERM

GROUP6
control

N

treatment
FINAL

control
treatment

Mean

Std. Deviation

Std. Error
Mean

42

7.86

1.96

.30

5

8.60

1.52

.68

42

8.40

1.82

.28

5

9.40

1.52

.68

d) Independent Samples Test: Group 6

Midterm Equal variances assumed

t
-.817

t-test for Equality of Means
Mean
df
Sig (2-tailed) Difference
45
.418
-.74

Final

-1.171

45

Equal variances assumed

.248

Std. Error
Difference
.91

-1.00

.85

e) Group Statistics: Group 12

MIDTERM

GROUP12
control

N

treatment
FINAL

control
treatment

Mean

Std. Deviation

Std. Error
Mean

38

7.05

1.89

.31

6

8.00

.63

.26

38

7.32

2.14

.35

6

10.00

2.28

.93

f) Independent Samples Test: Group 12

Midterm Equal variances assumed

t
-1.208

t-test for Equality of Means
Mean
df
Sig (2-tailed) Difference
42
.234
-.95

Final

-2.827

42

Equal variances assumed

.007**

Std. Error
Difference
.78

-2.68

.95

** significant at the level of 0.05 (2-tailed).
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7.5.2 Pretest and posttest
The pretests and posttests used in this study were developed so as to provide a more
accurate gauge of improvement in listening skills. The tests measured students on global ideas
and specific details through authentic oral passages, so they were a better indicator of
listening improvement as they covered a greater range of meaning potentials. On the other
hand, the SUT examinations, which were usually in a multiple-choice format, tested students
on minor details through short, simple conversations. These tests might not fit entirely within
best practice for listening but they seem to be a common way of measuring listening
development and were therefore of practical relevance in the current educational context.
There were two types of tasks in the pretests and posttests: written and multiple
choices. In the first task, the written task, the participants were asked to write down the global
ideas and specific details of the listening clip. They could provide the answers in two separate
categories or in mixed format describing the story. An answer key consisting of the lists of all
global ideas and specific details of each listening clip which was developed in the earlier
stage was used for comparison with the participants’ answers. If they wrote down the global
ideas and specific details, they received one point for each piece of information. The scores of
each participant were then summed up in two separate categories: global ideas and specific
details. This procedure was carried out in both pretest and posttest for both groups.
The results revealed that in the pretests they had a lot of difficulty in dealing with the
task in both global ideas and specific details. They wrote down hardly any global ideas, but a
few of them could provide a few specific details of the clips. Some of them submitted blank
answer sheets. At the end of the pretest period, most of them said that they could not write
down any items because they could not understand the clip. They claimed that the clip was
too fast for them to grasp the meaning.
However, they performed better in the posttests. All of them tried to provide global
ideas of the listening clip. Some of them were correct, while some were not. All of them also
submitted a lot of specific details in each clip. The willingness to provide answers was
significantly different between the pretest and posttest, as was the number of answers. This
seemed to indicate that they could understand the listening clip, so they could give more
answers or were more willing to do so. In addition, the difficulty might also result from the
fact that they were not familiar with writing tasks although they were accustomed to the
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concept of identifying the global ideas and specific details. After they had an opportunity to
explore the CELL Listening program, which incorporated writing tasks, they perhaps felt
more at ease with the task and were willing to provide answers.
On the other hand, they did not have any problem in marking the answers in the
multiple-choice questions. They all tried to mark an answer for each question in both pretest
and posttest. They seemed to be familiar with examinations in the multiple-choice format.
Most of the examinations they had taken were supplied in this format, even the University
Entrance Examination, the SUT English Placement Test, and the English I test. The answer
sheets were graded and one point was given for each correct answer. The scores of the
multiple-choice section of each clip were summed up for each student in a separate form for
analysis.
7.5.2.1 Analysis based on the order of the tests (7-participant and 13-participant groups)
The participants were in two groups: the 7-participant group and 13-participant group.
Both groups had a chance to sit both Set A and Set B but the order of the tests administered to
them was different.
The scores of the pretest and posttest of the 7-participant group and the 13-participant
group were analyzed by the SPSS program to see whether there was any difference in the
scores. The purpose was also to find out whether the difference was at a statistically
significant level, where there was a difference between the two tests. The difference would be
at a statistically significant level if the value was at the level of 0.025 or lower. The
Independent-Samples T-test procedure (2-tailed) was used in the data analysis by comparing
means for the two groups. This analysis compared the mean scores of the pretest and those of
the posttest in both groups of participants. The comparison was carried out in three aspects:
global ideas, specific details, and multiple-choice scores. The result of the statistical
calculations revealed that the posttest scores tended to be better than the pretest scores in all
three aspects.
In the 7-participant group who sat Set A and Set B, the mean of the global ideas
pretest scores was 0.00, while that of the global ideas posttest scores was 0.7143. The posttest
scores were better than the pretest score but the difference was not at a statistically significant
level. The difference was at the level of 0.047, which was higher than 0.025 in the T-test (2-
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tailed) criterion (see Table 7.6c). The mean of the pretest scores was at 0.00 because no
participant could provide any correct global ideas.
Second, the mean of the specific details pretest scores was 0.1429, while that of the
specific details posttest scores was 4.5714. The mean of the specific details posttest scores
was better than that of the specific details pretest scores at a statistically significant level of
0.0080 (see Table 7.6c).
A similar trend also revealed itself in the comparison of the multiple-choice scores.
The mean of the multiple choice pretest scores was 3.42, while that of the multiple choice
posttest scores was 7.00. The mean of the multiple choice posttest scores was better than that
of the multiple choice pretest scores at a statistically significant level of 0.02 (see Table 7.7c).
In brief, the results demonstrated that the seven participants in this group performed
better in the posttest than in the pretest. They scored higher in the posttest. The difference was
also at a statistically significant level except in the global ideas scores. Related tables of each
analysis are presented below.
Table 7.6: 7-participant Group: Global ideas and Specific Details Pretest and Posttest Comparison a) Paired sample statistics;
b) Paired samples correlations; c) Paired samples test
a) Paired Samples Statistics

Mean
Pair 1
Pair 2

N

Std. Error
Mean

Std. Deviation

GI7PRE

.00

7

.00

.00

GI7POS

.71

7

.76

.29

SP7PRE

.14

7

.38

.14

SP7POS

4.57

7

2.82

1.07

b) Paired Samples Correlations
N
Pair 1
Pair 2

GI7PRE &
GI7POS
SP7PRE &
SP7POS

Correlation

Sig.

7

.

.

7

-.402

.371
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c) Paired Samples Test

Paired Differences

Std.
Deviation

Mean

95% Confidence
Interval of the
Difference

Std.
Error
Mean

Lower

t

Sig. (2tailed)

df

Upper

Pair 1

GI7PRE GI7POS

.00
.71

.76

.29

-1.41

-.02

-2.500

6

.047

Pair 2

SP7PRE SP7POS

.14
4.57

2.99

1.13

-7.20

-1.66

-3.916

6

.008**

** significant at the level of 0.05 (2-tailed)
Table 7.7: 7-participant Group: Multiple Choice Pretest and Posttest Comparison a) Paired sample statistics; b) Paired
samples correlations; c) Paired samples test
a) Paired Samples Statistics

Mean
Pair 1

N

Std. Error
Mean

Std. Deviation

Mcq7PRE

3.43

7

1.72

.65

Mcq7POS

7.00

7

2.08

.79

b) Paired Samples Correlations
N
Pair 1

Correlation

Mcq7PRE &
Mcq7POS

7

Sig.

.606

.149

c) Paired Samples Test

Paired Differences
95% Confidence
Interval of the
Difference
Mean
Pair 1

Mcq7
PRE Mcq7
POS

Std.
Deviation

Std. Error
Mean

Lower

Upper

t

df

Sig. (2tailed)

3.43
1.72

.65

-5.16

-1.98

-5.499

6

.002**

7.00

** significant at the level of 0.05 (2-tailed)

In the 13-participant group who sat Set B and then Set A, the result of the analysis
showed a similar direction. The participants seemed to perform better in the posttest in all
three categories. First, the mean of the global ideas pretest scores was 0.00 but the mean of
the global ideas posttest scores was 0.6923. The mean of the posttest scores was better than
that of the pretest score at a statistically significant level of 0.022 (see Table 7.8c). The mean
of the pretest scores was 0.00 because no participant could provide any correct global ideas
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although some of them tried to provide some answers. This was similar to what happened
with the 7-participant group.
Second, the mean of the specific details pretest scores was 1.615, while that of the
specific details posttest scores was 4.384. The mean of the specific details posttest scores was
better than that of the specific details pretest scores at a statistically significant level of 0.010
(see Table 7.8c).
A similar tendency also revealed itself in the comparison of the multiple-choice
scores. The mean of the multiple-choice pretest scores was 6.00, while that of the multiple
choice posttest scores was 8.92. The mean of the multiple choice posttest scores was better
than that of the multiple choice pretest scores at a statistically significant level of 0.00 (see
Table 7.9c).
In summary, the results demonstrated that the participants in this group performed
better in the posttest than in the pretest. They scored higher in the posttest in all three aspects
of the test. The difference was also at a statistically significant level in all aspects. All related
tables of each analysis are presented below.
Table 7.8: 13-participant Group: Global Ideas and Specific Details Pretest and Posttest Comparison a) Paired sample
statistics; b) Paired samples correlations; c) Paired samples test
a) Paired Samples Statistics

Mean
Pair 1
Pair 2

GI13PRE

N

Std. Error
Mean

Std. Deviation

.0000

13

.0000

.0000

GI13POS

.6923

SP13PRE

1.6154

13

.9473

.2627

13

1.8947

SP13POS

.5255

4.3846

13

4.3882

1.2171

b) Paired Samples Correlations
N
Pair 1
Pair 2

GI13PRE &
GI13POS
SP13PRE &
SP13POS

Correlation

Sig.

13

.

.

13

.721

.005
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c) Paired Samples Test

Paired Differences
95% Confidence
Interval of the
Std.
Difference
Std.
Error
Deviation
Mean
Lower
Upper

Mean
Pair 1

GI13PRE GI13POS

t

df

Sig. (2tailed)

.0000
.9473

.2627

-1.2648

-.1198

-2.635

12

.022**

3.2953

.9140

-4.7606

-.7779

-3.030

12

.010**

.6923
Pair 2

SP13PRE –
SP13POS

1.6154
4.3846

** significant at the level of 0.05 (2-tailed)
Table 7.9: 13-participant Group: Multiple Choice Pretest and Posttest Comparison a) Paired sample statistics; b) Paired
samples correlations; c) Paired samples test
a) Paired Samples Statistics

Mean
Pair 1

N

Std. Deviation

Std. Error
Mean

Mcq13PRE

6.00

13

2.16

.60

Mcq13POS

8.92

13

2.25

.62

b) Paired Samples Correlations
N
Pair 1

Mcq13PRE &
Mcq13POS

Correlation
13

.496

Sig.
.084

c) Paired Samples Test

Mean
Pair 1

Mcq13
PRE Mcq13
POS

Paired Differences
95% Confidence
Interval of the
Std.
Std.
Difference
Deviatio
Error
n
Mean
Lower
Upper

t

df

Sig. (2tailed)

6.00
2.22

.61

-4.26

-1.58

-4.756

12

.000**

8.92

** significant at the level of 0.05 (2-tailed)

From the statistical analysis using the Independent-Samples T-test procedure (2tailed), it could be seen that the participants in both groups performed better in the posttest
than in the pretest in almost all aspects of the comparison. Their scores were much higher in
the posttests than in the pretests in both groups. Both groups sat different sets of posttests but
they all seemed to perform better. Consequently, the improvement in the scores should be the
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result of their improved ability in understanding the listening clips. The result would indicate
that the participants’ listening comprehension was improved after they had been exposed to
the CELL Listening program for a certain period of time. They could provide more correct
answers in all three kinds of evaluations: global ideas, specific details, and multiple choices.
One interesting point that needs to be discussed is the improvement in the global ideas
scores. The participants’ scores improved from 0.00 to 0.7143 and 0.6923 in the 7-participant
group and the 13-participant group respectively. Although their scores were better, the
improvement was not at a high level. They still scored quite low in the global ideas test when
compared with the other two kinds of tests. The scores of the specific details test and multiple
choices were much higher in the pretest and posttest. This would indicate that the global ideas
was a more complicated and difficult aspect for the participants to improve in. In order to
grasp the global ideas, learners required high-level processing. It was an inferential process
which included more than just recognizing individual words or phrases. It demanded better
ability to link all concepts together i.e. better understanding. In addition, they might not have
used functions of the program that gave them practice in linking all concepts and practicing
high-level processing. (The use pattern is examined in the latter part of this chapter to justify
this assumption.) Consequently, the improvement of the global ideas scores did not occur at a
high level.
7.5.2.2 Analysis based on the whole group of participants (20-participant group)
Another aspect of the analysis which was carried out was based upon the scores of all
twenty participants regardless of the order of tests they took. Their pretest scores and posttest
scores were compared by using the Independent-Samples T-test procedure (2-tailed) in all
three aspects: global ideas, specific details, and multiple choices.
In the case of the global ideas scores of the whole group, the mean of the posttest
scores was better than that of the pretest scores at a statistically significant level of 0.002 (see
Table 7.10c). The mean of the global ideas pretest scores was 0.00, but the mean of the global
ideas posttest scores was 0.70. The participants did not receive any marks in the pretest, yet
they were able to get some marks in the posttest.
A similar tendency toward strong improvement revealed itself in the comparison of
the specific details pretest and posttest. The results showed that the mean of the specific
details posttest scores was better than that of the pretest scores at a statistically significant
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level of 0.00 (see Table 7.10c). The mean of the specific details pretest scores was 1.10, while
the mean of the specific details posttest scores was 4.45. The participants seemed to improve
greatly in grasping the specific details of the listening clip. Their scores were much higher in
the posttest in this aspect. As mentioned above, specific details of text might be easier to
identify, so the scores were higher.
The last comparison was made between the scores of the multiple-choice pretest and
posttest. A similar trend was found in the results. The mean of the scores in the posttest was
better than that of the pretest scores at a statistically significant level of 0.00 (see Table
7.11c). The mean of the multiple-choice pretest scores was 5.10 while the mean of the
multiple-choice posttest scores was 8.25.
In brief, it could be observed that, overall, the participants’ scores were better in the
posttest than in the pretest. The improvements discovered in all three aspects of comparison
were at a statistically significant level. This would indicate that the participants performed
better in understanding the listening clip in the posttest than in the pretest. Their proficiency
in listening comprehension seemed to improve after being exposed to the CELL Listening
program. It could, therefore, be claimed that the CELL Listening program helped improve the
learners’ listening comprehension. Tables related to the three aspects of the comparisons are
provided below.
Table 7.10: The Whole Group Comparison of Pretest and Posttest: Global Ideas and Specific Details a) Paired sample
statistics; b) Paired samples correlations; c) Paired samples test
a) Paired Samples Statistics

Mean
Pair 1

Pair 2

Pretest GI
Total
Posttest GI
Total
Pretest SP
Total
Posttest SP
Total

N

Std. Deviation

Std. Error
Mean

.00

20

.000

.000

.70

20

.865

.193

1.10

20

1.683

.376

4.45

20

3.832

.857

b) Paired Samples Correlations
N
Pair 1

Pair 2

Pretest GI
Total &
Posttest GI
Total
Pretest SP
Total &
Posttest SP
Total

Correlation

Sig.

