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Chapter one: Introduction

   Reading and listening are two important, known, but ignored skills. Traditionally, 

they were called passive activities. Even in the middle of 20th century, Audio- lingual

method, which was claimed to put more value on listening and reading used them just

as a vehicle to teach vocabulary and grammar. Block (1992) acknowledges that   

"reading is such a hidden process that it often goes unnoticed in the language

classroom" (p. 319) and Chastain (1988) states that “both language teachers and

students tend to overlook the importance of listening comprehension skills, because  

their attention is fixed so completely on their ultimate goal, speaking” (p. 192).      

    Recently, a large number of studies have been conducted to investigate the role of

these two skills in language learning. A large body of these studies (Al-Issa, 2000;

Chastain, 1988; Chen& Grave, 1995; Jr, 2003; Owen, 2002; Shin, 1992; Sui-wang, 

2005; Taglieber et al, 1988; Wu-ping, 2006; Ur, 1996) support the effectiveness of

pre-reading and pre-listening activities to activate EFL/ESL background knowledge. 

They believe that both listening and reading are active processes in which learners

need to go beyond the text to comprehend effectively.          

      Schema theory is considered as a good vehicle to explain the importance of

students’ background knowledge in listening and reading comprehension. Huang

(2009, p. 139) argues that "according to schema theory, any text, spoken or written, 

does not by itself carry meaning. Comprehending words, sentences, and entire texts

requires the ability to relate the material to one’s own knowledge".  A reader/listener

will fail to comprehend a text, if he/she does not have appropriate schema.   
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     Different schema types have been introduced by scholars: content, formal, and

linguistic schemata ( Al-Issa, 2000; Huang, 2006;  Oller, 1995; Xiao-hui et al., 2007). 

Content and formal schemata are the most common types, which have received more

attention from researchers. Of course, listening has received little attention with

regard to the application of schema theory in comparison with reading. 

Carrol (2008) states that having an appropriate schema in our memory is not

enough; we must activate it at a proper time. So, schema-building activities have been

recommended by most researchers for providing background knowledge in pre-

reading and pre-listening phase. 

      

      ESL/EFL learners often have considerable difficulty in listening and reading

comprehension. They believe that their lack of vocabulary knowledge hinders their

comprehension. Also teachers are not prepared to teach these two skills effectively. 

According to Chastain (1988), teachers teach as they were taught. Most of them are

not familiar with effective listening and reading activities, so they rely on teaching

vocabulary and grammar to solve students’ listening and reading problems.   

Consequently, their class is boring and tiresome because students fail to

comprehend the text. But the reality is that the major problem in ESL/EFL classes is

lack of activating students’ relevant schemata before doing the task of reading and

listening.   

Teacher’s lack of knowledge about schema theory and schema-building activities, 

make reading and listening a hard job for EFL/ESL learners. The present study aims

to investigate the effects of three types of schema-building activities (content, formal, 

and linguistic) on Iranian learners’ listening and reading comprehension skills. 
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1.2. Statement of the Questions and Hypotheses

The present study intends to answer the following research questions:

1.    Are there any significant differences among the effects of schema-

        building activity types on Iranian EFL learners’ listening  

        comprehension?

2.     Are there any significant differences among the effects of schema-

building activity types on Iranian EFL learners’ reading  

comprehension?

     In response to the above-mentioned questions, the following null hypotheses are

formulated. 

1. There are no significant differences among the effects of schema- building

activity types on Iranian EFL learners’ listening comprehension. 

2. There are no significant differences among the effects of schema-building activity

types on Iranian EFL learners’ reading comprehension. 

1.3. Significance of the study

The significance of the present study can be justified on several grounds including the

following:

     Both listening and reading skills have a vital role in language learning, yet they

are often overlooked in many English learning classes. So, this study is going to
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provide an effective way to teaching these skills and make it more interesting for EFL

learners.      

     Recently, schema- building activity types have received more attention from

researchers (Carrell and Eisterhold, 1983; Carrell, 1985; Carrell, 1987; Johnson, 

1981; Johnson, 1992; Jr, 2003; Perkins, 1983, etc). But researchers have only focused

on the content and formal schemata, thus ignoring the linguistic schemata. This study

is going to investigate the effect of three schema-building types; content, formal, and

linguistic.  

     The schema theory has been applied largely to assess the effect of prior

knowledge on L2 reading comprehension, but little attention has been paid to

assessing the effect of prior knowledge on L2 listening comprehension through the

application of schema theory. This study is going to investigate the effect of

activating three schemata building activity types on learners’ listening comprehension

more precisely.  

   

1.4. Definition of the Key Terms

      This study adopts the following definitions for the key terms of this study:

Schema theory: "It is a theory of how knowledge is acquired, processed, and

retrieved" (AL-Issa, 2000, p. 41). 

Schema: "Schema is the technical term used by cognitive scientists to describe how

people process, organize, and store information in their heads"(AL-Issa, 2000, p. 41). 

Content schema: It refers to learners’ background knowledge or world knowledge

(Carrell & Eisterhold, 1983; Carrel, Pharis & Liberto, 1989). Xiao-hui et al. (2007)

define content schema as our background knowledge of the topic and content of the

text.   
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Formal schema:"Often known as textual schema, it refers to the organizational

forms and rhetorical structures of written texts. It can include knowledge of different

text types and genres, and also includes the understanding that different types of texts

use text organization, language structures, vocabulary, grammar, level of formality/

register differently" (Huang, 2009,  p. 139). 

Linguistic schema: "While formal schemata cover discourse level items, linguistic

or language schemata include the decoding features needed to recognize words and

how they fit together in a sentence" (Huang, 2009; p. 139). Xiao-hui et al. (2007)

state that our linguistic schema includes our language proficiency in vocabulary, 

grammar and idiom. 

Listening comprehension: "The nature of listening comprehension means that the

learner should be encouraged to concentrate on an active process of listening for

meanings, using not only the linguistic cues but his non linguistic knowledge as well"

(Fang, 2008, pp. 21-22). For the purpose of the present study, it is operationally

defined as the participants’ scores on a listening comprehension test. 

Reading comprehension: It is defined by Landry (2002) as a process in which the

reader controls his / her speed and relies on his/her background knowledge and

expectation to comprehend what the writer has written. So, comprehension takes

place when the readers understand the meaning of the text. For the purpose of the

present study, it is operationally defined as the participants’ score on a reading

comprehension test. 
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Chapter 2: Review of Literature

    In this chapter, the literature relevant to the present study is divided into two

sections, the first part is related to reading comprehension, and the second part is

related to listening comprehension. 

    In section one, reading comprehension, pre-reading activities, types of schemata, 

and different perspectives of schema classification are reviewed. In section two, 

various views, listening comprehension, listening strategies, listening process, 

listening versus reading, and schema-building in listening comprehension are

summarized. 

2.1 Reading

2.1.1. What is reading?

     

        Chastain (1988) defines reading as a process in which the reader recreates

meaning. He believes that the purpose of reading is meaning, and the goal of reading

is communication. Hudson (1991, p. 83) states that "reading involves simultaneous

application of elements such as context and purpose along with knowledge of

grammar, content, vocabulary, discourse conventions, graphemic knowledge, and

meta-cognitive awareness in appropriate meaning". Grabe (1991, p. 379) introduces

reading as a "complex process which is subdivided into component skills and

knowledge areas: 1) automatic recognition skill, 2) vocabulary and structural

knowledge, 3) formal discourse and structure knowledge, 4) content/word

background knowledge, 5) synthesis and evaluation skills/strategies, 6) meta-

cognitive knowledge and skills monitoring". Zamel (1992) describes reading as an act
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of finding a particular idea from a written text. However, Al-Issa (2000) offers a

slightly different definition. He introduces reading as a multi-leveled and interactive

process in which readers construct meaning through using their schemata. 

