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INTRODUCTION

Language learners’ individuality is gaining more importance in the ESL/EFL context in recent years,
and researchers believe that there are many differences among individual learners, concerning their
perceptions in the context of language learning (Dornyei, 2005). One such difference emerges in
language learners’ self-perceptions or what scholars call their ‘self-efficacy beliefs’. Bandura (1997)
claims that learner’s self-efficacy have a crucial role in their overall success. Hsieh and Schallert (2008)
also argue that self-efficacy deals with learners’ conscious or sub-conscious beliefs about how well they
can complete a task. According to Mills, Pajares, and Herron (2006), self-efficacy plays a vital role in
learning and students with high self-efficacy beliefs are more prepared to learning challenges. Savignon
(1983) highlights the role of learners’ feelings and claims that they are more important factors
compared with others such as intelligence or teaching method. Self-efficacy beliefs can vary through
different language skills and tasks.

Listening comprehension provides the aural input that learners receive during their
communications or in classroom setting which makes proficiency in this skill fundamentally important
for learners. Hasan (2000) claims that “listening comprehension provides the right conditions for
language acquisition and development of other language skills” (p.138). The importance of both self-
efficacy and listening tasks intrigues the implication that higher self-efficacy would result in better
performance in listening comprehension tasks, and in return, better listening performance would lead
students to have higher perceptions of themselves while confronting challenging listening tasks.

Furthermore, teaching learning strategies particularly metacognitive strategies has been
reported to increase learners’ performances in listening tasks. As Klingner, Vaughn and Boardman
(2015) argue improving listening strategies help learners perform their listening activities more
efficiently; moreover, language learners who utilize metacognitive strategies of planning, evaluating
and monitoring, tend to achieve their goals with ease. This happens because learners do better at
storing and processing new information, they apply better listening strategies to each task, (Riding &
Rayner, 2013). It can be inferred that teaching strategies to learners will also improve their self-efficacy
as they will start to perform better. As mentioned before, this higher self-efficacy will improve their
performances even more since a successful listening comprehension skill directly “depends on
learners’ self-efficacy for listening, on their confidence in their ability to make sense of the input to
which they are exposed” (Graham, 2011, p. 113). Al-Azzemi and Al-Jamal, (2019) claim that despite
its valid importance to language learning, listening comprehension has been an undervalued skills in
second language learning research.

Although a number of research studies have been conducted to find out the possible effect of
listening self-efficacy, metacognitive strategy training, and listening comprehension, the possible
relation among these variables is a genuine gap in the ESL/EFL literature. As a contribution to the
literature to fill-in this gap, this study attempts to shed light onto the possible relationships among the
aforementioned important concepts in ESL/EFL contexts. Considering the current gap and the
interdependent roles of self-efficacy, listening comprehension performance, and listening strategies,
the aim of this study is to investigate the correlation between these variables in a Turkish context. This
study tries to find out how teaching listening comprehension strategies would affect learners’ self-
efficacy and listening comprehension. Within this purpose, the following research questions were
formed: 1) Does teaching listening strategies have an effect on Turkish EFL learners’ listening
proficiency scores?; 2) Does it have an effect on their listening self-efficacy?; 3) Is there any correlation
between listening proficiency scores and listening self-efficacy scores of Turkish EFL learners?

Literature Review

Self-efficacy

In 1970s, Albert Bandura defined self-efficacy as learners’ beliefs in whether they have enough ability
to perform a task. He claims that self-efficacy is the core cognitive feature that can affect a person’s
behavior and these beliefs “vary across activity domains and situational conditions rather than
manifest uniformly across tasks and contexts in the likeness of a general trait (Bandura, 2012, p.13).
Bandura (1995) identifies four factors in increasing self-efficacy: experiencing successes or mastery,
observing peers’ success or modelling, receiving verbal persuasion, and enhancing one’s physiological
states. The first and the most important source of self-efficacy, mastery, refers to the learner’s previous
experiences of failure or success. Mastering a task will increase the self-confidence of the learner in
the related area whereas a failure will cause its decline. The next source of self-efficacy is the modeling
source. According to Schunk (1987), when learners feel that they can be similar to their models and
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gain success by following them, they get more motivated. Observing successes that are gained by
sustained effort boost learners’ beliefs in themselves. The third source of self-efficacy is available when
learners are persuaded that they are capable and can complete a task successfully. In fact, teachers or
parents can strengthen students’ beliefs, which would lead them to put more effort on learning tasks.
Graham (2007) claims that we need to make learners notice that their success or lack of success are
due to their strategy uses, not their being talented or not. The last source of self-efficacy comes from
affective and physical states. Depression, for instance, decreases an individual’s confidence in their
capabilities, and they may show poor performances.