20

.

.

20

.556

.011
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c) Paired Samples Test

Paired Differences
95% Confidence
Interval of the
Difference
Std.
Std.
Error
Deviation
Mean
Lower
Upper

Mean
Pair 1

Pair 2

Pretest GI
Total Posttest
GI Total

t

Sig. (2tailed)

df

.00
.865

.193

-1.105

-.295

-3.621

19

.002**

3.216

.719

-4.855

-1.845

-4.658

19

.000**

.70

Pretest SP
Total Posttest
SP Total

1.10
4.45

** significant at the level of 0.05 (2-tailed)
Table 7.11: The Whole Group Comparison of Pretest and Posttest: Multiple Choice a) Paired sample statistics; b) Paired
samples correlations; c) Paired samples test
a) Paired Samples Statistics

Mean
Pair 1

Pretest
Mcq total
Posttest
Mcq total

N

Std. Deviation

Std. Error
Mean

5.10

20

2.337

.523

8.25

20

2.337

.523

b) Paired Samples Correlations
N
Pair 1

Pretest
Mcq total &
Posttest
Mcq total

Correlation
20

Sig.

.622

.003

c) Paired Samples Test

Mean

Paired Differences
95% Confidence
Interval of the
Difference
Std.
Std.
Error
Deviation
Mean
Lower
Upper

Pretest
Mcq
5.10
total 2.033
Posttest
8.25
Mcq
total
** significant at the level of 0.05 (2-tailed)

t

df

Sig. (2tailed)

Pair 1

.455

-4.102

-2.198

-6.928

19

.000**
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7.5.2.3 Analysis based on the proficiency levels of participants
When the scores of the participants in the three different ability levels (high, middle,
and low) were analyzed in order to seek out the difference of each proficiency level in each
test, interesting results were revealed. The comparison was carried out by a One-way
ANOVA procedure because three groups of different proficiency levels were compared in
various aspects. The difference would be considered to be at a statistically significant level if
it was at the level of 0.05 or lower.
First, the scores of the global ideas pretest and posttest were analyzed. A comparison
between the scores of the global ideas pretest of each proficiency level could not be produced
since all of them scored zero. The scores of the global ideas posttest of each different ability
level revealed a difference but the difference was not at a statistically significant level; the
difference was at a level of 0.387 which was higher than 0.05 (see Table 7.12a).
Second, the scores of the specific details pretest and posttest were compared. The
mean of the scores of the specific details pretest of each different ability level was different at
a statistically significant level of 0.016 (see Table 7.12a). When multiple comparisons were
examined, the result showed that the high-ability group (Group 1) performed better than the
intermediate (Group 6) and the low-ability group (Group 12) at a statistically significant level
of 0.019 and 0.013 respectively (see Table 7.12b). This meant that the high ability group
scored much higher than the two other groups. However, when Group 1 was compared with
Group 6 and 12, students in Group 1 scored higher than those in Group 12.
The mean of the scores of the specific details posttest of each different ability level
was different but not at a statistically significant level. The difference was at the level of
0.055 (see Table 7.12a). This meant that the difference between the three groups was
minimal. However, when multiple comparisons were made, the result showed that the highability group (Group 1) performed better than the low-ability group (Group 12) at a
statistically significant level of 0.033 (see Table 7.12b). This meant that Group 1 still
outperformed Group 12 although Group 12 scored better. This also indicated that all groups
improved in their posttest, so the comparison was not at a significant level. This showed that
the program could improve all the proficiency levels of all participants but that Group 1
gained more understanding of spoken text after being exposed to the program because of their
frequent use and high ability.
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Third, when the scores of the multiple-choice pretest of each level were analyzed, the
results showed that the difference in the means of the pretest scores was not at a statistically
significant level. The value of the difference was at the level of 0.219. When the scores of the
multiple-choice posttest of each level were analyzed, it was found out that the difference was
now at a statistically significant level of 0.013 (see Table 7.13a). When multiple comparisons
were examined, the results showed that the high-ability group (Group 1) performed better
than the low-ability group (Group 12) at a statistically significant level of 0.005 (see Table
7.13b). The rest of the multiple comparisons of the other pairs were not at a statistically
significant level. This revealed that they all performed better but that the difference between
each group was still large. Group 1 also performed better when compared with the other two
groups. All related tables of all analyses are presented below.
Table 7.12: Three Proficiency Levels in Pretest and Posttest: Global Ideas and Specific Detail a) One-way ANOVA; b)
Multiple comparisons
a) One-way ANOVA

Pretest GI Total

Between Groups
Within Groups
Total

Pretest SP Total

Posttest GI Total

Posttest SP Total

Sum of
Squares
.000

df
2

Mean Square
.000

.000

17

.000

.000

19

Between Groups

20.611

2

10.306

Within Groups

33.189

17

1.952

Total

53.800

19

Between Groups

1.500

2

.750

Within Groups

12.700

17

.747

Total

14.200

19

Between Groups

80.650

2

40.325

Within Groups

198.300

17

11.665

Total

278.950

19

F

Sig.
.

.

5.279

.016

1.004

.387

3.457

.055
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b) Multiple Comparisons
LSD

95% Confidence Interval
Dependent
Variable
Pretest SP
Total

Posttest GI
Total

Std.
Error
.779
.736

Sig.
.019
.013

Lower
Bound
.38
.50

(I) Student's
group
1

(J) Student's
group
6
12

6

1

-2.022*

.779

.019

-3.67

-.38

12

.033
-2.056*
-.033

.846
.736
.846

.969
.013
.969

-1.75
-3.61
-1.82

1.82
-.50
1.75

.600

.482

.230

-.42

1.62

1
12
1

.500
-.600
-.100
-.500

.456
.482
.523
.456

.288
.230
.851
.288

-.46
-1.62
-1.20
-1.46

1.46
.42
1.00
.46

6

.100

.523

.851

-1.00

1.20

3.867

1.905

.058

-.15

7.89

4.167*
-3.867

1.800
1.905

.033
.058

.37
-7.89

7.96
.15

.300

2.068

.886

-4.06

4.66

-4.167*
-.300

1.800
2.068

.033
.886

-7.96
-4.66

-.37
4.06

12

1
6

1

6
12

6
12
Posttest SP
Total

Mean
Difference
(I-J)
2.022*
2.056*

1

6

6

12
1
12

12

1

6
* The mean difference is significant at the .05 level.

Upper
Bound
3.67
3.61

Table 7.13: Three Proficiency Levels in Pretest and Posttest: Multiple Choice a) One-way ANOVA; b) Multiple
comparisons
a) One-way ANOVA
Sum of
Squares
Pretest Mcq
total

Between
Groups
Within Groups
Total

Posttest Mcq
total

Between
Groups
Within Groups
Total

df

Mean Square

16.967

2

8.483
5.108

86.833

17

103.800

19

41.494

2

20.747

62.256

17

3.662

103.750

19

F

Sig.

1.661

.219

5.665

.013
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b) Multiple Comparisons
LSD

95% Confidence Interval
Dependent
Variable
Pretest Mcq
total

Posttest Mcq
total

Mean
Difference
(I-J)
1.000
2.167

Std.
Error
1.261
1.191

Sig.
.439
.087

Lower Bound
-1.66
-.35

Upper Bound
3.66
4.68

(I) Student's
group
1

(J) Student's
group
6
12

6

1

-1.000

1.261

.439

-3.66

1.66

12

1.167
-2.167
-1.167

1.369
1.191
1.369

.406
.087
.406

-1.72
-4.68
-4.05

4.05
.35
1.72

2.178

1.067

.057

-.07

4.43

1
12
1

3.278*
-2.178
1.100
-3.278*

1.009
1.067
1.159
1.009

.005
.057
.356
.005

1.15
-4.43
-1.34
-5.41

5.41
.07
3.54
-1.15

6

-1.100

1.159

.356

-3.54

1.34

12

1
6

1

6
12

6
12

* The mean difference is significant at the 0.05 level.

In summary, the pretest and posttest scores were compared in three dimensions: the 7participant group and 13-participant group; the whole group; and the different level groups.
They were compared in global ideas, specific details, and multiple choices using the
Independent-Samples T-test procedure (2-tailed) and One-way ANOVA. The results revealed
that the posttest scores were better than the pretest scores in all aspects. Although the
difference was not at a statistically significant level in all comparisons, the majority of them
were. The question of whether the posttest was easier than the pretest could be eliminated
because the students took different sets of posttests and most of them scored higher in the
posttests. In these circumstances, it could be claimed that the improvement resulted from
exposure to the CELL Listening program, which provided them with an opportunity to
practice listening comprehension through various functions. Consequently, their listening
comprehension was better so they could understand the listening clip better. The CELL
Listening program helped improve the participants’ grasp of the spoken text for both global
ideas and specific details. Although the global ideas scores were not improved at a great level,
they showed a tendency toward improvement. The results also showed that all participants
benefited from the program since their scores were better, but Group 1 seemed to benefit most
from the program, perhaps because of the way they dealt with the program and their high
proficiency level.
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7.5.3 Log files
As mentioned, an observation of the use patterns of each participant was one of the
objectives in this research project. The information included the names of the users, the
detailed information of the login time and date, the buttons that they utilized and the time they
worked with each button, the chunks they selected or use of the Right-click function, and the
answers they input into the program.
The purpose of electronically keeping track was to discover the patterns of use for the
program. The functions that they employed most and the buttons they considered helpful
could be worked out by looking through each recorded log file. This was a useful way to
scrutinize the participants’ learning behavior because it was very reliable as a source of
information. They could be interviewed or requested to write down the functions they
employed but they may not be able to provide full details of their use pattern. They might also
provide the information that they thought was suitable instead of saying what actually
happened. With this logging mechanism, all information was recorded without involving any
personal decisions. Besides, this mechanism was very helpful in expanding the data bank of
predicted wrong answers. The answers they input into the program were recorded in detail so
the data bank could be easily formulated. This would help to improve the program in the
future.
For the whole use period, around 500 log files were created and recorded. A few log
files were lost in the very beginning stage because of the power supply problem referred to
previously, but this should not severely affect the data collection. An example of a part of a
log file is presented below (see Figure 7.1). Generally, the name of the participant appeared
on the top of the file for the purpose of classification. However, in the example given below
the name on the top of the file and on the first line of the file was intentionally deleted to
protect his/her identity.
The information that could be retrieved from this log file was that this participant used
the program on the 23rd of September 2003 at ten o’clock 24 minutes and 48 seconds. Lesson
seven was utilized at this time. He/she started by selecting the starred version of the transcript.
He/she then selected an Audio-visual clip type and highlighted a very long chunk. Although
the highlighted chunk was in the starred version, the text version was also provided directly in
the log file for easy tracking and comparison by the reader. The Audio-visual clip type was
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selected and the <Play> button was clicked. The <Stop> button was clicked. A smaller chunk
was selected and the <Normal> button was clicked to play that particular chunk. He/she
transcribed that chunk. The <Judge> button was clicked to submit the answer. The answer
typed in was recorded. He/she provided the correct number of characters but some characters
were incorrect. This could be seen from a comparison of the typed-in answer and the text
version of the chunk. The correct letters replaced the starred version in the transcript. He/she
re-selected a smaller chunk inside the chunk originally selected. The <Normal> button was
clicked three times to receive the input. He/she reselected the chunk again and clicked the
<Normal> button. It could be seen that this participant did not look at the transcript of the
clip. He/she preferred to work with the starred version to listen to the selected chunk with the
<Normal> button. The <Guess> button was also utilized.
Each participant created a different number of log files in total. Some used the
program more often, so more log files were created. However, some worked with the program
less frequently but the length of use was longer. The detailed information presented in each
file was then different. All log files of all participants were carefully examined. The purpose
was first to seek out a common use pattern for each participant. A common use pattern for all
of them was then aimed for, after information in the first stage had been discovered. A
detailed summary of the use pattern of each participant is presented in the following section.

