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ABSTRACT

THE IMPACT OF METACOGNITIVE INSTRUCTION ON LISTENING
COMPREHENSION PERFORMANCE, METACOGNITIVE LISTENING
AWARENESS, AND LISTENING ANXIETY OF EFL LISTENERS AT THE
TERTIARY LEVEL IN TURKEY

This study aimed to examine the impact of eight weeks of process-based
metacognitive listening training on the listening performance, metacognitive
awareness and listening anxiety of Bl level 43 Turkish EFL listeners at a state
university. This study employed a mixed-methods design involving quasi-
experimental design with a pre-and post-test, experimental-control group and
qualitative data. The quantitative data were collected using listening section of
Preliminary English Test (PET) as a pretest, post-test, and delayed post-test to
evaluate the participants' listening comprehension. Second, metacognitive awareness
of listening was examined with the Metacognitive Awareness Listening
Questionnaire (MALQ) before, during, and after metacognitive instruction. Thirdly,
the Foreign Language Listening Anxiety Scale (FOLLAS) was used to assess the
participants' levels of listening anxiety before and after the intervention. The
qualitative data were collected through semi-structured interviews to examine
participants' attitudes regarding metacognitive instruction. The results show that in
comparison to traditional listening instruction, metacognitive instruction did not
result in a statistically significant improvement in the listening performance of L2
learners. However, it was discovered that the intervention improved the
metacognitive listening awareness of the participants in the experimental group.
Similarly, the results indicate that metacognitive listening instruction enabled
learners to reduce listening anxiety levels significantly. Finally, in light of the
relevant literature, the research discussion of the findings and suggestions for future
research on listening instruction are presented.

Key Words: L2 listening performance, metacognitive listening instruction, listening
anxiety, process-based approach, L2 listening anxiety.



OZET

USTBILISSEL OGRETIMIN, TURKIYE'DE YUKSEKOGRETIM
DUZEYINDEKi YABANCI DiL DINLEYICIiLERINIiN DINLEDIGIiNi
ANLAMA PERFORMANSI, USTBILISSEL DINLEME
FARKINDALIGI VE DINLEME KAYGISI UZERINDEKI ETKISi

Bu ¢alismanin amaci, sekiz haftalik siire¢ temelli iistbilissel dinleme 6gretiminin bir
devlet tniversitesindeki B1 seviyesindeki 43 Tiirkce yabanci dil dinleyicisinin
dinleme performansi, istbilissel farkindaligi ve dinleme kaygisi tizerindeki etkisini
incelemektir. Bu ¢alismada, on test-son test ve deney-kontrol gruplu karma yontemli
yar1 deneysel bir tasarim kullanilmigtir. Katilimcilarin dinlediklerini anlamalarini
degerlendirmek icin 6n test, son test ve gecikmeli son test olarak PET (B1) dinleme
boliimii kullamlarak nicel veriler toplanmistir. Ikinci olarak, dinlemeye iliskin
istbiligsel farkindalik, tstbiligsel Ogretimin Oncesinde, sirasinda ve sonrasinda
Ustbilissel Farkindalik Dinleme Anketi (MALQ) kullanilarak degerlendirilmistir.
Ugiincii olarak, Yabanci1 Dil Kayg1 Olcegi (FOLLAS) katilimeilarin dinleme kaygis
diizeylerini miidahale 6ncesinde ve sonrasinda degerlendirmek i¢in kullanilmastir.
Nitel wveriler, katilimcilarin {stbilissel Ogretime iligkin tutumlarmi incelemek
amaciyla yar1 yapilandirilmis gériismeler yoluyla toplanmistir. Sonuglar, geleneksel
Ogretimle karsilastirildiginda, stbiligsel Ogretimin L2 &grencilerinin  dinleme
performansinda istatistiksel olarak anlamli bir iyilesmeye yol a¢madigim
gostermektedir. Bununla birlikte, {stbiligsel Ogretimin deney grubundaki
katilimcilarin iistbiligsel dinleme farkindaligini gelistirdigi ortaya ¢ikmistir. Benzer
sekilde, {istbiligsel Ogretimin katilimecilarin yabanci dil dinleme kaygilarinda
azalmaya neden oldugu buluntularla ortaya konmustur. Son olarak, ilgili literatiir
151g1nda, arastirma bulgularimin tartisilmasi ve dinleme 6gretimi iizerine gelecekteki
arastirmalar i¢in Oneriler sunulmustur.