2.1.2. Reading as an active process

       

     Traditionally, reading was perceived as a passive activity. According to this view, 

readers did not produce any messages, and reading texts were used to teach grammar

and vocabulary. Students read texts and repeated them to memorize the words and

grammatical structures. But, this view has changed. Today, researchers and scholars

believe that reading is an active process, so that readers are actively involved in

recreating meaning from the written text. Chastain (1988, p. 222) argues that "reading

process is an active cognitive system operating on printed material to arrive at an

understanding of the message". She further explains that the writer needs to activate

the reader’s background and linguistic knowledge, and the reader tries to activate

his/her background and linguistic knowledge to create the writer’s intended meaning. 

So, readers engage in reading in order to gain information (Hudson, 1991).  

      To demonstrate reading comprehension as an active process, Grabe (1991) states

that during reading, readers use knowledge they bring to the reading, and then read

by predicting information, sampling the text, and approving their prediction.  

     By considering reading as a communicative process rather than as a language

process, the goal of reading has shifted from improving learners’ pronunciation, 

linguistic knowledge, and vocabulary to improving learners’ reading comprehension. 

Rupp, Ferne, and Choi (2006) hold that there are three key processing levels for

successful text comprehension: lexical access; a process in which the reader

recognizes the words and matches them to the concept and phonological

representation of the text, propositional encoding; a process through which

recognized meanings are related to the meaning of other words in order to provide a
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meaningful unit, and finally text modeling; a process in which the reader relates

propositional meaning to his mental representation of the text.  

2.2. Data-Driven and Conceptually-Driven Processes

     

     Brown and Yule (1983) call bottom-up and top-down processing a metaphor. 

They claim that these two processes are used to comprehend an incoming discourse. 

They believe that through bottom-up processing, we work out the meaning of the

words and structure of a sentence and make a meaning for the sentence. According to

Brown and Yule, top-down processing has a predictive power. It enables the reader to

predict what the intended message is. Carrell and Eisterhold (1983) argue that

comprehending a text is an interactive process through which the reader does not just

rely on his/her linguistic knowledge, but he/she needs to bring his/her background

knowledge into the text. They also introduce bottom-level schema as a "hierarchically

organized schema from most general at the top to most specific at the bottom" (p. 

557). Carrell and Eisterhold also state that "top-down processing occurs as the system

makes general predictions based on higher level, general schemata and then searches

the input for information to fit into these partially satisfied, higher order schemata"

(p. 557). Similarly, Chastain (1988) believes that our brain can approach a subject

from two directions: data-driven and conceptually- driven. Data-driven processing is

often referred to as bottom-up processing and conceptually-driven as top-down

processing. She defines data-driven processing as a process through which thought

moves from specific pieces of information to more general knowledge, and

conceptually-driven processing as a process through which thought moves from

general knowledge to specific pieces of information. She also states that for

comprehending a reading text, in a bottom-up approach, the emphasis is on language

found in the reading as the basis for comprehension. In a top-down approach, the

main focus is on the reader’s background knowledge and experience of the world. 
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She concludes that, in the first approach, meaning resides in the reading text, and in

the second approach, meaning is derived by activating reader’s prior knowledge to

recreate meaning. Chastain also introduces ‘inside-the-head’ and ‘outside-the-head’

views. According to her, the ‘inside-the-head’ view "implies that reading

comprehension rests primarily on the students’ knowledge base and that students

should therefore read material that their background knowledge permits them to

comprehend" (p. 221). This view is based on top-down processing. The ‘outside-the-

head’ view emphasizes the necessity of students’ knowledge about the forms of the

language. This view is a text-based view and is referred to as bottom-up processing. 

In accordance with Chastain’s opinion, Grabe (1991) adds interactive processing to

the above-mentioned processing types. He defines interactive processing in two

different ways. The first definition defines it as a process through which the reader

interacts with the text. The second definition refers to simultaneous operation of

meaning component skills, so that the interaction of these cognitive skills leads to

fluent reading comprehension. Similarly, Landry (2002) explains both bottom-up and

top-down processing as important cognitive processes in reading comprehension. 

According to Landry, these two processes are used as reading strategies to develop

reading comprehension.  

     To demonstrate the importance of data-driven and conceptually-driven processing

in reading comprehension, Liu (2004) introduces the Dual Coding Theory (DCT) to

define these two processes. In the dual coding theory, the linguistic coding system

can be called the verbal system, and imagery system can be called the non-verbal

system. Liu notes that these two coding systems enable the analysis of external

scenes and the generation of internal mental images. To explain the effect of DCT in

reading, Liu (2004) states that:

                   In reading, DCT accounts for hypothesized bottom-up and top-down

                  processes. Regarding bottom-up processes, DCT assumes that language units  

                  derived from natural language are organized and mentally represented in  
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                  various sensory modalities. Based on familiarity and the effects of context, 

                  the reader may use these representations to perceive grapheme-phoneme  

                  correspondence, and the visual, auditory, and/or articulatory configurations

                  of letters, words, or word sequences. Regarding top-down processing, DCT

                  provides a broader and more specific account of meaning, coherence, and  

                  inference effects (p. 227). 

       Liu, also states that activating both verbal and non-verbal mental representation of

texts helps readers generate inferences and integrate the text in a proper way. Abott

(2006), like Landry (2002), acknowledges these two processes as important strategies

in reading comprehension. He also introduces specific tasks to provide bottom-up and

top-down strategies in his reading classes. According to Abott, bottom-up strategy

tasks are language-based, and focus primarily on word meaning, sentence syntax, or

text details. Top-down strategy tasks are knowledge-based, and focus primarily on

text gist, background knowledge, or discourse organization.  

     Despite other researchers’ emphasis on both top-down and bottom-up processing, 

Hinkel (2006) stresses the key role of bottom-up processing in reading instruction. He

mentions that the importance of word recognition fluency, recognition of

morphonemic structure of words and phrases lead to taking visual information from

the written text, (e.g., letters and words), determining the meanings of words, and

then moving to the processing of the larger units, such as phrases or sentences. 

However, Brown and Yule (1983, p.235) argue that "it is the predictive power of top-

down processing that enables the reader to encounter, via his bottom-up processing, 

ungrammatical or miss-spelt elements in the text and to determine what was the most

likely intended message".  
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2.3. Pre-reading activities

       The important role of pre-reading activities is no news to researchers and

scholars. Pre-reading activities are preparation activities in that readers will be

motivated to read the text and engage fully in the reading task. Based on schema

theory, pre-reading activities and activating readers’ existing knowledge would

improve their reading comprehension and change their reading recall (Johnson, 

1982). Chastain (1988) also stresses the effect of pre-reading activities on reading

comprehension. According to Chastain, prepared students are better able to

participate in reading comprehension tasks more carefully. They have more

confidence, more enthusiasm, and more motivation. She also introduces ‘Advance

Organizers’ as related pre-study information that teachers provide to fill any observed

gaps between the students’ knowledge and the content of classroom materials. For

example, if readers do not have enough familiarity with the culture of the text, the

teacher needs to provide an explanation prior to assigning the reading. Taglieber, 

Johnson, and Yarbrough (1988) state that pre-reading activities are provided to

activate readers’ appropriate knowledge structures, prior knowledge, and knowledge

that readers lack. In their research on Brazilian college students, they investigated the

effects of three pre-reading activities (pictorial context, vocabulary pre-teaching, and

pre-questioning). The result of their study revealed that all three pre-reading activities

were effective on the learners’ reading comprehension.  