Self-efficacy has been the focal point of numerous studies in the field of second language
learning. A group of researchers have attempted to describe the relationship between self-efficacy and
overall language learning (Gahunga, 2009; Magogwe, & Oliver, 2007; Mahyuddin, Elias, Muhamad,
Noordin and Abdullah 2006; Mills, Pajares, & Herron, 2007; Raoofi, Tan & Chan, 2012; Woodrow,
2011). These studies have revealed that there is a significant positive relationship between self-efficacy
and overall language learning success. For example, Raoofi et al. (2012) shows that learners’ self-
efficacy profiles can be a strong predictor for achieving language skills. Mills et al. (2007) investigated
the L2 French students’ academic performance in relation with their self-efficacy and found out that
those who perceived themselves as proficient in using effective metacognitive strategies were more
successful in French. On the contrary, Anyadubalu, (2010) studied the relationship among anxiety,
self-efficacy, and students’ performances in the English language and revealed that there was no
significant relationship between self-efficacy and English language performance. Although this study
shows no relationship, many studies that highlight the positive relationship between self-efficacy and
using learning strategies can be an indicator of importance of self-efficacy and students’ beliefs about
themselves (Diseth, 2011; Kim et al., 2015; Pajares, 2002; Schunk, 1991; Anam & Stracke, 2016;
Wilfong, 2006; Wong, 2005; Yang, 1992; Yang, 1999; Yang & Wang, 2015). The findings of these
studies reveal a significant positive relationship between self-efficacy and the using learning strategies
by students. For instance, Anam & Stracke (2016) studied on Indonesian students' strategy use in
learning English and its relationship with their self-efficacy beliefs and found out that students with
high self-efficacy use different strategies compared with those who have low self-efficacy. In another
study, Yang and Wang (2015) demonstrated how explicit strategy training increased students’ self-
efficacy and strategy use. Bonyadi, Nikou, and Shahbaz, (2012) explored the relationship between
Iranian students’ self-efficacy and strategy use; however, the results showed no significant relationship
between them. Nosratnia et al. (2014) also found out that metacognitive awareness is a better predictor
for successful strategy use than self-efficacy beliefs.

Another group of studies have attempted to explore the correlation between students’ self-
efficacy and their anxiety level (Cubukg¢u, 2008; Ghonsooly & Elahi, 2010; Huerta et al., 2017; Kirmizi
& Kirmizi, 2015; Martinez, Kock & Cass, 2011; Mills, Pajares & Herron, 2006; Torres & Turner,
2016; Woodrow, 2011). Significant negative correlation has been found between students’ anxiety and
their level of self-efficacy in Torres and Turner (2016). Some studies explored the relationship between
anxiety and self-efficacy regarded with students’ writing skills and they all reported that writing self-
efficacy is a strong predictor for writing anxiety (Huerta et al., 2017; Kirmizi & Kirmizi, 2015;
Martinez et al., 2011; Woodrow, 2011). Mills et al. (2006) conducted a similar research on students
reading and listening skills which had similar results. Cubuk¢u (2008) revealed that there was no
significant correlation between self-efficacy and anxiety; she argues that students’ anxiety could be
due to educational settings, not their self-efficacy. Overall majority of these studies have found out
that self-efficacy has positive effects on individuals as they claim that those with high levels of self-
efficacy could deal better with different tasks, unfamiliar contexts, and interpersonal relationships;
students with high self-efficacy tend to endure more in difficulties and challenges. They argue that self-
efficacy causes higher level of motivation, since it makes students conscious of their progress in a skill.
Most of the studies support the strong positive relationships between self-efficacy and learning
strategies and academic achievement among students, as suggested by Zimmerman and Cleary (2006).
Students with high self-efficacy are more active in the learning process, in other words, they try harder,
persist longer, and have fewer negative emotional reactions in facing difficulties. Finally, it can be
claimed that students with higher self-efficacy have more control over their cognitive processes in
general.
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Self-efficacy and Listening Comprehension