Figure 7.1: A sample page of a log file
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7.5.3.1 Use pattern of each participant and recommendations to improve the use
7.5.3.1.1 Participant 1
There were 21 log files for this particular participant. He/she employed the program
for a long period each time. He/she always worked from the starred version. He/she usually
selected a very large chunk first and then listened to it by using the <Normal> button. Later
he/she started to employ the <Slow> button. He/she then made use of either the <Normal> or
<Slow> button with the chunk. The <Filtered> and <Fast> buttons were utilized sometimes
after the <Normal> button was applied. However, the utilization was at a very minimal level.
After listening to the selected chunk, he/she selected a smaller chunk inside the chunk
originally selected. The <Guess> button was then used to transcribe the small chunk. The
texts were selected in order from the beginning to the end.
After he/she used the <Guess> button, in an attempt to fill up the whole transcript,
he/she listened to the whole text by using the <Normal> button. The clip was played from the
beginning to the end. The Right-click function was also employed in providing support for the
transcription skill. The <Exercice> button was fully utilized after the whole text was listened
to or filled in. The <Transcription> button was employed but at a minimal level, when
compared with the use of the <Guess> button. He/she seemed to prefer the <Guess> button. If
the transcription of a chunk through the <Guess> button was not completed after several tries,
he/she skipped it first and came back to work on it later.
This participant should try to avoid focusing too much on the word level through the
<Guess> button. Other functions should be utilized.
7.5.3.1.2 Participant 2
There were twenty files for this participant. He/she utilized the program for a very
long period each time. He/she seemed to try to finish the whole lesson at one time. He/she
usually started by listening to the whole clip. The Sound only or Audio-visual clip type was
often selected. After listening to the whole clip, he/she selected the starred version of the
transcript. Big chunks were selected from the starred version. He/she listened to them by
using the <Slow> button. A small chunk inside the chunk originally selected was then
selected and the <Guess> button was then utilized. The <Slow> button was again employed to
listen to the small chunk.
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Later, there were attempts to use the <Normal>, <Fast>, <Filtered>, and <Noisy>
buttons in listening to the small chunk but the utilization was not large in number. The
<Normal> and <Fast> buttons were generally used when he/she would like to listen to the
chunk. If he/she would like to transcribe by using the <Guess> button, the <Slow> button was
always utilized several times. The texts were selected in order from the beginning to the end.
If he/she could not provide the correct transcript, the words were skipped first but he/she
usually returned to do the transcription through the <Guess> button. The text version and the
Right-click function were selected sometimes for support when he/she used the <Guess>
button.
Participant 2 should not receive input only from the <Slow> button. Other clip types
should be used to provide different aspects of chunks. Focus on the word level should be
minimized.
7.5.3.1.3 Participant 3
Twenty log files were collected under the name of this participant. He/she always
listened to the whole clip by utilizing various functions at the beginning. The Sound only,
Video only, Audio-visual, Filtered, Slow, Fast, and Noisy version were usually utilized in
listening to the clip. After the whole clip was played, the starred version of the transcript was
selected. Chunks were then highlighted from the starred version. The <Guess> button was
employed in combination with the <Normal> button and then the <Slow> button. At the
beginning stage, the texts were not selected in order from the beginning to the end. The texts
were randomly highlighted. No pattern could be formed. This might be because he/she
focused only on the words that he/she did not understand and would like to check his/her
understanding of those words through the <Guess> button.
However, in the later log files he/she changed the use pattern by selecting the text
according to the order in the text. The Right-click function was sometimes used when the
<Guess> button was employed. He/she seemed to seek out support from the meaning of the
words in working on the transcript, so the <Guess> button was utilized, and the
<Transcription> button was then employed. Several chunk numbers were selected and the
<Chunk> button was used. The <Context> button was not utilized at all. He/she used the
function of predicted wrong answers many times. The <SOS> button was minimally
employed. The <Exercice> button was clicked at the end of each lesson after he/she had
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worked with the <Transcription> button. All exercises were gone through. A lot of answers
were input to the program.
Participant 3 was quite good at frequently using the different functions in the program.
However, if he/she had explored the <Transcription> button, it would have been better. It
would have given him/her a different way to approach the spelling skills.
7.5.3.1.4 Participant 4
Around 50 log files were collected. However, he/she seemed to run the program for
short periods each time. Sometimes he/she exited the program in only five minutes. He/she
then re-accessed the program by selecting a different lesson or the same lesson. Consequently,
a lot of log files were created and saved but with only a little information in each of them.
He/she began by selecting the text version. The text was shown while the Audio-visual
version was played. After that, he/she selected long chunks and listened to them from the
<Slow> button. Sometimes the whole transcript was selected and he/she listened to it through
the <Slow> button. The chunks were selected from the text version. Then the starred version
was selected and the <Guess> button was utilized. The <Slow> button was frequently clicked
to listen to the selected chunk. At the beginning the text was not selected according to the
order of the text. He/she seemed to select the chunk that he/she was not certain about and tried
to transcribe it but he/she did not always transcribe the chunk but just listened to the Slow
version of the chunk.
The Right-click function was used frequently while the <Guess> button was selected.
The <Exercice> button was used after he/she had listened to the whole clip and tried the
<Guess> button of some chunks. There was an attempt to use the <Transcription> button but
only a few answers were typed in after the <Chunk> button was played. Most of the time
he/she just listened to the chunk without supplying any transcript. The <Understand?> button
was used at a very minimal level. Incomplete answers were input into the program. He/she
exited this function very quickly. A lot of notepad files were created. He/she sometimes kept
the Thai translated version of the transcript there. He/she also typed in the English transcript
in the notepad.
Participant 4 should stop using the text version while listening to the clip. He/she
ought to be reminded that reading skills were being practiced instead of listening
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comprehension. He/she should also learn to take a risk in guessing the chunk; testing his/her
hypotheses by writing down what he/she thought he/she had heard would be more helpful.
7.5.3.1.5 Participant 5
Around 26 log files were collected from this participant. He/she listened to the whole
clip by using the Audio-visual clip type at the beginning. Then the starred version was
selected. The chunks were selected and the <Fast>, <Noisy>, and <Filtered> buttons were
clicked. After that, the <Guess> button was selected. Chunks were highlighted and the
<Slow> and <Fast> buttons were clicked. He/she tried to transcribe the chunk with support
from the fast and slow version. Several answers were input into the program. The <Normal>
button was also employed but at a minimal level. He/she did select the chunks according to
the order in the transcript. However, the selected chunks were not next to each other. He/she
highlighted a chunk and skipped a few words before selecting another chunk. The selection
was not in a serial order. He/she might only focus on the words that he/she was not certain of
and would like to check the spelling of the words.
The <Volume> button was clicked in each use of the program. The Right-click
function was utilized very frequently to seek out the meaning of the vocabulary items. He/she
attempted to access the <Transcription> button but the utilization was not completed. He/she
used the <Chunk> button. The <Context> button was also employed. However, he/she did not
show any attempt to type in the answer. The <Transcription> button was only used to listen to
the chunks. There was an attempt to open up the <Notepad> button. Three notepad files were
created but nothing was recorded.
Participant 5 should try to listen to the normal mode of input in combination with the
<Slow> and <Fast> buttons. The <Exercise> button should be worked with more to test the
understanding of the clip.
7.5.3.1.6 Participant 6
This participant created 26 log files. He/she always selected the starred version and
listened to the whole clip by utilizing the Sound only function. After that, the text version was
selected. Chunks were highlighted from the text version. The <Normal> and <Slow> buttons
were clicked to listen to the selected chunks. The <Fast>, <Noisy>, and <Filtered> buttons
were applied sometimes. However, the main function employed was the <Slow> button. The
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chunks were selected in order from the beginning to the end of the text. Small chunks inside
the chunks originally selected were selected to listen to with the <Slow> button. The text
version of the transcript was frequently utilized.
The Right-click function was employed frequently. The <Transcription> button was
also selected from time to time. He/she did not always type in the transcript after the chunk
was played. The <Context> button was made use of to provide support. It is important to note
that he/she attempted to employ the <Notepad> button to write down the important
vocabulary items learnt from the lesson. The meanings of the vocabulary items were not
typed in. The files were used to record the items only. The <Rec>, <St>, and <Cmp> buttons
were utilized to a great degree.
Participant 6 should avoid using only the <Slow> button. The text version should not
always be used when listening to the clips. Other levels of support should be selected from
time to time.
7.5.3.1.7 Participant 7
Only ten log files of this participant were collected. He/she started by listening to the
whole clip by utilizing various functions. All clip types (Video only, Sound only, Audiovisual, Filtered, Video and Filtered, Slow version, Fast version and Noisy version) were
selected to listen to spoken texts in many aspects. He/she then selected the starred version of
the transcript. Chunks from the starred version were selected and the <Slow> button was
clicked. The <Slow> button was the main source utilized. The <Guess> button was selected
from time to time. He/she did not always employ the <Guess> button to transcribe the chunk
after he/she listened to the chunk through the <Slow> button. The <Rec>, <St>, and <Cmp>
buttons were employed. However, it seemed that he/she did not explore other functions of the
program such as the <Exercice> and <Transcription> buttons.
Participant 7 should utilize other clip types in listening. He/she should not make use of
only the <Slow> button all the time.
7.5.3.1.8 Participant 8
Twelve log files were collected in this participant’s name. He/she ran the program for
more than one hour each time. The information included in each log file was very extensive.
He/she began by selecting the starred version of the transcript. The whole clip was played
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through the Audio-visual version. He/she then highlighted chunks and listened to the chunks
through the <Slow> button. The <Slow> button was mainly used. Large chunks were
highlighted for listening to through the <Slow> button first. The <Guess> button was then
selected and small chunks inside the chunk originally selected were highlighted. It was then
listened to through the <Slow> button again. The chunks were selected in order from the
beginning to the end of the text. The participant tried to transcribe most words in the
transcript.
Later, he/she sometimes switched to the text version to look at the transcript and then
switched back to the starred version to continue the transcription. The switching happened
frequently towards the end of the use period. The <Noisy> button was sometimes selected but
only at the beginning. However, later on it was frequently selected together with the <Slow>
button. The Right-click function was occasionally chosen. The <Exercise> button was utilized
after he/she finished trying to transcribe the text. All exercises in each lesson were completed.
Participant 8 should minimize the use of the <Slow> button. Switching to the text
version in order to get help with the transcription skills should be reduced by using other
kinds of support in the program such as the starred version or other clip types.
7.5.3.1.9 Participant 9
Nineteen log files were collected under this participant’s name. He/she listened to the
whole clip by selecting the Sound only or Audio-visual clip type. Sometimes both functions
were employed to listen to the whole clip at the beginning. Then the starred version was
selected. Chunks from the starred version were highlighted and the <Slow> button was
selected to play the selected chunks. The chunks were highlighted from the beginning to the
end of the transcript. After he/she listened to the whole text with the <Slow> button, he/she
selected the text version and highlighted chunks again. This time the chunks were listened to
with the <Normal> button.
After he/she finished listening to the whole text in two approaches, the <Exercice>
button was frequently selected. The <Transcription> button was fully used. Several chunk
numbers were selected and various chunks were input into the program. He/she employed
both the <Chunk> and <Context> buttons to retrieve support. He/she was very persistent in
getting the chunks correct. He/she went through all ten attempts in doing the transcription.
Sometimes the <SOS> button was selected before the tenth attempt was reached. The
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<Volume> button was utilized sometimes. The <Notepad> button was regularly employed in
each lesson. A translation of the global ideas he/she came across in each lesson was jotted
down.
Participant 9 attempted to use various functions all the time. Different kinds of support
were frequently employed, which was very good. However, he/she should try to listen to the
clip without any support after having listened to various clip types.
7.5.3.1.10 Participant 10
Thirty log files were collected for this participant. A few files were missing because of
the blackout. He/she was diligent and hard-working. He/she spent more than an hour in each
login. He/she listened to the whole clip by using various functions such as Video only, Sound
only, and Audio-visual. He/she repeatedly listened to the clip at the beginning. Then the
starred version was selected. Chunks from the starred version were highlighted and the
<Normal> button was selected to play the chunk. Small chunks inside the chunk originally
selected were selected and the <Guess> button was used. The <Normal> or <Slow> buttons
were selected to play the small chunks. The Right-click function was selected when he/she
tried to transcribe chunks. The chunks were selected in order from the beginning to the end of
the text. The <Fast> and <Filtered> buttons were sometimes selected. However, after a few
weeks of use he/she did not frequently employ the <Slow> button.
If he/she could not transcribe the selected chunks, a few words before and after the
chunks were selected. The <Normal> button was utilized to provide him/her with the context.
He/she also skipped some chunks that could not be transcribed after several tries. He/she then
returned to work on the skipped chunks. The <Exercice> button was selected after the whole
text was listened to. All exercises in the button were completed. The <Rec>, <St>, and
<Cmp> buttons were frequently employed towards the end of the use period.
Participant 10 used the program in a good way. The <Slow> button was utilized
minimally toward the end of the research period, which showed that he/she reduced the
support in listening to the clips.
7.5.3.1.11 Participant 11
Ten log files were collected for this particular participant. He/she selected various
functions such as the Slow version, and Audio-visual version to listen to the whole clip at the
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beginning. The clip was repeatedly played in various clip types from the beginning to the end.
Then he/she selected the starred version of the transcript. Chunks were selected from the
starred version and the <Slow> button was selected to play the chunks. Small chunks inside
the chunk originally selected were then selected and the <Guess> button was used. The
<Slow> button was employed to play the small chunk. He/she always utilized the <Slow>
button when seeking input. The chunks were selected in order from the beginning to the end
of the text. The series of <Rec>, <St>, and <Cmp> buttons were worked with sometimes.
Participant 11 should try to make use of other clip types when listening to a chunk by
not focusing only on the <Slow> button.
7.5.3.1.12 Participant 12
Twelve log files were created by this participant. He/she did not use the program for a
long period each time. He/she selected the starred or text version of the transcript at the
beginning. The whole text was played through the Audio-visual version. Then he/she selected
the starred version if it was not selected. Chunks were highlighted. The <Slow> button was
then selected to play the selected chunks. Chunks inside the chunk originally selected were
then selected and the <Slow> button was used again. The <Guess> button was then utilized.
The chunks were selected in order from the beginning to the end of the text. He/she tended to
switch from the starred version to the text version to look at the words after several wrong
attempts in the <Guess> button. Then he/she switched back to the starred version and the
transcription continued. This switching frequently happened throughout the use period. The
<Exercice> button was employed after he/she had tried to fill in most words in the transcript.
Participant 12 should reduce the use of the <Slow> button and explore other clip types
in dealing with a chunk. The switching between the starred and text versions when dealing
with the transcription skills should be stopped. It should be pointed out to him/her that the
reason that he/she could ‘figure out’ the chunk correctly was that he/she looked at the text
version.
7.5.3.1.13 Participant 13
There were fifteen log files collected for this participant. He/she selected the starred
version of the transcript. Chunks were selected to listen to through the <Slow> button. After a
short time, he/she started to utilize the <Normal>, <Filtered>, and <Fast> buttons to listen to
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the chunks but the <Slow> button was employed most often. After the chunks were played,
the <Guess> button was selected for the transcription. The chunks were selected in order from
the beginning to the end of the text.
However, he/she tended to switch from the starred version to the text version to look
at the text after the chunks were played but before he/she attempted to transcribe the chunks.
The starred version was then retrieved to continue the transcription. He/she frequently did this
switching right from the beginning until the end of the trimester. The Right-click function was
also used when the <Guess> button was selected. The Notepad was sometimes opened up to
record new vocabulary items that he/she came across.
Participant 13 had a similar use pattern as Participant 12 so the same recommendation
should be provided.
7.5.3.1.14 Participant 14
Twenty-six log files were collected for this participant. He/she listened to the whole
clip by using the Audio-visual function at the beginning of each lesson. Then the starred
version of the transcript was selected. Chunks from the starred version were selected and
played through the <Slow> button. Sometimes the <Normal> button was selected to play the
chunks. There were a few attempts to employ the <Guess> button after he/she listened to the
chunks. However, he/she seemed to focus on listening to the chunk rather than transcribing
them. This also happened when he/she used the <Transcription> button. Although the
<Transcription> button was frequently utilized, no answer was typed in. He/she just listened
to some chunks. The pattern of utilizing the <Transcription> button changed a little towards
the end of the research period, then, he/she started to type in some answers. Although only
one or two answers were typed in, attempts were made. He/she fully employed the <Chunk>
button. In some chunks the button was clicked more than ten times. The <SOS> button was
sometimes clicked. However, the <Context> button was not utilized at all.
Participant 14 should try to take a risk in guessing some chunks through the
<Transcription> or <Guess> buttons. It should be pointed out to him/her that by only listening
to the chunk without testing it could not prove that he/she understood the chunk.
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7.5.3.1.15 Participant 15
Eight log files were collected for this participant. He/she had lost his/her password for
some of the time. The starred version was selected at the beginning of the each lesson. He/she
then listened to the whole clip through the Sound only function. He/she selected chunks and
listened to the chunks through the <Slow> button. The <Normal> button was not used at all in
playing the chunks. The <Guess> button was selected occasionally for the transcription. If it
was selected, chunks inside the chunk originally selected were selected and the <Slow>
button was selected to play the chunks. The chunks were selected in order from the beginning
to the end of the text. He/she sometimes switched from the starred version to the text version
to look at the transcript. However, the switching did not occur as frequently as with some
participants.
Participant 15 should try to use other clip types and minimize the use of the <Slow>
button.
7.5.3.1.16 Participant 16
Around 52 log files were collected for this participant. He/she frequently ran the
program each week. The utilization period of each login was very long. Each log file collected
was very informative. He/she started by selecting the starred version of the transcript. He/she
then listened to the whole clip through the Audio-visual function. Chunks were then selected
from the starred version and the chunks were played through the <Normal> button. However,
the <Slow> button was sometimes selected but the main function employed was the
<Normal> button. The <Guess> button was selected after he/she listened to the chunks. Small
chunks inside the chunk originally selected were selected and they were played through the
<Normal> button. He/she sometimes selected the small chunks inside the chunk originally
selected in backward buildup format. However, this behavior pattern did not happen
frequently.
The Right-click function was employed when he/she attempted to transcribe the
chunks through the <Guess> button. The <Transcription> button was fully utilized. He/she
tried to type in the answers until the last attempt was reached. All ten attempts were
frequently used. He/she usually employed the <Chunk> button, the <Context> button was not
operated, but the <SOS> button was sometimes used. After all the lessons were gone through,
he/she started to explore all the lessons once again. This time he/she used the lesson
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differently. The starred version was not selected. He/she directly listened to the whole clip
through the Audio-visual function. The Sound only, Slow version, and Fast version were
sometimes selected but the main function selected was still the Audio-visual function. After
the clip was played, the <Exercice> button was selected. All the exercises were completed.
Participant 16 employed the program in many of its aspects. He/she returned to listen
to the clip again after utilizing other functions. It might be better if the <Understand?> button
was utilized more frequently through the research period.
7.5.3.1.17 Participant 17
Twelve log files were collected for this participant. Although only a few files were
collected, each file was very informative because he/she utilized the program for a long time
during each login, so the files collected were large. He/she started by selecting the starred
version of the transcript. The whole listening clip was played through the Audio-visual
function. Chunks were selected and played through the <Slow> or <Normal> buttons. He/she
selected both types of input for some of the chunks. Small chunks inside the chunk originally
selected were selected and played through the <Normal> or <Slow> button. The <Guess>
button was occasionally used. If it was utilized, both <Normal> and <Slow> buttons were
employed. However, it seemed that the focus was on listening rather than transcribing. The
Right-click function was frequently used when he/she listened to the chunks. The
<Transcription> button was sometimes employed, but the <Context> button was not used. A
few attempts were made to provide the answers. The <Exercice> button was selected and
after all exercises were completed, he/she re-listened to small chunks in the starred version of
the transcript through the <Slow> and <Normal> buttons.
Participant 17 was quite similar to Participant 16 in use patterns. However, more risks
should be taken by using the <Transcription> button to work out the meaning of chunks.
7.5.3.1.18 Participant 18
Fifty-five log files were saved for this participant. He/she listened to the whole
listening clip through various clip types such as Audio-visual, Slow version, Video only, and
Sound only. Then the text version was chosen and chunks were highlighted to play through
the <Slow> button. The <Normal>, <Filtered>, <Noisy>, and <Fast> buttons were sometimes
selected to listen to the same chunks several times. He/she would repeatedly listen to chunks;
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some chunks were listened to more than ten times through the <Slow> button. The <Guess>
button was employed from time to time. When the <Guess> button was selected, the <Slow>
button was often used in transcribing the chunks. The chunks were focused on individual
words; each word was selected at a time but not all words were selected for the transcription.
Also, they were selected in their order in the text.
The Right-click function was frequently opened. The <Exercice> button was utilized
and all exercises were completed. The <Transcription> button was sometimes employed and a
few answers were input to the program. It was noticed that he/she frequently used the <Rec>
button, which was generally employed with the <Normal> button. However, he/she
sometimes used the recording function with the <Slow> button.
Participant 18 should not operate only with the <Slow> button when he/she would like
to take a guess at a chunk. The focus on transcribing each individual word should be
eliminated because it did not help with comprehension of the whole clip. This fact should be
firmly pointed out to him/her immediately.
7.5.3.1.19 Participant 19
Twenty-four log files were collected for this participant. He/she selected the starred
version of the transcript and listened to the whole listening clip with various clip types such as
Sound only, Slow version and Audio-visual. The clip was repeatedly played at the beginning.
Then chunks were selected and listened to through the <Normal> or <Slow> function. At the
beginning, the <Normal> and <Slow> buttons were used frequently but later the <Slow>
button was used more often than the <Normal> button. Small chunks inside the chunk
originally selected were selected and the <Slow> button was used with the <Guess> button.
He/she sometimes switched from the starred version to the text version to look at the
transcript. The Right-click function was frequently employed and the <Exercice> button was
selected at the end of each lesson after he/she listened to the whole text through the chunks.
Participant 19 should reduce the use of the <Slow> button and stop looking at the text
version all the time. The starred version or no-text version should be used from time to time.
7.5.3.1.20 Participant 20
The log files created by this participant totaled nineteen. He/she listened to the whole
clip several times at the beginning by using various clip types such as Sound only, Video only
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and Audio-visual. At the beginning the Sound only version was employed but more clip types
were utilized at a later stage. Then he/she selected the starred version and highlighted the
chunks, which were played through the <Slow> button. However, later the <Fast>, <Noisy>,
and <Filtered> buttons were used very frequently. The <Guess> button was used from time to
time but not very often. If it was used, the chunk transcribed consisted of small chunks inside
the chunk originally selected, and it was played through the <Slow> button. The Right-click
function was employed very frequently in the middle of the use period. He/she tried to find
the meaning of all vocabulary items in the transcript. The <Exercice> button was employed
very often at the end of the lesson. The <Transcription> button was sometimes used but
he/she just listened to the chunks. No transcript was input to the program. However, after
using the program a few times, he/she started looking at the text version by switching between
the starred version and the text version during the use of the program.
Participant 20 should try to work out whether what he/she had heard was correct or
not by typing in some answers.
7.5.3.2 Common patterns among the participants
After the use pattern of each participant was reviewed, it could be seen that most of
them used the program in a similar way. A common use pattern among all participants could
be formulated. It was observed that most of them preferred to listen to the whole clip at the
beginning of each lesson. The clip types frequently employed in listening were Audio-visual
and Sound Only. Although other clip types were selected, the frequency of selection of these
clip types was not very high. The listening process was usually carried out with the starred
version instead of the text version. They preferred to use the stars in helping them
comprehend chunks. The ability to listen to a particular chunk also seemed to be very much
appreciated. They always selected chunks and listened to them with the <Slow> or <Normal>
button.
The <Guess> button was regularly employed. They seemed to prefer to work on the
transcription through the <Guess> button. Most of them listened to a large chunk first with the
<Normal> or <Slow> button. Then the <Guess> button was employed to transcribe a small
chunk inside the chunk originally selected. This may be done because they would like to
create a context in listening for themselves before they started to focus on and transcribe a
particular chunk. They generally listened to the small chunks with the <Slow> button. Some
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of them used the <Normal> button but at a very minimal level. The chunks were generally
selected according to the order of the text i.e. from the beginning to the end of the text. Most
of them tried to transcribe most words in the transcript by working on it little by little. Some
words were skipped after a few trials of incorrect transcription. However, most of them
returned to work on the skipped words after they reached the end of the transcript.
The Right click function was selected to help them gain a better understanding of the
words when they attempted to transcribe the chunks. The <Exercice> button was frequently
used at the end of each lesson after they had already listened to the text in various ways, that
is, they listened to the whole text and listened to each particular chunk they had selected.
They were keen to test their understanding of the clip through the exercises.
It was very obvious that only few participants used the recording function. The
<Notepad> button was used but little information was recorded in it. The <Fwd> and <Bak>
buttons were hardly used. The <Understand?> button was not employed either. They did not
seem to want to check their understanding to see whether it was correct or not. The
<Transcription> button was not operated as frequently as the <Guess> button although they
both provided practice in transcription and spelling skills. This might result from the fact that
participants were not provided with support at the beginning of the task. They had to solve a
puzzle of how many words and characters there were in the chunk from the beginning. This
was different from the <Guess> button, which provided the starred version at the beginning.
Furthermore, they were required to get into the <Transcription> button to access the function,
while the <Guess> button was presented to them when they selected the starred version. They
may have preferred to accomplish tasks that did not require much effort and were easily
accessed. They might also feel that they wanted to focus on the chunk they selected for
themselves rather than spend time on pre-defined chunks that they seemed to have no clues
about.
In addition, most of the participants did not provide complete answers in Exercise I of
the <Exercice> button although the button was fully utilized. They tried to provide only a few
sentences. This might have an effect on the low improvement of their global ideas scores in
the posttest because this exercise directly provided them with practice in using their highlevel processing skills in extracting the global ideas. Therefore, when they faced the posttest,
they were not successful at this skill. Although they were more willing to provide answers
than they were in the pretest situation, their answers were not correct. Furthermore, all of
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them seemed to focus on working out meaning at the word level. They seemed to be
preoccupied with transcribing each word correctly, not with understanding the meaning of the
whole clip. Therefore, the meaning that they constructed seemed to be in a bits-and-pieces
form instead of overall meaning. This might result from practice that they had been involved
with all the time in the classroom. Emphasis was usually placed on vocabulary items and
grammatical rules. They consequently might form the idea that in order to understanding the
spoken text they had to know every single word in the text and combine the meaning of those
words by using the knowledge of grammatical rules. They then strongly focused on getting
and knowing every word in the transcript. They did not realize that in order to understand the
spoken text they needed to understand more than just the words.
7.5.4 Questionnaire
The questionnaire was distributed to them after the posttest. They were requested to
fill out the questionnaire honestly and individually in order to avoid peer influence and for the
researcher to receive useful information for future improvement of the program. They were
informed that the information would be used for research purposes only and did not have any
effect on their scores in posttests or those of English I. They would remain anonymous. The
questionnaire was composed of two main parts. Each part aimed to seek out different
information. They were labeled clearly as to what information was sought in each part. The
details of each part are analyzed and discussed separately in the following sections.
7.5.4.1 Part One
Part One of the questionnaire aimed to seek out personal information of the
participants. Eleven questions were included. They were asked to answer every question by
checking the most appropriate answers. Some questions could have more than one answer and
the instructions clearly specified that when it was the case. Furthermore, they were
encouraged to ask for more explanations if they did not understand any question or when any
doubt may occur.
Question 1: What is your field of study?
It was found that the participants were from various backgrounds. They could be
divided into four major fields of study. Fifteen percent of them were studying Engineering,
and 40 percent of them were in Agricultural Technology. Twenty-five percent of them were in
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Information Technology and the remaining twenty percent of them were in Public Health.
Although they were not equally spread out in four fields, the differences were not huge.
Question 2: How many years have you been studying English?
Forty percent of them said that they had been learning English for nine years or less,
while 35 percent of them claimed that they had been learning English for more than 9 to 10
years. Five percent of them said that the length of their English study was more than 11 to 12
years, while twenty percent of them declared that they had been exposed to English lessons
for more than 12 years. It was clear that they had been exposed to English in formal settings
for several years.
Question 3: What was your grade point average (GPA) for English in high school?
Generally, the four point scale is applied in the Thai high school system. Five percent
of the participants claimed that their grade point average in the English subject was 2.00 or
less, while twenty percent said that their grade point average was between 2.01 to 2.50.
Twenty-five percent of them stated that their grade point average was between 2.51 to 3.00,
whereas another 25 percent reported that theirs was between 3.01 to 3.50. The remaining 25
percent said that theirs were between 3.51 to 4.00. Their proficiency level in English seemed
to be at a high level according to formal evaluation. However, evaluation applied in the
classroom was usually in multiple-choice format and focused on reading comprehension.
Question 4: In your opinion, your level of ability in English is …
The question asked the participant to critically evaluate their English language ability.
Forty-five percent of them believed that their ability was moderate. Forty-five percent thought
that their English language ability was poor, while ten percent of them strongly believed that
their ability was very poor. They seemed to be very uncertain about their skills and might
under-evaluate their skills since it was common in Thai culture to be humble in talking about
one’s ability; it would be unacceptable to boast about one’s ability.
Question 5: You learn English by … (Tick more than one if applicable.)
Eighty percent of them said that they memorized vocabulary items. Only five percent
of them usually read materials written in English. Twenty-five percent of them claimed to
write letters or e-mails in English to friends as a means of practicing English. Fifty percent of
them reported that they listened to English radio programs or watched English television
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programs. Fifty-five percent of them declared that they memorized English grammatical rules.
Only twenty five percent of them said that they sought out opportunities to communicate with
foreigners when they could. Some of them reported some other methods such as listening to
English songs, reading any English advertisement billboards, reading English articles, using
the Internet, and having private English lessons after school hours.
It was clear that the two methods mostly applied by the participants in learning
English were memorizing vocabulary items and grammatical rules. This may be because they
believed knowing more vocabulary items and grammatical rules would help them understand
English better. This might result from the practice that they had normally had in schools. As
mentioned in Chapter One, learning English in Thailand mainly focused on the reading skills.
As a result, the vocabulary items and grammatical rules were emphasized and valued in the
classroom settings by teachers. This practice was strongly reflected in the methods that
participants regularly employed as the ways to improve their English skills.
Question 6: In your opinion, your English listening skills are …
This question required them to assess their listening skills in English. Twenty percent
of them believed that their listening skills were in the moderate level. The majority or 60
percent, reported that their skills were low, while another twenty percent said that their
listening skills in English were very low. Most students had a tendency to believe that their
listening comprehension was not at a satisfactory level. This might be because they did not
have frequent practice in it.
Question 7: When you practice listening in English, you would like to be able to … (Tick
more than one if applicable.)
This question intended to find more information from the participants on their
listening skills. Seventy percent of them preferred to be able to listen to the text as many times
as they wanted. Sixty percent would like to be able to listen and stop the listening clip
whenever they wanted. Seventy percent preferred to have an ability to select particular
phrases or words that they wanted to focus on. Sixty percent of them would like to be able to
have visual aids while listening. Seventy-five percent of them said it would be nice if they
could reduce the speed of the text when they could not understand what was going on in the
text.
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The three most popular options that they would wish to have available while listening
to the text were having an opportunity to listen to the text as many times as they wanted to,
being able to select particular phrases or words they wanted to listen to, and reducing the
speed of the text when they could not understand the text. The questionnaire also provided
them with an opportunity to suggest other methods in dealing with the listening text; however,
none of them suggested other methods. They seemed to prefer to have control over spoken
texts in the ways that they had not been provided in normal classrooms because they believed
that the methods might help them in understanding the oral texts better.
Question 8: How much experience have you had with computers?
This question was asked in order to check that they did not have any problem dealing
with computers when they had to use the program. Five percent of them declared that they
have been using computers for around one year. Twenty-five percent of the participants said
that they had had experience with computers for two years while the majority, or seventy
percent, claimed that they had been using computers for more than three years. This revealed
that all participants had used computers before. Consequently, none of them should have had
any problem dealing with the CELL Listening program in terms of computer skills like
double clicking, right clicking, or controlling the mouse.
Question 9: Which applications have you used? (Tick more than one if applicable.)
The result showed that 90 percent of them said that they always used the Internet
when they used computers. Eighty-five percent of them claimed that they used computer for
e-mailing purposes. Ninety percent of them said that they used a word processing program
such as Word 97, while 60 percent of them reported that they used the PowerPoint program;
55 percent of them said that they used the Excel program; fifteen percent of them reported
using some other programs such as Photoshop, multimedia programs, and video editing
programs. The three most popular functions that they were involved with were the Internet, Emailing and the word processing programs.
Question 10: In your opinion, your level of ability in using computers is …
Twenty-five percent of them said that they were good at using computers. Sixty
percent of them claimed that their skills were only at a moderate level while fifteen percent of
them said that their skills were very low. The question was meant to discover whether they
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would have any difficulty dealing with computers when they explored the program. This was
to limit the effect of computer skills on learning through the program. They seemed to be able
to cope well with computers.
Question 11: How much experience have you had in using Computer Assisted Language
Learning (CALL) programs?
Seventy percent said that they had never used any CALL programs before. The
remaining 30 percent claimed that they had used one or two CALL programs in the past. This
showed that only a few students had experience in using CALL programs in their study in
high schools.
From the above results, the participants were from a variety of backgrounds. They
represented different major fields and language abilities. They had been studying English for
several years but most of them believed their skills in English, particularly listening
comprehension, were at a low level. This might result from the fact that they were not
confident in dealing with English. They also seemed to be familiar with learning English
through memorizing vocabulary items and grammatical rules, which might result from the
way they were treated in school. This strongly affected their behavior in dealing with the
program by focusing on the word level and trying to transcribe most words in the transcript
through the <Guess> button. They all had experience in using computers before.
Consequently, they should not have any difficulties dealing with the program in terms of
coping with the machine.
However, most of them did not have any experience in being exposed to CALL
programs. It seemed that this CELL Listening program was their first experience in dealing
with CALL programs. Their ability to compare previously used programs and the one in the
project could not be sought. In addition, it might have been more useful for them if they had
been provided with more training sessions in order to familiarize themselves with the features
provided. This might have resulted in an increase in use and more functions employed.
7.5.4.2 Part Two
The second part of the questionnaire required the participants to rate their opinion
towards the Individualized CELL Listening program. A five-rating scale, which ranged from
Strongly disagree (1), to Disagree (2), Neither agree nor disagree (3), Agree (4), and Strongly
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agree (5), was employed. The meaning of each rating was clearly explained in detail to them.
They completed the questionnaire by ticking an opinion that applied to them in each
statement. They were asked to complete the survey individually without consulting one
another. However, they were informed that they could receive more explanation from the
researcher if they could not understand any statement. There were 21 statements in Part Two
of the questionnaire. The participants were required to rate their opinions for every statement.
The mean score of each statement based upon the five-rating scale was also calculated
and presented below. It reflected an opinion of the majority of the participants towards the
statement. The description of the mean score was based upon a numerical rating scale. A
score between 1 and 1.49 was considered to be equal to the value of 1 (strongly disagree);
1.50 to 2.49 was 2 (disagree); 2.50 to 3.49 was 3 (neither agree nor disagree); 3.50 to 4.49
was 4(agree); and 4.50 to 5.00 was 5 (strongly agree).
Statement 1: The instructions are clearly presented.
Five percent of them disagreed that the instructions were clear, while another five
percent of them neither agreed nor disagreed that the instructions was clear. Sixty percent and
30 percent of them agreed and strongly agreed respectively, on the clarity of the instructions
provided in the program. The mean score of the statement was 4.15. This showed that the
participants agreed that the instructions in the Individualized CELL Listening program were
clearly presented to them.
Statement 2: The icons used are appropriate and easy to understand.
Ten percent of the participants neither agreed nor disagreed that the icons used were
easy to understand. Fifty-five percent of them agreed with this statement, while 35 percent of
them strongly agreed with this concept. The mean score was 4.25, so the majority of the
participants agreed that the icons used in the program were easy to understand.
Statement 3: The feedback is easy to understand.
Ten percent of them disagreed that the feedback was easy to comprehend but five
percent neither agreed nor disagreed with this statement. Seventy-five percent agreed that the
feedback received was easy to understand while the remaining ten percent strongly agreed
with this idea. The mean score of this statement was 3.85, showing that the participants
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tended to agree that the feedback provided in the activities in the program was easy for them
to comprehend.
Statement 4: I feel that the feedback is useful and valuable.
Five percent of them disagreed that the feedback was useful while another five percent
neither agreed nor disagreed with this comment. Half of them, or 50 percent, agreed that the
feedback they received when doing the activities was useful for them, and 40 percent of them
strongly agreed with this statement. The mean score of was 4.25, which revealed that the
participants agreed that the feedback provided in the activity was useful for them.
Statement 5: The program offers a wide variety of listening texts.
Five percent of them disagreed that the program provided a variety of contents while
another five percent neither agreed nor disagreed with the idea. The majority, or 65 percent,
agreed that the contents provided in the program had a wide variety while 25 percent strongly
agreed with this idea. The mean score of the statement was 4.10, so apparently they agreed
that the program provided them with a wide variety of listening texts.
Statement 6: The content of the listening texts is interesting.
Ten percent of the participants disagreed that the contents were interesting while
another ten percent neither agreed nor disagreed with this idea. Sixty percent, however,
agreed that the contents provided were interesting for them, and twenty percent strongly
agreed that the contents were interesting. The mean score was 3.90, thus indicating that the
contents of the listening texts included in the program were interesting for them.
Statement 7: The content of the listening texts is useful.
Fifteen percent of them neither agreed nor disagreed that the contents were useful.
However, 50 percent agreed that the contents of the program were useful while 35 percent of
them strongly agreed with the concept. The mean score of the statement was 4.20. This
informed us that the participants agreed that besides being interesting, the content were also
beneficial for them.
Statement 8: The listening texts are of an appropriate length.
Only ten percent disagreed that the length of the contents was proper while 25 percent
of them neither agreed nor disagreed with the idea. Fifty-five percent agreed that the content
308

