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Chapter One 

Introduction 

     

1.1  Motivation 

Listening ability is a fundamental and crucial component of overall language 

competence (Sun, 2002). It is also an imperative skill to develop for successful 

communication. Language learners in EFL contexts, however, usually find themselves 

more labored in understanding spoken than written language (Chung, 2002; Chang & 

Read, 2006). Compared to ESL learners, EFL learners lack the immediate need to 

comprehend utterances to communicate with interlocutors outside the classroom 

(Brown, 2000; 2001). What is more, in most Asian countries such as Taiwan, where 

national exams have been leading the pedagogical practices in schools, the absence of 

listening tests causes negative backwash effects—teachers place less emphasis on 

developing listening skills in class (Yen, 1987; Cheng, 2000) and students are less 

motivated to find aural input independently in their private learning time. But 

listening is a complex task that involves phonological, syntactic, semantic, pragmatic, 

and kinetic knowledge (Buck, 2001; Flowerdew & Miller, 2005); to comprehend the 

aural input, it requires listeners’ efforts to segment language input, retrieve correct 

schemata for interpretation, make accurate inferences, and the like (Chung, 2002). 

Therefore, the demand for increasing in-class instruction and practice on listening is 

reasonable. 

Given that EFL learners have less exposure to spoken language and are less 

familiar in tackling the listening tasks, they should not be asked to immediately 

plunge into intimidating listening tasks (Chang & Read, 2006), but should instead be 

“tuned in”, so that “they know what to expect, both in general and for specific tasks.” 

(Underwood, 1989, p. 30) Literature has established the relationship between this 
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tuning-in procedure and listening comprehension, indicating that the former has 

beneficial effects for the enhancement of the latter (Mueller, 1980; Omaggio, 1993; 

Herron, 1994; Herron et al, 1995; Chung, 1999; Jones & Plass, 2002). Therefore, 

teachers can provide learners with pre-listening support activities to combat the 

listening tasks. Such activities are proved to aid students to listen selectively and 

effectively, to avoid distractions, and to retain information successfully, so to speak, to 

achieve “active listening.” (Rost, 2002, p. 158)  

Previous researchers have proposed various types of pre-listening supports that 

draw on different levels of processing. The top-down processing helps learners 

compensate for their inadequate language proficiency by activating stored content 

schemata, formal schemata, and related world/topical knowledge (Bonk, 2000; Field, 

2004). On the other hand, the bottom-up processing establishes the foundation for the 

correct interpretation of incoming aural messages and the retrieval of correct 

schemata to match those messages (Bonk, 2000; Field, 2004). The former type of 

supports include giving background knowledge, pre-pronouncing topics, previewing 

test questions whereas the latter contain pre-teaching vocabulary, grammar, or 

sentence structures. 

Although it is generally acknowledged that both top-down and bottom-up 

processing contribute to good listening comprehension (Witkin, 1990) and that these    

two levels of listening are able to interact with and influence each other (Buck, 2001, 

p. 52), there has been a great concern for researchers to decide which level of 

pre-listening supports is better when learner characteristics, such as language 

proficiency, are taken into consideration. The consensus, however, is not yet reached 

and the results of past studies still need further examination before applying them in 

different learning contexts. Following this line of research, the present study is 

particularly interested in tapping the effectiveness of “pre-giving background 
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knowledge” and “pre-teaching vocabulary” in Taiwan’s junior high schools for the 

following reasons.  

First, a great number of studies have demonstrated that learners’ background 

knowledge significantly facilitates listening comprehension (Markham & Latham, 

1987; Long, 1990; Chiang & Dunkel, 1992; Schmidt-Rinehart, 1994; Chung, 1999; 

Chang & Read, 2006). However, most of these studies only judged whether students 

have background knowledge based on questionnaires or teacher’s subjective 

evaluation, and simply took it as a fact without designing a method of instruction 

addressing students’ insufficient background knowledge. In fact, only a few studies 

actually incorporated the instruction of background knowledge in the experiment and 

most of them showed favorable results (Chang & Read, 2006; Chung, 1999). Thus we 

are left with the question whether teachers can fill the gap with instruction when 

students lack related background knowledge. In brief, we need to find out the effects 

of pre-teaching background knowledge in listening tasks.  

Second, regarding the role of vocabulary pre-teaching, previous research is 

inconclusive. Some acclaimed its values (Chung & Huang, 1998; Bonk, 2000) while 

others doubted its effects (Chung, 2002; Chang & Read, 2006). More intriguingly, 

learners were psychologically and affectively reliant on such pre-listening support 

while at the same time indicating its limited power for aiding their comprehension 

(Chung, 2002; Chang & Read, 2006). Thus, it is imperative to probe the possible 

problems of previous research design on the methods of vocabulary teaching for the 

purpose of determining the effectiveness of this listening support. In other words, 

there is the need to overcome previous studies’ limitations and modify them with 

theory-based alternatives on the teaching of vocabulary.  

Third, previous studies that examined different types of pre-listening supports 

are mostly of tertiary levels both in foreign countries (Herron et al, 1998; Jones & 



 4

Plass, 2002) and local context (Taiwan) (Yen, 1987; Teng, 1994). Junior high school 

students are often the neglected population, though. However, exploring suitable 

teaching methods and techniques for this level of students is by no means less 

imperative. We believe that it’s better to introduce listening support activities at earlier 

stage of language learning so that students would be able to develop more confidence 

and positive attitudes toward listening. Since junior high students differ from tertiary 

students in learning contexts and listener characteristics, such as intelligence, 

motivation, strategy use (Rubin, 1994), further investigation is needed before the 

results found in tertiary levels are applied to junior high students.  

Fourth, both of the two preparatory teaching, background knowledge 

pre-instruction and key vocabulary pre-teaching, are regarded by many EFL learners 

as facilitative to their comprehension; so, if the above mentioned limitations could be 

overcome, they can be the methods that are both helpful in enhancing listening 

comprehension and applicable in class. Namely, we hope to design the pre-listening 

supports that are practical and effective for junior high school students.  

In brief, previous research has not agreed upon the effectiveness of the two 

pre-listening supports and there are limitations of study design to overcome and the 

past studies were mostly conducted on tertiary levels. Given these problems, the 

present study attempts to improve the target supports and investigate their effects on 

listening comprehension in the context of Taiwan’s junior-high schools. 

 

1.2  Theoretical Background 

Ausubel (1960; 1961) first coined the term “advance organizer” to describe the 

process of integrating new information with already-stored resources in learners’ 

brains. As he put it, advance organizers are “introductory material at a higher level of 

abstraction, generality, and inclusiveness than the learning material itself.” (Ausubel, 
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1961, p. 252) He hypothesized that if the new-coming materials can be made 

meaningful and relevant to learners’ cognitive structures, these materials will then be 

comprehensible and can be retained to long-term memories. A large body of research 

has been conducted to justify the incorporation of advance organizers into the 

classroom teaching. Buck (1995) proclaimed that these preparatory activities help 

learners draw accurate context and background knowledge to attack the forthcoming 

tasks. Mendelsohn (1995) also indicated that advance organizers assist the activation 

of existing knowledge of the topic which can “link what they comprehend and to use 

this as a basis of their hypothesis-formation, prediction, and inferencing” (p. 140). In 

brief, it is believed that advance organizers play an essential role in orienting learners 

in task-tackling.  

     Providing background knowledge is one of the most researched advance 

organizers in the literature. It is regarded as the pre-existing knowledge that pertains 

to the topic of the current tasks. Background knowledge has been operationalized in 

several aspects, including cultural knowledge (Johnson, 1970), topic familiarity 

(Hammadou, 1991), contextual visuals (Omaggio, 1979; Carrell, 1983; Glass, 1992) 

and the forth. A number of studies have also corroborated its effectiveness in the 

facilitation of listening comprehension (Long, 1990; Chiang and Dunkel, 1992; 

Schmidt-Rinehart, 1994; Teng, 1998) and the impact of its absence (Connor, 1984; 

Carrell, 1984, 1987). Nevertheless, most of these studies simply judged participant’s 

familiarity toward the topic either by the course syllabus (Schmidt-Rinehart, 1994) or 

by participants’ self-report (Chiang and Dunkel, 1992; Schmidt-Rinehart, 1994) and 

demonstrated its respective effects on listening comprehension with and without such 

prior knowledge. They, however, did not devise practical ways to incorporating the 

teaching of background knowledge into classroom settings. Besides, although most 

studies proved the positive effects of background knowledge on listening 
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comprehension, there is at least one study that addressed the potential problem arising 

from the interaction between topic familiarity and test types. Ching and Dunkel 

(1992), for example, came to the conclusion that prior knowledge was significantly 

positive for the retention of information only for passage-independent post-lecture 

comprehension test. Therefore, it remains unclear whether background knowledge 

still has its effects for test questions directly related to the listening task itself. In short, 

the majority of studies have indicated the positive relationship between learners’ 

background knowledge and their listening comprehension, yet the main problem is 

that most of these studies did not incorporate the teaching of background knowledge 

into classroom instruction and examine its effectiveness afterwards. 

In other studies that indeed incorporated the teaching of background knowledge 

into the study design, the results did not seem to be congruent. Chang and Read (2006) 

equipped their participants with background knowledge by providing them with L1 

reading passage related to the listening topic. Results showed that on the whole this 

type of listening support is most effective. In Chung’s study (1999), on the other hand, 

did not yield the same satisfying outcomes. The participants in the “advance organizer 

group” received a treatment in which they were provided with key sentences about the 

plot of a video clip. But it came to be less effective than “combined group” (key 

sentences + L2 subtitles) and “caption group”(L2 subtitles), and only better than the 

control group. The researcher indicated that such ineffectiveness could be attributed to 

the oral form of advance organizer and that different results might occur if it was 

presented in written form. Judging from the two studies, past research presents 

incongruent results regarding the effectiveness of background knowledge. 

For the present study, in order to investigate the effects of background 

knowledge support and at the same time improve some of the limitations in previous 

studies, this study will incorporate the teaching of background knowledge and devise 
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listening comprehension questions based on the listening passages only. Furthermore, 

an attempt is also made to devise the background knowledge instruction in the way 

that has been suggested to induce deeper processing. In this line of research, some 

researchers proclaim that “learners learn best when they are encouraged to test 

hypotheses and learn from their mistakes” (Herron et al, 1998, cited in Herron & 

Tomasello, 1988; 1992). For example, in Herron et al’s (1998) study, they examined 

the effects of providing major-scene summary in declarative advance organizer 

condition (AO.) and interrogative advance organizer condition (AO?). The results 

demonstrated that groups in both conditions outperformed the control group, yet there 

was no significant difference found between these two conditions. The researchers 

had originally hypothesized that AO? group would be more effective than AO. Group, 

based on Anderson’s (1980) Informational Processing Model, which posits that the 

more meaningful (deeper) the processing of the information is, the better the retention 

will be. But the results did not turn out to be as expected. Herron et al (1998) 

explained that it might due to the fact that learners were too occupied in finding 

answers to initial proposed questions that they forgot to listen for the rest of the 

information. The researchers therefore suggested that future studies can use the 

true/false condition that might not be as distractive as AO? condition and thus can 

overcome such drawback. True/false condition is the type of advance organizer that 

provides learners with true/false main-scene summaries, but learners have to listen 

actively to judge their trueness. On the basis of its claim to enhance the processing 

depth and thus promote better listening comprehension, the present study aims to 

investigate the true/false mode of background knowledge support. 

Vocabulary pre-teaching is another variation of pre-listening support that has 

been drawing much attention in the literature (Chung & Hung, 1998; Chung, 2002; 

Chang & Read, 2006). Although it is generally acknowledged that a complex 
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interaction between top-down (prior knowledge) and bottom-up (input) models takes 

place during listening comprehension processes and that successful activation of the 

former usually influences the correctness of the subsequent speech perception 

(Swinney, 1979), higher-level processing still rely much on the lower-level 

information to make up for details and to attain a more complete and accurate picture. 

According to the bottom-up model, listeners construct the meaning of listening by 

starting with “the smallest units of the acoustic message: individual sounds, or 

phonemes” (Flowerdew & Miller, 2005, p. 24), and then go on combining them into 

words, phrases, clauses and finally sentences. In this direction of processing, 

unfamiliar vocabulary is the most-recognized factor that thwarts successful listening 

comprehension (Chung & Hung, 1998; Chung, 2002; Chang & Read, 2006) and it is 

also one of the major factors considered to contribute to the difficulty level of 

listening tasks (Kelly, 1991). Therefore, it seems that if students can overcome the 

challenge of unfamiliar words, they can be expected to achieve better listening 

comprehension. 

As mentioned above, since vocabulary is often the cause to poor listening 

comprehension, it is imperative to pre-teach those unfamiliar words before students 

engage in listening tasks. Hayashi (1991) suggested that successful listening 

comprehension depends on the existence of comprehensible lexical resources. Sun 

(2002) also conducted an investigation of Taiwanese college students’ listening 

difficulties, indicating that the perception stage is the most problematic area among 

Anderson’s (1995) three-phase model of language comprehension. In this specific 

stage, students tend to forget the meaning of words, even though the words already 

sound familiar. Thus, a need for key vocabulary pre-teaching is called upon, as being 

indicated by most of the learners in the past studies. 

Previous research on the effectiveness of vocabulary pre-teaching, however, is 
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inconclusive. Chung & Huang (1998) demonstrated that students in “vocabulary” 

condition outperformed those in “main character” (in which teacher provided 

descriptions of characters for students) and “combined” conditions. On the contrary, 

Chung (2002) indicted that the advance organizer, or vocabulary pre-teaching, was 

less effective than the combined group and question-previewing group, but was still 

better than the control group. Chang & Read (2006) yielded similar results: in their 

study, vocabulary instruction was the least helpful type of listening support among the 

four, and such results held true for both high and low proficiency learners.    

A question, therefore, arises: why didn’t this mode of pre-listening support do 

well as expected, since it is the category that has been frequently indicated as the most 

needed and helpful by L2 learners? Possible reasons for the problem might lie in the 

nature of the design of vocabulary pre-teaching. In studies mentioned above, 

instruction on key lexis mainly followed quite similar teaching procedures: teaching 

L2 words with Chinese translations, repeating L2 pronunciations (Chung & Hung, 

1998; Chung, 2002) and listening for those words in longer connected speeches 

(Chang & Read, 2006). In such procedure, participants might not have sufficient time 

to process their newly learned lexical knowledge, insomuch that they could not 

establish easy access to them when processing the whole listening input.  

Compelled by the above-mentioned problems, this study aims to devise the type 

of pre-listening vocabulary teaching that strives to enhance the vocabulary learning 

and contributes to better retention of word knowledge and more solid routes for 

retrieval when students are engaged in listening tasks. Some insights can be drawn in 

Jones and Plass’ (2002) study. In their study, they examined the effects of written and 

pictorial annotations in the multimedia listening comprehension activities. 

Participants were instructed to look up all annotations available in the treatment. The 

researchers demonstrated that the combined mode has the best facilitating effects for 
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both overall listening comprehension and vocabulary acquisition test and that the 

effects of pictorial annotations persist over time than the written ones. Such results are 

consistent with Mayer’s theory of Multimedia Effects (2001), which predicts that by 

being offered information in different modes, rather than just one mode, learners are 

able to learn better. Similarly, Chun & Plass (1996) contended that “when written and 

pictorial units were presented contiguously, learners were able to hold the verbal and 

visual mental representations simultaneously in verbal and visual working memory” 

(cited in Jones & Plass (2002), p. 548). Jones & Plass’ study (2002) thus suggested 

that pictorial information is crucial in glossary teaching and teachers should 

incorporate it into the program (Jones, 2003, 2004; Hunt & Beglar, 2004). Therefore, 

the present study intends to devise an enhanced vocabulary pre-teaching support that 

integrates both written and pictorial information, with a hope to improve the 

conventional word-pair vocabulary instruction.  

All in all, the present study aims to improve some limitations of the previous 

related studies, devise enhanced pre-listening supports (background knowledge 

pre-supplement and vocabulary pre-teaching) and examine their effectiveness in 

facilitating listening comprehension in the context of Taiwan’s junior high schools. 

 

1.3  Research Questions 

Based on the motivation and theoretical background discussed above, five 

research questions are addressed for the present study: 

(1) Does enhanced background-knowledge pre-instruction facilitate participants’ 

listening comprehension? 

(2) Does enhanced vocabulary pre-teaching facilitate participants’ listening 

comprehension? 

(3) On the whole, which type of pre-listening support is more helpful? Enhanced 
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background-knowledge pre-instruction or enhanced vocabulary pre-teaching? 

(4) Is there an interaction between types of pre-listening supports and participants’ 

proficiency level? 

(5) When participants’ proficiency level is taken into consideration, which type of 

pre-listening support is more helpful?  

(6) What are participants’ affective reactions and attitudes toward different types of 

pre-listening supports? 

 

1.4  Significance of the Present Study 

Listening ability is often the area less attended to in EFL contexts, such as 

Taiwan (Yen, 1987; Cheng, 2000). Yet the complexity of listening process poses much 

difficulty on the part of learners. Therefore, it has been suggested by quite a few past 

studies to introduce advance organizers, in this paper termed as “pre-listening 

supports”, to help facilitate students’ listening comprehension (Mueller, 1980; 

Omaggio, 1993; Herron, 1994; Herron et al, 1995; Chung, 1999; Jones & Plass, 

2002). 

The major intention of the present study, therefore, is to devise effective and 

practical pre-listening supports for Taiwanese junior high school learners. The 

significance lies in two aspects. First, the teaching procedures of two supports are 

based on the insights of past studies and theories. In other words, this study attempts 

to explain and compensate for the limited effects of the supports in other studies. 

Second, the present study hopes to examine the devised pre-teaching supports in a real 

Taiwanese junior high school context. The empirical experiment is expected to shed 

light on the effectiveness of advance organizers and point out possible problems, 

constraints, and pedagogical implications in classroom application. 
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1.5  Definition of Key Terms 

(1)  Advance Organizer 

“Advance organizer” was first coined by Ausubel (1961) to describe the process 

of integrating new information with the already-stored resources. As he put it, 

advance organizers are “introductory material at a higher level of abstraction, 

generality, and inclusiveness than the learning material itself.” (Ausubel, 1961, p. 252) 

It serves as a transition to link what has been known and what awaits to be learned. In 

this study, advance organizers are also referred to as pre-listening supports. 

(2)  Background Knowledge 

Background knowledge is the knowledge that has already existed in learners’ 

mind. It is considered to be a synthesis of learners’ preexisting attitudes, experiences, 

and knowledge (Kujawa & Huske, 1995) and it can be retrieved to “expect or predict 

aspects in our interpretation of discourse” (Brown & Yule, 1983). With related 

background/prior knowledge at hand, learners will have more resources to tackle the 

learning tasks (Markham & Latham, 1987; Long, 1990; Chiang & Dunkel, 1992; 

Schmidt-Rinehart, 1994; Teng, 1998) 

(3)  Vocabulary Pre-teaching 

Vocabulary pre-teaching is the type of pre-listening support that provides 

learners with key vocabulary instruction covered in the forthcoming listening tasks. 

Bonk (2000) indicated that good listening comprehension is significantly associated 

with higher text-lexis familiarity. Besides, based on the bottom-up processing model, 

learners are supposed to interpret the listening discourse from correct interpretation of 

low-level information, such as vocabulary.  

 

1.6  Organization of the Thesis 

This thesis is organized as follows: Chapter Two presents a review regarding 
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issues involved in the present study. Section 2.1 deals with the concept of listening 

comprehension and section 2.2 with listening processing models. Section 2.3 reviews 

the idea of advance organizers, which transits to section 2.4 talking about background 

knowledge pre-instruction and section 2.5 about key vocabulary pre-teaching. 

Summary of this chapter is offered in the last section. 

Chapter Three presents the overall research design. Section 3.1 describes the 

participants in the study. Section 3.2 gives a detailed report on materials and 

instruments. Section 3.3 presents the study design and section 3.4 the procedures of 

empirical experiment. Section 3.5 mentions what statistical tools are used for data 

analysis. Finally, summary of this chapter is offered in the last section. 