Anahtar Kelimeler: Ikinci dil dinleme performansi, iist bilissel dinleme &gretimi,
stire¢ odakli yaklasim, ikinci dil dinleme kaygisi
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1. INTRODUCTION

This study aims to identify the impact of metacognitive instruction on EFL learners'
listening performance, metacognitive listening awareness levels, and listening
anxiety levels. This chapter initially discusses the problem of the study, followed by
related studies in literature. Secondly, the aim of the study and its significance will
be explained. The section will be followed by research questions. Lastly, the

definitions of important concepts are explained.

1.1. The Statement of the Problem

Second language listening (L2) is crucial in effectively communicating in real life
(Mendelsohn, 1994; Xu and Huang, 2018). Listening is considered as the most
complex and most used skill among the four basic skills in second language learning
(Rost, 2001; White, 2006). It is complex because L2 listeners must process various
inputs with various difficulties (Vandergrift & Baker, 2015).

According to the listening comprehension construct known as the systems model of
listening by Imhof and Janusik (2006), how successfully a listener processes
listening input depends on different factors, such as cognitive and affective factors as
well as contextual factors. According to this integrated model, person factors
(cognitive and affective) can influence the listening process and listening outcome.
For example, a lack of linguistic knowledge may result in poor comprehension.
Similarly, the outcome of listening can affect person factors which also influence the
listening process. For instance, due to miscomprehension, motivation, which is an
affective factor, can also be badly affected. On the other hand, Vandergrift and Goh
(2012) listed the factors differently and stated that while affective factors consist of
anxiety, motivation, and self-efficacy, cognitive factors include linguistic knowledge,
metacognition, prior knowledge, working memory capacity, discourse knowledge,
L1 listening ability and the ability of auditory discrimination. Contextual factors can
be listed in three titles as interactive listening, listening in formal and informal

contexts.



Considering anxiety as one of the affective factors, Horwitz, Horwitz and Cope
(1986) emphasized the importance of reducing anxiety in foreign language classroom
since anxiety hinders learning. One of the reasons of anxiety related to the listening
skill might be explained by its nature. Firstly, listening is an anxiety-provoking skill
along with speaking skill (Golchi, 2012). The reason is that learners should regulate a
series of processes while listening at the same time, and this creates anxiety. Vogely
(1999) stated that learners feel anxious because of four reasons. Firstly, listeners are
afraid of failing in listening tasks. Secondly, listeners worry about the difficulty or
level of the listening. Thirdly, since they do not employ or do not acknowledge
listening strategies, they feel unsuccessful and incompetent. Lastly, the features of
the speaker, such as the speech speed, and differences in pronunciation, such as

unfamiliar accents or speech clarity, are listed as the source of listening anxiety.

Listening anxiety in a foreign language can be reduced by providing learners with
ways to improve their listening comprehension (Vogely, 1998). To achieve this, it is
crucial to inquire into the link between listening-related anxiety in L2 and the use of
L2 listening strategies. Several research studies examined the correlation among both
listening anxiety and the utilization of listening strategies and indicated a negative
correlation. This implies that the adoption of listening strategies reduces the anxiety
of learners during listening, or that those who do not employ strategies have higher
levels of anxiety. (Gonen, 2009; Golchi, 2012; Berber, 2016).

Although the listeners are to process input consciously and unconsciously while
engaging in listening, until the 1950s, listening in L2 was considered a passive skill
since it was thought to be developed only through exposure similar to L1 listening
development (Siegel, 2015). Therefore, it was ignored and regarded not as a skill that
needed to be instructed but rather a naturally occurring phenomenon (Goh, 2010;
Spear-Swerling, 2016). In addition to being left behind in teaching language
classrooms, especially when compared to reading and writing skills, L2 listening
research has also been neglected and left behind in the field (Goh, 2017).