     Shin (1992) introduces previewing as an essential way to activate learners’ prior

knowledge and to facilitate reading comprehension. She believes that previewing

activates thinking and provides enough knowledge for learners. Another study was

carried out by Chen and Grave (1995) to investigate the effects of previewing and

providing background knowledge on Taiwanese college students’ comprehension of

American short stories. Results on short-answer and multiple-choice post-tests

revealed strong positive effects of previewing. They believe that "pre-reading
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activities are devices for bridging the gap between the text’s content and the reader’s

schemata" (Chen and Grave, 1995, p. 665). Similarly, Al-Issa (2000) emphasizes pre-

reading activities as the most important phase for building background knowledge

and activating students’ schema. Jr (2003, p. 20) states that providing prior

knowledge about the topic speeds up comprehension. It leaves working memory free

to make connection between the new information and previously learned one. He also

states that irony, metaphor, and other literacy devices require background knowledge

to comprehend.  

    To conclude, pre-reading activities in EFL classes are considered as purposeful

activities which are used to provide opportunity to activate readers’ background

knowledge, to make them familiar with the culture of written text, to clarify the

meanings of unknown words, and to explain linguistic structure. 

2.4. Schema theory

    

     Bartlett, a British psychologist, was the first person who introduced schema

(Carroll, 2008). Bartlett (1932), cited in Brown and Yule (1983, p. 249), defines

schema as "an active feature which, combined with the experience of a particular

piece of discourse, leads to the constructive processes in meaning". He is also cited in

Carrol (2008, p.176), as saying that, "remembering is not a rote or reproductive

process, but it is a process in which we retain the gist of an event and then reconstruct

the details from this overall impression".  

     Brown and Yule (1983) define schema as an organized background knowledge

which leads the readers to expect or predict aspects in their interpretation of

discourse. They also believe that "our background knowledge is organized and stored

in some fixed schemata, together with some other, more flexible schematic structure"

(p. 249). Taglieber, Johnson, and Yarbrough (1988) state that comprehension takes

place when readers make use of their schemata (i. e., knowledge structure in
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memory) and the text. Readers are not able to comprehend a text if they lack

appropriate schema. Grabe (1991) argues that "the notion of schemata remains a

useful metaphoric explanation for many experimental results" (p. 384). Similarly, 

Widdowson (1991) stresses expanding our schematic knowledge to improve our

comprehension. The importance of schema becomes more tangible when Carrell and

Eisterhold (1983, p.559) note, "what is understood from a text is a function of the

particular schemata that is activated at the time of processing the text". They also

believe that much of the meaning understood from the text is derived from reader’s

own background knowledge and schematic knowledge. 

     Al-Issa (2000) reiterates the important role of knowledge of schema theory for

teachers of reading. He argues that, "according to schema theory, our background

knowledge (schemata) and its relevancy to the text that is being read, determines the

ease or complexity of understanding that particular text" ( p.75). He believes that

knowing a language is not very important if readers cannot comprehend the content

of the text.  

     In much the same vein, Landry (2002) explains the particular role of the concept

of schema to help teachers better understand the process of reading by L2 learners. 

He distinguishes between a strong and a weak view of schemata. According to

Landry, the strong view of schemata "sees them as something influencing the

reader’s opinion even before a text is read", and the weak view of schemata "would

be one of organized background knowledge on a topic leading to predictions of

discourse"(p. 2).  

He also believes that schema interference causes a reader to ignore or miss textual

signals.  

      Carrol (2008) further justifies the role of schema on reading comprehension. In

his opinion, "a schema (plural: schemata) is a structure in semantic memory that

specifies the general or expected arrangement of a body of information" (p. 176). 

According to Carrol, to comprehend a story, the reader needs to have a schema that
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corresponds to the story. He also introduces the concept of Story Grammar, "a

schema in semantic memory that determines the typical or expected arrangement of

events in a story" (p.177). He believes that story grammar looks at narratives as

consisting of a setting, one or more episodes, and then an ending. Carrol highlights

the role of episodes as an important unit in our memory for stories. He concludes that

readers view each story as something new. He compares the process of reading a

fiction to watching a baseball game in which the same situations occur continually

but no two games are exactly the same. 

    As Huang (2009, p. 139) points out, "according to schema theory, any text, spoken

or written, does not by itself carry meaning". So, to comprehend a text, the reader

needs to analyze it according to their schema, which includes their background

knowledge, linguistic knowledge, topical knowledge, cultural knowledge, and

strategic knowledge.  

2.4.1. Types of Schema

       

     Schema has been divided into different types. Johnson (1981) just introduces one

type of schema. He introduces content schema as an important schema that readers

bring to the text in order to comprehend it. According to Johnson, this schema

contains reader’s background knowledge, and knowledge about the culture of the

text. In contrast, Carrell (1985) believes that content schema is not enough to

comprehend a text effectively. According to Carrell, schema is divided into two

types: content and formal. She defines content schema as a reader’s background

knowledge relative to the content domain of the text. Formal schema has been

defined by Carrell as knowledge relative to formal, rhetorical organizational

structures of a text. Casanave (1988) adds strategy schema to the other types of

schemata. According to Casanave, strategy schema is a generic knowledge that

enables a reader to have the routine monitoring and repairing, during his/her reading.  
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     Widdowson (1992, p. 108) categorizes schema into two kinds: ideational and

interpersonal. He defines ideational schema as "our knowledge of conceptual content

or topic", and interpersonal schema, "has to do with mode of communication" (p.  

108).                                

      Oller (1995) divides schema into three types: content, formal and abstract. Oller

defines these three schemata as follows:

               Content schemata are based on adductive judgments about particular facts and

                   states of affairs. These schemata are concerned with particular arrangements of things

                  (i.e., with facts) in the material world as known through perceptions. These schemata are  

                   the perceived relationship that obtain in a particular context of experience. 

                   Second, formal schemata are the result of inductive connections established across distinct

                   states of affairs that are indexed as being similar in some respect. The similarities of the

                   indexed facts judged by induction are dependent upon structures and arrangements

                   abstracted to some degree from the particular facts of any given context. Such formal  

                   structures remain relatively invariant in spite of the fact that the perceptual surrounds

                   in which they are found may differ radically from one occasion to the next (pp. 38-39). 

      Oller (1995) claims that abstract schemata are the third type of schemata which

were not recognized previously in schema theory as a distinct category. Oller states

that, "abstract schemata carry the inductive integration to the completely general

(abstract, non-material, non-syntacticized) level of pure symbols. Such a schema is

necessary, for instance, if we are to draw inferences from representations that are

independent of any particular case, or any finite number of actual cases in the

material world" (p. 38). 

          Sasaki (2000), cited in Landry (2002), demonstrates three possible schemata

interpretations in the concept of a hotel. According to Sasaki, our abstract knowledge

tells us that a hotel is a place we rent to sleep in, whereas formal knowledge provides

information about the concept of hotel; having floors, an elevator, room numbers, and

our content schema is our knowledge about the specific name of the hotel, its actual

location on a map, even the color of the carpet in our room. 
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       Landry (2002), like Oller (1995), introduces three types of schemata: content, 

formal and abstract. He defines content schemata as the "clearly evident relationships

obvious from a topic" (p. 1). According to Landry, formal schemata "are distinct

connections based on understanding of generalizations and mind set" (p. 1). He also

defines abstract schemata as "the hidden factors and thematic considerations" (p.1). 

       Huang (2009, p. 139) in his classification, adds linguistic or language schemata

to the other schemata types. In Huang’s definition, linguistic schemata include "the

decoding features needed to recognize words and how they fit together in a sentence"

(p. 139).  