     Chapter Four presents the quantitative and qualitative results of the present 

study. Section 4.1 deals with descriptive information of the data. Section 4.2 reports 

the effects of enhanced background knowledge pre-instruction and enhanced 

vocabulary pre-teaching on participants’ listening comprehension performance. 

Section 4.3 offers the findings about the interaction between students’ proficiency 

level and the types of pre-listening supports. Section 4.4 presents participants’ 

affective responses toward two types of supports. Finally, section 4.5 offers a brief 

summary. 

     Chapter Five presents the discussion of findings in this study in the order of six 

research questions. Section 5.1 deals with the effects of two major enhanced 

pre-listening supports on students’ listening comprehension. Section 5.2 discusses the 

interaction between types of listening supports and students’ language proficiency. 

Finally, section 5.3 presents a short summary of this chapter. 

Chapter Six concludes the present study with major findings summarized in 

section 6.1, pedagogical implications for EFL teachers in Taiwan in section 6.2, and 

limitations in section 6.3.  
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Chapter Two 

Literature Review 

 

The present study intends to investigate the effects of two pre-listening supports, 

background knowledge pre-teaching and vocabulary pre-instruction, on Taiwanese 

junior high school students’ listening comprehension. The focus lies in designing 

theoretically-informed and theoretically-supported approaches to enhance these two 

types of advance organizers. Related studies are reviewed in this section. First, section 

2.1 initiates the review on the operational concept of listening comprehension, 

followed by two levels of most commonly used processing models in dealing with 

listening tasks in section 2.2. Then, section 2.3 continues to review the idea of 

advance organizers, and it transits to section 2.4 talking about background knowledge 

pre-instruction. In this section, the schema theory, the issue of how effective this type 

of support has been in the literature, and the theory-informed enhanced version will 

all be reviewed. Next comes section 2.5, in which the role of vocabulary in listening 

comprehension, the issue of how effective this type of support has been in the 

literature, and again the theory-supported enhanced version will all be included in the 

review. Finally, the interaction between learners’ listening proficiency level and the 

types of pre-listening supports will be reviewed in section 2.6. A brief summary of 

Chapter Two will be presented in the last section. 

 

2.1 Listening Comprehension 

Listening comprehension is a “complex and multidimensional process” (Buck, 

2001, p. 51) in which listeners need to use their phonological knowledge, syntactic 

knowledge, semantic knowledge, pragmatic knowledge, and kinetic knowledge (Buck, 

2001; Flowerdew & Miller, 2005) to comprehend an aural input. A number of factors 
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are involved which collectively determine how successfully a listener understands a 

listening passage. Fischer and Farris (1995), for example, regarded listening 

comprehension as a process whereby listeners use their prior knowledge of the topic 

to actively construct the representation of the aural text. Hoven (1999) added that 

other factors such as listeners’ interaction with the text, the interlocutor, and the 

process also influenced listening comprehension. In addition, Rubin (1994) reviewed 

past related studies and provided a comprehensive description of the factors that are 

likely to have impact on listening comprehension. He categorized these factors into 

text characteristics, interlocutor characteristics, task characteristics, listener 

characteristics, and process characteristics.  

Since listening comprehension is rather complex, many researchers have been 

attempting to break down this concept and describe it with sub-skills. Weir (1993) for 

example provided such a taxonomy which he himself called “a checklist of operation” 

that listening comprehension involves and that a listening test should comprise: 

(A) Direct meaning comprehension: 

 Listening for gist 

 Listening for main idea(s) or important information; and distinguishing 

that from supporting detail or examples 

 Listening for specifics, including recall of important details 

 Determining speaker’s attitudes/intentions toward a listener or a topic 

      (B) Inferred meaning comprehension: 

 Making inferences and deductions 

 Relating utterances to their social and situational contexts 

 Recognizing the communicative functions of utterances 

 Deducing meaning of unfamiliar lexical items form contexts 

     (C) Contributory meaning comprehension: 
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 Understanding phonological features 

 Understanding grammatical notions such as comparison, cause, result, 

degree, etc. 

 Understanding discourse markers 

 Understanding syntactic structures of clauses or idea units  

 Understanding cohesions, especially reference 

 Understanding lexis and lexical cohesion, especially lexical set 

membership and collocations 

This checklist demonstrates the complexity and multi-dimension of listening 

comprehension. To deal with listening tasks, two directions of processing are usually 

called upon. They are reviewed in the following section. 

 

2.2 Top-down processing & Bottom-up processing 

Top-down and bottom-up processes are two models exhibiting contrary 

“directions of processing” (Field, 2004). Bottom-up processing is more text-based, in 

which smaller/lower-order units are processed first and then built up to 

larger/higher-level units (Tsai, 2002). Namely, listeners start with phonemes, sounds, 

syllables, words, and go on to sentences, paragraphs, discourse, and finally to the 

whole text. They decode these elements and constitute the meaning of the whole 

speech based on their syntactic and grammatical knowledge (Hung, 1999). Top-down 

processing, on the other hand, begins with larger units that indicate the way in which 

smaller elements should be perceived. In other words, listeners apply world 

knowledge, topical understanding, or personal experiences to form hypotheses or 

expectations to interpret the text. Shortly, bottom-up processing relies on perceptual 

sources whereas top-down processing depends on conceptual ones (Field, 2004).  

Research has indicated the existence of interaction and interdependence 
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between bottom-up and top-down models of processing (Buck, 2001; Tsui and 

Fullilove, 1998; Vandergrief, 2003). The question at issue, however, lies in which 

direction of processing is preferred, especially when learners’ language proficiency is 

taken into consideration (Field, 2004). Some research upholds “bottom-up 

dependency” (Field, 2004, p. 364) for lower-level proficiency learners, claiming that 

weaker second language listeners put most of their energy in managing to decode 

every individual word, which prevents them from interpreting the input with 

higher-level resources (Hansen & Jensen, 1994). Other studies, however, indicate the 

opposite results. Tsui & Fullilove (1998), for example, favored the position that less 

proficient learners rely more on the contextual and co-textual information so as to 

compensate for their insufficient language ability. Field (2004) in his study addressed 

the issue of how much bottom-up and top-down processing second language learners 

use in listening tasks. He concluded that when a listener heard an unfamiliar word, 

s/he may match the meaning of this word with a known word and this match may (a) 

regardless of context and word-class or (b) draw upon top-down expectations (Field, 

2004, p. 374). So when situation (a) occurs, this specific learner will be having more 

bottom-up dependence; on the contrary, if situation (b) occurs, the learner will be 

more top-down reliant. In brief, when dealing with a listening task, chances are 

learners would invoke bottom-up and/or top-down resources, but in regard to which 

level of processing learners tend to rely more on, consistency is not reached in 

literature.  

 

2.3 Advance Organizer 

As aforementioned, listening comprehension is a rather complicated process, 

encompassing different levels of processing and requiring various sub-skills. 

Therefore, research has introduced the idea of “advance organizers” to language 
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learning in order to facilitate comprehension. “Advance organizer” was first coined by 

Ausubel (1961) to describe the process of integrating new information with the 

already-stored resources in learners’ brains. As he put it, advance organizers are 

“introductory material at a higher level of abstraction, generality, and inclusiveness 

than the learning material itself.” (Ausubel, 1961, p. 252) It serves as a transition to 

link what has already been stored with what waits to be learned. If a new material is 

subsumable under relevant existing cognitive structures, appropriate advance 

organizers would enhance its retention.  

Ample evidence from research has lent support to the positive role of advance 

organizers in aiding learners to deal with reading or listening tasks. Shrum & Glisan 

(1994) claimed that the use of context and background information assists students to 

limit the possible interpretation of reading texts. Likewise, Carr et al. (1977) 

suggested that by providing students with advance organizers, students can gain 

reduced imagery and activate pertaining concepts. In listening, Schmidt-Rinehart 

(1992) mentioned that one of the functions of advance organizers is to “heighten the 

degree of relevance for listening, so that students feel motivated to listen and will 

activate what they know as they listen.” In short, it has been generally established that 

advance organizers are beneficial forms of teaching to both reading and listening 

tasks.  

 

2.4 Background Knowledge Pre-Instruction 

Background knowledge pre-teaching is one of the most investigated advance 

organizers that involve top-down processing. Because of its prominence in research 

and some experiment design problems thereof, this type of pre-listening support is the 

focus of the present study. In this section, the definition and research operations of 

background knowledge, the relationship between background knowledge pre-teaching 
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and listening comprehension, the enhanced form of background knowledge 

pre-teaching are reviewed in detail. 

 

2.4.1 Background Knowledge and Schema Theory 

Background knowledge is the pre-existing knowledge that has been stored in 

learners’ mind. It is considered to contain learners’ pre-existing attitudes, experiences, 

and knowledge (Kujawa & Huske, 1995) and can be retrieved to “expect or predict 

aspects in our interpretation of discourse” (Brown & Yule, 1983). When engaging in 

listening activities, effective learners do not listen passively, or to rely on the listening 

input only; instead, they bring in appropriate background knowledge to help them 

interpret the listening messages. As Shrum and Glisan (1994) put it, “the use of 

context and background information aids understanding by limiting the number of 

possible text interpretations” (p. 114).  

In fact, the related research concerning the role of background knowledge on 

comprehension began only a few decades ago. Branford, Johnson, Anderson, and 

other researchers initiated this line of research on L1 language comprehension. 

Ensuing their study, many L2 researchers started to explore this issue in L2 reading 

(e.g., Carrell, 1987) and recently, the concern spreads to L1/L2 listening as well. The 

studies concerning L2 listening have come to recognize the critical role background 

knowledge plays in facilitating comprehension, and its importance can be best 

illustrated by “schema theory.” 

“Schema” are the models stored in our mind and they suggest the 

interrelationship among concepts. As Rumelhart (1983) (cited in Markham and 

Latham, 1987, p. 157) describes the concept of schema: 

There are schemata representing our knowledge about all concepts: 

underlying objects, situations, events, sequences of events, actions, 
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and sequences of actions. As part of its specification, schema contains 

the network of interrelations believed to hold among the constituents 

of the concept in question. 

The basic ideas about schema theory posit that “written text, or spoken discourse, 

does not carry meaning in or of itself; rather, meaning occurs as a result of the 

interaction between the reader’s or listener’s prior knowledge about the world and the 

text or speech” (Chiang & Dunkel, 1992, p. 350) Thus, to derive accurate 

interpretation, learners would attempt to select the most plausible schema from their 

pre-existing knowledge and integrate it with the new-coming information. They can 

do this by two principles: (1) the principle of analogy—things will be how they were 

before, (2) the principle of minimal change—things are as likely as possible to be how 

they were before (Brown & Yule, 1983, p. 63, cited in Schmidt-Rinehart, 1994, p. 

179). So if the new information merges correctly with the old one, successful 

communication and interpretation is expected to occur, and vice versa.  

 

2.4.2 The effectiveness of background knowledge in L2 Listening 

The majority of previous studies acclaimed the beneficial effects of 

pre-providing ESL/EFL learners with background knowledge to help their listening 

comprehension. They demonstrated that this type of advance organizer aids learners 

to comprehend and retain information better. For example, Markham & Latham (1987) 

investigated the influence of religion-specific background on adult ESL learners’ 

listening comprehension. Sixty five advanced university students participated in the 

study, 16 of them reported practicing Moslems, 20 of them, Christians, and the 

remaining 28 reported to be religiously neutral. The experiment was conducted in a 

regular class period, where all participants listened to two passages of equal syntactic 

complexity discussing the prayer rituals in Islam and Christianity respectively. 

Students then engaged in recall protocol. Results showed that Christian participants 
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recalled more main-idea units and performed fewer distortions on the Christian ritual 

passage whereas the Moslem participants outperformed their counterparts in Islam 

passage. In retrospective interview, as one of the participants mentioned, having the 

knowledge about her own religious belief enabled her to know what might be 

contained in the following listening passage and to testify hypotheses wherein.  

Long (1990) followed this line of research. His participants were surveyed to 

have more background knowledge in “U2” than in “Gold rush” topics. They listened 

to two passages on different topics and were required to do the checklist test 

(recognition) first and summary task (recall) later. Results showed that participants 

generally did better on “U2” listening passage in both types of comprehension tests. 

However, among 188 participants, 13 of them were found to be overextending their 

schemata; that is, they overly applied certain prior knowledge to explain the whole 

aural messages without considering the meanings of language itself. Therefore, this 

additional message suggested that schemata can also have a dysfunctional impact if 

not applied appropriately. 

Schmidt-Rinehart (1994) in her study on the effects of topic familiarity on ESL 

listening comprehension also yielded positive results. She demonstrated that 

participants, regardless of their proficiency level, have better scores in recall measures 

when listening to familiar topic (here refers to the topic that had appeared in 

participant’s textbook) than to novel one. Bacon (1992) in her descriptive study on 

EFL learners’ phases of listening also provides supports to the role of background 

knowledge. Addressing Anderson’s phases of listening comprehension process (1983), 

she found that learners had little reference to prior knowledge in “perceptual stage” 

(the stage in which learners pay core attention to the sounds of language and store the 

aural input in echoic memory), but some learners took advantage of their previous 

knowledge or experience in “utilization stage” (the stage in which learners link the 
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aural input to the existing knowledge). Bacon also showed that more successful 

learners were able to use their background knowledge more effectively by 

“elaborating or connecting with their personal world and discourse knowledge” (1992, 

p. 329). But on the part of less successful learners, they either relied too much on 

prior knowledge only or neglected it altogether. 

Another study that endorses the advantageous effects of background knowledge 

on L2 listening comprehension is Chiang & Dunkel’s research (1992). This study 

explored the interrelationship among speech modification, prior knowledge, listening 

proficiency, and test type. Three hundred and eighty-eight EFL Chinese students were 

involved, who were grouped into high-intermediate listening proficiency (HILP) and 

low-intermediate listening proficiency (LILP) and then were randomly assigned to 

four experimental groups. Each group received one of the following types of lecture 

based on random selection: (1) familiar-unmodified (2) familiar-modified (3) 

unfamiliar-unmodified (4) unfamiliar-modified. Results showed that both levels of 

students had significantly benefited from their prior knowledge on familiar topic (here 

refers to “Confucius and Confucianism”) when engaging in passage-independent 

multiple-choice test items; however, no such significance was found in 

passage-dependent comprehension tests. The results generally acknowledged the 

helpfulness of background knowledge, yet reservation was made because test type 

might be a possible factor to mediate the effectiveness of prior knowledge on listening 

comprehension. 

The aforementioned studies all tended to corroborate the prowess of 

background knowledge/schemata on the facilitation of listening comprehension; but 

these studies as well as some other related studies in fact did not practically 

incorporate into listening program the teaching of background knowledge as a 

pre-listening support. Such study design might not be convincing enough if our 



 23

primary goal is for pedagogical consideration. Thus, in the following space, three 

empirical studies which indeed taught background knowledge were reviewed for 

further discussion. 

Chang & Read (2006) examined the effects of four types of listening supports 

on aiding EFL students’ listening comprehension; they are previewing questions (PQ), 

repeated input (RI), topic preparation (TP), and vocabulary instruction (VI). One 

hundred and sixty Taiwanese college students participated in the study. They were 

divided into four classes according to regular administrative procedures and each 

class’ entry proficiency level was justified to be statistically equivalent. In addition, in 

order to further investigate the interaction between student’s proficiency level and the 

type of listening supports, students in each class were grouped into high proficient 

learners (HP) and low proficient learners (LP) based on their TOEIC listening scores. 

For the focus here, the TP group spent 25 minutes or so reading related L1 

background materials and joined in teacher-led discussion afterwards. Results 

indicated that providing background knowledge is the most effective support across 

proficiency levels. However, with further examination, HP group performed slightly 

better when simply being offered another chance to listen to the input again (that is, 

the Repeated Input treatment.) 

Another study that involved integration of the instruction of background 

knowledge is the one done by Chung (1999). In her study, she compared the effects of 

three pre-listening treatments, “advance organizer”, “caption”, and “combination of 

both”, on facilitating learners’ understanding of foreign videos. For the “advance 

organizer group”, the instructor read aloud six to eight Chinese sentences, 

summarizing the main plot of the listening input and students were allowed to take 

notes freely. Results, however, showed that providing background knowledge did not 

work as well as expected (only better than the control group). The researcher 
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explained it might be due to the fact that students did not particularly need this type of 

support or it could be because the support was presented in oral form, instead of 

written form, suggesting that students were less able to attend to oral information. 

Herron (1994) also attempted to gauge the value of prior knowledge on 

listening comprehension with the implementation of instruction in class. The 

researcher aimed to see how effective background knowledge is on video viewing by 

comparing the video＋advance organizer with video only group. For the experiment 

group, she read aloud to participants six L2 French sentences written on the 

blackboard that summarize the main scenes in chronological order. The whole 

presentation took less than one and a half minute; yet the results showed significant 

growth on listening comprehension performance, demonstrating the beneficial effects 

of background knowledge. 

     In a nutshell, it seems that there’s a great tendency in the literature to extol the 

role of background knowledge on its promotion of better listening comprehension. 

However, despite the fact that the majority of studies supported the positive effects 

prior knowledge exerts on comprehension, there were still several studies that held 

reservation (e.g., Long, 1990; Chiang & Dunkel, 1992; Chung, 1999, as reviewed). 

Therefore, we cannot help but wonder if the presentation of background knowledge 

can be enhanced, would the results reach better consistence? Some studies in the 

following section shed light for this concern. 

 

2.4.3 Enhanced Pre-listening Support with Visual Contextual Clues 

Most studies have demonstrated the effectiveness of pre-giving background 

knowledge to L2 students to aid their listening comprehension. But because of the 

inconsistent results about the effects of this type of pre-listening support, some studies 

attempted to strengthen supports by using enhanced teaching design. For example, 
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Herron et al (1995) incorporated visual contextual clues to achieve such purpose. In 

their study, two types of advance organizers were compared, Description Only and 

Description + Pictures. In the former support, the instructor read aloud six main-scene 

sentences that summarize the following video, and in the latter, same procedures were 

applied with the addition of showing students pictures that are related to the context, 

but not the direct translation of each main-scene sentence. Thirty-nine FL students 

participated in the study. After the treatment, they were asked to write down answers 

to short questions as completely as possible (The answers cannot be found in the 

advance organizer and they can be found in the listening text only.) Results indicated 

that Description + Pictures group outperformed Description Only group and the 

students gave positive affective feedbacks to this type of support as well. This study 

demonstrated further advantages of enhanced background knowledge support, 

because participants can utilize both verbal descriptions and contextual clues to 

process more deeply and thus attain better comprehension. 

The effects of visual clues is also explored in Mueller’s study (1980). As he 

indicated, visual information provides contextual clues which were shown to facilitate 

listening comprehension for less proficient learners. He argued that one-mode 

learning (such as L1-L2 translation) may be sufficient for high proficient learners, but 

lower proficient learners need dually-coded approach to help them effectively process 

information. Therefore, he contended that the combination of verbal and visual 

information would result in more successful learning. As far as the order of the 

presentation of visual cues is concerned, Mueller found that Visual Before group 

performed better than Visual After group. He explained that it is because when 

students see the visuals before hand, they are less likely to “formulate wrong 

hypothesis and consequently better able to guess the meaning of unfamiliar words and 

phrases” (cited in Mueller, 1980, p. 340). Also, having visual clues before listening 
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tasks is believed to heighten students’ interests and thus motivates them to pay closer 

attention to the upcoming passage. 

Herron et al’s study (1995) is an example of enhanced background knowledge 

pre-listening support that aids listening comprehension. The underlying theory to 

account for such result builds on Anderson’s Information Processing Model 

(Anderson, 1980). Briefly, this model posits that greater depth of processing would 

take place if teachers can “elaborate the expressions at the time of encoding” (Herron 

et al, 1998, cited on p. 230). In Herron et al’s study, participants had access to both 

verbal and visual contextual clues, thus they could process information more deeply, 

and in turn comprehend better. In other words, if students have more revenues to 

processing, they can achieve better comprehension. More details about the model will 

be reviewed in section 2.4.5.  

Although positive effects have been widely acknowledged in the literature 

regarding the enhancing effects of visual contextual clues, background knowledge 

pre-teaching can also be enhanced with another alternative form of teaching. This type 

of enhanced pre-listening support was proposed by Herron et al (1998), which is 

reviewed in detail in the following section. 