Listening skills are considered to be crucial for success in language learning. According to Dunkel
(1986), the main path to reach proficient speaking is through listening mastery. Rubin (1994) lists a
few factors contributing to listening comprehension one of which is the listener’s emotions that the
listener undergoes in the learning context. In a recent inquiry, Graham (2006) studied a group of
intermediate learners of French in England and conducted a questionnaire to find out which language
skill they had been more successful. The results revealed that very few students had seen listening as
a fulfilled skill; following the interviews from the same group, it is noted that there were statements of
demotivation regarding listening (Graham, 2006). Such findings have led a group of scholars to study
the effect of self-efficacy and anxiety on learners’ performance of listening comprehension. For
example, Chen (2007) compared scores of listening self-efficacy of Taiwanese students with their L2
listening anxiety and found out that second language listening self-efficacy could predict the listening
scores better than second language listening anxiety. Mills et al. (2006) found out that self-efficacy in
listening was positively correlated with listening proficiency and negatively correlated with listening
anxiety, accordingly, it can be expected that with higher level of self-efficacy, students will experience
less anxiety.

Apart from lowering anxiety, Arnold (2000) believes that self-concept can affect overall
listening comprehension, the change of which as Maclntyre and Gardner (1991) argue, can be
challenging; however, it is worth it. Boosting self-efficacy and listening performance accordingly can
be achieved through teaching listening strategies explicitly, which aims at boosting learners’ sense of
control and expectations of success (Chamot, 1987; Nunan, 1999; Yeldham, 2009). Researchers argue
that low levels of self-efficacy regarding listening may be caused by the techniques used by teachers to
teach listening in the classroom (Chambers, 2007; Field, 2008; Graham, 2006). They note that
listening is considered as an activity to be ‘delivered’ while it should be considered as a skill that needs
to be developed.

In most L2 teaching contexts, teachers emphasize more on quantity of practice than quality
and they rely on repetition of the listening texts and never implement pedagogic principles (Graham
& Santos, 2013). The importance of listening comprehension, learners’ self-perception and necessity
of teaching strategies have been the focus of several studies. Graham (2011) notes that both self-
efficacy and performance of listening can be improved by explicit teaching of listening strategies which
can happen through increasing learners’ sense of control and making them aware of the relationship
between strategies used and the outcome achieved. Graham and Macaro (2008) showed that learners
who received listening strategy instruction scored better on a listening test, and their self-efficacy for
listening also had improved. The same result was reported by Goh and Taib (2006) who claim that
strategy instruction and discussing strategy uses with students improved their listening strategy
knowledge and their confidence. Strategies like verbalization or modelling by a teacher are also
believed to improve self-efficacy among the learners; Schunk and Rice (1983) reported that modelling
listening strategies leads to higher self-efficacy and better listening performance.

In addition to cognitive strategies, metacognitive strategies are also believed to increase L2
learners’ performance (Flavell, 1979; Schoenfeld, 1987). Metacognitive knowledge is about the self-
regulation of language learning such as planning, monitoring, and evaluating the learning process
(O’'Malley & Chamot, 1990; Wenden, 1998). Since listening is a receptive language skill that does not
push learners to produce language, researchers believe that the use of metacognitive strategies in
listening comprehension can activate learners’ language knowledge while listening (Goh & Taib,
2006; Graham & Macaro, 2008; Vandergrift & Tafaghodtari, 2010). It is believed that proficient
listeners use more metacognitive strategies, which lead to better listening performances. Students need
to know what they need to achieve, and which strategies can be the most effective.