2.4.2. Schema-building as Pre-reading Activities

      As previously mentioned, pre-reading activities have been emphasized by many

researchers, (Al-Issa, 2000; Chastain, 1988; Chen and Grave, 1995; Johnson, 1982;

Shin, 1992; Taglieber et al., 1988). They recommend activation of readers’

background knowledge before starting to read. Johnson (1982) conducted an

experimental study to investigate the effects of building background knowledge on

the reading comprehension of ESL students. She wanted her students to read a

passage on Halloween. The result showed that ESL readers tend to rely more on their

background knowledge of the topic than the linguistic analysis of the text to

comprehend the text.  

     To illustrate the important role of background knowledge in reading

comprehension, Carell and Eisterhold (1983) stress the use of schema-building

activities before engaging students in reading comprehension tasks. They state that a

reader’s failure of reading comprehension has two reasons:  

                Due to the writer not having provided sufficient clues in the text for the reader to      

                effectively utilize a bottom-up processing mode to activate schemata the reader may  

                already posses, or it may be due to the fact that the reader does not possess the  
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    appropriate schema anticipated by author and thus fails to comprehend (p. 560).   

      

       Carrell, Pharis, and Liberto (1989) highlight the important role of background

knowledge in students’ reading comprehension by introducing two methods in ESL

reading classes. According to them, semantic mapping and experience-text-

relationship are two methods to improve students’ prior knowledge. Semantic

mapping is a brain storming activity in which students verbalize associations on a

topic as the teacher writes them on the board. It provides a visual map that activates

students’ prior knowledge of the topic, so it helps them to focus on the relevant

content schema, and to better understand information. Experience –text-relationship

is a method through which students discuss what they know about the topic of the

reading text. It provides a link between what students already know and what they

will encounter in the text. In the experience step, the teacher leads the students to

discuss their own knowledge about the topic of the text and activate their schemata. 

This per-reading section increases students’ motivation to read the text. The second

step is called text step, in which students read part of the text and during reading, the

teacher asks them some questions to direct their schemata in a correct direction. 

Finally, relationship step, is a step in which the teacher helps students to make a

relationship between the content of the text and their prior knowledge which was

activated in the first step (experience). 

      Another research was conducted by Roller and Matambo (1992) on Zimbabwean

bilingual readers to investigate the effect of background knowledge on the text

comprehension. The result of their study showed that the participants used context to

improve comprehension of passages. Similarly, Chen and Graves (1995), in their

study about the effect of previewing and providing background knowledge on

Taiwanese college students’ reading comprehension, found that students’ major

problem was their lack of cultural knowledge. They conclude that culture-specific

elements provide difficulties for students in understanding the content of the text, so
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building background knowledge facilitates their reading comprehension. Hashim

(1999) also introduces picture book as a way to teach reading effectively. Pictures

activate students’ prior knowledge and make reading more enjoyable for readers. 

     In addition, Landry (2002) states that "teachers could have students utilize schema

by having them look at the title of the text and predict what follows" (p.7). Pani

(2004) also introduces mental modeling as a good way to activate students’

background knowledge. The result of her study showed that students had positive

attitude toward mental modeling. 

2.4.3. Content, formal and Linguistic Schemata

     

      Content schema has been considered as a culture-specific knowledge. In much of

the previous research, learners’ failure in comprehension was due to their lack of

knowledge about the culture of the text. Johnson (1981) did a research entitled

'Effects on reading comprehension of language complexity and cultural knowledge of

a text'. She conducted her research on two groups of readers, a group of Iranian

students studying in the United States and a group of Americans. Both groups read a

Mullah Nasr-el-Din story from Iranian folklore and a Buffalo Bill from American

folklore. The result showed that Iranian students performed better in reading

comprehension questions about Mullah Nasr-el-Din story than Buffalo Bill story. In

this study, Johnson also divided Iranian students into two groups. One group read

unadapted English texts of two series, one from Iranian folklore, and one from

American folklore; the other group read the same story in adapted or simplified

English. The result revealed that the cultural origin of the story had more effect on

the comprehension of the ESL students than the level of syntactic and semantic

complexity. Culture-specific knowledge is not limited to L2 readers. Taglieber et al. 

(1988) avow that lack of conceptual knowledge is also common to L1 readers. David

(1999) introduces some important methods for making our learners familiar with new



24

culture. She insists on the role of a language teacher for making language learners

aware of cross-cultural differences even in conversation. 

    Carrell (1985) conducted an experimental study investigating simultaneous effects

of content and formal schemata on readers’ comprehension. She studied two groups

of ESL students (students of Muslim and Catholic/Spanish background). The result of

her study indicated that content schemata affected reading comprehension to a greater

extent than formal schemata.

      Carrell (1998), cited in Landry (2002, p.4), states that culture-specific schemata is

an earlier name of content schemata. In addition, Chen and Grave (1995, p.664) argue

that “content schemata are perceived as cultural schemata which are not provided by

the text, because the author assumes that the reader already has it”. They believe that

one of the significant problems for L2 students is culture-specific elements which

provide difficulties in understanding the content of the text.  

     Al-Issa (2000) notes that content schema is part of an individual’s cultural

orientation, and it has major effect on learners’ reading comprehension. He also

recommends that ESL/EFL teachers consider culture-specific knowledge as a

criterion for the selection and evaluation of reading materials. 

    Thus, most scholars recommend activating EFL/ESL learners’ content schemata

and providing cultural knowledge (Abott, 2006; Al-Issa, 2000; Carrell and Eisterhold, 

1983; Carrell, 1987; Grabe, 1991; Huang, 2009; Johnson, 1981; Landry, 2002;

Tagliber, et.al, 1988). All these researchers emphasize providing background

knowledge in reading classes, in order to make students familiar with the foreign

language culture and to facilitate their comprehension. In this regard, Carrol (2008)

states that discourse processing involves local and global structures. When the text is

familiar, we rely on our knowledge of the global structure to comprehend it, and we

are scarcely aware of the ambiguities, missing elements, and distracting details. 

However, we are unable to do this with unfamiliar texts because we do not have the

relevant schema.   
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     David and Norazit (2000) also believe that narratives are the most familiar and

engaging for readers. They chose a text about a Bedouin woman. The story was about

polygamy, which causes a lot of problems for readers who do not have enough

familiarity with this Islamic culture. After pre-reading preparation, readers read the

text and answered the questions. The result showed that schema-building as pre-

reading activity, and providing adequate information for making learners familiar

with the topic, and specifically culture of reading text, made reading comprehension

more successful. 

     Formal schema has attracted the attention of many scholars. Blau (1982) carried

out a study on the effect of syntactic difficulty on learners’ reading comprehension. 

She used three types of short texts. Version one consisted of short and simple

sentences. Version two consisted of complex sentences with some other clues to

underlying relationships left intact, and the third version was based on complex

sentences without clues. The result showed that the participants did better in

answering multiple-choice questions based on the second version. Blau considered

lack of vocabulary and in general, lack of language as the important factor in her low

proficiency level learners’ reading comprehension. She also concluded that although

the texts in version one were simple texts, they provided some obstacles for learners’

reading comprehension. So, according to Blau’s finding, the participants performed

better on the second type of texts which were complex but with clues. 

      Carrell (1985) conducted a study that demonstrated the effective role of

expository and narrative text instruction on ESL reading comprehension. She states

that “rhetorical organization of a text interacts with the reader’s schemata, that is the

reader’s background knowledge of and experience with textual organization to affect

comprehension” (Carrell, 1985,  p. 727). She did a study by using Meyer’s (1975)

expository discourse types; comparison, causation, problem-solution and collection

of descriptions. The training sessions began with no prior background and using

several easy and short texts. Every session, students were made aware of the ways in
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which expository texts were organized, and they were also taught how to use their

knowledge about the texts to improve their reading comprehension. The result of

Carrell’s study revealed that teaching rhetorical organization of the texts facilitated

ESL learners’ reading comprehension.                