of each listening clip was of proper length and ten percent of them strongly agreed with the
idea. The mean score of the statement was 3.65, informing us that they tended to agree that
the content of each unit was of proper length.
Statement 9: The program provides different ways of listening to the texts.
Five percent of them disagreed with the statement. Fifty percent agreed that the
program included a variety of ways for them to listen to a clip. Forty-five percent strongly
agreed with this idea. Questions with a similar content were asked again in the latter part of
the questionnaire in order to discover the consistency and reliability of the answer. The mean
score was 4.35, showing that they thought that the program provided them with a variety of
ways to choose to listen to a clip.
Statement 10: The functions provided for listening to the texts are useful.
Five percent of them neither agreed nor disagreed with the idea. Fifty percent of them
agreed that the provided functions were useful in listening while 45 percent strongly agreed
with the concept. The mean score of the statement was 4.40, meaning that various functions
provided in the program were considered useful in listening to a clip.
Statement 11: I have control over the pace of activities.
Ten percent of them disagreed with the idea while five percent neither agreed nor
disagreed that they had the control. Fifty-five percent agreed that they were in control of the
pace in using the program while 30 percent strongly agreed with this. The mean score was
4.05, indicating that they agreed that they were the ones who controlled the pace in using the
program.
Statement 12: I have control over the sequence of activities.
Ten percent neither agreed nor disagreed that they could control the sequence in using
the program. The majority of them, or 65 percent, agreed that they had control over the
sequence of the program while 25 percent strongly agreed with this concept. The mean score
was 4.15, so the participants agreed that they were in control of the sequence in using the
program.
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Statement 13: The fonts are easy to read.
Ten percent disagreed that the fonts were easy to read while five percent neither
agreed nor disagreed with the statement. Sixty percent agreed that the fonts used were easy to
read while 25 percent of them strongly agreed with the idea. The mean score of the statement
was 4.00, which revealed that the fonts used in the program seemed to be easy to read.
Statement 14: The sequencing of the program is appropriate.
Thirty percent neither agreed nor disagreed with the appropriateness of the
sequencing. Fifty-five percent agreed that the program was sequenced appropriately while
fifteen percent strongly agreed with the statement. The mean score of the statement was 3.85,
thus indicating that the sequencing of the program was generally appropriate for them.
Statement 15: The program can be used without teacher supervision.
Five percent of them disagreed that they could use the program without teacher
supervision while fifteen percent neither agreed nor disagreed. Fifty percent agreed with the
idea while 30 percent strongly agreed with the statement. The mean score was 4.05, showing
that they could use the program without teacher supervision.
Statement 16: The program can be operated without any difficulty.
Ten percent disagreed that they could operate the program without any difficulty while
fifteen percent neither agreed nor disagreed. The largest group, or 40 percent, agreed with the
idea that there was no difficulty in operating the program while 35 percent strongly agreed.
The mean score was 4.00, revealing that they thought they could operate the program without
any difficulty.
Statement 17: I feel comfortable using the program.
Twenty percent disagreed that they felt comfortable using the program while another
twenty percent neither agreed nor disagreed. Forty-five percent agreed that they felt
comfortable using the program while fifteen percent strongly agreed that they did feel
comfortable. The mean score was 3.55, which showed that the participants tended to agree
that they felt comfortable when they used the program, but the tendency was not firmly
conclusive.
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Statement 18: The program can accommodate my learning styles.
Five percent disagreed that the program could accommodate their learning styles
while another five percent neither agreed nor disagreed. However, the vast majority, or 70
percent, agreed that their learning styles could be accommodated by the program while twenty
percent of them strongly agreed. The mean score of the statement was 4.05, thus indicating
that the program seemed to be able to accommodate their learning styles.
Statement 19: I feel that the program can help me to improve my listening skills.
Five percent disagreed that the program could improve their listening skills while
another five percent neither agreed nor disagreed. The majority, or 60 percent, agreed that
their listening skills could be improved after they had used the program while 30 percent
strongly agreed. The mean score of the statement was 4.15, showing agreement that the
program could help them improve their listening skills.
Statement 20: The program allows me to listen to the texts in various ways.
Five percent disagreed that the program allowed them to listen to the text in various
ways while fifteen percent neither agreed nor disagreed. Fifty-five percent agreed that they
were given various ways to listen to the text while 25 percent of them strongly agreed. The
answer showed a similar trend to that found in Statement 9. Most participants agreed that the
program allowed them to listen to a listening clip in various aspects. The mean score was
4.00, revealing agreement that the program allowed them to listen to the texts in various ways.
Statement 21: I have used the program more often than this study required.
Twenty-five percent strongly disagreed with the statement while 35 percent disagreed
that they used the program more often than this study required. Thirty percent neither agreed
nor disagreed about the use time. Five percent agreed that they used the program more often
than the study required while another five percent strongly agreed. The mean score was 2.30,
which revealed that they disagreed that they had used the program more often than the study
required.
The result revealed quite a similar finding to what the researcher found out from
observation and the login time recorded by log files. Certain students would come and use the
program regularly each week but some students would come and use the program in some
weeks and then did not come for some weeks.
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Statement 22: The program allows me to explore different ways of listening.
Five percent disagreed that the program allowed them to explore different ways of
listening while another five percent neither agreed nor disagreed. The majority, or 60 percent,
agreed that different ways were provided for listening while 30 percent of them strongly
agreed. The mean score was 4.15; this informed us that they agreed that the program allowed
them to explore different ways of listening.
The finding showed a similar trend to the results revealed in the ninth and twentieth
statements, which asked a similar question in different wording. It conclusively revealed that
most participants realized that they were offered with various options in listening to a clip.
Statement 23: I would like to use the program again in the future.
Five percent thought they would not use the program again while twenty percent
neither agreed nor disagreed. Forty percent agreed that they would use the program in the
future while 35 percent strongly agreed that they would use the program again. The mean
score was 4.05, thus showing that the participants generally agreed that they would like to use
the program again in the future if they were provided with a chance.
The following table (Table 7.14) summarizes the correspondence of each scale in each
statement in percentages and in frequency (in brackets) and the mean scores of each
statement.
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Table 7.14: The result of Part Two of the questionnaire presented in percentages and in frequency (in brackets) and the mean
score of each statement.