However, the perspective on L2 listening has changed in the last 20 years, and it has
been recognized as a skill that needs special training to develop and as a way to
fulfill the listening objectives and thus achieve better comprehension (Chamot, 2005;
Cohen, 2011; Oxford, 1990). Especially concerning listening skill models, there has

been a shift in methodology aligned with the shift in language teaching approaches



(Vandergrift and Goh, 2012). For instance, while early language learning models
were generally text-oriented and the orientation shifted towards more communicative
approaches, this affected listening models which later oriented around
communicative approaches. Finally, with more learner-centered teaching approaches,
listening teaching models were also shaped accordingly. Understanding the
fundamental mechanisms of how successful learners solve language challenges
cognitively or by employing strategies and figuring out how to teach these strategies
to the less successful ones were the goals of strategy-based instruction as a learner-
centered approach (Cohen, Weaver & Li, 1996; Goh, 1998; Mendelsohn, 1994,
O’Malley, Chamot, & Kiipper,1989; Oxford, 1996).

In the strategy-based approach, successful learners utilize strategies listed under three
broad headings: cognitive strategies, metacognitive strategies, and social/affective
strategies. (O’Malley & Chamot, 1990; Vandergrift, 1997). Cognitive strategies refer
to mental activities that learners resort to while being exposed to the language
(Vandergrift, 2003). During these mental activities, L2 listeners try to decode the
input through their background knowledge, such as pragmatic knowledge and
discourse knowledge (top-down processing), as well as decoding and perceiving
linguistic elements (bottom-up processing). On the other hand, metacognitive
strategies are utilized to select cognitive strategies, monitor, and evaluate language
learning (Vandergrift & Goh, 2012; Siegel, 2015), and compared to less successful
listeners, skilled listeners utilize more metacognitive strategies (Vandergrift, 2003).

Several studies found listening strategy training helpful in helping learners regulate
and monitor their listening skills and overcome task difficulties. For instance, Goh
(2002) notes that for effective learning, the learner should know how to use
metacognitive strategies since utilizing them is directly related to high metacognitive
awareness, which helps them develop their skills autonomously. According to
Skehan (1998), metacognitive strategies involve thinking about and regulating one's
learning and these strategies can increase flexibility in facilitating social-affective
and cognitive strategies. This flexibility helps to give purpose and direction to how
these strategies are used and increases the likelihood that the appropriate strategy is
chosen for a given situation. Different methods and several instructional models have
been utilized in the research studies to investigate the effects of the instruction of

metacognitive strategies.



In the context of Turkey, although some studies were carried out to integrate
metacognitive strategies into listening instruction at the university level (Ozbilgin,
1993; Yesilbursa, 2002) and high school level (Katranc1 & Yangin, 2013) with
different models, inventories (e.g., SILL by Oxford, 1990) and methodologies;
metacognitive instruction (MI) with a process-based approach has become a subject
of interest and research within the past few years. For instance, in the quasi-
experimental study, Coskun (2010) aimed to find whether metacognitive instruction
given to 40 beginner EFL learners at the tertiary level influenced their listening
performances. This study was one of the early studies that investigated the
relationship between metacognitive instruction and listening in Turkey. The
Cognitive Academic Language Learning Approach (CALLA) proposed by O’Malley
and Chamot (1990) was adopted as an instructional model for metacognitive
instruction embedding the instructional model into the coursebook activities. Other
data collection tools were listening tests to assess listening performance before and
after the instruction and a listening performance checklist developed by Vandergrift
(1997) to make learners assess themselves to improve awareness and the
Metacognitive Awareness Listening Questionnaire (the MALQ) (Vandergrift, Goh,
Mareschal, and Tafaghodtari, 2006) were distributed to the learners to discuss
strategies after every listening activity. The results indicated that the listening
performance and metacognitive awareness of learners showed enhancement after the
metacognitive instruction, and the author suggested that metacognitive instruction
should be embedded into the listening instruction.

Moreover, two studies in the EFL context in Turkey adopted process-based listening
instruction embedded with the metacognitive pedagogical sequence in their studies.
While these research studies utilize the same metacognitive instruction model to
assess its effect on listening performance, they differ in terms of participants, English
proficiency level, and data collection methods.