 

2.4.4 Enhanced Background Knowledge Pre-Instruction 

Herron et al (1998) conducted an inspiring study that drew upon learners’ 

background knowledge to design an enhanced form of pre-listening support. Unlike 

their study in 1995, they did not resort to visual contextual clues, but they were 

interested in exploring the different forms of background descriptions. To be more 

specific, they attempted to investigate how effective declarative and interrogative 

presentation of prior knowledge is respectively. Two experimental groups were thus 

devised, that is, AO. group (advance organizer declarative condition) and AO? group 
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(advance organizer interrogative condition). For the former treatment, the teacher read 

aloud in chronological order six sentences on the board that are the summary of 

forthcoming listening passage. For the latter, the teacher repeated the same procedure 

but this time the six sentences were presented in an interrogative format, with three 

possible answers appended for each question, but without any indication of which one 

is correct. The purpose of devising AO? condition is to examine whether the 

hypothetically more enhanced listening support can in reality induce better 

comprehension, because according to Anderson’s information processing model, 

students in AO? condition were supposed to listen more actively so as to decide which 

answer is correct. Afterwards, participants were engaged in answering six short 

questions as comprehension check, but the answers to these questions cannot be found 

in advance organizers. Results, however, showed no significant difference between 

two experimental groups, though both of them were significantly better than control 

group. The researchers explained it was possible that the students were too focused in 

finding answers to questions in interrogative condition that they were less 

concentrated on listening to the whole picture of listening passages. 

To compensate for the drawbacks, Herron et al (1998) suggested another 

alternative advance organizer that is also hypothesized to enhance the depth of 

processing: a true/false condition. This is a hybrid of both declarative and 

interrogative conditions, in which students would be provided with declarative 

sentences that may be true or false. Students need to listen attentively to decide 

whether the descriptions are true or not, but they do not need to look for answers to 

them. Therefore, this true/false condition, according to the researchers, would be less 

distracting than AO? condition. The tenets here are that because learners need to 

question the truth of these background sentences and test for their hypotheses, they 

would foster deeper processing and learn best and retain the most information (Herron 
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& Tomasello, 1988, 1992; Tomasello & Herron, 1988). More details about 

Information Processing Model will be reviewed in the next section. The present study 

attempts to take up this line of research and examine the validity of true/false 

enhanced background knowledge support. 

 

2.4.5 Theory of Information Processing 

Proposed in cognitive psychology, the model of information processing 

maintains that how expressions are originally presented to learners affects the degree 

of information retention (Anderson, 1980). Generally, the more meaningful and 

deeper the processing of information is when it is presented to learners, the better the 

retention of information will be. The enhancement of the depth of information can be 

reached by “elaborating the expressions at the time of encoding” (Herron et al, 1998, 

p. 239). Teachers can do this by incorporating visual aids, gestures, and other forms of 

elaboration techniques. Among them, hypothesis testing is one mean to deeper 

processing. Past studies have shown that students learn a foreign language better 

when they are encouraged to test self-formulated hypothesis and learn from mistakes 

(Herron & Tomasello, 1988; Herron & Tomasello, 1992; Tomasello & Herron, 1998). 

As mentioned before, Herron et al (1998) in their inspirational study examined this 

claim by devising AO. (advance organizer declarative) and AO? (advance organizer 

interrogative) modes of pre-listening support activities. The difference between these 

two supports is that the latter did not directly offer participants main-scene summary 

but instead converted it into pre-listening questions and asked students to choose 

correct answers; it is thus hypothesized to enhance the depth of processing. Although 

the final outcome showed no statistical difference between the two, Herron et al 

suggested the truth/false mode and called for future investigation.  
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2.5 Key Vocabulary Pre-Teaching 

Vocabulary pre-instruction is one of the most explored advance organizers that 

involve bottom-up processing. Due to its importance in literature and relatively 

opposing results about its effects on comprehension, this type of pre-listening support 

is another focus in the current study. In this section, discussion on the role of 

vocabulary in listening comprehension, related studies concerning its effectiveness in 

aiding listening comprehension, and the enhanced vocabulary pre-teaching support 

are reviewed in detail. 

 

2.5.1 Role of Vocabulary in Listening Comprehension 

The question of whether there is a ‘linguistic threshold’ for interlanguage 

learners has always been a target of debate. Those who argue for its existence 

maintain that a learner will be able to retrieve his L1 background knowledge and 

learning strategies only after his L2 language ability reaches a certain level (a 

threshold). In other words, he is not likely to utilize these resources under the 

condition that his insufficient language proficiency blocks his access to them. 

Vandergrief (2006), for example, addressed this issue. He examined two opposing 

stances, Linguistic Threshold Hypothesis (ITH) and Linguistic Interdependence 

Hypothesis (LIH), and further investigated their interrelationship with question types 

(in this case, inferential questions and literal questions.) Seventy-five grade eight 

English-speaking learners of French participated in the study. They were required to 

complete multiple choice questions, both literal and inferential, after listening to 

authentic English and French dialogues. Results indicated that both L1 listening 

ability and L2 proficiency played significant roles to L2 listening comprehension, but 

L2 proficiency was an even stronger predictor (25% variance v.s. 14% variance). 

Furthermore, when question types were taken into consideration, both factors 
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significantly contributed to the answer of literal questions, but L2 proficiency took up 

more importance. However, for inferential questions, only L2 proficiency accounted 

for a significant amount of variance. The researchers therefore pointed to two 

pedagogical implications, that is, the importance of developing L2 vocabulary and 

metacognitive strategies in L2 listening.  

Linguistic Threshold Hypothesis (ITH) stresses the importance of L2 language 

ability, and among them, vocabulary is one of the components that is most frequently 

singled out for discussion. In the field of reading, there has already been much 

research addressing this issue. Laufer (1989, 1992) for instance, found that 95% or 

more of the lexical tokens is a threshold to guarantee reasonable comprehension of 

written texts. In the field of listening, Bonk (2000) also shed some light on the issue. 

He delved to examine the interaction between learners’ lexical knowledge and their 

listening comprehension by giving them both L1 recall test (as comprehension check) 

and dictation test (as measurement of vocabulary familiarity). Results suggested no 

particular lexical threshold for achieving good listening comprehension across all 

language levels. Yet results showed that good/acceptable comprehension is 

significantly correlated with higher text-lexis familiarity: 70%-79% for some listeners, 

and 80%-100% for the great majority. Therefore, as suggested by this study, the 

importance of vocabulary knowledge in listening comprehension cannot be 

underestimated. 

The prominent role of vocabulary in L2 listening comprehension is also 

revealed by learners’ indication of learning weaknesses. Some studies indicated that 

the most problematic area in the listening process that most EFL learners regard to 

hamper their comprehension falls on the unfamiliarity of vocabulary. Sun (2002) for 

example conducted an investigation of Taiwanese college students’ listening 

difficulties and reported that students tend to forget the meaning of words, even when 
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the words sound familiar in the perception stage. Students mentioned that they usually 

got stuck or distracted when hearing unfamiliar words and this usually had negative 

impact on their listening comprehension. They thus voiced the need for instruction on 

vocabulary before doing listening tasks (Chung & Huang, 1998; Chung, 2002, Tsai, 

2002). 

     In short, the above mentioned stresses the significance of vocabulary in L2 

listening comprehension and advocates the need to pre-teach unfamiliar words that 

will be covered in the upcoming listening passages. There were indeed some studies 

aiming to explore the effects of this type of pre-listening support on learners’ listening 

comprehension and they are reviewed in the following section.  

 

2.5.2 The Effectiveness of Vocabulary Pre-Instruction 

Although the role of vocabulary in L2 listening comprehension process has 

been acknowledged to be eminent (e.g., Bonk, 2000), the effectiveness of 

pre-teaching unfamiliar words as a type of listening support is inconclusive though. In 

the literature, Chung & Huang (1998) investigated the effects of three types of 

advance organizers—(1) main characters (2) vocabulary (3) combination of the 

two—on students’ comprehension of L2 videos. A hundred and sixty EFL 

low-intermediate Taiwanese students participated in this study. For the first group, the 

instructor provided students with descriptions of the main characters, such as their 

names and professions. For the second group, the instructor extracted the vocabulary 

from listening scripts that they considered unfamiliar to their students. Then they 

spelled out words, offered L1 translations, and asked students to practice their 

pronunciations. Finally, students took multiple-choice tests on the content of the 

videos and filled out an open-ended questionnaire as well. Results showed that the 

performance of the vocabulary group was significantly better than the main character 
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group and the combined group. The fact that the combined group performed the worst 

prompted the researchers to remind teachers that students’ proficiency level and 

motivation should be taken into consideration before deciding the amount of 

pre-listening activities. 

Contrary to Chung and Huang’s study (1998), Chung’s another study (2002) 

yielded different results. In this study, she mainly examined the effects of three types 

of pre-listening supports—question previewing, vocabulary pre-teaching, and 

combined treatment—on EFL Taiwanese college students’ listening comprehension of 

videos. She also attempted to see if there is an interaction between types of advance 

organizers and test types (multiple-choice test and open-ended tests). The treatment 

for the vocabulary group was similar to that in Chung & Huang (1998), namely, 

providing students with L1-L2 word pairs and the practice on pronunciation. Results 

indicated that the combined group had the best performance across test types and the 

vocabulary pre-teaching group performed only better than the control group. In 

addition, it was found that the effects of question pre-viewing was assessment-task 

dependent; in this case, question pre-viewing is more effective for multiple-choice 

questions than for open-ended questions. 

Another study that also involves the investigation of vocabulary pre-instruction 

is the one carried out by Chang & Read (2006) as reviewed in section 2.4.2. In their 

study, the pre-teaching of unfamiliar words comprised giving students L1 (Chinese) 

equivalent meanings, L2 pronunciations, and also the listening of target words in 

longer connected speeches. However, results showed the ineffectiveness of this type 

of advance organizer, indicating that it was the least helpful type regardless of 

students’ listening proficiency. The reasons may be, as one of the participants 

mentioned, that students seemed not to be able to access to their newly learned words 

in such short time: 
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Even though I had more confidence in taking the test beforehand, 

when I heard the recordings, I could not think fast enough of words I 

had practiced to understand the talk. When I figured out the meaning, I 

had missed some of the talk, and finally I felt that I just understood a 

few words, which simply did not help me understand the talk. (Cited in 

Chang & Read, 2006, p. 392) 

In short, past studies did not agree on the effectiveness of vocabulary 

pre-instruction listening support on helping learners’ comprehension. Therefore, the 

concern of whether pre-teaching vocabulary should be permanently viewed as the 

least helpful type of advance organizers or whether some improvements can be made 

to the teaching of vocabulary is worth further investigation. In the following section, 

some studies that were designed to enhance vocabulary instruction are reviewed to 

shed some light. 

 

2.5.3 Enhanced Vocabulary Pre-Teaching 

Literature has not yet agreed upon the effects of vocabulary pre-teaching on 

facilitating L2 learners’ listening comprehension. Some studies held positive views 

toward this type of pre-listening support (e.g. Chung & Huang, 1998) whereas others 

did not (e.g. Chang & Read, 2006). One possible reason accounting for the 

ineffectiveness of vocabulary pre-teaching in some studies is that the vocabulary 

instruction itself only involves the teaching of basic L1-L2 word pairs and their 

pronunciations. Thus, learners are less likely to effectively relate the L2 words with 

their translations and thus less likely to retrieve their word knowledge when engaging 

in listening tasks.  

Jones & Plass (2002) conducted a research which provides some thoughts for 

the issue. They investigated the effects of two types of annotations in video-viewing 

activities. One hundred and seventy one FL college students were randomly divided 

into four treatment groups: (1) text with no annotation, (2) text with only written 
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annotation, (3) text with only pictorial annotation, (4) text with both written and 

pictorial annotations. After listening to computer-based materials, they were asked to 

take a written multiple-choice vocabulary post-test and a written recall posttest. Three 

weeks later, they took the same test again as the delay test. Results indicated that the 

combination of annotations is the most helpful listening support for students to recall 

both the listening passage and the newly learned vocabulary in the delayed test. But 

what deserves our attention is the comparison between written annotations and 

pictorial annotations. The study showed that in both immediate and delay tests, 

pictorial annotation group performed better than written annotation group. 

Furthermore, the difference between the pictorial group and combination group 

reached marginal significance in the immediate posttest but such significance decayed 

in the delay test. Therefore, it seemed to suggest that the power of pictorial 

annotations persist with time.  

Based on the research results, Jones & Plass contended that pictorial 

information supports both micro- and macro-level processing, thus aiding verbal and 

visual mental representations in the working memory and helping them enter the 

long-term memory as well. Kellogg and Howe (1971) also suggested that L2 words 

associated with visual images can be learned more easily than those that do not have 

them. Therefore, these studies argued that the role of pictures in the vocabulary 

instruction should deserve more concern.  

In the literature, however, few studies incorporated the pictorial information in 

the teaching of new words for listening. But Tsai’s study (2002) is one example that 

implemented this method. In his study, the researcher attempted to compare the 

effectiveness of two types of pre-listening activities: target word instruction method 

and gist prediction method. Two intact classes, totaling one hundred and two 

English-major college students, participated in the study; they were also categorized 
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into more proficient and less proficient learners based on the pre-test. Class A 

received instruction on vocabulary, in which they were supplied with meaning-related 

visual aids, such as pictures, charts, magazines, fliers, or body actions, along with 

pronunciation practices and oral example sentences. Class B, on the other hand, was 

presented with the passage title, topic sentence of each paragraph, some pre-listening 

questions and a teacher-led discussion. Results showed that after receiving 

pre-listening instruction, participants in both classes did significantly better in their 

posttest, but there was no significant main effect difference whatsoever between the 

two types of pre-listening supports. However, if students’ proficiency level was being 

considered, it was revealed that target word instruction method did not help much for 

high-proficiency learners, but gist-prediction method exerted beneficial effects on 

both levels of language learners. Briefly, this study supported the value of vocabulary 

instruction with the incorporation of visual aids, yet indicated the caveat to consider 

student’s proficiency level. 

As inspired by Jones and Plass (2002) and Tsai (2002)’s studies, we believed 

that enhanced vocabulary pre-instruction should include effective pictorial 

information to supplement the traditional L1-L2 translation presentation. Such 

decision could be supported by Mayer’s (1997, 2001, 2003) Generative Theory of 

Multimedia Learning, which posits that when information is supplied in different 

presentation modes, rather than just one mode, better learning effects can be expected. 

(More details about this theory will be reviewed in section 2.5.4.) As a result, it seems 

plausible to integrate the traditional L1-L2 word pair with the pictorial information to 

solidate students’ retention of vocabulary knowledge.  

Aside from the efforts to enhance the presentation of unfamiliar words, 

literature indicated that teaching and learning words in context plays a crucial role in 

vocabulary learning (Hunt & Beglar, 2002). Past studies have acknowledged the 
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importance of teaching form and pronunciation and of practicing saying new words in 

vocabulary instruction (Channell, 1988; Ellis & Beaton, 1993). As to how to relate L2 

form with its semantic meaning, a growing trend has been proposing the idea of 

learning new words in contexts to take place of traditional word-pair translation 

method. Prince (1996) for example investigated the effects of vocabulary learning 

respectively through context and translation and further examined how the word 

learning method interacted with learners’ proficiency level. Results suggested that 

learners could learn a larger number of new words by translation learning regardless 

of their proficiency level; however, less proficient learners are unable to transfer the 

knowledge of new words they learned from translation method into L2 contexts, thus 

revealing the potential weaknesses of word-pair vocabulary learning. As suggested by 

Wiseman & Tulving (1976), one obvious setback of over-reliance on L1 translation is 

that learners are likely to depend on a single “trace” in memory and they are less able 

to retrieve the word knowledge when encountering different contexts. But learning 

words in contexts, on the contrary, provides learners with richer contextual clues and 

more dynamic, multiple “traces” of meaning retrieval (Wiseman & Tulving, 1976). In 

short, given the importance of learning words in contexts, the present study will also 

include such learning method in vocabulary pre-instruction. 

Although learning vocabulary in context is promising as the above suggested, it 

seems that this method of learning requires much work on the part of learners than the 

traditional translation method. Prince (1996) indicated three steps that learners need to 

process before extracting the meaning of target vocabulary from contexts: (a) to 

process the sentences to gain sufficient understating of it, (b) to use that understating 

to infer the meaning of the unknown word, and (c) to associate the meaning with the 

form of the unknown word in such a way that a representation is formed that is 

available for future use (cited from Prince (1996), p. 481). Because of this arduous 
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work, weaker learners are usually less likely to benefit from context learning (Cohen 

and Aphek, 1980). Therefore, it is compulsory to help weaker learners (including 

beginner learners) deal with the difficulty of processing syntactic structures usually 

found within context. The present study thus designs sentence practices that offer 

contextual clues but have both clear semantic connotation and simple syntactic 

structures so as not to overwhelm learners. This sentence practice will function as a 

means to reviewing newly-learned words and not as the means to learning it.  

Three reasons further account for why sentence practice exercises are employed 

in the current study. First, Schmitt & Schmitt (1995) confirmed the positive effects of 

sentence example practices. Among the eleven principles they advocated, one of them 

is the “retrieval practice effect” (Baddeley, 1990). This principle claims that the act of 

recalling a word results in higher chances for future recall. Therefore, if learners have 

an opportunity to recall their newly-learned vocabulary when they do sentence 

practices, chances are that they would have better retrieval of word knowledge. 

Second, the fact that current study employed sentence practice soon after the 

presentation of new words can be supported by the principle of “expanding 

rehearsal.” This principle advocates to “review new materials right after the initial 

meeting” (Schmitt & Schmitt, 1995, p. 136) so that better learning can be expected.  

Finally, sentence practice exercise also helps promote deeper mental processing as 

Craik and Lockhart (1972) suggested. Their hypothesis claimed that “if mental 

activities can be made to require more thoughts and manipulation, it could help 

learners to better learn the word” (cited in Schmitt & Schmitt, 1995, p. 135).  

In conclusion, drawing on related methods and theories about vocabulary 

instruction, the current study will incorporate L1-L2 word pair presentation 

supplemented with pictorial information and along with sentence practices to 

maximize the effectiveness of vocabulary learning. And this package of vocabulary 
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teaching/learning will be referred to as enhanced vocabulary pre-instruction in the 

present study. 

 

2.5.4 Generative Theory of Multimedia Learning 

     Generative theory of multimedia learning proposed by Mayer (1997, 2001) 

mainly maintained that by offering students choices toward the availability of 

different modes of information, students will be directed to most effective learning. 

For example, in Jones’ study (2003), learners could resort to different modes of 

annotations, both visual and verbal, which were designed to illustrate the meanings of 

unfamiliar words. So when students were engaged in listening tasks, they would 

develop visual and verbal mental representations and organize and integrate them 

with their own mental model of the aural input. Such a process is likely to result in 

greater possibility of successful learning for at least two reasons. First, since it is 

unavoidable to have individual differences among students, multimedia learning could 

provide students a leeway to choose suitable learning mode that is most compatible 

with their learning styles (Plass et al, 1998). Second, because students have access to 

both visual and verbal information, they would develop referential associations 

between these two modes; such increased interaction of available resources leads to 

richer retrieval routes of new lexicon (Chun & Plass, 1996) as well as greater 

integration and recall of the aural messages (Meskill, 1996). In other words, students 

can form connections among verbal, visual, and aural mental representations to help 

themselves better construe meanings (Jones, 2003). 

      

2.6 Interaction between Learners’ Listening Proficiency Level and Types of 

Listening Supports 

As Rubin (1994) suggested, listener characteristics is one of the five major 
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factors that collectively moderate students’ listening comprehension (reviewed in 

section 2.1). One of the salient features about listener characteristics is learners’ 

proficiency level. Although it is generally acknowledged that learner’s listening 

proficiency level is in proportion to their comprehension performance, as learners 

engage in different types of pre-listening supports, interaction between proficiency 

level and types of support is likely to result in different extent of comprehension. 

Therefore, quite a few past studies were dedicated to address this issue, aiming to 

explore the more suitable pre-listening activity for certain level students. 