Mastery of listening comprehension as well as having high self-efficacy play key roles in overall
language proficiency. There is also a codependency between high achievements in listening
comprehension tasks and learners’ high self-efficacy. While Cubukgu (2008) claims that the reason for
anxiety among Turkish students is not due to their low self-efficacy but the overall educational setting
in Turkey, it is assumed that explicit strategy training, modelling, and guiding students in self-
regulating themselves will improve learners’ listening comprehension performance, which will result
in higher self-efficacy and lower anxiety levels. Therefore, this study aims to find out if teaching
strategies and improving metacognitive abilities will alleviate learners’ anxiety along with increasing
their listening comprehension and self-efficacy or not.
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METHODS
Reseach Design

This study is a quasi-experimental design with non-equivalent pre-test and post-test control groups. In
quasi-experimental research design, as opposed to the true experimental designs, the subjects in the
experiment are assigned to groups in a non-random fashion (Creswell, 2012). Therefore, a quasi-
experimental design was utilized in the present study as there were two experimental groups and one
control group, the participants of which were not chosen randomly; all three groups took pre-test and
post-test, the experimental groups received treatment whereas the control group did not.

Participants

For the purpose of the current study, convenience sampling was used. Ninety students from
elementary and pre-intermediate levels of a language school located in Eskisehir, Turkey participated
in the experiment. These levels were preferred because higher-level students might have already been
familiar with some metacognitive strategies. Before the implementation, a placement test (Macmillian
Straightforward Placement Test) was held to check the homogeneity of the learners. Participants were
between the ages of 14 and 16 and the gender of the learners were almost similar in number: 43 males
and 47 females. Thirty students from B1 level were assigned as the control group and the remaining
60 were placed in two experimental groups. All of the participants in the control group were in Bl
level, and the experimental group participants were in two levels of A2 and B1 according to CEFR
that were in different classes.

Trainers

Three trainers applied the treatment sessions in the study: the trainer of the B1 experimental group
was a native speaker teacher from the USA. There were an Iranian teacher for the A2 experimental
group, and a Turkish teacher for the B1 control group. The trainers of the experimental groups were
already assigned to the related groups by the school administration, which means they were not
selected by the researcher. Fortunately, the trainers of the experimental groups were also IELTS
instructors, therefore, they were already familiar with the listening strategies they were going to teach.
Before the pre-test, a meeting was held with the trainers, and the aim and approach of the study was
explained to them. Before each treatment session, the listening tasks were given to them, and the
trainers of the experimental groups were given a list of the related strategies they were going to teach
to the groups. They taught metacognitive strategies such as planning, and self-monitoring along with
listening cognitive strategies like guessing, note taking, inferencing, catching the gist of the text as well
as listening for details. The trainers modeled all of these strategies before asking students to do them
on their own.

Instruments

Three instruments were used to collect data for this study:
» English Listening Self-efficacy Questionnaire

* Preliminary English Test (PET)

* Key English Test (KET)

* British Council Listening Comprehension Tasks

English Listening Self-efficacy Questionnaire

Learners’ listening self-efficacy beliefs were measured by the Turkish version of an English listening
self-efficacy questionnaire (See Appendix), which was developed by Rahimi & Abedini (2009). This
questionnaire measures learners’ confidence and self-perception during listening comprehension tasks
and in communicating with native speakers and teachers. The original questionnaire was adapted for
Turkish students in Turkish by using back-translation method. The questionnaire was first translated
to Turkish and the translated version was retranslated into English to find out the flaws. The last
version, which was in Turkish, was then edited and confirmed by an expert in the field. In order to
prevent any misinterpretation of the questions, the questionnaire was piloted on seven learners who
were not part of the study. The final questionnaire consisted of 18 Likert-scale items and the
participants needed to read and decide if they: (1) strongly disagree (2) disagree (3) have no idea (4)
agree (5) strongly agree.
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Preliminary English Test (PET)

PET is developed by Cambridge ESOL called the Cambridge Main Suite, which measures the
participants’ proficiency in B1 level and is designed to be used for teenagers. Considering the age and
level of the participants of this study, PET was used to measure the participants’ listening
comprehension in B1 level. This test has three main sections: reading/writing, listening, and speaking.
The listening part consists of four parts ranging from short exchanges to longer dialogues and
monologues. It measures learners’ understanding dialogues and monologues on daily topics. The
listening section has 25 items and takes 35 minutes for the test takers to complete.