      Singer and Donlan (1982; cited in Carrell, 1985) found that readers can develop

their comprehension of narrative prose by being taught the schema for simple stories

and a strategy for applying this knowledge to the story. They taught readers a general

problem-solving schema for short narratives (e.g., that a story involves a leading

character who wants to reach a goal; the character chooses a way for achieving the

goal; on the way to the goal, the character confronts difficulties, which he/she

overcomes). Singer and Donlan then taught their students how to make general

questions related to this schema (e.g., who is the leading character, what is his/her

goal?). The result revealed the better performance of the experimental group, who

received schema-building activity explicitly.  

      Mostenhal (1984; cited in Carrell, 1985) did a research about teaching students

explicitly the formal aspects of an expository text. He taught students to identify the

writer’s general goal for a text, sub-topics, main ideas, and the relationship of main

ideas with subtopics and to the writer’s general goal. In his study, he used “plan box”

strategy to teach students expository texts. This strategy includes a simple diagram of

a text labeling topic, subtopics, subtopic function, and main ideas. Mostenhal found

that the trained students performed better than control groups on their reading

comprehension posttests.  

     Carrell (1987) conducted a research on formal-schema in ESL reading by keeping

the content of the text constant, and studying rhetorical organization. Her idea was

that “the reader’s internalized formal schema for straight temporal sequencing of

simple narratives is what should make processing such texts relatively easy. The

absence in the reader of a formal schema for interleaved, or scrambled-order texts, is

what should make processing such texts relatively difficult” (p. 467). The result of
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her study showed that: 1) when both content and rhetorical form are factors in ESL

reading comprehension, content is more important than form. 2) When form and

content are familiar to the subjects, reading is relatively easy. 3) When both form and

content are unfamiliar, reading is relatively difficult. 4) When either form or content

is unfamiliar, unfamiliar content provides more difficulty than unfamiliar form. 5) In

the comprehension of the top-level episodic structure of a text and in the

comprehension events sequence, rhetorical form is more important than content. In

general, Carrell concludes that “each component, content and form, plays a

significant, but different, role in the comprehension of text” (p.476). 

    Demel (1990) also conducted a research to investigate the effect of teaching

correferential relation of pronouns on learners’ reading comprehension. She holds

that correferential relations are interpretable through the relations which exist in the

text. In her study, participants became familiar with anaphoric relation of pronouns. 

The result revealed that lack of learners’ familiarity with correferential ties affects

learners’ comprehension deficits. In addition, Shin (1992, p. 299) states that “text-

structure knowledge helps a reader see a relationship between ideas, including

hierarchical relationships between main ideas and details”. She also argues that

students who are reading an expository text need to find and use organizational

signals and construct a mental outline of the network of ideas to comprehend the text. 

In accordance with Shin’s idea, Landry (2002) introduces story schemata, which is

defined as stages involved in a story (cause, desire, try, select, etc). According to

Landry, readers employ this story schema for comprehension of narratives, and it is

necessary for teachers to consider schema analysis for narratives. 

       Teaching reading in the19th century was based on teaching vocabulary and

grammar. It was believed that if learners know the meaning of the words, they can

comprehend the text relatively easily. Even, most of the students believe that their

reading problem is because of their lack of vocabulary. Taglieber et al. (1988)

emphasize pre-teaching vocabulary items which are unknown to the readers. In
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contrast, Johnson (1982) believes that emphasizing the development of vocabulary

knowledge may encourage word by word reading, and prevent the reader from

reading for meaning. In her study, which was based on recalling a reading passage on

Halloween, she found that exposure to the unfamiliar words did not have an effect on

students’ reading comprehension. She further explains that ESL readers need to rely

much more on background knowledge than linguistic analysis of the text for

comprehension because of their incomplete knowledge of the language. 

         Levin and Reves (1998) conducted a research on the effect of teaching

unknown words on readers’ reading comprehension. They used 42 students of an

advanced reading comprehension course. Participants were required to read a text and

then underline the unknown words. These unknown words were classified into three

types; 1) words that were not necessary for comprehension of that specific topic, 2)

words the meaning of which could be guessed from the text, 3) words that needed to

be checked in a dictionary to comprehend the written text. The result showed that

word treatment strategies were task-dependent. They believed that when the task of

reading was global, the learners needed little attention to vocabulary and grammar, 

because they relied mostly on their background knowledge. In contrast, when the task

of reading was close reading, the learners needed to concentrate on vocabulary, and

used their bottom-up strategy to comprehend the text. Perkins (1983) also argues that

“the amount of knowledge the reader takes account of will have a bearing on

semantic constructivity. The reader who processes all the information in a text will

understand more than the reader who perceives the relations holding between

contiguous sentences” (p. 25).  

      Although Landry (2002, p. 6) states that vocabulary can be included as a part of a

schema, he does not separate it from the other types of schema. But Al-Issa (2000)

reminds us of the need of a reader to recognize words and recognize how they fit

together. He calls this schema language schema, and believes that deficiency in it will

result in a reading comprehension deficit. Wang (2006) also believes that when
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students cannot interpret the meaning of a word, first they ask its meaning or look it

up in a dictionary. Similarly, Huang (2009) emphasizes the role of linguistic or

language schema in text comprehension. He mentions that “first language readers, 

through repeated examples, are able to generalize a pattern or guess the meaning of a

word, which may not have initially been part of their linguistic schema. The building

of linguistic schema in a second language can proceed in the much the same way”

(p.139). Jr (2003) states that one of students’ problems in comprehending a written

text is their lack of vocabulary knowledge. He emphasizes providing opportunity for

the learners to have multiple exposures to the words in different contexts.  

     To sum up, most scholars suggest pre-teaching of vocabulary, and making readers

familiar with the structure of texts. Chastain (1988) argues that learners do not just

bring their prior knowledge and past experience into the text, they have also another

asset which is their linguistic knowledge.                             

2.5. Listening

2.5.1. What is listening?

    

       Listening is recognized as a complex activity which plays a vital role in language

learning. It is also introduced as a prerequisite to developing speaking skill. Chastain

(1988, p. 190) defines listening as “an ability to comprehend the speaking”. In

accordance with Chastain’s idea, Palmer (2007) states that “listening relates to

speaking and vice versa” (p. 86). This skill, like reading, was perceived as a passive

activity. Snow and Perkins (1979) argue that listening comprehension was considered

a passive skill because in Audio-lingual approach students were expected to actively

produce language forms in order to learn them. In this regard, “listening

comprehension, requiring no production, was considered a passive activity” (p. 51). 

    Similarly, Cooper (1997) states that researchers perceive listening as a mental

process and an unobservable skill, so they spend their time on separating listening
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from other intellectual behavior (thinking) rather than defining what listening actually

is. Yang (2006) notes that “listening is typically seen as a passive learning process

because listeners process information internally” (p. 17). In accordance with Yang’s

opinion, Chastain (1988, p. 192) states that “listening comprehension process is

internal and thus not subject to direct external observation, examination, and

correction”. Therefore, Chastain calls it an unobservable skill that is overlooked in

many EFL/ESL classes. Dunkel (1991) contends that although the central role of

listening in language development, human relations, academic and business success

is proven, there is little agreement about what listening entails and how it works. 

      Some researchers try to separate listening from hearing. They introduce listening

as an active process and hearing as a passive one. Lawal (1992, p. 3) believes that

“hearing is only basic to listening; it does not constitute the whole of it”.  According

to Lawal, hearing is speech perception and listening is speech interpretation. Besides, 

Dragon and Sherblom (2008) believe that listening is more than hearing in that

hearing is just absorbing sound waves and transmitting them to the brain. So, 

listening is different from hearing. Marais (2009) echoes that “listeners often need to

transcend the literal meaning of what has been said to infer meaning. Thus, there is a

clear distinction between hearing what has been said and understanding the meaning”

(p. 3). 