Statement Strongly
disagree
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23

25 (5)
-

Disagree

5 (1)
10 (2)
5 (1)
5 (1)
10 (2)
10 (2)
5 (1)
10 (2)
10 (2)
5 (1)
10 (2)
20 (4)
5 (1)
5 (1)
5 (1)
35 (7)
5 (1)
5 (1)

Neither
agree nor
disagree
5 (1)
10 (2)
5 (1)
5 (1)
5 (1)
10 (2)
15 (3)
25 (5)
5 (1)
5 (1)
10 (2)
5 (1)
30 (6)
15 (3)
15 (3)
20 (4)
5 (1)
5 (1)
15 (3)
30 (6)
5 (1)
20 (4)

Agree

Strongly
agree

Mean

60 (12)
55 (11)
75 (15)
50 (10)
65 (13)
60 (12)
50 (10)
55 (11)
50 (10)
50 (10)
55 (11)
65 (13)
60 (12)
55 (11)
50 (10)
40 (8)
45 (9)
70 (14)
60 (12)
55 (11)
5 (1)
60 (12)
40 (8)

30 (6)
35 (7)
10 (2)
40 (8)
25 (5)
20 (4)
35 (7)
10 (2)
45 (9)
45 (9)
30 (6)
25 (5)
25 (5)
15 (3)
30 (6)
35 (7)
15 (3)
20 (4)
30 (6)
25 (5)
5 (1)
30 (6)
35 (7)

4.15
4.25
3.85
4.25
4.10
3.90
4.20
3.65
4.35
4.40
4.05
4.15
4.00
3.85
4.05
4.00
3.55
4.05
4.15
4.00
2.30
4.15
4.05