For the concern in the present study, reviewed are those related studies that 

centered on background knowledge pre-instruction and vocabulary pre-teaching and 

that investigated the interaction between learners’ proficiency level and these two 

types of pre-listening supports. Chiang & Dunkel (1992), for instance, showed that 

both high-intermediate and low-intermediate students benefited significantly from 

attaining prior knowledge. Chang & Read (2006) also demonstrated similar results, 

indicating that the treatment of “topic preparation” (TP) was the most effective 

support on learners’ listening comprehension across high and low proficiency groups. 

It seems, therefore, that bridging the information gap by giving students’ related 

background knowledge is a rather successful approach, and that this type of support is 

beneficial for all levels of learners. 

On the other hand, studies that dealt with vocabulary pre-teaching yielded less 

consistent results. Chung & Huang (1998) suggested that lower proficiency students 

responded well to word instruction, compared to “main character” treatment and 

“combined” treatment. Chang & Read (2006) indicated the opposite findings though. 

They demonstrated that “vocabulary instruction” (VI) was the least helpful type of 

pre-listening support to both higher and lower proficient learners. Tsai (2002) posed 

different perspective. He showed that both target word instruction method and gist 
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prediction method significantly facilitated students’ comprehension, but the former 

type did not help much for high-proficiency learners as it did for lower proficient 

counterparts. In short, that key vocabulary pre-teaching is a more appropriate advance 

organizer to which level of students needs further examination. 

 

2.7 Summary of Chapter Two 

Two enhanced pre-listening supports are designed based on the insights from 

past studies. Mainly following Herron et al’s (1998) suggestion, enhanced background 

knowledge adopts a true/false condition in which background statements may be true 

or false. Students are therefore prepared to engage in deeper processing and more 

active listening afterwards. Enhanced vocabulary pre-teaching, on the other hand, 

draws on Jones & Plass’ (2002) findings and incorporated pictorial information in 

word teaching aside from traditional word-pair teaching. In addition, in compliance 

with a growing advocacy for context learning (e.g., Hunt & Beglar, 2002; Ellis & 

Beaton, 1993; Prince, 1996), sentence practice is also included for students to review 

the newly-learned words in context. 
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Chapter Three 

Methodology 

 

This chapter presents the overall research design. Section 3.1 describes the 

participants in the study. Section 3.2 gives a detailed report on materials and 

instruments, including two listening passages, main-scene summary sentences, 

key-word flashcards, key-word sentence practice, measurement of listening 

comprehension, and post-listening questionnaire. Section 3.3 presents the study 

design and section 3.4 the procedures of empirical experiment. Section 3.5 mentions 

what statistical tools are used for data analysis. Finally, summary of this chapter is 

offered in the last section. 

 

3.1 Participants 

Ninety-nine EFL students in total, 53 males and 46 females, participated in this 

study. They were current eighth-grade students in a public junior high school in 

Zhang-Hua County in Taiwan. The participants ranged from 13 to 14 years old in age. 

They were recruited from three intact classes and each class was to randomly receive 

one type of treatment—background pre-instruction or vocabulary pre-teaching or 

control treatment. The participants began to receive formal English learning course in 

school system in the fifth grade in elementary school. But their initial exposure to 

English learning was earlier. On average, background class students had 6.6 years of 

English learning experience, vocabulary class, 5.5 years, and control class, 7.9 years 

(see Table 3-1). In other words, participants in this study generally have been learning 

English for 6 years or so. In addition, participants’ three term-exam scores were 

pooled to serve as baseline data and to represent participants’ language proficiency 

(see Table 3-1). 
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Table 3-1: Information of Participants 

Group Gender N Number of Years of 

English Learning 

Achievement 

scores 

M 17 
Background Class 

F 15 
6.6 74.16 

M 18 
Vocabulary Class 

F 15 
5.5 64.95 

M 18 
Control Class 

F 16 
7.9 66.88 

 

3.2 Materials and Instruments 

The materials and instruments used in this study included two listening 

passages, main-scene summary sentences, key-word flashcards, key-word sentence 

practices, listening comprehension tests, and post-listening questionnaires. They are 

specified as follows. 

 

3.2.1 Two Listening Passages 

Two listening passages were used to measure participant’s listening 

comprehension in the current study. They were equivalent in terms of the topic, 

difficulty level, length, word rate, and the number of unfamiliar words.  

The two passages were excerpted from a noted EFL magazine “Let’s Talk in 

English.” This magazine is one of the most popular English-learning magazines used 

by Taiwanese students1 and it has been on the top-sale list in Taiwan as well2. It is 

also the only English magazine recommended by the Government Information Office 

                                                 
1 Reference data from http://www.studioclassroom.com 
2 Reference data from http://info.gio.gov.tw/Yearbook/95/03-06.htm 
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in 1999 for English-teaching purses targeting junior high school level students3.  

“Let’s Talk in English” has been issuing English learning magazines for 

twenty-six years or so in Taiwan, and it has established the fame as an effective EFL 

learning material. It targets at junior high school students in Taiwan and its program 

includes both televised videos and radio broadcasts on weekdays. The learning 

materials are mostly written by native English teachers and the program are mainly 

produced by a team of experienced teachers, including foreign teachers as major 

instructors and Chinese teachers as facilitators who further explain in Chinese more 

difficult grammar rules, fixed expressions and usages, and vocabulary. With these 

features said, “Let’s Talk in English” qualifies for being a good source of listening 

comprehension tests. 

The two chosen listening passages are similar in terms of the topic. They are 

“Easter Eggs” from the listening program on April, 11th, 2007, and “A Christmas 

Party”, December, 26th, 2006 (see Appendix I for the transcription). They were 

selected because both of them dealt with topics concerning western holidays. 

Therefore, the passages bear higher degree of unfamiliarity compared to others 

involving local Taiwanese culture. In addition, according to a current in-service 

teacher in the researched school, the textbooks used in their school do not have much 

coverage on these two western holidays. It is thus safer to assume that participants 

had little background knowledge toward such topic.  

The two passages are also similar in terms of the difficulty level, length, and 

speech rate. Firstly, both of them are of medium difficulty, which is the middle level 

specified in the magazine. According to another current in-service junior high school 

teacher, this level of difficulty is close to the eighth-graders’ or ninth-graders’ 

language proficiency, and it is thus appropriate for use. Secondly, the two passages are 

                                                 
3 Reference data from http://sh1.yahoo.edyna.com/ortv/about.asp 



 44

of similar length, 162 and 170 words, respectively. The duration of the 

passage-reading in CD is also similar—one minute thirty-nine seconds for “Easter 

Eggs” and one minute forty-eight seconds for “A Christmas Party.” In other words, 

they have 98.18 and 94.44 word rate per minute for each passage. According to 

Pimsleur et al (1977), above 220 wpm (words per minute) is regarded fast; 190-220, 

moderately fast; 160-190, average; 130-160, moderately slow; below 130, slow. 

Therefore, the speaking rate in each passage is relatively slow, which is acceptable 

though, judging from the fact that most junior-high-school students have their in-class 

listening practices with similar speaking rate.   

Aside from the above mentioned similarity between two listening passages, 

they are also similar in the number of unfamiliar words that required pre-teaching. 

The criterion for selecting unfamiliar words was based on the “One Thousand Basic 

Word List” decreed by Education Board. This word list contains the words that are 

acknowledged to be the most fundamental words to learn for junior high school 

students in Taiwan. Therefore, those that were not included in the list were chosen as 

target words for pre-instruction. All in all, there are eight unfamiliar words in the first 

passage and ten in the second. The ratio of unfamiliar words (the number of target 

words out of total words) in each passage is 4.94 percent and 5.88 percent, 

respectively. The summary of the two listening passages are as follows: 
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Table 3-2: Summary of Two Listening Passages 

 Easter Eggs A Christmas Party 

Difficulty level Medium Medium 

Length of passage in words 162 170 

Length of passage in minutes 1” 39’ 1”48’ 

Word rate in words per minute 98.18 94.44 

Unfamiliar words  8 10 

Unfamiliar words (in percentage) 4.94 5.88 

 

3.2.2 Main-Scene Summary Sentences 

For the Enhanced Background class, the treatment was to give main-scene 

summary sentences. Six main-scene declarative sentences stated in chronological 

order were designed for each listening passage in order to pre-teach “background 

knowledge.” These sentences describe the backgrounds of major events happened in 

each scene, rather than the details of the events. They were to equip participants with 

general ideas about the overall content of listening passages.  

Two scene-description sentences were written for each scene, so totally six 

sentences were written for each listening passage. In addition, for the purpose of 

promoting deeper processing, these scene summary sentences were devised in a 

true/false condition; that is, the sentences may be and may not be true. So, participants 

need to listen more attentively to judge its truth value. However, it should also be 

noted that the information gained from this listening support was used mainly to 

facilitate students’ comprehension, and it would not appear as the exact answers to the 

questions in the post-listening comprehension test. The main-scene summary 

sentences in “Easter Eggs” are as the following: 
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Easter Eggs: 

1. Today is Easter Day. Nate, Tess, Cindy, Josie, and Zack are talking together.  

2. *They are going to scramble the Easter eggs.  

3. They are discussing why people have eggs at Easter. 

4. *They believe that Easter Day is about Easter bunny.  

5. They are talking about the Easter story.  

6. *Easter Day is about how people killed Jesus.  

Note: Asterisk mark represents false statement. 

 

The main-scene summary sentences in “A Christmas Party” are as follows: 

A Christmas Party: 

1. Today is Christmas. Nate, Tess, Grant, Josie, Zack, and Eve are having a Christmas 

  party at the community center.  

2. *Not everyone is having a good time.  

3. The community center looks good.  

4. *Only one person did the decoration job.  

5. *Nate is asking Eve to give him a Christmas gift.  

6. *Eve does not like the gift.  

Note: Asterisk mark represents false statement. 

To increase the similarity between two listening passages, the ratio of true statements 

and false statements were controlled to be similar—3:3 (true: false) in the first 

passage; 2:4 (true: false) in the second. More true statements were provided in the 

first passage, because according to the results of the pilot study, participants generally 

found this passage slightly more challenging. Complete worksheets of main-scene 

summary sentences as well as questions of teacher-led discussion used in the 

experiment are supplemented in Appendix II. 
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3.2.3 Key-Word Flashcards 

The criterion for choosing the words as target ones to present in the vocabulary 

pre-teaching session was based on the “One Thousand Basic Word List” for junior 

high school students in Taiwan. This word list was first decreed by the Education 

Board in the year 2003. It includes reference to “Junior high school curriculum 

standards” in Taiwan in 1994; word list decreed in Korea, Shang-Hai, Japan; the 

most-frequently-used words in children English learning books and materials locally 

and internationally; the high-frequency words from the Bank of English in Collins 

COBUILD Dictionary and other reference resources4. The list was then trimmed to 

suit the current Taiwan’s middle school English learning context, including the 

consideration of Taiwan’s junior high students’ life experiences, English learning 

goals and objectives, and the EFL learning context. Thus, the “One Thousand Basic 

Word List” is regarded as a national standard often used to mark the words that junior 

high school students should have acquired during their three-year English learning 

program. Accordingly, this word list was used for the current study to judge which 

words may be more unfamiliar to students and thus deserve pre-listening vocabulary 

instruction.  

Eight and ten words in the two listening passages respectively were not 

included in the “One Thousand Basic Word List”; therefore, they were labeled as 

target words for pre-teaching. In other words, there are respectively 4.94 and 5.88 

percent of unfamiliar words that served as target words for pre-instruction. According 

to the current in-service teacher, the number of new words in one regular lesson is 

about seven to ten words. So the target words in the current study falls in the normal 

range, and it is believed that students are able to manage this number of new words.  

                                                 
4 Data translated from the websites: http://teach.eje.edu.tw/9CC/fields/2003/language05-source.php 
and http://teach.eje.edu.tw/Policy/104338670812.htm 
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These target words include verbs, nouns (both concrete and abstract nouns), and 

adjectives. In total, 6 nouns, 2 verbs, and no adjectives appeared in the first listening 

passage and 6 nouns, 3 verbs, and 1 adjective in the second passage (see Table 3-3).  

Table 3-3: Summary of Target Vocabulary 

 Nouns Verbs Adjectives 

Easter Egg   Easter, neighborhood 

hunt, symbol, bunny, 

Jesus 

scramble, fry X 

Total 6 2 0 

A Christmas 

Party 

Christmas, mood, spirit, 

community, diary, lock 

invite, decorate, 

forgive 

Merry 

Total 6 3 1 

   

As to the presentation of target words, they were presented with flashcards. The 

flashcards were made with A4-size thick paper, on one side of which was the word 

pair (L2 word with L1 translation), and on the other side was the pictorial information 

signaling word meaning. For those abstract nouns and verbs, pictorial information 

was presented with the most typical example directly linked to the target word. For 

example, the word “symbol” was illustrated with a man giving a woman a bunch of 

roses and a mind bubble saying “I love you!” Most of the pictures were reprinted 

from Internet resources, but there were three pictures made by a graphic designer, as 

no suitable pictures were found to illustrate their meanings from the Internet. These 

words are “invite”, “fry”, and “scramble.” Finally, all of the pictorial information on 

the flashcards was made in colors, and the L2 vocabulary was written in black ink, 

and L1 translations in blue ink. A complete collection of flashcards is in Appendix III.  
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3.2.4 Key-Word Sentence Practice 

    In addition to flashcard presentation of unfamiliar words, key-word sentence 

practice was devised in order to help participants review their newly-learned 

vocabulary in context and thus promoted more solid vocabulary knowledge and 

authentic vocabulary use. Eight and nine independent sentences for each listening 

passage were written to meet this purpose. This sentence practice followed three 

principles. First, the sentences bore simple grammatical structures that were all 

covered in junior high school curriculum and simple semantic meanings that were 

related to participants’ world knowledge and life experiences. Second, the practice 

was made in a single-slot deletion format, in which participants were asked to fill in 

appropriate target word in each sentence. But since this exercise is mainly for 

solidating receptive word knowledge, the target words were provided in a word bank 

for students to choose from. Third, the reason why this practice was made in a 

single-slot deletion format, rather than cloze-test format, was that the main goal was 

to enforce participants’ memorization of newly-learned words, not to add further 

difficulty. Also, during this practice stage, the researcher would provide necessary 

help to participants, such as offering Chinese translations to words or phrases that 

students did not understand. The key-word sentence practices for two listening 

passages are as below and the complete practice sheets are attached in Appendix IV. 

 

Easter Eggs 

Key words: scramble, fry, Easter, hunt, neighborhood, symbol, bunny, Jesus 

1. Mother usually _________ the eggs with soy sauce. 

2. Many people think that roses are a __________ of love. 

3. Christians believe in ___________. 

4. Uncle Joe always brings a gun when he goes ____________. 
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5. I like to play with my neighbors in the ____________. 

6. My ____________ loves to eat carrots. 

7. Don’t _________ chips! It’s not good for health. 

8. _________ Day always falls on a Sunday from March 22nd to April 25th. 

 

A Christmas Party 

Key words: invite, Christmas, mood, spirit, community, decorate, diary, lock, forgive, 

merry 

1. ___________ Day is on December 25th. People say ___________ Christmas to 

each other on this day. 

2. Tom __________ a beautiful girl to his party. He hopes she can be there. 

3. Father is not in a good __________ because his car was stolen. 

4. Lisa keeps a _________. She writes down how she feels every day. 

5. Parents always __________ their children even when they make big mistakes. 

6. I like to go to the ___________ center because there’s a playroom there. 

7. I bought a _________ for my new bicycle. I don’t want bad people to steal it. 

8. People in America __________ Christmas trees before Christmas Day. 

9. There will be no class tomorrow. So the whole class is in high ___________ now. 

 

3.2.5 Measurement for Listening Comprehension 

Two post-listening comprehension tests were composed to evaluate students’ 

understanding of two listening passages (see Appendix V for complete tests). Test 

items were written in Chinese so as to reduce the possibility of potentially interfering 

factors, such as language barrier. In each test, six test questions were composed. 

According to the in-service teacher, the length of listening practices that students 

usually do in class are only about half of the current study and students usually have 
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two to three questions after listening. So since the listening passages in this research is 

about twice the length, it is reasonable to devise four to six test items. To achieve 

higher reliability, six items was the final decision.  

As to the specific abilities measured in listening comprehension test, Weir 

(1993) suggested that listening comprehension include sub-skills as follows: 

(A) Direct meaning comprehension: 

1. Listening for gist, main ideas 

2. Listening for specifics, recall of important details 

3. Determining speaker’s attitudes/intentions toward listeners/topics 

     (B) Inferred meaning comprehension: 

        4. Making inferences and deductions 

        5. Relating utterances to the social and situational contexts 

        6. Recognizing the communicative functions of utterances 

        7. Deducing meaning of unfamiliar words form contexts 

     (C) Contributory meaning comprehension: 

        8. Understanding phonological features 

        9. Understanding grammatical notions 

        10. Understanding discourse markers 

        11. Understanding syntactic structures 

        12. Understanding grammatical cohesions 

        13. Understanding lexis and lexical cohesion 

Among the thirteen sub-skills, this current study mostly focused on testing the ability 

of “direct meaning comprehension” (No. 1 to 3). Two sub-skills in the domain of 

“inferred meaning comprehension” were also included: “recognizing the 

communicative functions of utterances” (No. 6) and “making inferences and 

deductions” (No. 4).  But no “contributory meaning comprehension” skills were 
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involved. The following is the summary of the sub-skills measured in the present 

comprehension tests. 

 

Table 3-4: Summary of the Sub-Skills Measured in Comprehension Tests 

Easter Eggs 

Test Item Comprehension Ability Description

1. 本篇聽力主要是在談論那一個主題？ 

This listening passage is mainly about? 

Listening for gist, main ideas 

2. 聽力中 Tess 及他的朋友將如何處理復

活節彩蛋？ 

How are Tess and his friends going to do 

with the Easter eggs? 

 

   Listening for specifics, recall of 

important details 

3. 復活節彩蛋象徵__________ 

Easter eggs symbolize ________. 

   Listening for specifics, recall of 

important details 

4. 人們慶祝復活節是因為__________ 

People celebrate Easter Day, because 

_______. 

 

   Listening for specifics, recall of 

important details 

5. 在 Conversation A 中，Cindy 表明 Nate

可以觀看社區即將舉辦的復活節活

動，對此，Nate 抱持的態度為何？ 

In Conversation A, what was Nate’s 

attitude when Cindy said that he can 

come watch the Easter Day activity held 

in community? 

 

(a) Determining speaker’s      

attitudes/intentions toward 

topics, and 

(b) Making inferences 

6. 聽力中出現以下的片段對話： 

Josie: Eggs are a symbol of new life. (蛋

是新生命的象徵) 

Nate: New life? Because baby chickens ?

(新生命？是因為小雞在蛋裡長大嗎？)

Zack: I guess so.  

   Recognizing the communicative 

functions of utterances 
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請問 Zack 所回答的” I guess so”，暗示

他對自已的答案把握程度為何？ 

In the conversation,  

Josie: Eggs are a symbol of new life. 

Zack: New life? Because baby chickens 

grow in the eggs? 

Zack: I guess so. 

How sure is he when Zack said “I guess 

so”? 

 

A Christmas Party 

Test Item Comprehension Ability Description 

1. 本篇聽力主要是在談論那一個主題？ 

This listening passage is mainly 

about____? 

 

Listening for gist, main ideas 

2. 聽力中 Zack 提及 Nate 似乎心情也很

好，可能是因為 Nate__________  

Zack mentioned that Nate seemed to be in 

a good mood, probably because Nate 

_______ 

 

  Listening for specifics, recall of 

important details 

3. 派對上，哪一位朋友作的耶誕裝飾最受

到大家的讚美？ 

In the party, whose decoration received 

most compliments? 

 

  Listening for specifics, recall of 

important details 

4. 為何 Nate 要送日記本給 Eve？因為__? 

Why did Nate give a diary to Eve?  

   Listening for specifics, recall of 

important details 

5. Eve 對於 Nate 的道歉，抱持的態度為

何？ 

What is Eve’s attitude toward Nate’s 

apology? 