Yilmaz (2018) questioned the effectiveness of metacognitive instruction and
examined its effects on listening performance. Another study question was related to
its effects on the metacognitive awareness levels of the participants. A mixed-
methods research design was adopted in this study. By having a quasi-experimental
research design, the study examined the variables before and after the intervention,

which lasted for eight weeks. Cambridge KET exam and the Metacognitive



Awareness Listening Questionnaire (Vandergrift et al., 2006) were selected as
instruments for data gathering. Semi-guided interviews provided support for
quantitative research findings. It was shown that metacognitive listening instruction
improved the listening comprehension and metacognitive awareness of A2-level 71
mechanical engineering learners. The results of the interviews revealed that the
learner's motivation to develop their listening abilities increased while their listening

anxiety was reduced.

Yetis (2021) examined the effects of an eight week process-oriented metacognitive
training on metacognitive awareness and comprehension of listening of 37 B2 level
learners at the ELT (English Language Teaching) department, considering their prep
school experiences and different listening proficiency levels. Mixed methods
research design and a quasi-experimental study with pretest, posttest, experimental,
and control groups were adopted. Quantitative data were collected in three phases at
the beginning, middle, and end of the study through the MALQ to examine the
changes happening in the metacognitive awareness levels of the listeners. The
listening section of an IELTS test was used as a pretest and posttest to measure
learners’ listening comprehension performance. On the other hand, through
stimulated recall protocols, the changes in these phases and the possible reasons for
these changes were examined. These findings constitute the qualitative part of the
study. To examine changes in responses to the scales throughout the intervention,
stimulated recall protocols were administered to the experimental group at the study's
beginning, middle, and end. The results suggested that while the experimental group
showed a statistically significant difference in their listening performance in the
posttest at the medium effect level, the increase observed at the end of the study in
their general listening skill metacognitive awareness, which was also analyzed in
terms of MALQ subdimensions, was moderate and not significant. On the other
hand, preparatory school experience was found to be highly related to high listening

performance.

Some studies examine the relationship between metacognitive listening instruction
and its effect on listening anxiety in different settings (e.g. Golchi, 2012; Hu, 2014;
Movahed, 2014). On the other hand, although there are studies which investigated
the effect of strategy use on foreign language listening anxiety (Berber & Gonen,

2017; Gonen, 2009), there is a scarcity of research regarding the investigation of



metacognitive awareness, listening comprehension performance, and listening

anxiety in Turkey.

Considering the discussions and findings of studies in the literature, a study
measuring the effect of process-based metacognitive instruction on listening
performance and overall metacognitive awareness levels and the effect of this
metacognitive instruction on learners' listening anxiety with B1 level participants in
the Turkish context has not been found in the literature in the same context. It was

deemed necessary to conduct this study by considering previous studies' suggestions.

1.2. The Significance of the Research

This study aims to investigate firstly, whether metacognitive instruction has an effect
on learners’ metacognitive awareness regarding listening. Secondly, the study
investigates the impact of the instruction on listening anxiety, as well as their
listening performance. In addition to this, it intends to learn about the participants'

perspectives on metacognitive listening instruction.

According to the research that have been conducted, metacognitive listening
instruction has a beneficial impact on both listening performance and metacognitive
awareness. In addition, listening anxiety is a prevalent problem among learners
learning English as a Foreign Language (EFL), and it can have a severe impact both
on the learners' ability to comprehend what they hear and on their overall
performance. According to what the researcher experienced in her own classroom
environment during listening lessons, listening anxiety is indeed a key challenge for
learners to overcome in order to improve themselves in language. This seems to be

especially relevant in the context of Turkey, where learners have the anxiety.

It is anticipated that the findings of this study will have some significant
ramifications for teaching listening skill. For instance, teachers can better support
English as a Foreign Language (EFL) learners who may be dealing with listening
anxiety if they have a solid understanding of the effect that metacognitive instruction
through a pedagogical sequence has on listening anxiety. Moreover, understanding
the connection between metacognition, anxiety, and listening performance can assist
teachers in developing lesson plans and activities that are tailored to meet the unique

requirements of EFL learners.