From the analysis, it may be seen that the majority of the participants had good
attitudes towards the CELL Listening program in several aspects although a few of them
seemed to reveal negative or indifferent attitudes in some statements. Most of them agreed
that the program provided various and useful functions in dealing with the listening clips.
They believed that the program presented them with varieties of interesting and useful
listening clips. They thought that the program could be employed easily without teachers’
supervision. The program also supported their learning styles since it offered various
functions to explore. Most of them also believed that the program helped improve their
listening comprehension.
However, they did not agree that they used the program as frequently as they were
required to do although they seemed to want to utilize the program again if they were
provided with an opportunity. They also perceived that the program was interesting and
helpful. The results of these points seemed to conflict with one another. It would be very
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interesting to find out the cause of the low frequency in use time because it might be related to
some characteristics of the program that prevented them from using it or a procedure in the
project. It was intended to find out in the interview section whether it resulted from the
characteristics of the program, the research procedure, or external factors that might be
preventable. This would lead to a better design of a research project in the future.
7.5.5 Interview
The purpose of the interview was to cross check some information from the
questionnaire in order to find out whether items were consistent or not. It also aimed to
discover some in-depth information that could not be asked in the questionnaire. A set of
questions was utilized as a guideline in talking to the participants. Some impromptu questions
were created to draw more explanation from them. The interviews were tape recorded but the
machine was placed out of sight to reduce any possible anxiety.
The interview was conducted in Thai by the researcher. Each of them was interviewed
individually in a quiet room. They were encouraged to express their opinions openly. They
were advised that their opinions were going to be used to develop and improve the program.
Finally, eighteen main questions were applied in the session. The details and results of each
question are presented in the following section.
Question 1: How many years have you been studying English?
Ten of the participants, or 50 percent of them, had been studying English in a formal
setting for nine years and fifteen percent (three students) had been learning English for ten
years. Their English lessons began when they were in Pratomsuksa 4 (at the age of nine). One
student had been learning English for eleven years. He/she started English lessons when
he/she was in Pratomsuksa 3 (aged eight years). Another ten percent (two students) had been
exposed to English lessons for thirteen years, beginning to study English when they were in
Pratomsuksa 1 (aged six). Ten percent (two students) had been learning English for sixteen
years. They started their English lessons when they were in kindergarten.
Another ten percent of them were in a different situation. They had been learning
English for eleven years. However, their lessons were not continuous. They began their first
lesson of English when they were in kindergarten and continued for three years but they no
longer had the lessons when they started their Pratomsuksa 1 because they moved to new
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schools. They resumed their lessons again when they were in Pratomsuksa 5 (aged ten). The
reason for the break was that most public schools in Thailand provided the English lessons at
the level of Pratomsuksa 3 or 5, whereas the majority of private schools offer the lessons at
the kindergarten level or Pratomsuksa 1.
The information received presented a similar trend as that retrieved in the second
question in Part One of the questionnaire. However, the interview sought out more details in
terms of when they started their English lessons. This revealed that they had been studying
English for quite some time, but their scores in the pretests seemed to be rather low when
compared with the length of exposure to English.
Question 2: Do you like studying English?
The question attempted to discover their overall opinion on the subject of studying
English. Fifty-five percent of them (eleven students) showed a good attitude towards learning
English. They thought it was beneficial because much information available at present was in
English. Some of them said that it was an international language that could be used to
communicate and discuss with several people from various nationalities. They also believed
that English was very important for daily lives and it was nice for them to learn about another
culture. Besides, if they would like to get a good position in organizations, knowing English
was a necessity for them.
On the other hand, 45 percent of them (nine students), or almost half, did not like
learning English. Their reasons for their dislike were that English was very difficult to study.
Although they had been learning English for several years, they still could not understand
English well and always got low scores on the tests. One of them further explained that the
dislike came from the fact that the English teacher who taught him/her was very strict. Four of
them further clarified that it was not a useful subject because English was not used in
everyday life. They did not think they should spend time with this subject.
Question 3: Could you tell me how you usually study English?
This question intended to discover the techniques that they normally utilized when
they studied English. They reported several methods that they applied when they tried to
study English. The most prominent method that was mentioned by fourteen of them (70
percent of the students) was memorizing vocabulary items and grammatical rules. They
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thought that it was a beneficial and a crucial way to study English since it would help them
understand the English language better. Fifteen percent of them (three students) stated that
they frequently used the Internet and email because they could have a chance to practice
reading and writing English. Another fifteen percent of them (three students) mentioned that
they studied English by reading the ‘Student Weekly’ newspaper, a newspaper specially
created by the Bangkok Post for students in high schools. They also said that they tried to
watch soundtrack movies and listen to English songs. However, they mentioned that they
always read the subtitle provided in the movie in order to follow the dialog. The information
revealed a similar trend discovered in the questionnaire; they seemed to put a lot of emphasis
on the vocabulary items and grammatical rules with a belief that it was beneficial in helping
them understand English. They also focused on the reading skills. This might be because of
the normal practice in the classroom.
Question 4: How do you normally practice your listening comprehension?
Seventy percent of them (fourteen students) reported that they sometimes watched
English soundtrack movies and listened to English songs. However, most of them said that
they usually looked at the subtitle of the movies or read the lyrics of the songs when they
watched the movies or sang along with the songs because they would like to understand what
was going on in the movies or songs. They would feel bored and give up if they could not
understand the story. Some of them said that they tried to look up every vocabulary item in
the lyrics in order to fully understand the meaning of the songs. After that, they tried to
combine the meaning of each word to understand the story. One student said that he/she used
to listen to a commercial English teaching tape when he/she was in the Pratomsuksa level.
This was done with his/her sister’s encouragement. However, he/she stopped a long time ago
after his/her sister left to work in Bangkok.
Thirty percent of them (six students) reported that they hardly ever or never practiced
listening comprehension. They just practiced listening comprehension in the classroom with
their teachers. Some of them said that listening comprehension was very difficult and they
could not understand what was going on when they listened to a text. Two of them claimed
that it was no use to practice the listening skills because these skills were not useful for a
normal daily life. They would never have to listen to English. All of them said that the skill
they normally practiced was reading. Listening comprehension was covered but at a very
minimal level. This fully revealed the common practice found in most schools. Reading was
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the major focus in the curriculum and it received a lot of attention from teachers. Listening,
on the other hand, was not the major concern in most teaching and learning situations
although it was claimed to be a part of the curriculum.
Question 5: When listening to an English text, what do you usually do when you do not
understand it?
All of them reported a similar technique. They would listen to the text many times if
they did not understand. This might be a result of the common practice that their teachers had
used before. Teachers always kept playing the cassette or video tape to learners. However, all
of them said that if they listened to the text around five times and they still could not
understand the text they would give up, move on to the next part and ignore what they did not
understand. Forty percent of them (eight students) further explained that they would look at
the speaker’s mouth or gestures and the visual help in order to guess what the story was about.
One student said that he/she would ask the speaker to speak slowly so he/she could
understand. Fifteen percent of them (three students) said that they would look at the text if it
was provided.
Question 6: Have you ever used any CALL programs? If yes, which program were they
and could you please describe them?
Sixty percent of the students (twelve students) reported that they had never used any
CALL program before. The first program they used was the program proposed in this
research. They usually listened to English through cassette tapes controlled by teachers in
class or by themselves in the ELRU. Twenty-five percent of them (five students) said that
they used a program in English I. Their teachers in English I suggested to them to access
particular websites and listen to texts and answer the comprehension questions that followed.
One program introduced to them was created by one of the instructors. However, it was not
compulsory to use it. As a result, most students including the participants did not use it.
Fifteen percent (three students) said that in high schools they had used some computer
programs but all of them were created with the purpose of teaching reading and grammatical
rules. The result seemed to be similar to the one elicited in Question 11 of Part One of the
questionnaire.
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Question 7: Is this program similar to or different from the programs you have used
before? How?
The question was asked only of the eight participants who had declared that they had
used some computer programs. They said that those programs only allowed them to play,
pause and stop the clips. However, the Individualized CELL Listening program provided
them with more functions so they could listen to the texts in various ways, which they thought
were very interesting and useful. They also mentioned that they could listen to a particular
chunk or word they wanted without having to play the clip from the beginning. This feature
attracted them enormously.
Question 8: Do you use this program similarly or differently from the other CALL
programs you have used before? How?
The question was asked of the same eight participants above. They reported that they
were more involved with the CELL Listening program since it was more interesting and
provided various ways to listen. They enjoyed using the program because they could explore
many aspects of a text. On the other hand, they said that other CALL programs they used
were dull and they lost their interest in using them after a short period because they could not
access the programs in other ways except to play, pause, and stop the passages.
Question 9: How often do you use this program?
Fifteen percent of them (three students) reported that they came to the ELRU to use
the program about one hour a week. Fifty percent of them (ten students) claimed that they
used the program around two hours a week. The rest, or 35 percent (seven students), said that
they used the program around 3-4 hours a week. The results supported the finding of
Statement 21 of Part Two of the questionnaire. It was also in line with the trend of the results
collected by the log files.
They were further asked why they did not frequently use the program. Many reasons
were given. The main problem was that they had a heavy study schedule and they were
assigned a lot of homework every day so they needed time to study and finish their regular
homework. They thought that more time should be allocated to major subjects such as physics
and chemistry since they were more important. Some of them reported that their teachers,
including one group of English I, sometimes scheduled extra classes so they did not have time
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to use the program. Some said that the center was far from their residences so they did not
want to come. A few of them claimed that their study timetable each day finished very late
and the center was closed when they wanted to use the program.
The researcher further asked them whether they were informed and encouraged by
their teachers about the use of the program or not. Some of them, especially Group 1, reported
that the teacher always made an announcement in every class to remind and encourage them
to use the program, so they were eager to use the program very regularly. They also believed
that the program would be useful because the teacher encouraged them to use it. Some of the
students, on the other hand, claimed that the teachers had never talked about the use of the
program in class. Consequently, they sometimes forgot to use the program because they were
very busy with their normal learning schedule. They also said that they believed that they had
already had enough English input because their teacher often scheduled extra classes. They
thought that they did not have to spend time on it since it had no relationship with their
normal English subject.
Question 10: Do you think you have control over the program? How?
Ninety-five percent of them (nineteen students) thought that they had control over how
to use the program. They were provided with a variety of ways to deal with the listening clips.
They were provided with various supports such as the starred version and the Help function.
They were not forced to proceed in one direction. They could control the sequences in using
the program. However, one student declared that he/she did not have enough control. He/she
did not know what to utilize first and what to choose next. Clear instructions and guidance
should be given to him/her on how to use the program.
Question 11: What is your opinion about the layout of the program?
Ninety-five percent of the students (nineteen students) said that the layout was good.
The color used was very attractive and drew their attention. The buttons and icons were
arranged nicely so they could be accessed easily. The buttons were consistent in location so
they were easy to utilize. This made them want to use the program. One student said that the
quality of the layout was just at an average level. This also correlated with the result revealed
in Statement 2 of Part Two of the questionnaire, which showed that, in all, 90 percent of the
participants strongly agreed and agreed that the icons in the program were very satisfactory
and easy to understand.
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Question 12: What is your opinion about the content of the program?
Seventy percent of them (fifteen students) said that they liked the contents provided in
the program. They said that the contents were provided in a variety of ways in terms of clip
nature, difficulty levels and length. They could listen to many kinds of clips. Some of them
said that the clips were very interesting and fun to listen to. They said that the clips were very
useful. One student said that the content was just all right but it would be better if songs were
provided. However, fifteen percent of them (three students) said that the clips were too
difficult for their level and the vocabulary items were too difficult. They would never have to
listen to these types of content in their real lives. Ten percent of them (two students) claimed
that the content of the program was too serious. They would like to listen to the content which
was lighter and funnier. They preferred easier clips.
Question 13: What functions in the program do you think are useful for you?
All of them reported similar ideas. They all said that the Selection function, a variety
of clip types provided to listen to one clip, the <Guess> button, and the starred version were
usually employed and perceived to be useful. They all said that the functions helped them to
move on when they got stuck with a clip. The functions also provided them with several
aspects to listen to the clip.
However, when asked which function was the most useful, 40 percent (eight students)
said that the Selection function made the program beneficial and interesting to them. They
enjoyed the freedom of selecting only a particular chunk to listen to and repeating that chunk
as many times as they wanted, without having to listen to the whole text. Twenty-five percent
of them (five students) said that they liked to use the <Guess> button because they could
check whether the words they heard were correct or not. They also felt in control of the
program because they were the ones who selected what they wanted to deal with. They were
asked about the <Transcription> button. They explained that they felt it was more difficult to
use and it did not provide them with the word boundaries at the beginning. This justified the
assumption made in the analysis of log files. They preferred the <Guess> button to the
<Transcription> button because of its simplicity and support.
Twenty percent of them (four students) reported that various clip types such as Slow,
Fast, and Noisy version were very useful because they could listen to the clip in various ways
and this bettered their listening skills. They preferred to use the <Slow> button when they did
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not understand the text. They claimed that it gave them time to process the chunk and then
they could understand the chunk by listening to the Normal version.
One student said that an ability to look at the starred version of the transcript was very
helpful because it was like having some guidelines in listening to the text and he/she did not
feel lost. Another student said that listening to the Sound only version of the clip was very
helpful because it was a way that he/she could really check his/her listening skills since he/she
could not guess from the pictures. A third student said that the <Transcription> button was
helpful because it helped him/her check whether he/she had listened correctly or not. The
button also provided him/her with a context of a chunk which could help when he/she got
stuck.
Question 14: What is your overall opinion about the program? Reasons.
The majority of the participants revealed a good attitude towards the program. Eightyfive percent of them (eighteen students) said that they thought the program was very nice and
provided them with a lot of nice features. They said that they felt as if they were in control of
using the program. Some of them said that it was a very interesting program and the features
of the program attracted them. Some of them believed that it considerably helped improve
their listening skills. They claimed that the first few times they used the program they hardly
understood the clips but after a certain period of use they gained more understanding of a clip
and felt very comfortable in using the program. Some of them reported that their listening
scores in the exam improved from using the program.
Two students said that the program was nice but it would be better if a variety of
contents was included such as songs. They believed that it would make the program more
interesting for many students. However, one student said that he/she did not like the program
because it was too difficult. The contents clips provided were too serious. He/she could not
understand the stories of the clips. The vocabulary items were also too difficult and he/she
had never seen the words before.
Question 15: Do you think you will ever use this program again if you get the
opportunity to do so? Why?
Seventy-five percent of them (fourteen students) said that they would use the program
again if they had a chance. They believed that the program helped improve their listening
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skills. Moreover, the program was interesting and provided them control in using it. Some of
them said that they hardly had a chance to practice listening skills so this would be a good
opportunity for them. However, they explained that they did not use the program frequently
enough this time because of the time constraints. Fifteen percent of them (three students) said
that they would use it provided that their study schedules were not too heavy. They said it
would be appreciated if they could use it during a trimester break. However, the remaining
fifteen percent (three students) said that they would not use the program again. They said that
the content of the program was too difficult and not interesting. They did not feel attracted to
use it again. They also mentioned that it was not important to focus on English or listening
comprehension.
The result seemed to reveal a similar trend to that discovered in Statement 23 of Part
Two of the questionnaire. Seventy-five percent of them who stated they would use the
program again were further asked whether they would like to utilize it in a collaborative way
or not. They all declared that they preferred to use it by themselves without having to
cooperate with their peers. They felt that they could test and explore the program the way they
prefer. They could try out the answers they thought correct without having to consult or
compete with anybody. They could also focus better when working in their personal styles.
This supported the concept underlying the proposed program, which presumed that learners
preferred to use the program on their own.
Question 16: In your opinion, have your listening skills improved after using this
program? If they have improved, what functions have helped?
Seventy percent of the students (fourteen students) strongly agreed that their listening
skills had greatly improved after using this program. They believed they could understand
more when they listened to English texts or when their teachers communicated with them in
English in the classroom. They also had more confidence in dealing with English. Twentyfive percent of them (five students) said that their listening skills had improved but only up to
a certain level. They said that the program helped them but not very much. However, they
believed that this might result from the fact that they did not use it frequently enough so their
listening skills did not improve a lot. One student said that he/she did not think his/her skills
had improved; the contents were too difficult to understand and were not useful. The findings
were similar to those of Statement 20 of Part Two of the questionnaire. The results in the two
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separate data collection methods seemed to support each other in terms of their perception in
the capacity of the program.
They were further asked which function they thought helped them. Fifty percent of
them (ten students) said that a variety of clip types such as Slow, Fast, Audio-visual, and
Noisy helped them a lot. They could listen to a clip differently. They could use the Slow
version to focus on the clip. They could also compare the same chunk in different ways.
Twenty-five percent of them (five students) said that the <Guess> button helped improve their
listening skills because they could listen and check whether the words they thought they heard
were correct or not. Fifteen percent (three students) said that the Selection function was very
useful for them because they could focus on a particular piece of information. One student
said the <Transcription> button was very useful because he/she learned to listen to
meaningful chunks and the context of the chunks was also provided for support. The
remaining student did not comment on this issue because he/she did not find the program
useful. It was interesting that the mentioned helpful functions were similar to those discovered
in Question 13 although the percentage of distribution was not exactly the same.
Question 17: Do you think this program suits your learning style or not? If yes, how? If
not, why not?
Seventy percent (fourteen students) said that the program suited their learning styles
because they liked to have freedom to explore the program. They felt that they were in control
of using the program by choosing what they wanted to explore. They were not forced to do
certain things at a certain time. However, fifteen percent (three students) said that the program
did not quite suit them because they would prefer to have more guided instructions from the
teacher/researcher. They preferred to be told what to do at a certain time. Otherwise, they
would not be enthusiastic to use the program. They felt that they had no goal in using the
program. Another fifteen percent (three students) did not think the program suited them
because they thought the contents were too complicated and difficult to understand. This
seemed to be in a similar trend as in Statement 19 of Part Two of the questionnaire.
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Question 18: Is there anything, not included in this program, which you would like to
have available? Please specify.
The majority of them, or 80 percent (sixteen students), asserted that the program was
very good and they did not think any function should be taken out. They thought that all
functions were useful and they could support different individuals in different aspects. They
stated that each person may need different functions depending on the levels and the learning
styles of each individual. Consequently, they suggested that all functions should remain in the
program.
However, twenty percent of them (four students) said that the <Rec> button should be
taken out of the program because they hardly used it. They said that they did not have
confidence in pronouncing a word in the lab. They were afraid of making mistakes and being
laughed at by their friends. They said they might use the button if they used the program alone
without having their friends sitting next to them.
For an improvement, 25 percent (five students) said that the program would be better
if they could save it. They would like to be able to come back to use the program at the point
they stopped last time. It would not waste their time and they would enjoy using the program
more. Twenty-five percent (five students) suggested that they wanted to see a bigger screen. It
would be easier to read the text and see the video and they would enjoy it a lot more. This
group was informed that an attempt to make the screen bigger was conducted in several ways
during the developmental period. However, a solution could not be reached during that time.
The best screen size developed was the one presented to them. However, the recommendation
would be registered as one of the priorities in adjusting the program because it seemed to
affect the learning process in the students’ point of view.
One student said that it would be convenient if learners could jump between the units
without having to login again. They sometimes wanted to change the unit but it took a bit of
time since they had to logout and login. One student said that it would be convenient if they
could always hit the <Enter> key or click the <Submit> button to submit their answers.
Another 30 percent (six students) said that they would like to have more grammatical
explanation included in the contents. They believed that they would learn a lot more if it was