 

Determining speaker’s  

attitudes/intentions toward topics 
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6. 聽力中出現以下的片段對話： 

Eve: The community center looks so nice

 tonight. (社區活動中心今晚看起來美呆

了) 

Grant: Just tonight? (只有今晚嗎？) 

Eve: Oh, no, it always looks nice. I 

mean, you did a good job decorating it.  

請問 Eve 所回答的” I mean”，在溝通上

有何功能？ 

In the conversation,  

Eve: The community center looks so nice 

tonight. 

Grant: Just tonight? 

Eve: Oh, no, it always looks nice. I 

mean, you did a good job decorating it. 

What is the communicative function of 

saying “I mean”? 

   Recognizing the communicative 

functions of utterances 

 

3.2.6 Post-listening Questionnaire 

Open-ended questionnaires were distributed to students after they finished two 

listening tasks. Seven questions were composed to elicit participants’ affective 

responses to the effects of enhanced background-knowledge pre-teaching and 

enhanced vocabulary pre-teaching.  

The first three questions were about how familiar students were with the 

content and vocabulary of the two listening passages before the current experiment. 

Although it had been confirmed before hand that the topic of the listening passages 

were not dealt with in students’ textbook, and that the vocabulary chosen for 

pre-teaching were those that were out of the Ten-Thousand Basic-Word-List, those 

students who had had relatively higher background knowledge and vocabulary 

knowledge would be further screened out of analysis. Questions 4 and 5 were to see if 

participants’ affective reactions to the pre-listening supports were identical to their 
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self-evaluation of the effects of such supports on their post-listening comprehension 

performance. Question 6 aimed to explore other possible difficulties participants 

encountered during the listening activity. Finally, the last question was to pool 

suggestions from student’s perspective for the improvement of two types of 

pre-listening supports. Students were encouraged to answer as detailedly as they could, 

especially for questions 4 to 7. 

To eliminate possible difficulties that participants may find in reading questions 

in English, the questionnaire was composed in Chinese (See Appendix VI). The 

following is the English translated version: 

 

Questionnaire 

Name: ____________ 

For questions 1 to 3, please tick the item that you agree with the most, and explain 

further if necessary. For questions 4 to 7, please explain in detail your opinions. Thank 

you for your cooperation! 

 

1. Have you listened to the “Easter Eggs” or “A Christmas Party” in Let’s Talk in 

English before the current experiment? □ Yes  □ No 

2. Are you familiar with the content of “Easter Eggs” or “A Christmas Party” before 

the current experiment? (The percentage represents the degree of familiarity, with 

0% the least familiar and 100% the most familiar) 

  □ 0-25%     □ 25-50%      □ 50-75%      □ 75-100% 

3. Are you familiar with the vocabulary that was taught in class before the current 

experiment? (The percentage represents the degree of familiarity, with 0% the least 

familiar and 100% the most familir) 

  □ 0-25%     □ 25-50%      □ 50-75%      □ 75-100% 

4. Do you like the pre-listening activity? Why or why not? (Please explain) 

5. Do you think the pre-listening activity is helpful for your listening comprehension? 

Why or why not? (Please explain) 

6. If you were not able to answer any of the comprehension questions, what do you 

think the reasons may be? (Please explain) 

7. Do you have any other suggestions for the pre-listening activity? (Please explain) 
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3.3 Study Design 

This study aims to investigate the effectiveness of two types of enhanced 

pre-listening supports in the context of Taiwanese junior-high schools. Two treatment 

intervention and one control intervention were randomly assigned to three intact 

classes. Students’ previous achievement test scores were used as baseline data, and 

they were statistically controlled for analysis purposes. Each class was engaged in two 

listening tasks which were given in a counterbalanced order. After the treatment, each 

class received an immediate listening comprehension check. Summary of the order of 

assessment is presented as below: 

 

Table 3-5: Summary of the Assessment Order 

BK Class KV Class Control Class 

Listening passage 1 Listening passage 2 Listening passage 1 

Listening passage 2 Listening passage 1 Listening passage 2 

Note: BK= Background Knowledge; KV= Key Vocabulary 

 

For the present study, there are two independent variables: (1) types of 

pre-listening supports and (2) participants’ proficiency level. The first independent 

variable includes (a) enhanced background knowledge pre-instruction: participants 

learned the topic first, read six main-scene summary statements which may be true or 

false, and involved in a teacher-led discussion; (b) enhanced key vocabulary 

pre-teaching: participants learned the key words with L1-L2 word pair and pictorial 

depictions and involved in the key-word sentence practice. (c) Control: participants 

did not receive any pre-listening support; they simply engaged in textbook CD 

listening. The second independent variable is participants’ proficiency level. 
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Participants in each class were grouped into High and Low sub-groups according to 

their three in-school term-exam scores in their previous academic year.  

The present study has one dependent variable measured by a multiple-choice 

immediate post-listening comprehension test. Each multiple-choice test contains six 

questions; the questions include direct meaning comprehension questions (e.g. 

understanding main-idea) and inferred meaning comprehension questions (e.g. 

making inferences) (Weir, 1993). 

     Finally, in order to understand better participants’ affective responses toward 

different types of treatments, open-ended questionnaires were distributed after 

listening comprehension tests. Participants were encouraged to respond freely without 

time limit.  

 

3.4 Procedures 

The experiments in this study were conducted in regular class periods (45 

minutes per class) in two consecutive classes. Before the treatment, the instructor (the 

researcher) informed participants of the academic nature and purposes of the study 

and ensured them that the listening scores would not be included in their regular grade 

calculation. For the enhanced background knowledge class, the instructor announced 

the topic of the listening passage first and provided participants with 6 true/false 

main-scene summary sentences in both oral and written form. This presentation stage 

took up 8 minutes or so. Without offering participants any hints or answers to whether 

these summary sentences are accurate or not, the instructor led participants to 

hypothesize and discuss their speculations about the upcoming listening input. This 

production and practice stage lasted for about 4 minutes. Therefore, in total, this 

pre-listening support activity lasted for 12 minutes or so. Afterwards, the participants 

listened to the first listening passage twice without interruption or help from the 
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instructor. Following it, the immediate listening comprehension-check test was given 

to students to finish in 4 minutes. Then, the instructor resumed her regular class 

instruction and repeated the same treatment process with the second listening passage 

in the next class. Finally, the participants were asked to fill out an open-ended 

questionnaire without time limit. 

For the enhanced key vocabulary pre-teaching class, the research procedure was 

basically the same, except for the pre-listening stage. The instructor first gave 

instruction on words by using flashcards. On one side of the flashcard is the word 

pair—L2 target word and its L1 translation; on the other side is its pictorial depiction. 

The instructor showed students the pictorial information first, asked them to guess 

what the word is, and then checked the answer by turning to the other side. In the 

meanwhile, the instructor taught students word pronunciation and asked for their 

choral repetition first and individual repetition later on. Each vocabulary was 

introduced with an unhurried pace. This presentation stage, just as that for background 

knowledge class, took up 8 minutes. After that, in the practice and production stage 

(also lasting for 4 minutes as that in the background class), the participants were 

offered a worksheet, on which are independent sentence examples with key 

vocabulary deleted. Participants were asked to choose from a provided word bank the 

most appropriate word and fill it in the right sentence. This served as a review of the 

newly-learned vocabulary and it was also a chance for students to see those words in 

meaningful contexts. After the sentence practice, participants listened for the second 

listening passage twice and did the comprehension test. The same procedure was 

repeated again in next class period, where students listened for the first passage. 

Finally, the participants were also asked to fill out an open-ended questionnaire 

without time limit. 

For control class, same procedure as the above mentioned was repeated, except 
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that participants listened to the textbook CD at the pre-listening stage without any 

teacher instruction. Summary of the three treatments is presented in table 3-6:  

 

Table 3-6: Summary of Treatments 

 Enhanced 

Background 

Knowledge 

Pre-teaching 

Enhanced Key Voc 

Pre-teaching 

Control Group 

Pre-listening: 

Listening 

Support 

(12min) 

Presen 

-tation 

(8min) 

 

 

 

 

 

 

1. Teacher 

announces the topic 

of the listening 

passage. 

 

 

 

2. Teacher reads 

true/false 

main-scene 

summary sentences.

1. Teacher 

pre-teaches key 

vocabulary with 

pronunciation, 

word pair, and 

pictures. 

 

 

 

1. Teacher carries 

on the class as 

scheduled. 

 

 

 

 

 

 

 

 Product 

-ion & 

Practice 

(4min) 

 

3. Ss engage in 

teacher-led 

discussion. 

 

 

2. Ss review the voc 

by filling correct 

words into 

corresponding 

sentences. 

 

2. Ss listen to 

textbook CD. 

 

 

 

Main listening: 

Listening Tasks 

(4min) 

Listen Twice  

 

Listen Twice 

 

Listen Twice 

 

After-listening:  

Immediate 

Comprehension Check 

(4min) 

Multiple Choice  

Test 

Multiple Choice  

Test 

Multiple Choice 

Test 

After-listening: 

Affect Response Survey 

(without time limit) 

Questionnaire Questionnaire Questionnaire 
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   Note that the procedures and the time spent in every step were strictly followed in 

three classes so as to reduce possible bias. 

 

3.5 Data Analysis 

The current study pre-supposes the null hypothesis as three groups exhibiting 

equal effects (H0: Background class＝vocabulary class＝control class), and it is 

hoped to reject H0 and support the alternative hypothesis that the three classes do not 

equal in terms of their listening performance ( H1: Background class≠ vocabulary 

class≠control class). Three types of “treatments” (Background Knowledge, Key 

Vocabulary, and Control) and two bands of students’ “proficiency level” (High and 

Low) are the two independent variables.  

As specified in the research questions, the first major intention of the present 

study was to examine the effects of pre-listening supports on student’s comprehension. 

Therefore, to detect if significant difference exists among groups, one-way ANCOVA 

was conducted which statistically controlled for participants’ baseline test scores. 

Post-hoc analysis was also used to see where the difference lies. Also, to further 

compare the effects between two supports, paired t-test was conducted as well. The 

second major intention of this study was to investigate whether different pre-listening 

support teaching interacts with students’ proficiency level. Two-way ANCOVA was 

conducted to serve this end. Finally, participants’ questionnaire responses were 

analyzed in qualitative approach, in which concept categories were formed from 

students’ responses not from pre-supposed ones.  

  

3.6 Summary of Chapter Three 

In this chapter, detailed descriptions of participants, materials and instruments, 

study design, experiment procedures, and data analysis were presented. The findings 
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would be reported in Chapter Four and discussion in Chapter Five. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 62

Chapter Four 

Results 

 

In this chapter, the results of quantitative analysis of different types of 

pre-listening supports on post-listening comprehension tests as well as the qualitative 

analysis of post-listening questionnaires are presented. Section 4.1 deals with 

descriptive analysis, providing the overall view of the collected raw data. Following 

such overview, section 4.2 attempts to answer the first three research questions 

concerning the effects of enhanced background knowledge pre-instruction and 

enhanced vocabulary pre-teaching on participants’ listening comprehension. Section 

4.3 continued to answer research question 4 and 5, by delving into the interaction 

between students’ proficiency level and the types of pre-listening supports. Then 

comes section 4.4 which further reports participants’ affective responses to two types 

of supports. Finally, section 4.5 offers a brief summary of the data presented in this 

chapter. 

 

4.1  Descriptive Analysis 

In this study, a total of ninety-nine Taiwanese eighth-graders participated in the 

experiment. They were from three intact classes which were randomly assigned to 

receive a specific type of treatments—32 students in the enhanced background 

knowledge pre-teaching class; 33 in the enhanced vocabulary pre-instruction class; 

and 34 in the control class. After the treatment, background class had the best 

performance among the three classes on the post-listening comprehension tests, 

achieving the mean score of 8.41 and the smallest standard deviation value of 1.37, 

which also revealed that students in this class were rather homogeneous in terms of 

their listening performance. Vocabulary class came the second, having a mean score 
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of 7.42 and a slightly wider standard deviation value of 1.77. Control class, taking the 

last place, had a mean value of 6.71 and the widest standard deviation of 2.11, 

suggesting that students in this class had a relatively wider dispersion of listening 

comprehension scores. Detailed data is presented in Table 4-1. 

 

Table 4-1: Descriptive Statistics of Three Classes 

Class N Mean Std. Deviation Skewness Kurtosis 

Background 32 8.41 1.37 .25 -.48 

Vocabulary 33 7.42 1.77 -.19 .13 

Control 34 6.71 2.11 -.06 -.80 

 

As to the score distribution of these three classes, background class was slightly 

right skewed (Skewness = .25) while vocabulary and control class were slightly left 

skewed (Skewness = -.19 v.s -.06). This suggested that more students in the 

background class performed better than what would be expected in normal 

distribution; the contrary interpretation applied to the other two classes. Also, Kurtosis 

value of each group referred to how peaked the shape of distribution is. Both 

background and control class had relatively flat distribution (Kurtosis = -.48 v.s -.80) 

whereas vocabulary class had more peaked distribution (Kurtosis = .13). On the 

whole, the Kolmogorov-Smirnov values of each group (BK = .07; Voc = .06, and 

Control = .07), were all greater than .05, indicating that the three classes were all 

patterned against rather normal distribution of scores. The distribution graphs of each 

class are shown in Graph 4-1, 4-2, and 4-3, respectively.  
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Graph 4-1: Distribution of Background Class 

11109876

listening test scores

10

8

6

4

2

0

Fr
eq

ue
nc

y

Mean = 8.41
Std. Dev. = 1.365
N = 32

Background Class

 

Graph 4-2: Distribution of Voc Class 
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Graph 4-3: Distribution of Control Class 
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In addition to the presentation of individual distribution patterns for the three 

treatment groups, the boxplot in Graph 4-4 also showed the comparison of score 

distribution across three classes. The rectangle represents 50 percent of the cases, the 

whiskers point to the largest and the smallest values, and the line inside the rectangle 

refers to the median value. So this graph showed that half of the background-class 

students scored between 7 and 9 points, half of the vocabulary-class students scored 

between 6 to 9 points, and half of the control-class students scored between 5 to 8. In 

other words, background class had comparatively higher and more cluttered score 

distribution than vocabulary and control class. Additionally, the highest score in each 

of the three classes all reached 11 points, but the lowest score was 6 for the 

background class, and 3 for the vocabulary as well as the control class. This suggests 

that background class had smaller score range than the other two classes. Finally, the 

boxplot also showed no detected outliers, implying that every piece of data could be 

included in the statistical analysis. 
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Graph 4-4: Boxplot of Descriptive Data for Three Classes  
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Another grouping employed in the present study is “proficiency levels.” 

Students from the top 30 percent of the population were labeled as high-proficient 

learners (HL) and the bottom 30 percent counterparts were categorized as 

low-proficient learners (LL). HL group scored a mean of 8.37 with standard deviation 

value of 1.30 while its counterpart scored 7.63 with standard deviation value of 1.92. 

This demonstrated that HL not only performed better than LL on the post-listening 

comprehension tests, but they also had less dispersed score distribution. Also, the 

Skewness value for each proficiency group was .16 and -.25 respectively, and both of 

their Kolmogorov-Smirnov value were greater than .05, signalizing a normal 

distribution of scores (For detailed descriptive data, see Table 4-2).  

 

Table 4-2: Descriptive Statistics of High/Low Proficiency Level Students 

Proficiency N Mean Std. Deviation Skewness Kolmogorov-Smirnov

High 30 8.37 1.30 .16 .07 

Low 30 7.63 1.92 -.25 .20 
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Finally, Graph 4-5 showed the boxplot of score distribution of two bands of 

proficiency students. Fifty percent of high proficient students scored from 7 to 9 

points whereas those in low proficiency level scored between 6 and 9 points. Also, the 

highest score in both proficiency groups reached 11 points while the lowest score was 

6 in HL group and 3 in LL group. This again indicated that HL group performed 

better than LL group and the latter had wider learner performance difference than the 

former.  

 

Graph 4-5: Boxplot of Descriptive Data for Two Proficiency Groups  
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4.2  Effects of Two Types of Enhanced Pre-Listening Supports on Participants’ 

Listening Comprehension: Background Knowledge Pre-Teaching versus 

Vocabulary Pre-Instruction 

This section attempts to answer the first three research questions by examining 

the effects of two types of enhanced pre-listening supports on students’ listening 

comprehension. Research question one addresses whether enhanced background 

knowledge pre-teaching facilitates participants’ listening comprehension. Similarly, 
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research question two aims to see whether enhanced vocabulary pre-instruction helps 

students’ listening comprehension. Research question three further asks which type of 

support is more helpful as a whole. Specifically, these three questions are: 

RQ1: Does enhanced background knowledge pre-instruction facilitate 

participants’ listening comprehension? 

     RQ2:  Does enhanced vocabulary pre-teaching facilitate participants’ listening 

comprehension? 

     RQ3:  On the whole, which type of pre-listening support is more helpful? 

Enhanced background knowledge pre-instruction or enhanced 

vocabulary pre-teaching? 

To answer these three questions, one-way between-groups ANCOVA was used 

to analyze the collected data. One-way ANCOVA is the statistical tool for detecting 

the differences between groups while statistically controlling for a variable suspected 

of potentially influencing the dependent variable (Pallant, 2001). It is acknowledged 

that learners’ proficiency level has an influence on comprehension performance; 

therefore, in the present study, this confounding covariate was statistically controlled 

and students’ listening comprehension scores were adjusted as well. In other words, 

by using one-way ANCOVA, the influence of students’ achievement scores on the 

post-listening comprehension tests can be statistically removed. 

 Before ANCOVA can be used with reason, five underlying assumptions should 

be checked first (Pallant, 2001). 

(A) Assumption 1: Measurement of the covariate—the covariate should be 

measured before the treatment (Pallant, 2001, p. 239). The present study met 

this assumption because participants’ achievement scores were collected 

from their three mid-term English scores prior to the experiment. 

(B) Assumption 2: Reliability of the covariate—the covariate should be reliable 
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by choosing the most reliable measuring tools (Pallant, 2001, p. 239). 

Although strictly speaking participants’ proficiency level cannot be 

determined by their achievement scores, the fact that three of students’ past 

mid-term scores were included may more or less compensate for this deficit. 

So we could say that the present study passed for this assumption. 

(C) Assumption 3: Correlations among the covariates—the covariates should not 

be too correlated to one another (Pallant, 2001, p. 239). The present study did 

not have this concern because there was only one covariate in the study. 

(D) Assumption 4: Linearity—the covariate should have a linear relationship 

with the dependent variable (Pallant, 2001, p. 239). The current study met 

this assumption because there were straight lines formed in each group (see 

Graph 4-6). 

 

Graph 4-6: Linearity among groups 
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(E) Assumption 5: Homogeneity of regression slopes—the relationship between 

the covariate and dependent variable for each group is the same, namely, 

there are similar slopes on the regression line for each group (Pallant, 2001, p. 

236). This assumption holds in the study because the Sig. value greater 
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than .05 (F=.11, df=2, p> .05) was derived, which indicated no interaction 

between treatment and covariate (see Table 4-3). 

 

Table 4-3: Homogeneity of Regression Slopes 

Source SS’ df MS’ F Sig. 

Group*achievement scores .56 2 .28 .11 .90 

 

After it was confirmed that the current study had not violated the five 

assumptions, one-way between-groups ANCOVA was conducted to explore the 

differences among three treatment groups. ANCOVA statistically adjusted means on 

the dependent variable for each group. Therefore, as Table 4-4 revealed, vocabulary 

class was adjusted to have higher corrected means because it had the lowest 

achievement scores whereas background class had lower corrected means because it 

had the highest starting scores. 

 

Table 4-4: Means and Adjusted Means for Treatment Groups 

Group N Achievement scores Mean Adjusted Mean 

Background 32 74.16 8.41 8.21 

Vocabulary 33 64.95 7.42 7.55 

Control 34 66.88 6.71 6.77 

 

Results of ANCOVA showed that there was significant difference among groups 

(F=6.70, df=2, p<.01, eta squared=.12), after controlling for participants’ achievement 

scores (see Table 4-5). As indicated by the eta squared value, the treatments that three 

groups received respectively accounted for 12 percent of the variance in participants’ 

post-listening comprehension performance. This, according to Cohen (1998), had 
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nearly reached a large effect size5, suggesting that the treatment itself played an 

important role in determining students’ performance in listening comprehension tests. 