Key English Test (KET)

KET is developed by Cambridge ESOL called the Cambridge Main Suite, which measures the
participants’ proficiency in A2 level and is designed to be used for teenagers. Considering the age and
level of the participants of this study, KET was used to measure the participants’ listening
comprehension in A2 level. KET was used to measure the participants’ listening comprehension in
A2 level. KET has three main sections of reading/writing, listening, and speaking. The listening part
consists of five parts ranging from short exchanges to longer dialogues and monologues. The listening
section has 25 items and takes 30 minutes.

Listening Activities from British Council Website

Teachers who participated in this study used listening activities from British Council Website for the
treatment sessions to teach and model metacognitive strategies used during listening activities. This
website was chosen since the activities were designed for PET and KET exams, which could prepare
the participants for the post-test exam.

Procedure

At the onset of the study, a placement test was held to confirm the homogeneity of the participants in
both control and experimental groups. Later, the questionnaire of listening self-efficacy was given to
the participants, which took 10-15 minutes. Having finished the survey, the listening comprehension
tests were given to the participants. The participants in the control group and Bl learners of the
experimental groups took PET and the rest of the experimental group took KET. Both of the listening
tests had 25 questions, which took 35 minutes to complete. During the following weeks, the
participants in the experimental group were trained for one month, by giving them listening activities,
which were taken from British Council website. The activities were given in every session and the
trainers were informed about how to train the learners. During the training sessions, the metacognitive
strategies were taught in the classes. Some other strategies such as listening for gist and the details
were also practiced. They were also given hints on how to answer different types of listening questions
(e.g. true-false, fill-in-the-blanks, multiple choices). Other strategies were also used by the trainers to
increase participants’ self-efficacy. The strategies used for this purpose were adapted from Dornyei
(1994): giving affiliative motives, modelling the task first, and giving motivational feedback.
Meanwhile, the control group was only receiving the activities and there were no instructions and no
feedback given. To find out the efficacy of the treatments, after one month, the participants of both
control and experimental groups were given a post-test. For the post-implementation session, students
responded to the same questionnaire and took the listening test used for the pre-test.

Data Analysis

Quantitative data analyses were used to answer the three research questions posed for the purpose of
the present experiment. To answer the first researh question, the learners’ pre-test and post-test scores
from PET and KET were compared via the paired samples t-tests. To answer the second research
question, similar to research question 1, paired samples t-test analysis was used. To learn if there was
any correlation between learners’ post-test listening proficiency and listening self-efficacy scores of
each group, as an answer to the third research question, Pearson’s correlation analysis was calculated.

FINDINGS AND DISCUSSION

To have an overview of each group’s performance on pre- and post-tests, the mean scores are listed in
Table 1.

112



Hamideh Hamdi Khosroshahi, Ali Mer¢/ ELT Forum 9 (2) (2020)

Table 1. Descriptive Statistics of Pre and Post-training Scores of the Control Group and
Experimental Groups in Listening Proficiency Test and Self-efficacy Questionnaire

Listening Proficiency Test Self-efficacy Questionnaire

Pretest Posttest Pretest Posttest
N Mean SD N Mean SD N Mean SD N Mean SD
Control Group 30 11 3 30 12 4 30 2.99 .78 30 3.31 51
A2 30 17 3 30 20 2 30 3.26 50 30 3.28 .50
Bl 30 17 3 30 21 2 30 3.61 34 30 3.58 .32

Table 1 demonstrates the number of the participants, minimum and maximum scores, mean
scores, and standard deviations of the control group and the experimental groups of A2 and B1, both
before and after the training period. Considering the control group, we can notice a slight
improvement in their listening comprehension scores; there is also a noticeable amount of
improvement in their self-efficacy scores. In the experimental groups, the participants of A2 level are
seen to have improved their listening comprehension scores and their self-efficacy as well; however,
their self-efficacy improvement is not considerable. The participants of the experimental B1 group
seems to have a noticeable rise in their listening comprehension scores while their self-efficacy scores
have slightly declined.