     Lawal (1992) divides listening into five levels: 1) hearing, 2) attention, 

determination and personal effort, 3) discrimination and identification, 4) recall, and

5) interpretation. According to Lawal, listening is “a personal reaction to a message. 

It is a complex mental feat, which we tend to take for granted because of its

spontaneity” (p. 3). In addition, Chang (2005) believes that listening is not a receptive

act, because multiple physiological and cognitive processes are involved

simultaneously. Osada (2004) also stresses the vital role of listening in language

learning. He defines listening as a vehicle to provide input for the learners, so that

without understanding input, learners cannot learn anything.  
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     Chung (2005) classifies listening into transactional and interactional types. 

According to Chung, interactional listening is contextualized, and the listener is

involved in interaction with a speaker. So, it is socially-oriented. “It is concerned

with the use of language to establish and maintain social relationships” (Brown and

Yule, 1983, p. 3). Transactional listening is used to communicate information. So, 

Chung calls it message-oriented. In this type of listening, the listener does not need to

have a partner, (e.g., listening to the news, lectures, etc).  

     Vandergrift (2006) introduces listening as a complex, active process of

interpretation in which listeners match what they hear with what they already know. 

Wu-Ping (2006) adds that “listening is a skill that requires coordination of listener’s

mental powers with an outside force” (p. 30). In addition, Kaplan (2002) defines

listening as “an integration of whatever cues the listener is able to exploit-incoming

auditory and visual information, as well as information drawn from internal memory

and previous experience” (p. 39). To sum up, Khatibi (2006) stresses the importance

of listening by considering the fact that the time spent on listening is more than that

on speaking. 

2.5.2. Theories and Approaches to Listening Comprehension

      

       Comprehension is so important that without it, no communication can take place. 

Norton and Redmond (2006) introduce listening comprehension as a fundamental

aspect of foreign language proficiency. They believe that listening comprehension is

essential for communication with native speakers. Similarly, Long (1989) defines

listening comprehension “as a process that the learners construct meaning during

comprehension process by segmenting and chunking input into meaningful units, 

actively matching the results or intake with their existing linguistic and world

knowledge, and filling in the gaps with logical guesses” (p. 32).  
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     Taylor (1981, pp. 41-42) enumerates five stages that foreign language learners

should pass to comprehend the language. The stages are as follows:  

Stage 1: Stream of sound (zero comprehension of content). In this stage, students can

become aware of pause patterns, speed, loudness and pitch, and intonation.  

Stage 2: Word recognition within the stream (minimal comprehension). In this stage, 

students will be taught to tolerate great quantities of unknown words and to play an

identification game with parts already known. So, students will be ready to learn

guessing the meaning of new words from context. 

Stage 3: Phrase/formula recognition (marginal comprehension). This stage has been

called the one of marginal comprehension, because students have adequate

knowledge about certain topics. They can also use their knowledge to comprehending

general meaning of a speech segment. So, they are ready to survive in an English-

speaking environment.  

Stage 4: Clause/sentence recognition (minimally functional comprehension). Students

in this stage are able to connect meaning to the sentences, whether or not they have

heard those particular sentences before. In this stage, students still have a lot of

difficulties to comprehend the text because of their vocabulary deficits.  

Stage 5: Extended speech recognition (general comprehension of content of unedited

speech). In this stage, students will be exposed to authentic materials and will be able

to comprehend what is heard. This is the stage in which previewing is needed. In

addition, Clark and Clark (1977, p. 49) cited in Richards (1983, p. 221) characterize

comprehension as follows:  

1. The listener takes in raw speech and holds an image of it in short-term memory. 

2. An attempt is made to organize what was heard into constituents, identifying their content

and function. 

3. As constituents are identified, they are used to construct propositions together to form a

coherent message. 
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4. Once the listener has identified and reconstructed the propositional meanings, these are held

in long-term memory, and the form in which the message was originally received is

deleted. 

     Lund (1990) stresses the importance of listening in comprehension of meaning. He

categorizes listening comprehension into three types: main idea, detail and full

comprehension. Fang (2008, p. 21) states that “listening comprehension means that

the learner should be encouraged to concentrate on an active process of listening for

meanings, using not only the linguistic cues but his non-linguistic knowledge as

well”.  

      Yang (2008) divides listening comprehension into listening and comprehension. 

According to Yang, listening is a passive and comprehension is an active process. He

mentions that the first step in listening comprehension is dividing the sounds into

small units according to pronunciation, vocabulary and syntax. He believes that every

unit has a code in human mind so that during listening, humans search in the code in

their mind. Yang shows this in an example. He supposes that the information code for

the word “flower” is “011010”; what connects to this code is the image of flower. 

“Listening comprehension process transforms the language information codes into

material images and then the information transferring process is completed” (Yang, 

ibid, p. 79). So, if we consider listening as a passive activity in which the listener just

receives sound waves and transfers it into his/her mind to process, comprehension is

an active process in which the listener will be involved in a meaningful interaction. 

Hayati (2009) introduces listening comprehension as a complex process which is

crucial in the development of foreign language competence. In addition, Kaplan

(2002, p. 42) states that “the components of listening ability can be arranged

hierarchically from lower order (for example, decoding, and literal recognition of an

utterance), through to higher order sub-skills, such as inferencing, interpretation, and

critical evaluation.”

     Lastly, Richards (1983, p. 223) describes listening comprehension as follows:
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1. The type of interactional act or speech event in which the listener is involved is

determined (e.g., conversation, lecture, discourse, debate). 

2. Scripts relevant to the particular situation are recalled. 

3. The goals of the speaker are inferred through reference to the situation, the  

                                script, and the sequential position of the utterance. 

4. The propositional meaning of the utterance is determined. 

5. An illocutionary meaning is assigned to the message. 

6. This information is retained and acted upon, and the form in which it was  

originally received is deleted. 

2.6. Listening Strategies

       In order to comprehend a text effectively, listeners use some strategies. “The

purpose of listening strategies is to enhance listener’s proficiency and to encourage

listeners to apply these strategies in learning a second language” (Yang, 2006, p. 30). 

Kaplan (2002) categorizes listening strategies into three main groups: meta-cognitive, 

cognitive and social and affective strategies.  

2.6.1. Meta-cognitive Strategy and Listening Processes

     Casanave (1988) defines meta-cognitive strategy as an awareness that we have

about our knowledge. According to Block (1992), our thinking about what we are

doing while reading and listening is called meta-cognition. In addition, Carrell, 

Pharis, and Liberto (1987) state that meta-cognition consists of two types of

cognition: first, learners’ knowledge of strategies for learning, and second, learners’

control on their actions while doing the task. Rahimi and Abedini (2009) also define

meta-cognition as “learners’ knowledge about foreign language learning and about

themselves as foreign language learners” (p. 3).  

    Goh (2002; cited in Vandergrift, Goh, & Tafaghodtari, 2006) classifies meta-

cognitive knowledge into three categories: “person knowledge, task knowledge and
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strategy knowledge” (p. 434). According to Goh, person knowledge refers to the

learner’s judgments about his/her abilities, awareness of internal and external factors

that influence their failure or success. He also defines task knowledge as knowledge

about goal, wants and nature of the task. Hinkel (2006) also states that teachers use

three key meta-cognitive strategies in their L2 listening classes. She introduces them

as “self-monitoring the comprehension processes, evaluating comprehension, and

identifying comprehension difficulties” (p. 119). Vandergrift, Goh, and Maeschal

(2006) conducted an experimental study to assess L2 learners’ meta-cognitive

awareness and perceived use of strategies while listening to oral texts. They

investigated five factors; problem-solving, planning and evaluation, translation, 

person knowledge, and directed attention on two large groups of language learners’

listening comprehension by the use of self-report questionnaires. The result of their

study showed that students’ awareness of their listening processes will help them to

become more quickly and more efficiently. 