 

Table 4-5: ANCOVA of Between-Groups Effects 

Source SS’ df MS’ F Eta Square

Achievement scores 62.22 1 62.22 24.36** .20 

group 34.23 2 17.11 6.70** .12 

**P<.01 

 

Also shown in Table 4-5, the effect of the covariate, in this case the participants’ 

achievement scores, was significantly related to their comprehension performance 

(F=24.36, df=1, p<.01, eta squared=.20) while controlling for “group” variable. This 

information showed that students’ proficiency level was highly correlated to their 

listening comprehension, accounting for 20 percent of the variance. Research question 

4 and 5 further addressed the interaction between participants’ proficiency level and 

the types of pre-listening treatments on listening comprehension. Results would be 

presented in section 4.3. 

Now that a significant difference was detected among groups, exploring where 

such difference lay by using post hoc analysis was the next step. As shown in Table 

4-6, enhanced background knowledge class had significantly better performance than 

control class on comprehension tests (p<.01). Likewise, when compared to control 

class, enhanced vocabulary class reached a .05 significant level in their listening 

comprehension (p<.05). In other words, both of these two treatments were proved to 

be effective pre-listening supports to junior high school students in this study which 

helped them listen better in listening tasks. 
                                                 
5 According to Cohen (1988), .01 is a small effect size, .06, medium, and .14, large. 
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Table 4-6: Background v.s. Control / Vocabulary v.s. Control 

Group Simple Contrast Contrast Estimate Sig. 

Background v.s. Control 1.45 .000** 

Vocabulary v.s. Control .79 .047* 

**p<.01, *p<.05 

 

Given that both enhanced background knowledge group and enhanced 

vocabulary group performed significantly better than control group, this study 

proceeded to explore which one of the two had even greater facilitative effects. 

Post-hoc analysis indicated that there was no significant difference between these two 

pre-listening supports (p>.05) (see Table 4-7).  

 

Table 4-7: Background v.s. Vocabulary 

Group Repeated Contrast Contrast Estimate Sig. 

Background v.s. Voc .66 .10 

 

To further strenthen the result, t-test analysis was also used to compare the mean 

difference between [background-control] (mean=1.72) and [vocabulary-control] 

(mean=.76). The result showed that the mean difference between the two categories 

was not significant (p>.05) (shown in Table 4-8), signifying that background 

treatment did not outperform vocabulary treatment, and vice versa. The above two 

findings therefore suggested that enhanced background knowledge pre-teaching and 

enhanced vocabulary pre-instruction were equally facilitative in enhancing Taiwanese 

junior high school students’ listening comprehension in the present study. 
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Table 4-8: T-Test of Mean Difference b/w [background-control] and [voc-control] 

 t-test for Equality of Means 

 t df Sig.(2-tailed) Mean dif.

Contrast Equal variance assumed 1.544 63 .128 .96 

Contrast Equal variance not assumed 1.545 62.99 .127 .96 

 

    In brief, the above results answered the first three research questions. That is, the 

pre-listening support of enhanced background knowledge pre-teaching indeed 

facilitated Taiwanese junior high school students’ listening comprehension in the 

present study and so did the treatment of enhanced vocabulary pre-teaching. 

Furthermore, when these two supports were compared, no significance was found, 

indicating that both of them were equally helpful to students’ listening 

comprehension. 

 

4.3 Interaction between Types of Pre-Listening Supports and Participants’ 

Proficiency Level 

In section 4.2, it was shown that enhanced background knowledge pre-teaching 

and enhanced vocabulary pre-instruction were, as a whole, equally effective to junior 

high school students’ listening comprehension. But it was also found that student’s 

proficiency level played an important role in determining their listening performance. 

In other words, it was very likely that proficiency level could moderate the effects of 

listening supports. Therefore, in this section, the interaction between types of 

treatment and students’ proficiency level is investigated in order to answer research 

question 4 and 5, specifically termed as the following: 

     RQ4: Is there an interaction between types of pre-listening supports and 

participants’ proficiency level? 
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     RQ5: When participants’ proficiency level is taken into consideration, which 

type of pre-listening support is more helpful? 

In order to answer these two questions, another method of grouping was used. 

Depending on students’ achievement scores, the top 30% students were categorized 

into high-proficient learners (HL) and the low 30% counterparts were labeled as 

low-proficient learners (LL). Afterwards, two-way ANCOVA between-groups 

analysis was conducted to see if there was a significant difference in post-listening 

comprehension test scores between HL and LL in their response to three kinds of 

treatments. Table 4-9 showed that no significant interaction was found between types 

of listening support and proficiency level (F=.07, df=2, p>.05). As to the two 

independent variables, the effect of participants’ proficiency level on listening 

comprehension did not reach significance as well (F=.04, df=1, p>.05). However, 

significant difference was found in the main effect of pre-listening support types 

(F=3.58, df=2, p<.05, eta squared=.12). These findings suggested that the effects of 

both enhanced background knowledge and vocabulary pre-teaching did not depend on 

the level of students’ proficiency; in other words, the single factor of enhanced 

pre-listening supports was strong enough to contribute to effective listening 

comprehension. Also, the main effect of treatments had reached a large effect size, 

accounting for 12% of the variance on students’ listening comprehension scores. 

Briefly speaking, junior high students in the present study benefited from the two 

types of pre-listening support activities, regardless of how proficient they were. 
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Table 4-9: ANCOVA of Between-Group Effects 

Source SS’ df MS’ F Eta Square 

Treatment 14.47 2 7.23 3.58* .12 

Proficiency Level .09 1 .09 .04 .00 

Treatment × 

Proficiency Level 
.27 2 .14 .07 .00 

*P<.05 

Although the interaction between types of pre-listening supports and students’ 

proficiency level did not reach a significant level, some implications could still be 

drawn by examining the adjusted means on listening comprehension tests that each 

proficiency group in three treatment classes scored after removing the influence of 

covariate. Table 4-10 showed the original mean scores for HL and LL groups in three 

treatment classes and the corresponding adjusted scores. It seemed that background 

knowledge pre-instruction was the most effective pre-listening support across 

proficiency groups and vocabulary pre-teaching came the next. (background 

high=8.41 > voc high=7.51 > control high=7.24; background low=8.22 > voc 

low=7.52 > control low=6.88).  

Table 4-10: Means and Adjusted Means for Each Sub-Group 

Group N Mean Adjusted Means Std. Error 

High 12 8.92 8.41 .56 
Background 

Low 10 7.90 8.22 .51 

High  6 8.00 7.51 .69 
Vocabulary 

Low 13 7.00 7.52 .55 

High 12 7.75 7.24 .56 
Control 

Low 7 6.14 6.88 .77 
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Graph 4-7 further presented the visual image, with upper line representing 

high-proficient students and lower line representing low-proficient students in three 

treatment classes. Some important implications were derived from these data. First, 

two bands of proficiency level students showed a similar pattern on their listening 

performance; that is, they scored the highest in enhanced background knowledge class 

and the lowest in control class and the mean score difference between these two types 

of treatment reached 1.17 and 1.34 points (10% v.s. 11%) respectively. Second, high- 

and low- proficient students almost scored the same means under the treatment of 

vocabulary pre-teaching; in fact, low proficient students even scored slightly better 

than high proficient counterparts (mean=7.52 v.s. mean=7.51). These findings 

suggested that regardless of their proficiency level, the participants in the present 

study benefited most from the help of enhanced background knowledge pre-teaching. 

They also suggested that enhanced vocabulary pre-instruction might work better for 

low-proficiency students. High proficient learners did not respond to this type of 

treatment as well as they did to the enhanced background knowledge support, judging 

from the fact that their mean scores dropped more dramatically from background 

treatment to vocabulary treatment. Third, the mean score differences between high- 

and low- proficiency students were relatively small in enhanced background class 

(mean dif.=.19) and enhanced vocabulary class (mean dif.=.01) when compared to 

that in the control class (mean dif.=.36). This suggested that the application of 

pre-listening supports in class could help alleviate the commonly-occurring bimodal 

curve phenomenon in Taiwan. Such advantage can mean that teachers could address 

their teaching to a wider range of students and would be less worried about those 

students in extreme ends to find the lecture either too difficult or too easy. 
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Graph 4-7: Adjusted Means of Listening Scores 
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data answering five research questions. In this section, we came to the investigation of 

qualitative data to answer the last research question: 

RQ 6: What are participants’ affective reactions and attitudes toward different 

types of pre-listening supports? 

Post-listening open-ended questionnaires written in Chinese with seven 

sub-questions were implemented. The first three questions served to screen out those 

students who either had relatively high related background knowledge or had learned 

the target vocabulary prior to the experiment. In terms of the content familiarity, 

results showed that among the 32 background group students, 4 of them (12.5%) 

ticked 0-25% familiarity, 12 of them (37.5%) ticked 25-50% familiarity, 15 of them 

(47%) ticked 50-75% familiarity, one of them ticked 75-100% category, and one did 

not respond (see Table 4-11). Namely, the majority of participants in the background 

class were relatively less familiar with the background of both listening passages. And 

the only one student who chose 75-100% familiarity was excluded from the analysis. 

As for the vocabulary familiarity, among the 33 vocabulary group students, 6 of them 

(18%) ticked 0-25% familiarity, 17 of them (52%) ticked 25-50% familiarity, 9 of 

them (27%) ticked 50-75% familiarity, and one student ticked 75-100% familiarity 

(see Table 4-11). In other words, the majority of students in this class did not find 

target vocabulary familiar prior to the instruction and the only student who ticked 

75-100% familiarity was not included in the data analysis.  
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Table 4-11: Summary of Q2 & Q3 

Question 0-25 25-50 50-75 75-100

Q2: Are you familiar with the content of “Easter Eggs” or 

“A Christmas Party” before the current experiment? 

4 

(12.5%)

11 

(37.5%) 

15 

(47%) 

1 

(3%) 

Q3: Are you familiar with the vocabulary that was taught 

in class before the current experiment? 

6 

(18%) 

17 

(52%) 

9 

(27%) 

1 

(3%) 

 

Question 4 and 5 continued to examine whether participants’ affective reactions 

toward the pre-listening supports were identical to their self-evaluation of the effects 

of such supports on their post-listening comprehension performance. For the 

background class, the majority of students held positive attitudes toward this type of 

support: 17 participants (53%) reported that they liked the enhanced background 

knowledge pre-listening support activity and 21 participants (66%) believed that such 

activity helped them do better on comprehension questions. Most of these students 

considered this activity interesting and claimed that they could have a rough idea of 

the context as well as the content of the listening passages (see Excerpt 1), they could 

guess what would happen, they focused more on finding answers to the questions (see 

Excerpt 2), they understood better when they listened to the passages, and they found 

listening tasks less difficult. Some students even claimed that they felt like 

“predictors” (see Excerpt 3) and they were less nervous than they were used to be 

when doing the listening tasks (see Excerpt 4). What is more interesting, 4 students 

mentioned that the new words they learned during the background knowledge 

pre-teaching also helped them listen better in listening tasks (see Excerpt 5). This 

response seemed to be an advantageous side effect, since the focus of this type of 

support was not on vocabulary instruction. 

Familiarity (%) 
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Excerpt 1~5:  

Excerpt 1: 

「喜歡，可以知道一些關於主題的內容，也可以增加一些知識，認識更多的事物」 

(“Yes, I like it. I can know something about the topic, have more knowledge about it, and know more 

things.”) 

Excerpt 2: 

「有，先前做的活動會加強去聽活動中的問題(答案)」 

(“Yes, it helped. The pre-listening activity helped me listen more carefully to the answers to 

comprehension questions.”) 

Excerpt 3:  

「喜歡，因為猜測遊戲讓我覺得我是「預告師」！」 

(“Yes, I like it. Doing the predicting activity, I felt like I am a master predictor!”) 

Excerpt 4:  

「喜歡，因為可以先知道等下聽力的大約內容，較不會緊張」 

(“Yes, I like it, because I can know the rough content of the listening passages. So I felt less nervous.”) 

Excerpt 5: 

「…有些單字沒看過，經過老師講解後，再聽聽力，就更明了 CD 內的內容」 

(“I did not know some of the vocabulary, but after teacher’s explanation, I understood better the 

listening in CD when doing the listening tasks.”) 

 

Although the majority of participants in the background class held positive 

attitudes toward this pre-listening support, 11 students (34%) just “kind of” liked it 

(they used words like “so-so”, “okay”, “more or less”) and 5 students (16%) thought 

background knowledge support “more or less” helped them on comprehension tests 

(they used words like “so-so”, “a little bit”). Some of them claimed that the activity 

was a little bit boring but it did help them settle into the context sooner (see Excerpt 

6). Also, one student mentioned that he did not like this support very much because he 

was not in a good mood that day. Finally, there were also participants who did not like 

the background knowledge pre-teaching and did not give credit for this support either. 

Four students (13%) expressed negative feelings toward this activity, most regarding 

it as a very “boring” or “useless” activity. One student even mentioned that he did not 
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like the support because he did not like English. Besides, six students (19%) did not 

think the support facilitated them in the comprehension tests. Most of them claimed 

that the listening tasks were still too difficult or that the speech rate was too fast that 

they could not grasp the main idea of the whole text (see Excerpt 7). 

 

Excerpt 6~7: 

Excerpt 6: 

「還好，還蠻無聊的，不過可以早點進入狀況」 

(“So-so, it was quite boring, but I could get into the context sooner.”) 

Excerpt 7: 

「說太快，抓不住重點」 

(“They speak too fast, I can’t grasp the point”) 

 

As to the vocabulary class, the majority of learners held positive attitudes 

toward this type of support: 27 participants (82%) reported that they liked the 

vocabulary pre-teaching support, and 23 students (70%) regarded this activity helpful 

for their comprehension tests. Most of them thought this support was fun and they 

were happy to know the meaning of the unfamiliar words that would appear later in 

listening texts. They also believed that learning these new words helped them 

understand the listening passages better (see Excerpt 8) and if there had been no such 

support, they might not have understood a word (Excerpt 9). Some students even 

mentioned that the method of vocabulary teaching helped them form deeper 

impressions of the taught words (see Excerpt 10) and that it was easier for them to 

memorize these words. But interestingly, five people also said that the reason why 

they liked vocabulary pre-teaching support was because they could learn new words. 

This is a rather interesting phenomenon because they liked the activity not because 

they think they could understand the listening better with the help of word knowledge, 
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but because they could “learn new words” in the activity. 

 

Excerpt 8~10: 

Excerpt 8: 

「有，因為有事先了解單字，聽了之後會較懂」 

(“Yes, it helped. Because I learned the words before hand, I understood better the listening texts.”) 

Excerpt 9: 

「有，因為這樣，聽的時候才不會都聽不懂」 

(“Yes, it helped. Without it, I might have not understood a word.”) 

Excerpt 10: 

「 喜歡，因為可以加深(單字)印象」 

(“Yes, I like it, because it helped me have deeper impressions of the words I had learned.”) 

 

On the other hand, five people (15%) claimed that they had neutral attitudes 

toward the vocabulary pre-teaching support and eight people (24%) thought this type 

of support more or less helped them do better in comprehension tests. Most of their 

comments were that pre-learning words helped them understand sentences appearing 

in the listening passages but they still did not understand the whole passage. Finally, 

there was one student who did not like the support activity and two students who did 

not think it help them comprehend better the listening passages. One of them 

explained that it was because he still did not know the answers to all the questions 

after the instruction.  

As a review, the responses to question 4 and 5 provided by two treatment 

classes were summarized in Table 4-12. Useful implications could be drawn by 

examining this table. First, the great majority of students in both classes did not repel 

the pre-listening supports they received and most of them found the support helpful 

for their listening comprehension. Second, by examining whether participants’ 

affective reactions toward the pre-listening supports were identical to their 
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self-evaluation of the effectiveness of such supports, two classes showed incongruent 

opinions. Fifty-three percent of the students in background class liked the support 

activity, but 13 percent more (that is, a total of 66%) believed it to help their 

comprehension. On the other hand, eighty-two percent of the students in vocabulary 

class liked the support while only seventy percent of them found vocabulary 

pre-instruction helpful. This suggested a slight dissimilarity between students’ 

affective preference and their subjective evaluation of listening supports. Further 

discussion would be presented in chapter five.  

 

Table 4-12: Summary of Q4 & Q5 

Question  Positive Neutral Negative

Background 17 

(53%) 

11 

(34%) 

4 

(13%) 

Q2: Do you like the pre-listening activity? 

Voc 27 

(82%) 

5 

(15%) 

1 

(3%) 

Background 21 

(66%) 

5 

(16%) 

6 

(19%) 

Q3: Do you think the pre-listening activity is 

helpful for your listening 

comprehension? Voc 23 

(70%) 

8 

(24%) 

   2 

(6%) 

    

Finally, question 6 continued to ask participants of the reasons why they were 

not able to answer the comprehension questions right. Question 7 was to elicit 

suggestions for the pre-listening activities from students’ points of view. Most of the 

learners in background class mentioned that the fact that they didn’t completely 

understand the listening passages was the reason why they could not answer correctly 

Response 
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the comprehension questions. The rest of the learners offered other explanations. For 

example, six students blamed the unfamiliar vocabulary appearing in the listening 

passages; four students said that they were not concentrated enough; and two students 

believed that it was because foreigners have different accents and intonations from 

those they were more used to. As to the suggestions for this type of pre-listening 

support, the majority did not have any comments, but for those who did, they included: 

“Add more test questions”, “Explain clearer the procedures of the activity”, “Have 

more student-student interaction”, “Teach more about the two listening topics in later 

classes”, “Substitute the written test questions with pictorial prompts.”  

Similar to background class, some students in enhanced vocabulary class 

mentioned that the main reason why they were not able to answer questions correctly 

was because they did not understand the passage completely. For the remaining 

students, ten blamed that the speech rate was far too fast, six blamed other unfamiliar 

words (not taught prior to the test) to impede their comprehension, four said that they 

just drifted away, two blamed their own English proficiency, and one blamed the 

different foreign accents. As to the suggestions for this type of pre-listening support, 

most of the students suggested that more chances to review newly-learned vocabulary 

should be offered. One student also suggested that the teacher can put phonetic 

symbols beside the English words, another student expressed the need to learn more 

vocabulary so that he could listen better, and still another suggested that the teacher 

can teach more usages of the target words. 

 

4.5  Summary of Chapter Four 

It is found in the present study that background knowledge pre-instruction and 

vocabulary pre-teaching are both effective listening supports to EFL junior high 

students in Taiwan. But either one is not better than the other, suggesting that they are 
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equally facilitative. In addition, when students’ proficiency is considered, no 

significant difference is found between proficiency level and types of supports. 

However, adjusted means on the listening tasks reveal that background instruction is 

the most effective for both high- and low-proficient learners, that vocabulary teaching 

is more helpful for weaker students, and that the difference between stronger and 

weaker learners is narrowed in both pre-listening classes. Finally, students generally 

give positive attitudes toward these two types of supports. Not only do they like the 

incorporation of supports, but they also believe that such pre-teaching activities aid 

them to achieve better comprehension.  
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Chapter Five 

Discussion 

 

In this chapter, the results of quantitative and qualitative data presented in 

chapter four are discussed. The discussion is organized in such a way to sequentially 

answer the five research questions proposed in the current study. Section 5.1 

commences discussing the effects of two major enhanced pre-listening supports, 

background knowledge pre-instruction and vocabulary pre-teaching, on students’ 

listening comprehension, answering research question one to three. Section 5.2 

discusses the interaction between types of listening supports and students’ language 

proficiency, answering research four to six. Finally, section 5.3 presents a short 

summary of this chapter. 

 

5.1  Effects of Enhanced Background Knowledge Pre-Instruction Support and 

Enhanced Vocabulary Pre-Teaching Support (RQ1~RQ3) 

In this section, discussion addressed to research question 1 to 3 is presented. 

Summary results of the effects of enhanced background knowledge pre-instruction as 

well as the effects of enhanced vocabulary pre-teaching and the comparison between 

them are reported in section 5.1.1. Following the summary of results, section 5.1.2 

continues to discuss the effects of background knowledge pre-support, and section 

5.1.3, the effects of the counterpart support. Finally, section 5.1.4 centers on the 

discussion of the comparison between the effects of the two main pre-listening 

supports.  