Strategy training and listening proficiency scores (RQ1)

The first research question was to find out if teaching Turkish EFL learners metacognitive and
listening strategies improves their listening proficiency in a significant way. As Table 1 shows, the
mean scores of the experimental and control groups all improved in the post-training listening
proficiency test. Paired Sample t-tests were also conducted to find out whether these improvements
were significant. As Table 2 shows, there is no significant difference between the pre and post-test of
control group (t (29)= -1.992, p=.056). As the analysis indicated, the control group had no progress
during the one-month time span.

Table 2. Paired Sample T-test Results of Listening Comprehension Pre-test and Post-test for
Experimental and Control Groups

Paired Differences

95% Confidence
interval of the
Std. Std.Error  Difference Sig.(2-
Mean  Deviation  Mean Lower Upper t df tailed)
Control Group pre
and post-training -1.267  3.483 .636 -2.567 .034 -1.992 29 .056
self-efficacy
A2 pre and post-
training  listening -3.067  2.449 447 -3.981 -2.152 -6.860 29 .000
scores
Bl pre and post-
training  listening -3.967  2.512 .459 -4.905 -3.029 -8.650 29 .000
scores

However, results show that there is a significant difference between pre- (M=17.30, SD= 3.109)
and post-test (M=20.37, SD= 2.297) scores of A2 level experimental group (t (29) = -6.860, p< .001).
There is also a significant difference between listening pre- (M= 17.30, SD=3.271) and post-test
(M=21.27, SD= 2.212) of B1 level experimental group (t (29) = - 8.650, p<001). This means that
teaching listening strategies helped Turkish EFL learners to make a significant progress in their
listening proficiency tests. This finding confirms the statement that teaching cognitive and
metacognitive listening strategies explicitly can improve the learners’ listening comprehension
performance (Flavell, 1979; Goh & Taib, 2006; Graham & Macaro, 2008; Graham, 2011; Macaro,
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2008; Schoenfled, 1987; Schunk & Rice, 1983). It can also be understood that listening comprehension
needs explicit training and development, and learners need to know that they can control their
performance by implementing appropriate strategies (Graham, 2011). Among the various strategies
used was modelling of the instructor, which can be notified as an effective way to guide students (Goh
& Taib, 2006; Schunk & Rice, 1983). Metacognitive strategies, which were also included in the
training sessions, had noticeable roles played in the post-tense results since their engage learners during
the listening tasks and help them to process the task deeper (Goh & Taib, 2006; Graham & Macaro,
2008; Vandergrift & Tafaghodtari, 2010).

Strategy training and self-efficacy (RQ2)

The second research question was about finding out if teaching listening strategies to Turkish EFL
learners improved their listening self-efficacy in a significant way. Considering the pre- and post-
training mean scores of the three groups, a slight improvement was noticed (Table 3).

Table 3. Paired Samples T-test Table of Listening Self-efficacy Questionnaire Scores of Pre-training
and Post-training for Experimental and Control Groups

Paired Differences
95% Confidence
Interval of the

Std. Std.Error _ Difference Sig.
Mean Deviation Mean Lower  Upper t af  (2-
tailed)
Pair Control_ C_Eroup pre and
1 post-training self- -32281  .89327 .16309 -65636 .01074 -1979 29 .057