provided. The rest of them, or ten percent (two students), said that they had no suggestion to
make concerning more functions that should be included.
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It could be seen that the majority of the students put a lot of emphasis on the learning
of grammatical rules. This might be because they perceived that it was a method to help them
understand the spoken texts. They seemed to submerge themselves in the process of getting
grammatical information and focusing on the word level most of the time.
To sum up, it could be seen that the results of the interview corresponded with the
information extracted in the questionnaire. This consistency check confirmed the validity of
the information in both forms of data collection. The results showed that the participants had a
positive attitude towards the CELL Listening program. Most of them believed that the
program was useful and helped improve their listening comprehension. Along with the
various functions that were available, some interesting features were suggested for inclusion
in order to make the program more useful and attractive to users. The majority of them still
revealed the attitude that grammatical rules were strongly valued in their perception because
they requested to receive more information on the rules in every lesson. They believed that it
played a crucial role in helping them understand the spoken texts.
The cause of low frequency of use, which the researcher intended to find out in the
interview, produced an interesting discovery. Students claimed that they had heavy learning
schedules. They also preferred to focus on their normal schedule and other core subjects such
as physics and chemistry first so they could not manage to come and use the program often.
Some of them also revealed negative attitudes towards English including listening
comprehension. They did not think that it was important and they would not make use of it in
their real lives. Some reported that the contents were too difficult so they did not want to use
the program. Some also did not receive any encouragement from the teachers, so they thought
the program might not be helpful and they should not waste their time with it. These
combined factors might make them less eager to use it. They did not recognize the direct and
immediate benefit of English so they did not put any effort into trying to use the program
frequently enough.
These attitudes should be rectified. This should be done urgently because it strongly
affected their behavior and how they prioritize things. It should also be pointed out to them
that grammatical rules and meaning of each individual word should not be their main focus,
since knowledge of the two things does not always help them understand the oral texts. They
should focus their attention on the meaning of the whole text. Furthermore, it should be
explained to them that they should not expect to face only easy tasks. They should be strongly
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advised that working on easy things does not help better their listening comprehension. They
should not direct their learning based on what they feel very comfortable with. They have to
work on complex spoken texts because these are what they have to confront in their real lives.
They should be encouraged to commit themselves to the program in order to see its effects on
their proficiency levels. More training sessions might be needed to present them with the
variety of functions included in the program. They might feel more familiar with the program
and be willing to explore it more frequently.
7.6 Conclusion
From the statistical analysis of various tests, it is clear that there was no negative
effect of the program on the participants’ performance. A claim could confidently be made
that the CELL Listening program helped improve their listening comprehension. It could be
seen that the participants’ scores were better in almost all aspects of comparison. The
improvement was revealed in both the regular tests developed by the lecturers of SUT and the
tests developed by the researcher. In the regular English I tests, the students scored better than
their peers at the same proficiency level. They also performed better in the posttest created for
this research.
The improvement was at a statistically significant level in all comparisons except for
the global ideas tasks. In this task, the statistical improvement showed a positive trend but not
at a great level. The participants’ scores were improved but were still a little low when
compared with other kinds of comprehension checks. This might be because the task was
more difficult since it required high-level processing. Using word-level processing did not
support the ability to identify global ideas.
It is important to point out here that the participants seemed to focus too much on the
word level. From the information of log files, most of them usually tried to transcribe and get
every individual word in the transcript correctly. They spent most of their time in the program
with the <Guess> button. Their minds seemed to be fixed upon the word level. Their behavior
in decoding each single word might result from the perception that understanding each
individual word in the clip equaled the ability to understand the listening clip as a whole.
They then focused upon bottom-up knowledge in understanding the clip. Actually, what they
understood were bits and pieces of the clips. This attitude also revealed itself in the
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questionnaire and interview, where learners pointed out that they valued knowledge of
vocabulary items and grammatical rules.
Moreover, they did not seem to have enough practice in extracting the global ideas.
They did not provide enough answers in Exercise I of the <Exercice> button, which directly
required them to work out the global ideas. They seemed to go through the exercise quickly
by providing only a few sentences. This was very different from the attention they paid to the
word level, where they were very persistent in working out the correct words. It was clear that
the two trends of behavior might lead to low improvement of ability in the global aspects of
comprehension.
Consequently, learners should be taught that understanding a listening clip requires a
process of utilizing both bottom-up and top-down knowledge. Decoding every single word
and knowledge of grammatical rules in the clip does not mean that they can understand the
listening clip. This should be strongly emphasized from the very beginning and should help to
prevent learners from focusing upon only the bottom-up level of processing, the way they did
in the experiment.
Their attitude towards learning English and understanding spoken English should be
rectified immediately, as well, since it affected the amount of time they allocated for learning.
Some did not realize the importance of English so they did not put much effort into using the
program. They did not think it was as important as other core subjects, especially physics and
chemistry. That rectification should be performed immediately by pointing out to them that it
is an important subject in terms of their career and that they have to pay attention to it and
frequently practice their English language skills.
Students should also be encouraged to explore more functions in the program. They
seemed to employ a limited number of functions basically the functions they felt comfortable
with such as the <Slow> button. It should be pointed out to them that the exploration of the
program needs to be carried out with a critical understanding of their strengths and
weaknesses. They should not deal with the tasks that always give them comfort. A certain
level of risk might need to be taken when learning. More training sessions might be needed to
make them feel at ease with the program. Some adjustments on the program as recommended
by the students might need to be made to enhance the usefulness of the program. For example,
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a greater variety of clips, such as songs, might be incorporated and a larger screen size might
be created.
This result also affected the level of desirable freedom which students enjoy. It might
not be the best idea to present learners with a very open system, especially learners in the
current Thai language teaching atmosphere/context, and particularly this group of students
(technical-minded students with other priorities), because they will tend to fall back on their
belief systems. Some of them even requested to be given more specific guidance, although in
a sense this is a cultural issue too where students in that Thai system will do what they are
told and put off exercising their freedom of choice. Therefore, total freedom might not always
be a good idea when learners are not ready. At this stage, they might have to be given a
recommended path/sequence for using the program. For example, they should be told to try to
listen to the oral texts in different aspects and then check their understandings with the
<Understand?> button since it involves the concept of global ideas.
It should also be pointed out to them that this is not a compulsory step for them to
follow. It is, however, a suggested sequence based on research which might provide them
with a more effective way of approaching the program. At the same time, they should also be
taught to be critical in their learning process. They should be encouraged to be aware of their
strengths and weaknesses and how they should approach a task in order to give them a better
result in learning. This might have to be done before a totally free choice can be truly
provided to them.
The results of the project also shed some light on the theory of language teaching and
learning. It is clear and even desirable that students should be provided with an opportunity to
work with authentic, complex materials from the very beginning of their learning. A variety
of spoken texts with different accents should be presented to learners. Teachers should stop
providing them with simplified texts in the hope that it will help them. Giving them authentic
materials is not a burden but a must which prepares them to deal effectively in real
communication and be successful outside the classrooms. The results of the experiment
showed that students who were always involved with simplified, short spoken texts could not
cope well with complex materials and seemed to get lost when dealing with them. However,
when they were provided with an opportunity to deal with authentic texts, they could
eventually feel at ease coping with and understanding them.
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Moreover, the importance of vocabulary items and grammatical rules, which receive a
lot of value in normal classrooms at present, should be minimized since this practice seems to
mislead learners into perceiving that those two things were the most valuable for helping them
to understand spoken texts. This will prevent learners from fixating only on word level
approaches to understanding, and will prevent wastage in time and effort.
More importantly, well-designed CELL programs can have, potentially, a major
impact on classroom practices. With this technology, the teaching of listening comprehension
can be moved out of face-to-face mode in normal classrooms into a self-access mode.
Learners can develop listening skills in a self-access center, at their own pace and at any time
they want to. They can then engage in more intensive practice, are involved more in language
activities and receive more input and more feedback. In that scenario, class time can be
allocated to activities that still require more interaction between teachers and learners and this
can lessen teachers’ burden so as to enable them to function more efficiently and more
effectively.
The last chapter will describe how the context for this thesis was set. A description of
the literature review of listening comprehension theories is briefly presented. The four
theoretical frameworks underlying the developed program will be touched upon. The
procedure of the experimental project and evaluation of the project, both qualitative and
quantitative, will be reviewed and some suggestions on future direction for language teaching
will be discussed.
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CHAPTER 8: CONCLUSION AND SUGGESTIONS
8.1 Conclusion
Listening comprehension is an important skill that plays an important role in language
teaching and learning. It has started to receive some attention after having been relatively
neglected. However, it urgently deserves more attention from several parties because it has
been affected by traditional methods practiced around the world as well as in Thailand.
Learners are provided with an opportunity to listen to clips which are claimed to be ‘natural’
and to contain characteristics of ‘real speech’. In fact, these clips are frequently artificial and
created for the purpose of teaching and learning language. The passages are often slow and in
complete sentences, and in general, when they are not understood, learners are merely given
the chance to listen to the clips several times, in the hope that this kind of simple exposure can
eventually lead to understanding.
In addition, in some teaching environments, they are also presented with a transcript
while they are listening. Even with the advent of technology, the same principle of teaching is
still widely applied to learners but in the modern form of computers instead of cassette or
video players. From this practice, learners are led to believe that they can understand the
listening clip. In fact, when they have to function in real life, they do not have the same level
of success as they do in the classroom. They cannot understand what is going on or are unable
to grasp the ideas delivered to them. Consequently, this common practice does not seem to
help them develop effective listening comprehension skills. This problem is particularly
evident in Thailand. It is these practices, and the accompanying problems, which set the
context for this thesis.
This thesis began with a review of literature relating to the English language teaching
in Thailand. English has been included in the curriculum from primary schools to universities.
All four skills, namely listening, speaking, reading and writing, were intended to be
incorporated in the syllabus. However, it was found that, in a broad sense, it was claimed that
listening comprehension was taken care of while in fact this was not so. This is because
listening is generally not part of the examination process, including the National Entrance
Examination. Learners and teachers also did not recognize any immediate need for this skill
so they paid little or no attention to it. Learners, therefore, seemed to have low proficiency
level in this skill. These conditions led the researcher to seek to rectify this problem.
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For the above reasons, major theories of learning and teaching were carefully studied.
The status of listening comprehension and the nature and role of spoken texts in each theory
were examined. The purpose of this review was to search for a sound foundation on which to
build a solution to the problem. Various aspects of listening comprehension theories,
including common procedures in teaching listening and relevant factors contributing to
difficulties in understanding passages, were researched. A history and the categories of CALL
were discussed and a number of representative CALL programs were reviewed so as to
determine their general characteristics, strengths and weaknesses.
From our literature review, it is clear that learners are active in their learning process.
Teachers cannot ‘transfer’ knowledge to them but knowledge is constructed by each learner,
according to their background. Moreover, listening comprehension is an important skill and
plays a crucial role in language teaching and learning. It is an active skill in which learners
need to apply both bottom-up and top-down knowledge and strategies simultaneously in the
process of constructing meanings of spoken texts. Each of them also deals with oral passages
differently, depending on their learning styles, strategies and personal history. They should
then be provided with an opportunity to deal differently with spoken texts that represent real
life communication in order to be successful in listening comprehension both inside and
outside the classroom.
As a result of reflection on the above matters, a CELL Listening program
incorporating different characteristics from those of traditional CALL programs was proposed
so as to present learners with an environment that allows them to develop listening skills more
effectively. The program developed was based on four intellectual frameworks identified in
the process of reviewing relevant literature (cf. chapters 2, 3 and 4).
First, according to the Constructivist approach, constructing meaning is an inevitable
process that happens all the time when human beings interact with the world around them.
Learners are considered to be active in constructing meaning. This view coincides in spirit
with views of listening comprehension that consider learners as active participants when
understanding spoken texts. Thus, the developed program provides opportunities for students
to constantly confront the listening clips which they are studying so as to give them practice
in going through the process of confronting, contrasting, and contesting to construct meaning.
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Second, it was argued that learners needed to be provided with authentic texts from
the beginning of the learning period in order for them to receive a lot of practice with natural
language. The program provides them with texts that are not intentionally written to suit the
purposes of language teaching and learning. They are presented with texts that contain
characteristics of real speech such as hesitations and false starts. Listening clips used
represent a sampling of the sorts of texts that learners have to confront in real life. They are
complex and complicated but authentic and offer a range of subjects, context, accents and
other features of natural speech.
Third, the issue of cognitive load and memory span is taken into account. Learners’
cognitive load and memory span are quite limited, especially when listening to a foreign
language. They have to hold previous fragments of the messages in their memory while
listening to the next part of the message in the process of constructing meaning. This can
overload their system easily, resulting in a noticeable reduction in their performance. The
program developed provides them with various functions for reducing the load that they have
to cope with, thus enabling them to use a sophisticated set of techniques and processes to
focus better on the understanding of portions of the text which present difficulties. When they
have had enough practice and their systems have learnt to deal with the load, they can deal
with the complexity incorporated in the listening clip and cope well with it. Various functions
developed to serve this purpose include a Selection function, a Slow version, a Filtered
version, a ‘starred’ version of the <Display type> button and so forth. Providing them with
unusual signals can also make them active in developing their understanding since they
cannot rely heavily on their habits and take shortcuts to the meaning.
Fourth, it is believed that learners are all different as a result of their backgrounds,
learning styles and strategies. The program provides them with a variety of choices in a
variety of places. They do not all have to follow the same path in order to achieve the same
goal; it has been argued that no two learners learn in the same way, because of their
differences. They are provided with control of their own learning. Consequently, different
levels and forms of support are provided. Furthermore, feedback from the answer evaluation
process is tailored to their responses so as to avoid wasting time with things that are not useful
to them and generating confusion.
The computer program consisted of nine lessons and was utilized by a group of firstyear Suranaree University of Technology students. They represented three different
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proficiency levels and educational backgrounds. Students were volunteers enrolled in the
English I subject. They were asked to employ the program every week for a period of fifteen
weeks. Before starting the use period, a training session was conducted to brief them on the
variety of functions in the program. All steps required in participating in the research project
were clearly explained to them. However, after a few weeks, some participants asked to drop
out of the project because they had heavy study schedules, so they could not find the time to
come and use the program. Consequently, there were twenty participants by the end of the
project.
Various forms of evaluation of the project, both qualitative and quantitative, namely
English I examinations, pretest and posttest, questionnaire, interviews and log files, were
administered to observe effects of the program on the participants’ performance and attitudes.
Extensive data analysis was conducted and cross referenced within and between each
evaluation in order to seek out maximum reliability of the results.
The results revealed a positive impact on participants. They demonstrated
improvements in their listening scores. Participants performed better in the regular midterm
and final examinations when compared with their peers in the same proficiency levels. They
scored better in the posttests in all three aspects of comprehension checking, namely global
ideas, specific details, and multiple-choice questions. Although the differences were not at a
statistically significant level in each and every point of comparison, most differences were
statistically significant and even those that were not, still showed that improvement had
occurred. In the case of global understanding, the improvement might have been better, had
they employed the program in a different way by not focusing so much on the word level. The
information revealed from the log files showed that most learners put too much emphasis on
decoding each individual word and avoided practicing activities which required high-level
processing. This might lead to their lack of ability in the global aspects of comprehension.
The questionnaire and interview revealed that the majority of the students
demonstrated good attitudes towards the program in terms of content, usefulness, and
structure. Most of them believed that the program helped improve their listening
comprehension, and they preferred several features incorporated in the program, which
provided them with different but interesting ways in dealing with oral texts. They also
demonstrated that they valued the importance of vocabulary items and grammatical rules in
the process of their learning. This concept revealed itself clearly in their behavior in dealing
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with the program. Their attitude towards English and listening comprehension, which had a
strong effect on the time they allocated to the program, was also revealed in our study.
8.2 Suggestions for the future
Interestingly, the study revealed that the fixation on words persisted despite the
training session on the importance of global understanding and the provision of high-level
facilities to help such understanding. This fixation has a strong impact on current practice in
language teaching and learning. The value of and focus on vocabulary items and grammatical
rules should be minimized in the classroom, since it misleads the students as to how they
should approach oral texts. It has to be pointed out to them that an ability to understand each
individual word and grammatical rules does not always lead to comprehension of a listening
clip. It is necessary to indicate the importance of global understanding, which requires
learners to apply both bottom-up and top-down knowledge. Exercises emphasizing high-level
processing of authentic materials should be implemented and stressed from the beginning of
the learning process.
The learners’ attitude towards listening and English language learning should also be
immediately rectified. Its importance and usefulness has to be made clear to learners from the
beginning of the language study period. All involved parties need to realize that it is a
necessary skill that requires careful treatment, because most information – and even much of
the talk that goes on in the world – is in English so English is a useful subject and has genuine
practical value for them in study and work. Although they might not necessarily require it at
this stage, they will almost certainly need it in due course. They should therefore devote time
and attention to it from the beginning.
In addition, in the light of the results, the concept of total freedom in the Thai
university context might need to be reconsidered. It might not be a bad idea to provide
learners with a recommended path in using the program since the average learner is not ready
to direct his/her own learning, and some learners claim to want specific guidance. It should be
suggested to them that they should listen to the spoken text and focus on understanding the
whole meaning by utilizing the <Understand?> button to guide them. A variety of clip types
should also be used, not just the slow input. This could be done through several training
sessions or as part of an instructions page. However, it should be pointed out to them that this
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path is not compulsory but might provide them with pathways for approaching listening
comprehension that they had not previously considered.
At the same time, the concept of autonomy, which might be unfamiliar in Thai culture,
should be discussed with them. They should realize that they have to be active in directing
their own learning, with an understanding of their strengths and weaknesses. They should not
always wait to follow the teachers’ direction all the time. They should explore and make use
of the resources available to them. The old dependent form of belief should be re-oriented to
develop a new set of beliefs about learning in order for Thai learners to become more active
and successful in language learning. Doing so may also prepare them to be critical and finally
able to develop their own optimal learning strategies.
It is also possible to make the program more interesting and effective in assisting
learners. More samples of authentic passages such as songs, movies and advertisements could
be added into the program. An ability to move between units in order to save time in relogging in should be provided so learners’ attention is not affected. A mechanism giving
learners access to the stage from which they last exited the lesson should be incorporated so
that they can continue the lesson without having to repeat unnecessary steps, and this would
make the learning more individualized for them. A larger screen size, which seems to affect
the process of learning, ought to be supplied. With all its provided features, the program can
easily be used in a self-access center. This has a major impact on teaching and learning since
listening can be moved from a face-to-face mode to a self-access mode, where learners can
get effective practice whenever they prefer.
In addition, information in the log files can play a very important role in assisting
teachers. It provides informative data for scrutinizing learners’ behavior in approaching oral
texts. This kind of information is very useful since teachers can examine and use it to make
direct recommendations to learners. The information can also be used to modify classroom
activities where necessary. This can make learning more enjoyable and more individualized
for each of them, since they can focus on their own learning by amending their weaknesses.
They then become more involved and successful in learning.
In conclusion, various aspects of the thesis have a great potential effect on language
teaching and learning practice. It is clear that it is high time for all concerned parties seriously
to start recognizing the importance of listening skills, and the shift in the teaching and
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learning process from the old practice to a new dimension should be made as quickly as
possible. This might make learners more successful in learning as a reward for the
tremendous numbers of hours they have spent learning English over the years, and it would
make learning a more pleasant, successful experience and no longer a burden as in the past.
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APPENDIX A