 

5.1.1  Summary Results of The Effects of Enhanced Background Knowledge 

Pre-Instruction and Enhanced Vocabulary Pre-Teaching 
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Research question one and two intend to explore the effects of two main 

pre-listening supports in the current study. Research question three continues to ask 

which type of support outperforms in its efficacy to facilitate students’ listening 

comprehension. To answer these three questions, one-way between-groups ANCOVA 

analysis was used to compare the main effects of two experiment groups and one 

control group. Results indicated of significant difference among groups (F=6.70, df=2, 

p<.01) and such difference had reached a large effect size (eta squared=.12) (Cohen, 

1998), suggesting that the treatment itself played an important role in determining 

students’ performance in listening comprehension. Post-hoc analysis further revealed 

that enhanced background knowledge group performed significantly better than 

control group (p<.01); likewise, enhanced vocabulary group had significant better 

effects on facilitating learners’ listening comprehension than control group (p<.05). In 

short, both types of enhanced pre-listening supports employed in the present study are 

able to effectively facilitate students’ listening comprehension. 

     As to the question of which type of support is even more helpful, post-hoc 

results showed no significant difference between background knowledge class and 

vocabulary class (p>.05). T-test analysis also indicated that the mean difference 

[background-control] and [vocabulary-control] did not reach significance (p>.05). 

Therefore, the findings suggested that both enhanced background knowledge 

pre-teaching and enhanced vocabulary pre-instruction were equally facilitative in 

enhancing Taiwanese junior high school students’ listening comprehension in the 

present study. 

 

5.1.2  Effects of Enhanced Background Knowledge Pre-Instruction 

     The possible reasons why both types of pre-listening supports, enhanced 

background knowledge pre-instruction and enhanced vocabulary pre-teaching, are 
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effective in enhancing listening comprehension is that both of them are 

literature-informed and theory-based. As reviewed in Chapter Two, they are designed 

with a purpose to maximize learning efficacy and strive for better information 

retention and listening comprehension.  

Based on the suggestions in Herron et al’s research (1998), true/false 

main-scene sentences are employed in background knowledge pre-instruction class to 

enhance the effects. This mode activiates students’ schemata and prompt them to form 

predictions about the coming listening passages. Not given the affirmative summary 

of the listening texts, students are driven to listen more attentively and actively to 

determine how true these main-scene sentences are. Such true/false mode taps deeper 

depth of processing (Anderson, 1980) and contributes to better learning because 

students are engaged in hypothesis testing in which they test their self-formulated 

hypotheses and learn from mistakes (Herron & Tomasello, 1988; Herron & Tomasello, 

1992; Tomasello &Herron, 1998). Following the presentation of background 

knowledge, students in this class are further led to a group discussion with their 

teacher and peers. This follow-up discussion is meant to activate more related 

schemata and stir up richer predictions toward the listening content. All in all, this 

activity is proved to cognitively and emotionally prepare students to deal with 

listening tasks; in other words, learners are armed to be active listeners and they are 

able to bring with them pertaining prior knowledge as resources to combat listening 

tasks.  

Furthermore, the enhanced background knowledge pre-instruction in the 

present study also extends the results of past studies, showing that background 

knowledge can be taught in class in advance of listening tasks. Most studies, such as 

Markham & Latham (1987), Long (1990), Chiang & Dunkel (1992), 

Schmidt-Rinehart (1994), demonstrate that background knowledge indeed facilitates 
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listening comprehension; however, their experiments are conducted with students who 

are presupposed to either have had or haven’t had the related prior knowledge before 

the study, and the teachability of background knowledge remains unclear. In the 

current study, this question is resolved and it is shown that learners can benefit from 

background knowledge instruction even with topics they are not familiar with.  

      

5.1.3  Effects of Enhanced Vocabulary Pre-Teaching 

Similar to enhanced background knowledge pre-instruction, enhanced 

vocabulary pre-teaching is also designed from insights of past studies and backdrops 

of theories. As far as the presentation of vocabulary is concerned, current study 

supplements traditional L1-L2 word pair approach with pictures. The effects of such 

pictorial information have been corroborated in literature. For example, Jones & Plass 

(2002) contended that pictures support both micro- and macro-level processing, 

aiding verbal and visual mental representations in the working memory and helping 

them enter long-term memory as well. They also suggested that while written 

information is relatively more likely to decay in time, the power of pictorial messages 

persists with time. In addition, Kost, Foss & Lenzini (1999) mentioned that “the 

mapping of pictures onto the mental model provides a stronger bond than the mapping 

of words due to the different representations of their information, i.e., analog vs. 

symbolic” (p.99). Chun & Plass (1997) also commented on the effects of pictures, 

saying “Analogic representations (images) are mapped directly onto the mental model 

and are assumed to be language independent, whereas symbolic representations (text) 

are sequentially processed and demand an indirect transformation between the 

symbolic representation of the text and the analog mental model.” (p.8). Kellogg and 

Howe (1971) also suggested that L2 words associated with visual images can be 

learned more easily than those that do not have them. Therefore, all these studies 
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support the incorporation of pictorial information into vocabulary teaching.  

     Aside from the use of pictures in vocabulary pre-teaching, students in fact still 

have access to L1 translations. Such dully-coded word presentation is supported by 

Mayer’s Generative Theory of Multimedia Learning (1997, 2001). This theory 

maintains that if students have choices over the availability of different modes of 

information, more effective learning can be expected. Two reasons support this theory. 

First, since it is unavoidable to find individual differences among students, 

multimedia learning provides students with a leeway to choose the suitable learning 

mode that is most compatible with their learning styles (Plass et al, 1998). Second, 

because students have access to both visual (pictures) and verbal information (L1 

translation), they would develop referential associations between these two modes. 

Such increased interaction of available resources leads to richer retrieval routes of 

new lexicon (Chun & Plass, 1996) as well as greater integration and recall of the aural 

messages (Meskill, 1996). In other words, students can form connections among 

verbal, visual, and aural mental representations to help themselves better construe 

meanings (Jones, 2003). 

     In the practice stage of vocabulary teaching, sentence practice exercises are 

added on top of L1-L2 word-pair learning to help students review the newly-learned 

words. As Laufer (2006) contended, form-focused instruction is indispensable to 

second language vocabulary learning because it directly drew students’ conscious 

attention to the form. Prince (1996) also suggested that contextual learning helps less 

proficient learners to be more able to transfer the knowledge of new words to L2 

contexts. Therefore, sentence practice was appended in the current study to attain such 

purpose. 

  Learning words in context has also been gaining more and more supports in the 

literature. For instance, Wiseman & Tulving (1976) contended that contextual clues 
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can provide learners with more dynamic and multiple “traces” of meaning retrieval. In 

addition, according to Baddeley (1990), if learners have an opportunity to recall their 

newly-learned vocabulary when they do sentence practices, chances are they would 

develop better retrieval of word knowledge. Also, as Craik and Lockhart (1972) 

suggested, because learning words in context requires more thoughts and 

manipulation, it promotes deeper mental processing and thus helps learners to better 

learn the words. All these studies validate the inclusion of sentence practice exercise 

to further facilitate the learning of lexicon. 

     In brief, the successful facilitation of both background knowledge support and 

vocabulary support on learners’ listening comprehension can be fully supported by 

insights of past studies and related theories. Because of such strong theory foundation 

and the results from the current study, we can claim that the two types of pre-listening 

advance organizers are “enhanced” supports and they can induce better learning and 

listening comprehension. 

 

5.1.4  Comparison between Background Knowledge Pre-Instruction Support 

and Vocabulary Pre-Teaching Support 

     As shown in section 5.1.1, both one-way ANCOVA and T-test do not show 

significant difference between the main effects of enhanced background knowledge 

instruction and enhanced vocabulary teaching. But given that both pre-listening 

supports have been proved to significantly outperform control class, we come to the 

conclusion that two types of supports are equally effective in facilitating Taiwanese 

junior high school students’ English listening comprehension.  

     Such results are very promising to EFL teachers in Taiwan because it implies 

that teachers could have more choices of theory-based listening-enhancing activities 

at hand. They could choose between these two types of pre-listening supports in terms 
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of their teaching resources, personal teaching styles and so on without worrying 

whether their choice may be less effective than the other for their students. Or they 

could simply alternately use one of them so as to increase the variability and richness 

of teaching. Whatever the choice is, teachers could be confident of these two types of 

listening-enhancing techniques because both of the supports are not rules of thumb or 

teaching intuitions, but they are both theory-informed and research-proved.  

In addition to the theoretical foundations of two listening supports, another 

reason also supports the application of background knowledge pre-instruction and/or 

vocabulary pre-teaching in EFL classes. That is, it is rather easy and convenient to 

render both pre-listening activities in terms of teacher preparation and class-time 

investment. For example, if teachers choose to use background knowledge instruction, 

all they have to do is design several main-scene true/false sentences and plan how 

they can lead students to discuss the topic of a specific listening passage. If teachers 

choose to pre-teach key vocabulary, all they need to prepare is word-and-picture 

flashcards and a worksheet of simple sentence exercises. They could download 

pictures they’d like to use from the Internet or they could buy the products on market. 

No matter which listening support they use, the pre-teaching preparation is not a 

heavy burden. Teachers could even share all these teaching resources with their 

partner colleagues. Most important of all, once a listening unit is designed, related 

teaching aids can be recycled for use for quite a long period of time.  

Another reason why it is worthwhile to use both types of pre-listening supports 

in class is because they do not take up much of the class instruction time. As 

suggested by the lesson plan used in the present study, the pre-listening teaching 

requires only ten minutes or so. Teachers can use the time to warm up students, 

attract their attention and increase their motivation to do the listening task. And 

teachers do not need to worry too much that this extra teaching might seriously 
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affect their originally planned schedule. In fact, teachers can even regard the 

pre-listening supports as the after-listening instruction pushed forward. Therefore, 

they need not worry that precious class time may be wasted once the pre-listening 

supports are incorporated. 

 

5.2  Interaction between Types of Pre-Listening Supports and Participants’ 

Proficiency Level (RQ4~RQ6) 

In this section, discussion concerning research question 4 and 5 is mainly 

presented. Students’ questionnaire responses (as in RQ6) are included as reference for 

discussion. Summary results of the interaction between types of pre-listening supports 

and participants’ proficiency level and how this interaction is like are reported in 

section 5.2.1. Following it, section 5.2.2 continues to discuss the results and other 

related issues. 

 

5.2.1  Summary Results of the Interaction between Types of Pre-Listening 

Supports and Proficiency Level 

Research question four and five aim to investigate whether interaction exists 

between types of pre-listening supports and proficiency level and what such 

interaction is like. Results showed that the interaction did not reach significance 

(F=.07, df=2, p>.05), but a closer look at the adjusted means on the listening tests for 

three treatment groups suggests useful implications. First, background knowledge 

pre-instruction seems to be the most effective support, regardless of students’ 

proficiency level. Second, in the enhanced vocabulary pre-teaching class, lower 

proficient students in fact had slightly higher scores than high-proficient counterparts. 

This reveals that stronger learners do not seem to respond to word instruction as well 

as weaker learners do. These two points imply that high-proficiency students have the 
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tendency to react to background instruction better while low-proficiency learners 

respond well to either type of support. Third, the mean score difference between high- 

and low- proficiency group is narrowed in both enhanced background class (mean 

dif.=.19) and enhanced vocabulary class (mean dif.=.01) while compared to that in the 

control class (mean dif.=.36). This implies that the application of pre-listening 

supports helps to alleviate student variation in listening performance. But since no 

interaction is found, the above three points are nothing but the implications for 

teachers’ reference. 

 

5.2.2  Interaction between Pre-Listening Support and Proficiency Level  

    Although no significant interaction is found between types of pre-listening 

support and students’ proficiency level, significant difference does exist in the main 

effects of pre-listening supports (F=3.58, df=2, p<.05, eta squared=.12). This reveals 

that the effects of both enhanced background knowledge and vocabulary pre-teaching 

is not dependent on the level of students’ proficiency; in other words, the single factor 

of enhanced pre-listening supports is strong enough to contribute to effective listening 

comprehension. 

    Such results are very promising for pedagogical concerns, because it means that 

teachers do not need to worry that weaker language learners might not be able to 

respond well when they intend to incorporate pre-listening supports in their teaching. 

Particularly, in a regular EFL class in Taiwan, it is usually more than common to have 

a mixed-ability student composition. Therefore, if certain listening support matches 

better with certain proficiency-level learners, it is likely to induce impracticality issue 

on class instruction. Thus, knowing that both types of the target pre-listening teaching 

are suitable for students of any proficiency level is by all means a good news for 

English teachers in Taiwan. 
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Moreover, participants’ questionnaire responses in the present study also 

demonstrate favoritism toward the enhanced pre-listening supports on the part of 

learners. The majority of participants in the background class mention that they like 

the support and believe that such teaching helps them listen better. Most students’ 

comments are that because they can form a rough idea of the context and content of 

the listening passages and engage in guessing the details related to the listening, they 

are less nervous, have a more focused listening, and have greater success for finding 

answers to listening questions. Such comments confirm the theory of content/formal 

schemata (Rumelhart, 1983) and advance organizer (Ausubel, 1961). In other words, 

if learners’ pre-existing knowledge and experience can be retrieved to predict and 

interpret the discourse (Brown & Yule, 1983), it can aid learners’ comprehension by 

“limiting the number of possible interpretations” (Shrum & Glisan, 1994, p. 114). 

From another perspective, because learners have more higher-level (top-down) 

resources to resort to, they do not have to depend solely on their language ability, so 

their limited language knowledge can be compensated, especially for weaker learners.  

As far as the enhanced vocabulary pre-teaching is concerned, participants also 

show positive attitudes toward this type of listening support. An even greater majority 

of students (compared to the treatment of background knowledge) maintain that they 

not only like the learning of key vocabulary, but they also think of it as facilitative to 

their listening comprehension. Quite homogeneously, most students believe that 

knowing the meanings of words beforehand help them understand better utterances in 

the listening discourse that were otherwise not understood. Some students also 

mention that the enhanced vocabulary teaching helps them have deeper impression of 

the target words and they are more likely to memorize them in a short time. These 

comments support the bottom-up theory, stressing the role of lower-level language 

interpretation in the whole listening comprehension. They also reflect the fact that 
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EFL students in Taiwan generally believe that the knowing of vocabulary has much to 

do with comprehending a whole text. Therefore, as suggested by Tsai (2002), 

Taiwanese students are emotionally more reliant on vocabulary learning and they 

would prefer to have word instruction before doing listening tasks. 

     The findings, inclusive of quantitative data and students’ affective responses 

from the current study, converge on one significant conclusion: background 

knowledge pre-instruction and vocabulary pre-teaching are both highly effective on 

listening comprehension and they can be used interchangeably. Two issues following 

such conclusion deserve our discussion. First, even though it is found that the effects 

of two listening supports cannot be compromised by students’ proficiency, some other 

possible considerations about which support to choose from are important for teachers 

in EFL classroom contexts. Take the task difficulty for example. If teachers find that a 

specific listening passage is likely to impose heavy background knowledge strain on 

students (content difficulty), they can naturally choose background instruction to fill 

up the gap. On the other hand, if a listening passage exhibits complex language 

patterns and/or comprises too many difficult words (form difficulty), teachers can go 

for the word pre-teaching. Also, the task type can be another consideration. For 

instance, it is advisable for teachers to choose background instruction in 

expository/argumentative passages, concerning that more professional or transactional 

knowledge is usually involved in such genre. By contrast, if the listening passage is 

description-oriented, teachers can apt for vocabulary teaching. Still another possible 

consideration is students’ learning styles. For instance, if teachers find their class 

more field independent, they can treat them with higher-level background knowledge 

so as to compensate for the insufficient big-picture interpretation. But if the class is 

more field dependent, teachers can supplement it with lower-level vocabulary 

teaching. On balance, teachers are suggested to base their judgment not on any single 
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factor, but on the holistic evaluation. 

The second issue is the question of possible sequencing effects if two types of 

supports are to be used in one listening task. In most cases in Taiwan, listening tasks 

function as supplementary materials or part of an integrated curriculum, so usually 

teachers have only enough time to apply one type of support. However, in classes 

where the focus is on listening or where difficult passages are used as prompts, 

teachers may like to employ both supports to strive for the best effects. In such 

situation, the question occurs as to which support should be used prior to the other. 

Teachers can choose to use background teaching before vocabulary instruction, 

arguing that big picture should be given before going into details. However, teachers 

can also choose to teach vocabulary before background, judging that solid language 

foundation should be laid first. The teaching order is very likely to induce different 

learning effects. For example, the retention of vocabulary may be negatively impacted 

by the priority of word instruction; that is, if vocabulary is taught first, how well could 

students remember what they have learned after they are instructed on background 

knowledge? Therefore, further research is called upon to address such issue. 

On top of the above-mentioned, the tendency regarding the interaction between 

support types and proficiency also provides some implications. But it should be noted 

that the interaction did NOT reach significance, so the discussion here is mainly for 

teachers’ reference. The tendency is found in the present study that high-proficiency 

students react to background instruction better while low-proficiency learners respond 

well to either type of support. Possible reasons to explain this phenomenon is that 

high-proficient learners, on the whole, already have larger vocabulary than 

low-proficient ones. Or the former may have developed compensation strategies, such 

as guessing intelligently by using linguistic or other clues (Oxford, 1990), to strive for 

the meaning of the whole passage. Therefore, stronger learners have less immediate 
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need for vocabulary pre-learning. On the other hand, weaker students usually tend to 

lack both linguistic and content knowledge. So either type of listening supports can be 

beneficial to their comprehension.  

Current findings are in consistence with some past studies. Regarding the 

effectiveness of background knowledge instruction, Chiang & Dunkel’s (1992) 

showed that when students listen to familiar topics, both high- and low- proficiency 

level students benefit much from their prior knowledge. Similarly, in the present study, 

participants show better comprehension of the whole passage after receiving 

instruction that builds up their background knowledge. Chang & Read (2006) also 

yielded similar results. They demonstrated that “topic preparation (TP)” is the most 

facilitative among four types of pre-listening supports across proficiency levels. As 

Hansen & Jensen (1994) suggested, weaker learners usually put so much focus on 

decoding every single word that they fail to interpret the text as a whole, i.e. 

bottom-up dependency (Field, 2004). Therefore, when lower proficient learners are 

guided to activate and utilize their higher-level resources as in the current study, they 

are freed from the constraint of language and are more able to listen better.  

In terms of the effectiveness of vocabulary pre-teaching, the findings in this 

study mirrors that in Tsai’s study (2002). The researcher incorporated pictures and 

oral example sentences into the vocabulary teaching and the results showed that target 

word method did not help much for high proficient learners than lower proficient ones. 

One possible reason to account for this phenomenon is that stronger learners usually 

have had larger word repertoire than weaker ones. Thus, it is not unnatural to find that 

weaker students have greater room for improvement after the instruction. In addition, 

as mentioned above, less proficient learners are psychologically more dependent on 

decoding lower-level units of language. Therefore, by receiving instruction on 

vocabulary, weaker students would have greater confidence and motivation to 
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continue the listening tasks. Another reason why word pre-teaching benefits 

lower-proficiency learners more may be due to the incorporation of key-word 

sentence practice. As Prince (1996) suggested, less proficient learners are not able to 

transfer the word knowledge to other new contexts. The present study designed 

simple and clear contextual sentences to help learners extend their newly-learned 

vocabulary. Therefore, weaker learners can develop stronger word knowledge and 

retrieval routes of word meaning (Wiseman & Tulving, 1976). On the other hand, in 

Chang & Read’s study (2006), they indicated that vocabulary teaching is not helpful 

for either high-proficient or low-proficient learners. This might due to the fact that the 

word instruction employed in their study is rather limited; that is, students are 

provided with word-pair and pronunciation practices only. Therefore, if the method of 

word teaching can be enhanced in their study, chances are better effects of listening 

comprehension can be expected. 