      In addition, Yang (2006) believes that meta-cognitive strategies involve the use of

listening comprehension activities and increase listeners’ level of listening

comprehension. She continues to say that planning, monitoring, and evaluation are

three important meta-cognitive strategies which are needed to systemic training to

develop listeners’ awareness of listening processes, so that listeners can study self-

regulation in listening, understand authentic texts and answer the listening questions

appropriately. Yang states that high-proficiency level listeners use their meta-

cognitive strategies more than low-proficiency level listeners. Similarly, Wu-ping

(2006) argues that learners’ awareness of their listening components and the factors

that affect their listening comprehension enable them to recognize their ability and

prepare them to be effective listeners.  

     Goh and Taib (2006) introduce listening as a stressful activity in which students

are often unable to process information quickly. So, they suggest that teachers should

help learners to improve in a skill which involves unobservable processes. They
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believe that listening is a skill in which learners can easily become passive and

disengaged from the active process of learning, which leads to boredom and

frustration. According to Goh and Taib, all learners perceived an improvement in

their listening ability after focusing on meta-cognitive knowledge (person, task and

strategy knowledge).  

    Similarly, Taylor (1981) emphasizes teaching listening-attack strategies to the

learners. Thus, meta-cognitive strategy training makes learners aware of their

knowledge of the listening task, control of the listening activity, and provides a large

amount of self-confidence in completing the task.  

     To sum up, even though meta-cognitive strategies are considered as important

strategies in listening comprehension, there are few studies in this regard.  

2.6.2. Cognitive Strategies and Listening Processes

     

     Cognitive strategies, like meta-cognitive strategies, are considered as important

strategies in listening comprehension. There are many studies to prove the

effectiveness of cognitive strategies on listening comprehension. Two modes of   

information processing - bottom-up and top-down are examples of cognitive

strategies.  

2.6.2.1 Background knowledge  

     

      Background knowledge refers to our previous knowledge about the content and

the discourse we are hearing about. “Previous information can be the information

extracted from a text as well as the reader’s background knowledge on the topic of a

text” (Johnson, 1982, p. 503). Long (1989) also defines background knowledge as

our world knowledge that is experientially based and enables learners to make
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inferences and meet their expectations. Yang (2006) introduces background

knowledge as a critical component of listening process.  

     Norton and Redmond (2006) believe that activating listeners’ background

knowledge engages them actively in cognitive processes and provides an opportunity

to create a meaningful context within which listening activities should take place. In

addition, Sui and Wang (2005) divide background knowledge into world knowledge

and linguistic knowledge. According to Sui and Wang, world knowledge helps

learners to make inferences, and linguistic knowledge helps them to work out the

meaning of the uttered words. They also recommend brain storming activities to

activate learners’ prior knowledge to help them make inferences and comprehend the

spoken text effectively. Similarly, Hayati (2009) states that “listening, like reading, is

an active process that entails construction of meaning beyond simple decoding. 

Activation of what is known about the world clearly assists processing the aural

code” (p. 144).  

     Lingzhu (2003) proposes the ‘semantic webbing method’ to activate learners’

background knowledge. According to Lingzhu, teachers graphically match key words

and different concepts surrounding a topic on the board in order to show the possible

relationships between ideas. This method enables learners to connect what they are

going to learn with what they already know.  

     Jr (2003) points out that “reading and listening require the reader to make

inferences that depend on prior knowledge, not on “decontextualized inferencing

skills” (p. 17). He further explains that the need for prior knowledge is not specific to

oral communication but is also important to written comprehension. According to Jr, 

we need domain knowledge to comprehend a written or spoken text. He avows that

domain knowledge is more than vocabulary knowledge. It is a threshold level of

knowledge about the topic being discussed. Owen (2002) contents that “a word is

merely representation of something, not the thing itself. Without contextualization, 

words remain vague and hazy and open to a multiplicity of interpretations” (p. 1). So, 
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most researchers recommend providing enough background knowledge for learners

in order to comprehend the text more appropriately. 

     Sadighi and Zare (2003) conducted a study to investigate the effect of background

knowledge on EFL listening comprehension. They used two experimental and control

groups of TOFEL preparation students. The experimental group received treatment in

the form of topic familiarity, and the teacher activated their background knowledge

through a number of activities. The control group did not receive any preparation

treatments. The result indicated that the experimental group outperformed the control

group.  

     Moreover, Palmer (2007) stresses schema-building and activating scripts as an

activity at setting-up stage to prepare students before listening to the text. Bell (2003)

believes that all listening texts do not need background knowledge. He divides

listening content into two types: exogenous and endogenous. According to Bell, 

endogenous content needs specific context knowledge. So, teachers should activate

learners’ background knowledge and provide enough schemata to comprehend this

kind of content. But exogenous content does not need activating prior knowledge. 

    In short, one of the significant problems in listening comprehension is learners’

lack of familiarity with context. “Even if listeners can understand the surface

meaning of the text, they may have considerable difficulties in comprehending the

whole meaning of the passage unless they are familiar with the context” (Osada, 

2004, p. 62). In a word, activating background knowledge prepares learners for what

they are going to hear, and helps them to match what they already know with what

they actually hear. 

2.6.2.2. Listening as a Two-Stage Process

       

       Listening comprehension is an active and complex process that some researchers

call a two stage processing; bottom-up and top-down processing (Lingzhu, 2003;
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Marais 2009; Yang, 2006). Lingzhu (2003, p. 1) states that “just like reading, in

listening there are also two simultaneous and complementary ways of processing a

text”. He defines bottom-up processing as it was defined in the reading section, “a

process in which learners rely on their linguistic knowledge to recognize linguistic

elements-vowels, consonants, words, sentences to do the construction of meaning”

(p. 1). He also explains top-down processing as a process through which the learners

rely on their prior knowledge.  

     Lingzhu regards top-down processing as more important than bottom-up

processing. He believes that learners first adopt a top-down approach and then move

to the bottom-up processing to check their comprehension. So, according to him, 

using top-down activities can quickly help learners to transfer their mother tongue

listening strategies into target language listening. Besides, Madden (2008) supports

the idea of relying on top-down processing rather than bottom-up processing. He

found that listeners rely on top-down processing to compensate their less developed

bottom-up processing.  

     In contrast, Norton and Redmond (2006) believe that “listeners call on both

linguistic and non-linguistic knowledge as well as background knowledge

information related to the message as hearing in order to gain information” (p. 3). 

According to Marais (2009), these two stages of listening are not directly visible, but

“global coherence strategies are in line with the top-down approach to processing” (p. 

33). Like Lingzhu (2003), she emphasizes top-down processing. Marais states that

“in order to effectively contextualize and interpret the finer details in a passage the

listener has to refer to the framework of the global perspective” (p. 33). In accordance

with Marais’s idea, Chastain (1988, p. 197) argues that “listeners listen for meaning

rather than for language. This approach is to listen to the whole message rather than

to individual linguistic components of the message. Thus, they use a top-down

approach as they seek to recreate the speaker’s idea”.  
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    In contrast, Yang (2006) proposes lexical segmentation as an important aspect of

bottom-up processing that listeners need to use in order to interpret the meaning of

individual words and then synthesize chunks of words. Yang gives much attention to

two information processing models, bottom-up and top-down, and she goes on further

to assert that even low-proficiency learners do not just rely on one information

processing strategy. The result of her study revealed that both low-proficiency and

high-proficiency level learners use bottom-up and top-down processing. Besides, 

Wu-ping (2006) states that top-down processing in listening comprehension refers to

using schemata to derive meaning. In this opinion, listeners make use of contextual

clues and their background knowledge to comprehend the text. Wu-ping regards this

model as a valid model just for skillful and fluent learners, and not workable for less

proficient ones. He also views bottom-up processing as a way of building meaning

from lower levels such as sounds, words, and grammatical relationships to lexical

meaning. Although Wu-Ping suggests that top-down processing is more valid for

skilful listeners, he does not deny the use of bottom-up processing during listening

tasks. “listening comprehension is not either top-down or bottom-up processing, but

an interactive and interpretive process during which listeners use both prior

knowledge and linguistic knowledge in understanding” (Wu-Ping, p. 29). Similarly, 

Kaplan (2002) stresses understanding through parallel distribution processing. 