Questionnaire
Survey of Suranaree University of Technology Students’
Opinions about the Individualized CELL Listening Program
There are 2 sections in this questionnaire. Please choose the answers that are
most appropriate for you.
Section 1: Personal information
Section 2: Your opinion about the individualized CALL listening program

Section 1: Personal information
Instructions: Please tick (√) the relevant box.
1. Major

Engineering
Agricultural Technology
Information Technology
Public Health

2. How many years have you been studying English?
Less than 9 years
9-10 years
More than 10 years to 11 years
More than 11 years to 12 years
More than 12 years

3. What was your Grade Point Average (GPA) for English in high school?
Less than 2.00
2.00 - 2.50
2.51 - 3.00
3.01 - 3.50
3.51 - 4.00
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4. In your opinion, your level of ability in English is …
very high
high
moderate
low
very low
5. You learn English by … (Tick more than one if applicable)
memorizing vocabulary
reading English material everyday
writing to your friends in English
listening to radio or TV programs in English
memorizing grammar rules
talking to foreigners
other ______________________________
6. In your opinion, your English listening skills are …
very high
high
moderate
low
very low
7. When you practice listening in English, you would like to be able to … (Tick more
than one if applicable)
listen to the text several times
start, stop or pause whenever you want
listen to a particular word or phrase
look at the visuals
slow the speed of the text
other ______________________________

366

8. How much experience have you had with computers?
none
less than 1 year
1 year
2 years
3 years
more than 3 years
9. Which applications have you used?
None
The Internet
Email
Microsoft word or some other word processing package
PowerPoint
Excel
Other ______________________________________
10. In your opinion, your level of ability in using computers is …
very high
high
moderate
low
very low
11. How much experience have you had in using Computer Assisted Language
Learning (CALL) programs?
None
1-2 programs
3-4 programs
5-6 programs
More than 6 programs
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Section 2: Opinion about the individualized CELL Listening program.
Instructions: Please tick (√) the box that corresponds with your opinion.
1
2
3
4
5

= Disagree strongly
= Disagree
= Neither agree nor disagree
= Agree
= Agree strongly

Statements

1

2

Opinion
3

4

5

1.The instructions are clearly
presented.
2.The icons used are appropriate and
easy to understand.
3.The feedback is easy to understand.
4.I feel that the feedback is useful and
valuable.
5.The program offers a wide variety of
listening texts.
6.The content of the listening texts is
interesting.
7.The content of the listening texts is
useful.
8.The listening texts are of an
appropriate length.
9.The program provides different ways
of listening to the texts.
10.The functions provided for listening
to the texts are useful.
11.I have control over the pace of
activities.
12.I have control over the sequence of
activities.
13.The fonts are easy to read.
14.The sequencing of the program is
appropriate.
15.The program can be used without
teacher supervision.
16.The program can be operated
without any difficulty.
17.I feel comfortable using the
program.
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18.The program can accommodate my
learning styles.
19.I feel that the program can help me
to improve my listening skills.
20.The program allows me to listen to
the texts in various ways.
21.I have used the program more often
than this study required.
22.The program allows me to explore
different ways of listening.
23.I would like to use the program
again in the future.

1 = Disagree strongly, 2 = Disagree, 3 = Neither agree nor disagree, 4 = Agree,
5 = Agree strongly
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APPENDIX B
In-depth semi-structured interview Questions
(The participants will talk to the researcher individually when the experimental
period is over. The following questions will be used as a guideline in order to extract
their learning behavior and opinions about the program.)

¡ How many years have you been studying English?
¡Do you like studying English? Why? or Why not?
¡Could you tell me how you usually study English?
¡How do you normally practice your listening comprehension?
¡When listening to an English text, what do you usually do when you do not
understand it?

¡Have you ever used any CALL programs?

If yes, which program were they and

could you please describe them?
¡Is this program similar to or different from the programs you have used before?
How?
¡Do you use this program similarly or differently from the other CALL programs
you have used before? How?
¡How often do you use this program?
¡Do you think you have control over the program? How?
¡What is your opinion about the layout of the program?
¡What is your opinion about the content of the program?
¡What functions in the program do you think are useful for you?
¡What is your overall opinion about the program? Reasons.
¡Do you think you will ever use this program again if you get the opportunity to do
so? Why?
¡In your opinion, have your listening skills improved after using this program? If
they have improved , what functions have helped?
¡Do you think this program suits your learning style or not? If yes, how? If not,
why not?
¡Is there anything, not included in this program, which you would like to have
available? Please specify.
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