Lastly, the current study also found that the mean score difference between two 

proficiency levels narrows in experimental classes. This reveals that the application of 

pre-listening supports helps to bridge the gap of student variation in listening 

performance. In Taiwan, it is not rare to find mixed-ability classes in which teachers 

are usually challenged with giving the instruction that suits both higher and lower 

proficiency learners. But due to some reality reasons, such as limited class hours with 

heavy teaching load, it seems that weaker learners are usually the group that is left out, 

or less attended to. So the gap gradually widens, and teachers have no choice but to 

focus on the intermediate and high proficient learners and the vicious circle continues. 

Therefore, the fact that the pre-listening teaching is proved to facilitate students’ 

comprehension, especially weaker students, is by all means a promisingly worthwhile 

investment for EFL teachers in Taiwan. By doing these activities, teachers can not 

only achieve their goal of helping students listen better, but they can also narrow the 
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distance between more effective and less effective students. All in all, both types of 

the pre-listening supports in the present study are able to help not just high proficient 

learners but also lower proficient counterparts to achieve greater extent of 

comprehension.  

 

5.3 Summary of Chapter Five 

The present study shows that background knowledge pre-instruction and 

vocabulary pre-teaching are both effective listening supports to Taiwanese junior high 

school students. These two types of enhanced teaching are also theory-based and 

research-informed. In addition, the majority of participants show positive attitudes 

toward them as well. When students’ proficiency level is taken into account, no 

significant relationship is found as to which type of support suits which proficiency 

level of students. But the results still suggest that enhanced background knowledge 

pre-instruction is the most helpful support for high- and low- proficient learners, that 

vocabulary pre-teaching works better for less proficient learners, and that the gap 

between two bands of proficiency students is narrowed when either of the enhanced 

listening supports is supplied in class.  
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Chapter Six 

Conclusion 

 

In this chapter, major findings of the present study are summarized in section 

6.1. Following it, pedagogical implications for EFL teachers in Taiwan are presented 

in section 6.2. Finally, limitations of the study are pointed out in the last section. 

 

6.1  Summary of Major Findings 

Extending insightful past studies, this study aims to explore how effective 

enhanced background knowledge and vocabulary pre-teaching are for Taiwanese 

junior high school students on listening comprehension. The notion of “enhanced” 

refers to the fact that every step of teaching procedures has theory and research 

foundations. Major findings and result interpretations of the study are as follows.   

1. First, both background and word instructions are significantly helpful 

supports. The former supplements students’ insufficient prior knowledge 

while the latter lays the ground for language interpretation. But when these 

two pre-teaching are compared, no significant difference is found, suggesting 

that none of them is better than the other. This is rather promising, because it 

means that EFL teachers could confidently choose between them or use them 

alternately in class.  

2. Second, when the relationship between types of pre-listening support and 

learners’ proficiency level is further examined, results do not reach 

significance level. Yet, the main effects of intervention are strong enough to 

be independent of the influence of students’ proficiency. This suggests that 

the listening activities are facilitative to all levels of students on their 

listening comprehension. In addition, a closer look reveals the tendency that 
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background knowledge teaching is more effective than vocabulary teaching 

across proficiency groups. Also, word instruction seems to be more beneficial 

for low-proficient learners. Finally, the gap of listening performance between 

high and low proficiency students is narrowed in two experimental classes. 

This suggests a good resolution to the problem of mixed-ability class 

composition. 

3. Third, participants generally show positive attitudes and beliefs toward two 

enhanced pre-listening supports. Their questionnaire responses adequately 

illustrate the purposes and advantages of the application of supports. 

However, most of the students blame the inability to correctly answer all 

comprehension questions on the fact that they do not completely understand 

the whole passages. This implies the erroneous understanding toward 

listening. Finally, both experimental class students do not have suggestions 

for the improvement of supports. But a few students in background class 

suggest that the researcher encourage more student-student interaction and 

teach more about the topics of listening passages in later classes and so on. 

And most of the students in vocabulary class suggest that the researcher give 

them several more practices to review the newly-learned words. 

 

6.2  Pedagogical Implications 

Two major pedagogical implications can be drawn from the present study. First, 

it is of absolute importance to introduce to students that listening is a multidirectional 

process, comprising interaction with many factors. Questionnaire responses in this 

study have shown that many learners falsely believe that the amount of vocabulary 

knowledge is the only factor conducive to good listening comprehension. What’s 

worse, most of them mistakenly believe that only when one understands every single 
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word from the listening text can he claim that he “understand” the passage and can 

answer correctly all the listening questions. In addition, most of the students have no 

idea that pre-listening teaching is in fact one crucial part of a listening process, which 

can help them prepare for the listening tasks and achieve better comprehension. 

Because of these inaccurate assumptions and beliefs, it is very common to see 

students give up so quickly once they hear one unfamiliar word from the passage and 

even develop negative/pessimistic attitudes toward listening. Therefore, if teachers 

could incorporate the pre-listening support into instruction, they can demonstrate the 

idea that listening is interactive and process-oriented. They could guide their students 

to better deal with listening tasks instead of leaving them alone with nothing to resort 

to. In such a facilitative fashion, there is a better chance that learners are nurtured with 

correct conceptions and more positive attitudes and motivations toward listening.  

Second, the pre-listening supports can be made a part of an integrated course. 

More and more research have been advocating the benefits of integrated curriculum, 

in which several skills are called into use that they reinforce one another and result in 

better learning effects. Take for example the target pre-listening supports in this study. 

Background knowledge class is provided with some L1-L2 main-scene sentences. In 

fact, teachers could give students only L2 sentences in intermediate-level classes and 

use them as the substitution of short reading. For more advanced learners, teachers 

could replace the main-scene sentences with a reading article relevant to the listening 

topic. In this way, reading and listening are integrated to boost the learning effects and 

students will be more tuned to deal with listening tasks. 

 

6.3  Limitations 

The findings of the present study indicate two major limitations. The first one is 

concerned with the listening materials used as prompts in the present study. With a 
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purpose to increase test reliability, two listening passages were chosen. Efforts were 

made to select the texts that were equivalent in terms of topic, difficulty level, length 

of passage in words, length of passage in minutes, speech rate, and the number of 

unfamiliar words. The chosen passages were similar in most of the criteria, except for 

the topic—“Easter Eggs” versus “A Christmas Party” (For a detailed review, refer to 

Chapter Three). Although both topics deal with western holidays, it seems that the 

latter is comparatively more familiar to Taiwanese students. Therefore, other topics 

involving western holidays, such as “Thanksgiving” or “Halloween”, may be better 

choices for future studies. 

The second major limitation of this study is the scale of the experiment. A total 

of ninety-nine students, from three intact classes, are recruited. But they are all from 

the same junior high school in the same county. Therefore, more diverse student 

composition and learning contexts are called upon to testify the findings in this study. 

In addition, only two listening passages of the same genre are used as the 

measurement of student’s comprehension. Different types of genres and more 

listening tasks are needed to further examine the results. 
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Appendix I 

 

Listening Task One: Easter Eggs 

Topic: Easter Eggs 

Broadcast Date: 11th, Apr. 2007. 

Difficulty Level: Medium 

Total Words：162 

New/Unfamiliar Words: 8 (as indicated by underlined words) 

 

 

Conversation A 

Nate: What are you going to do with these eggs? Scramble or fry them? 

Tess: No. We’re going to have an Easter egg hunt around the neighborhood. 

Cindy: It’s for kids. But you can watch. 

Nate: I’ll be working. So keep the kids out of my store, please. 

 

Conversation B 

Nate: Why do people have eggs at Easter, anyway? 

Josie: Eggs are a symbol of new life. 

Nate: New life? Because baby chickens grow in the eggs? 

Zack: (laughs) I guess so. 

Cindy: Eww. 

Zack: Nate, do you know the Easter story? 

Nate: Is it about the Easter bunny? 

Tess: No. It’s about Jesus. 

 

Conversation C 

Nate: What about Jesus? 

Josie: Well, he lived a long time ago. He did many good things and taught people 

about God. 

Tess: Some people hated Jesus, so they killed him. 

Nate: And that’s why we celebrate Easter? 

Cindy: No. Three days later Jesus came back to life! Isn’t that cool? 

Nate: Wow, yeah. Do you really believe that? 

Zack: I do. Do you want to know more about it? 

Nate: Maybe later. I have to get back to the store. (leaves) 
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Listening Task Two: A Christmas Party 

Topic: A Christmas Party 

Broadcast Date: 26th, Dec. 2007. 

Difficulty Level: Medium 

Total Words：170 

New/Unfamiliar Words: 10 (as indicated by underlined words) 

 

 

Conversation A 

(A lot of people are at the community center. They are having a Christmas party.) 

Nate: This is a great party, Grant and Tess. Thanks for inviting me. 

Tess: Well, you’re welcome, Nate. 

Grant: Thanks for coming. 

Josie: Christmas parties are so much fun. Everyone is having a good time. 

Zack: Yeah, even Nate seems happy. 

Josie: That’s good. He’s not usually in a good mood. 

Zack: Well, maybe he has the Christmas spirit. 

 

Conversation B 

Eve: The community center looks so nice tonight. 

Grant: Just tonight? 

Eve: Oh, no, it always looks nice. I mean you did a good job decorating it.  

Grant: Thank you. Tess did most of it. 

Josie: You did a great job, Tess. The decorations look beautiful. 

Tess: Thanks. 

Grant: Tess always does a great job. I’m going to give her some of my jobs next year! 

 

Conversation C 

(A little later, Nate comes over to Eve.) 

Nate: Uh, Eve? I, uh, have something for you. 

Eve: Really? 

Nate: Well, yeah. It’s Christmas. So, uh, here’s a gift for you. 

Eve: Oh, Nate, how nice. Thanks. (opens it) A diary! 

Nate: Yeah, it even has a lock and a key. So no one can read it. I, uh, I’m sorry about 

reading your old one. 

Eve: It’s OK. I forgive you. 

Nate: Thanks. Merry Christmas! 
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Appendix II 
 

Background knowledge pre-teaching 背景知識的加強 

Following sentences provide main-scene background knowledge in the listening task, 

but they may be true or false. Please decide by yourself.  

(以下句子提供你聽力測驗中重要場景的背景知識，但他們可能是對的，也可能

是錯的，請自行判斷) 

 

 

Topic: Easter Eggs 

1. Today is Easter Day. Nate, Tess, Cindy, Josie, and Zack are talking together. 

(True/False) 

2. They are going to scramble the Easter eggs.  (True/False) 

3. They are discussing why people have eggs at Easter.  (True/False) 

4. They believe that Easter Day is about Easter bunny.  (True/False) 

5. They are talking about the Easter story.  (True/False) 

6. Easter Day is about how people killed Jesus.  (True/False) 

 

 

Teacher-led discussion 

1. What is Easter Day? When is it?  (什麼是 Easter？日期？) 

2. What do people do to celebrate Easter Day?  (人們如何慶祝復活節？) 

3. Why do people have Easter eggs at Easter Day?  (人們為何要有復活節彩蛋？) 

4. What is the origin of Easter Day?  (復活節的起源是什麼？) 

5. Why do people celebrate Easter Day?  (人們為什麼要慶祝復活節？) 

6. What happened in the history?  (歷史上發生了什麼事？) 
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Background knowledge pre-teaching 背景知識的加強 

Following sentences provide main-scene background knowledge in the listening task, 

but they may be true or false. Please decide by yourself.  

(以下句子提供你聽力測驗中重要場景的背景知識，但他們可能是對的，也可能

是錯的，請自行判斷) 

 

 

Topic: A Christmas Party 

1. Today is Christmas. Nate, Tess, Grant, Josie, Zack, and Eve are having a Christmas 

  party at the community center.  (True/False) 

2. Not everyone is having a good time.  (True/False) 

3. The community center looks good.  (True/False) 

4. Only one person did the decoration job.  (True/False) 

5. Nate is asking Eve to give him a Christmas gift.  (True/False) 

6. Eve does not like the gift.  (True/False) 

 

 

Teacher-led discussion 

1. What is Christmas? When is it?  (什麼是 Christmas？日期？) 

2. What do people usually do on Christmas?  (人們通常在耶誕節做些什麼事？) 

3. Where do people usually have Christmas party?  (人們通常在哪裡舉辦派對？) 

4. What are the things that people can see at a Christmas party?  

(耶誕派對上通常有什麼特別的東西？) 

5. What do people do at a Christmas party?   

(人們在耶誕派對上會做些什麼活動？) 

6. What are the reasons that people have to give a person a gift?   

(送禮物給別人，通常有哪些原因？ 
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Appendix III 

Flashcards of Key-Vocabulary 

                        
Easter bunny (復活節兔子)                       Jesus (耶蘇) 

 

                             
neighborhood (鄰里)                   Merry Christmas (聖誕節快樂) 

 

                   
hunt (打獵)                              mood (心情) 

 

                     
symbol (象徵)                             spirit (精神) 
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community (社區)                              fry (炸) 

 

                        

diary (日記)                                invite (邀請) 

 

                    

lock (鎖)                                decorate (裝飾) 

 

                      

scramble (炒)                      forgive (原諒) 
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Appendix IV 

 

Key-Word Sentence Practice 單字填入句子練習 

Practice 1: Easter eggs 

Please choose a most appropriate word from the word bank for each sentence below. 

Note that every word will be used only once.  

(請從單字區中選擇一個最適當的字填入下面的句子。請注意每一個字只會被使

用一次。) 

 

 

 

 

 

9. Mother usually _________ eggs with soy sauce. 

10. Many people think that roses are a __________ of love. 

11. Christians believe in ___________. 

12. Uncle Joe always brings a gun when he goes ____________. 

13. I like to play with my neighbors in the ____________. 

14. My ____________ loves to eat carrots. 

15. Don’t _________ chickens! It’s not good for health. 

16. _________ Day falls on a Sunday from March 22nd to April 25th.. 

 

 

 

 

 

scramble    neighborhood 

fry         symbol 

hunt        Jesus 

Easter       bunny     

 用句子來複習

單字, 效率高
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Key-Word Sentence Practice 單字填入句子練習 

Practice 2: A Christmas party 

Please choose a most appropriate word from the word bank for each sentence below. 

Note that every word will be used only once.  

(請從單字區中選擇一個最適當的字填入下面的句子。請注意每一個字只會被使

用一次。) 

 

 

 

 

 

10. ___________ Day is on December 25th. People say ___________ Christmas to 

each other on this day. 

11. Tom __________ a beautiful girl to his party. He hopes she can join the party. 

12. Father is not in a good __________ because his car was stolen. 

13. Lisa keeps a _________. She writes down how she feels every day. 

14. Parents always __________ their children even when they make big mistakes. 

15. I like to go to the ___________ center because there’s a playroom there. 

16. I bought a _________ for my new bicycle. I don’t want bad people to steal it. 

17. People in America __________ Christmas trees before Christmas Day. 

18. There will be no class tomorrow. So the whole class is in high ___________ now. 

 

 

 

           lock 

spirit              forgive 

community 

 

Merry Christmas       lock 

mood                invite  

spirit                decorate 

community           forgive 

diary 

用句子來複習

單字, 效率高 
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Appendix V 

 
Listening Comprehension Test  聽力測驗                姓名：____________ 

Test 1: Easter Eggs 

 

1. 本篇聽力主要是在談論那一個主題？  Key: A 

(A) 復活節的由來 

(B) 藏匿復活節彩蛋的地方 

(C) 復活節的傳統慶祝習俗 

(D) 復活節彩蛋的象徵 

 

2. 聽力中 Tess 及他的朋友將如何處理復活節彩蛋？  Key: C 

(A) 做成炒蛋 

(B) 送給鄰居小朋友 

(C) 舉辦「彩蛋大搜尋」活動 

(D) 舉辦彩蛋拍賣活動 

 

3. 復活節彩蛋象徵_____________   Key: B 

(A) 生老病死 

(B) 新生命 

(C) 死亡 

(D) 死後復生 

 

4. 人們慶祝復活節是因為___________   Key: B 

(A) 彩繪復活節蛋 

(B) 慶祝耶穌死後復生 

(C) 紀念復活節兔子 

(D) 相信死後有來生 

 

5. 在 Conversation A 中，Cindy 表明 Nate 可以觀看社區即將舉辦的復活節活動，對此，Nate

抱持的態度為何？  Key: C 

(A) 喜悅興奮 

(B) 生氣奮怒 

(C) 沒興趣參與 

(D) 緊張焦慮 

 

6. 聽力中出現以下的片段對話： 

Josie: Eggs are a symbol of new life. (蛋是新生命的象徵) 

Nate: New life? Because baby chickens grow in the eggs? (新生命？是因為小雞在蛋裡長嗎？) 

Zack: I guess so.  

請問 Zack 所回答的” I guess so”，暗示他對自已的答案把握程度為何？  Key: D 

(A) 無法判斷 

(B) 十分有把握 

(C) 一點把握也沒有 

(D) 不太有把握 
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Listening Comprehension Test  聽力測驗                 姓名：___________ 

Test 2: A Christmas Party 

 

1.  本篇聽力主要是在談論那一個主題？  Key: C 

(A) 耶誕節的由來 

(B) 耶誕樹的裝飾 

(C) 耶誕節派對 

(D) 耶誕禮物的包裝 

 

2. 聽力中 Zack 提及 Nate 似乎心情也很好，可能是因為 Nate________   Key: A 

(A)  有耶誕精神 

(B)  期待收到耶誕禮物 

(C)  喜歡參加派對 

(C)  喜歡派對上的佈置 

 

3. 派對上，哪一位朋友作的耶誕裝飾最受到大家的讚美？  Key: B 

(A)  Zack 

(B)  Tess 

(C)  Nate 

(D)  Eve 

 

4. 為何 Nate 要送日記本給 Eve？因為_____________   Key: D 

(A)  Eve 的日記本太老舊了 

(B)  Eve 鎖日記本的鑰匙丟掉了 

(C)  Eve 希望有一個可以鎖起來的日記本 

(D)  Nate 之前偷看了 Eve 的日記本 

 

5. Eve 對於 Nate 的道歉，抱持的態度為何？  Key: A 

(A)  原諒 

(B)  悲傷 

(C)  冷漠 

(D)  生氣 

 

6. 聽力中出現以下的片段對話： 

Eve: The community center looks so nice tonight. (社區活動中心今晚看起來美呆了) 

Grant: Just tonight? (只有今晚嗎？) 

Eve: Oh, no, it always looks nice. I mean, you did a good job decorating it.  

請問 Eve 所回答的” I mean”，在溝通上有何功能？  Key: D 

(A) 否定自已先前的回應 

(B) 讚賞自已先前的回應 

(C) 懷疑自已先前的回應 

(D) 修正自已先前的回應 
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Appendix VI 

問卷 

班級：_____________   姓名：_____________  學習英文多久：___________(年) 

第一題至第三題，請勾取您認可的選項，如需說明，請再說明 ; 第四題開始，

請盡量詳細說明您的意見！此問卷純作學術研究，謝謝您的合作！ 

 

1. 你曾經在「大家說英語」雜誌中聽過“Easter Eggs”或 “A Christmas Party”

這兩篇廣播嗎？  

□ 有  □ 沒有 

 

2. 在進行此次實驗前，你熟悉“Easter Eggs”或 “A Christmas Party”的內容

嗎？ (百分比表示你的熟悉程度，0%為最低，100%為最高) 

□ 0-25%  □ 25-50%   □ 50-75%  □ 75-100% 

 

3. 在進行此次實驗前，你熟悉這次課堂上教的單字嗎？ 

   (百分比表示你的熟悉程度，0%為最低，100%為最高) 

□ 0-25%  □ 25-50%   □ 50-75%  □ 75-100% 

 

4. 你喜歡聽力前做的活動嗎？為什麼？ (請詳細說明) 

_________________________________________________________________

_________________________________________________________________ 

5. 你覺得聽力前做的活動對你後來做的聽力測驗有沒有幫助？為什麼？

(請詳細說明) 

_________________________________________________________________

_________________________________________________________________ 

6. 如果聽力測驗中有任何你答不出來的考題，你覺得可能的原因為何？ 

(請詳細說明) 

_________________________________________________________________

_________________________________________________________________ 

7. 對於聽力前做的活動，你有沒有什麼建議？(請詳細說明) 

_________________________________________________________________

_________________________________________________________________ 