efficacy

Pair A2 pre and post-training

2 self-efficacy -.02807  .45249 .08261 -19703 .14089 -.340 29 736

Pair  B1 pre and post-training

. .02982 143018 .07854 -.13081 .19046 .380 29 707
3 self-efficacy

To find out if the self-efficacy improvements were significant or not, paired samples t-tests were
conducted for the groups. As Table 3 shows, there is no significant difference between the pre and
post-training scores of control group (t (29) = -1.979, p= .057). Considering the A2 level experimental
group, there is no significant difference between their pre- and post-training scores either (t (29) = -
.340, p=.736). The same result can be seen for the B1 level group, and there is no significant difference
between their pre- and post-training scores (t (29) = .389, p=.707). These results reveal that teaching
listening strategies had no effect on experimental groups’ listening self-efficacy. According to
Chambers (2007), Field (2008), and Graham (2006), teaching listening strategies can increase the
learners’ control over the listening tasks, which leads to higher self-efficacy in them. This claim has
been approved by Graham (2011), Graham and Macaro (2008), Macaro (2008), and Schunk and Rice
(1983); however, the finding of this study contradicts with these findings. Turkish EFL learners had
no significant improvement over their self-efficacy scores. According to Bandura (1995), one of the
most important sources of self-efficacy is mastery, or in other words, the amount of successful
experiences that learners have had during their educational period. It can be inferred that learners need
more success to be able to have higher self-efficacy. Another source of self-efficacy according to
Bandura (1995) is learners’ physiological status, which includes their affective filters. Sparks and
Ganschow (1991) claim that affective filters consist various emotions like stress, anxiety and lack of
self-confidence. Similarly, Cubukcu (2008) has recently reported general anxiety among Turkish
learners, which she relates to the educational system of Turkey. It can be inferred that anxiety affects
learners’ overall self-efficacy beliefs.

Listening proficiency scores and self-efficacy (RQ3)

The third research question was to find out if there was any significant correlation between listening
proficiency scores and listening self-efficacy scores. Table 4 presents the results of the correlation
analysis.
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Table 4. Correlation between Groups’ Post-training Listening Proficiency Scores and Their Post-
training Listening Self-efficacy Scores

N Correlation  Sig.

Control Group Listening Post-test and Post-training self-efficacy 30 .588 .001
A2 Listening Post-test and Post-training self-efficacy 30 .085 .654
B1 Listening Post-test and Post-training self-efficacy 30 -.041 .831

Table 4 indicates that there is no statistical correlation between A2 level group’s listening
proficiency post-test and their post-training listening self-efficacy scores (r=.085); the same result can
be seen for the B1 group (r= -.041). Considering the control group, though, we can see a significant
moderate positive relationship between their listening proficiency post-test and their post-training
listening self-efficacy scores (r= .588, p<05). This finding contradicts with the studies reporting a
significant positive relationship between self-efficacy and language performance (Gahunga, 2009;
Magogwe, & Oliver, 2007; Mahyuddin, et al. 2006; Mills, et al., 2007; Raoofi, Tan, & Chan, 2012;
Woodrow, 2011). Nevertheless, it is in parallel with Anyadubalu (2010) and Bonyadi et al. (2012)
who had found no significant correlation between performance and self-efficacy. Anyadubalu (2010),
found out that the learners who had lower self-efficacy did not necessarily have a poor performance
in learning English; however self-efficacy was negatively correlated with anxiety. In other words, self-
efficacy does not affect language performance on its own; but higher self-efficacy can lower the
anxiety, which leads to a better performance.