1.3. The Purpose of the Research

This study aims to discover the impact of metacognitive instruction through the
pedagogical sequence on listening performance, metacognitive awareness of
listening, and foreign language listening anxiety of L2 learners at a preparatory
school in Turkey. First and foremost, it investigates the extent to which
metacognitive instruction influences the listening comprehension performance of
EFL listeners. Second, the purpose of this study is to investigate the extent to which
metacognitive instruction influences the participants’ metacognitive awareness of
listening. In addition, it seeks to determine whether metacognitive instruction in

listening was beneficial in reducing listeners' listening anxiety.
The following research questions were developed for the aim of this study:

R. Q. 1. What is the impact of metacognitive instruction on L2 learners’ listening

performance?

1.1. Is there a statistically significant difference among groups before and

after the intervention?

1.2. Is there a statistically significant difference within groups before and

after the intervention?

R. Q. 2. What is the impact of metacognitive instruction on L2 learners’

metacognitive awareness of listening?

1.1. Is there a statistically significant difference among groups before and

after the intervention?

1.2. Is there a statistically significant difference within groups before and

after the intervention?

R. Q. 3. What is the impact of metacognitive instruction on learners’ foreign

language listening anxiety?

R Q. 4. What are the learners’ perceptions of metacognitive listening instruction

related to listening performance, metacognitive awareness, and listening anxiety?



1.4. Definitions of terms

The definitions of important terms which are essential are listed below in order to

avoid possible misconceptions:

Metacognition refers to one’s awareness related to themselves and control on their
thinking to achieve a goal. It helps to regulate and optimize cognitive processes,
allowing for better decision-making and problem-solving (Flavell, 1976).

Metacognitive awareness refers to the act of reviewing the mental processes,
understanding them, and adapting them for better performance and goal achievement
(Vandergrift & Goh, 1997).

Metacognitive Instruction refers to a set of pedagogical practices that promote self-

awareness and self-reflection on learning.

Metacognitive Pedagogical Sequence: Metacognitive Pedagogical Sequence is
described as a series of activities combining listening comprehension activities with
the ones raising metacognitive awareness (Vandergrift & Goh, 2012).

Foreign Language Anxiety: Foreign Language Anxiety is described as the fear of
language, which is felt by someone who is insufficiently proficient in a foreign

language (Gardner & Maclintyre, 1993).



2. LITERATURE REVIEW

The literature review on metacognition, listening instruction models, and listening
anxiety are presented in this section. Related studies followed the theoretical

concepts.

2.1. L2 Listening Instruction

Although listening as a foreign language skill has remained in the background
compared to other skills, it has started to find its place in the last half-century. During
these 50 years, Vandergrift and Goh (2012) stated that listening instruction has had
three different types of orientations.

2.1.1. Text-Based Listening Instruction

According to Brown (1987), listening instruction in the 1950s was influenced by
writing and reading pedagogy and was practiced similarly to reading. In particular,
grammatical structures and phoneme discrimination exercises were practiced
intensively in the lessons. Similar to reading lessons, the tasks in listening instruction
turned into a competition in which the learner had to prove their comprehension.
Vandergrift and Goh (2012) listed the challenges of text-oriented listening
instruction in terms of testing, the type of input, and the nature of the listening. For
instance, in text-oriented instruction, listening lessons were based on remembering
and imitating sound patterns and grammar structures. Learning aims were limited to
decipher the patterns of sounds and grammar structures to reach comprehension.
Listening passages were usually made into tasks by reading a written text aloud, and
listening was a passive skill in which all interaction consisted of responding to the
teacher in a form of short answers. In this way of teaching, listening was never taught
as a language skill. Instead, the learners’ comprehension was constantly tested and
has still being tested in the form of multiple choice listening tests. Moreover, the

texts used did not reflect actual spoken language since they were not suitable for



listening activities, were lexically dense, and had complicated grammatical

structures. These problems put much mental strain on learners' working memories.

2.1.2. Communication-based Listening Instruction

The emergence of communicative language teaching approach in the 1970s affected
listening instruction as it affected the whole field of language teaching. VVandergrift
and Goh (2012) explained this change, indicating that with a new syllabus design, it
was the first time that listening began to be seen as a distinct skill fr