CONCLUSION

This study attempted to find out if explicit teaching of listening strategies would increase learners’
listening comprehesion scores. The results revealed that the experimental groups had a significant
improvement in their scores. This implies that the outcome of the listening comprehension tasks would
be noticeably better if teachers train their learners explicitly in what strategies can be more efficient for
a particular task and how to implement those strategies. Learners should also be able to monitor their
actions and evaluate themselves to find out whether they are on the right path or not. As students
might be confused at the onset of the lessons and considering the fact that metacognitive strategies
might be intangible for the learners, teachers’ modelling the strategies can be essential during the
training sessions. Teachers also need to observe their learners carefully to provide efficient feedback
to them while they are implementing the strategies. To sum up, language teachers need to raise their
students’ consciousness on the nature of the listening skills and the needed strategies to perform the
tasks. They should model those strategies, introduce and practice new strategies frequently, and
remind students to plan and set goals and conduct self-evaluation (Rubin, Chamot, Harris, &
Anderson, 2007). Another finding of the study was that explicit teaching of strategies had no
significant effect on learners’ self-efficacy, which led to the finding that there was no correlation
between listening scores and self-efficacy scores of the experimental groups. Referring to Cubuk¢u
(2008), general anxiety that is present in Tukish educational setting might lower learners’ self-efficacy,
which calls for further research on the elements that cause the anxiety and the ways that the system
can be revised to lower it. The anxiety factor is one of the factors that this study should have considered
and controlled. A limitation of the study was the duration of intervention sessions: the training period
of the experimental groups took only one month, in a longer time span for training, the participants
might increase their sense of mastery and accordingly their their self-efficacy scores.
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APPENDIX
A Questionnaire on EFL Learners' Self-efficacy about Listening Skill
Name: Age:
1) T have a special ability for improving listening skill. |Strongly |Agree  |Noidea |Disagree |[Strongly
|4 gree \Disagree
[ [ [ ] [
2) In a listening practice, although I understand almostiStrongly |Agree  |Noidea [Disagree |Strongly
every word, the big problem is that I do not have the  [4gree \Disagree
ability to keep all of them in my mind. s s S z 8
3) I have the ability to concentrate on the content to  |Strongly |Agree  |Noidea |Disagree |[Strongly
which I listen. Agree Disagree
] ] [ ] [
4) I believe that my proficiency in listening skill will ~ [Strongly [Agree INo idea  |Disagree |Strongly
mprove very soon. A gree Disagree
[ [ i [ [
5) I am sure that if I practice listening more, I will get  [Strongly |Agree  |Noidea [Disagree |Strongly
better grades in the course. Agree \Disagree
[ [ i [ [
6) I can understand the tape in listening classes better  |Strongly |Agree  |Noidea |Disagree |Strongly
than other students. 4 gree Disagree
[ [ ] [ [
7) I cannot understand an English film without English [Strongly [Agree INo idea  |Disagree |Strongly
subtitles. |4 gree \Disagree
[ [ ] [ [
8) No one cares if I do well in listening course. Strongly |Agree  |Noidea [|Disagree |Strongly
|4 gree \Disagree
[ [ ] [ [
9) My classmates usually get better grades than I do. Strongly |Agree  |Noidea |Disagree |Strongly
|4 gree \Disagree
1] 1] [ ] [
10) Even if the listening practice in the class is difficult |Strongly |dgree  |Noidea |Disagree |[Strongly
and I cannot understand it completely, I can find a Agree \Disagree
strategy to answer most of the related questions. H H : H H
11) I am very stressful during the listening class. Strongly \Agree  INoidea |Disagree |Strongly
A gree \Disagree
[ [ i [ I
12) I enjoy doing listening practice, when the speaker  |Strongly |Agree  |Noidea |Disagree |(Strongly
speaks fast. Agree \Disagree
[ [ i [ I
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sure about it.

13) I enjoy doing listening practice with a proficient Strongly |Agree  |No idea [|Disagree [Strongly

partner. Agree Disagree
[ [ ] [ [

14) T am one of the best students in listening course. Strongly |Agree INo idea  |Disagree |Strongly
|4 gree \Disagree
[ [ [ ] [l

15) When I am doing a listening practice with a tape at [Strongly |Agree INo idea  |Disagree |Strongly

home, it is not important that how difficult it is because Agree \Disagree

I repeat it so much that I can understand it. H H H : H

16) I enjoy meeting tourists because I can understand  |Strongly |Agree  INoidea |Disagree |(Strongly

them well. |4 gree \Disagree
] ] [ ] [

17) The more difficult the listening practice it is, the Strongly |Agree  |No idea [|Disagree [Strongly

more challenging and enjoyable it is. Agree Disagree
] ] [ ] [

18) In the listening class, when the teacher asks a Strongly |Agree  |Noidea [|Disagree |Strongly

question I raise my hand to answer it even if I am not 1D4g75’€ : ! : DDlsagf’ef
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