According to this model, listening comprehension takes place through simultaneous

interaction of processes. 

       In addition, Fang (2008) believes that the third type of processing, which is

called interactive processing, overcomes the disadvantage of both top-down and

bottom-up processing. Fang argues that a combination of both bottom-up and top-

down processing enhances listening comprehension. “Complex and simultaneous

processing of background knowledge information, contextual information and

linguistic information make comprehension and interpretation easy” (Fang, p. 23). 

Sui and Wang (2005) propose a similar idea about interactive processing in listening
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comprehension. They suggest that active listening involves using two sources of

information: linguistic information and real world knowledge. They state that

listeners have to make full use of their linguistic proficiency and their prior

knowledge in order to make inferences and interpret the spoken text effectively. 

     To conclude, both bottom-up and top-down processing facilitate listening

comprehension. So, providing enough opportunities for applying simultaneous use of

these two cognitive processing are necessary in listening classes for effective and

interactive listening comprehension. Teachers need to make students familiar with the

grammatical structure of the text and vocabulary items which are related to bottom-

up processing, and to enhance their prior knowledge which can be related to their top-

down processing. “Using real –life tasks and giving listeners an idea of the type of

information to expect and what to do with it in advance of the actual listening may

improve their listening comprehension” (Yang, 2006,  p. 44). These activities can be

explained more effectively through schema theory. 

2.7. Schema-Theoretic Perspective on Listening Comprehension

        

      Schema theory is a way to explain the relationship between listener’s background

knowledge and the spoken text. Schema is our background knowledge about the

world, topic of the text, cultural elements, and context in which the listening task

takes place. In order to understand utterances we do not need the explanation of all

the events. “Many of the connections between the events need not be specified when

we talk about them, since they are already known and can be inferred” (Richards, 

1983, p. 223). Brown and Yule (1983) introduce these elements as default elements

which are assumed to be present even when not mentioned. They also consider

Minsky’s frame-theory as one way of representing the background knowledge. They

believe that “frame is characteristically representation of knowledge about the world”

(p. 239). Long (1989) also introduces scripts as an essential component of listening
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comprehension. Landry (2002) defines scripts as specific schemata which are

constructed from specific events. 

      Chastain (1988) stresses the importance of schema in listening comprehension, 

and states that the listener cannot comprehend a text unless he/she activates his/her

relevant schemata. Similarly, Casanave (1988) argues that schemata guide our

understanding, not what we read, but what we hear. He continues that according to

schema theory, spoken language and written texts do not carry the meaning by

themselves; rather, meaning is constructed through the interaction between readers’

or listeners’ prior knowledge and written text or spoken utterances. In addition, 

Singhal (1998) believes that schemata permit us to organize information

economically, and they also allow us to predict what will come next in a spoken text.  

Lingzhu (2003) also states that “according to the schema theory, the process of

comprehension is guided by the idea that input is overlaid by the pre-existing

knowledge in an attempt to find a match” (p. 1).  

     Fang (2008) calls schemata “the guiding structures in the comprehension process”

(p. 22). He also defines schemata as “an abstract textual structure that the

comprehender uses to make sense of the given text” (p. 23). According to Fang, 

listeners make use of linguistic cues and their expectations about the new input to

irritate schemata. Fang continues to say that if the incoming information is not

matched with the schema, comprehension will fail. On the other hand, compatibility

of incoming information with the schema causes successful comprehension. A similar

statement is made by Wu-Ping (2006). She believes that a listener’s comprehension

depends on his/her ability to relate what he/she gets from the text to his/her

background knowledge. According to Wu-Ping, “schema influences not only how

listeners recognize information, but also how they store it” (p. 28). Xiao (2008) also

argues that when we learn something, the information will be built on prior

knowledge into hierarchical orders; this process is accumulative and individualized. 

He states that schema comes from various contexts and it is modifiable.   
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       Xiao-hui, Wang, and Wei-hua (2007)) divide schemata into three types; content, 

formal and linguistic. Content schemata are our background knowledge of the topic

and culture of the spoken text. Learners’ listening comprehension mostly fails

because of their unfamiliarity with the topic and culture of the spoken text. Xiao-hui, 

et al. (2007) believe that content schema is the key to comprehend a text. “Content

schemata can make up for the lack of language schemata, and thus help learners

understand texts by predicting, choosing information and removing ambiguities”

(Xiao-hui et al., 2007, p.19). Richards (1983) states that “Non-native speakers, 

however, may lack many culturally specific scripts, their individual scripts may differ

in degree and content from target language scripts, and this poses additional problems

for the non-native listener” (p. 223). According to Dunkel (1991), lack of confidence

affects listening comprehension. When listeners are confronted with an unfamiliar

topic, they lose their confidence and cannot comprehend the text.  

    Additionally, Yang (2008, p. 80) states that “due to cultural differences in the sub-

consciousness of listeners, the information, after notes are made on, obtain different

meanings”. In his research on Chinese students, he found that most of the students’

difficulty was their lack of knowledge of Japanese culture. Based on his findings, 

“many students lack knowledge in cultural background of Japan and do not master

the imagination meanings, social meanings and pragmatic rules of some of the

Japanese vocabulary” (p. 80). 

    Long (1989; cited in Dunkel 1991), highlights the critical role of inside-the-head

and outside-the-head factors on listening comprehension. Inside-the-head factors are

related to content schemata, and outside- the- head factors are related to formal

schemata. Xiao-hui, et al. (2007) describe formal schema as “abstract, encoded, 

internalized, coherent patterns of meta-linguistic, discourse and textual organization

that guide expectation in our attempts to understand a meaning piece of language”

(p.19). Lewis (1972; cited in Brown and Yule 1983, p. 41), classifies textual features

into co-ordinates of index; “possible world co-ordinate, time co-ordinate, place co-
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ordinate, speaker co-ordinate, audience co-ordinate, indicated object co-ordinate, 

previous discourse co-ordinate, and assignment co-ordinate.” Brown and Yule (1983)

consider textual clues and formulaic expressions as ways to comprehend a spoken

text. They also state that listeners can rely on coherence and relevance of sentences. 

Stott (2001) also stresses the importance of attention to textual details.  

     The third type of schema is named linguistic schema. It is related to our

knowledge about words and structures of the sentences.  Xiao-hui et al. (2007)

introduce this type of schema as the foundation of other schemata. Although Taylor

(1981) rejects pre-teaching of vocabulary and regards it as a spoon-feeding activity, 

Kijpoonphol (2008) emphasizes it as a vehicle to improving students’ listening

comprehension. In this regard, Taylor (1981) believes that pre-teaching vocabulary

takes students’ opportunity to comprehend the listening text without knowing the

meaning of all the words. Similarly, Bell (2005) points out that students’ tendency to

know the meaning of the words during listening comprehension leads to some

difficulties. Besides, Fang (2008) mentions that relying on vocabulary knowledge

does not enable students to become good listeners. Fang believes that students need

both vocabulary knowledge and textual knowledge in order to understand the

relationships among words, and to keep utterances in their memory long enough to

comprehend them. So, “vocabulary introduction is the fundamental step before

listening to a text with unfamiliar topic and unfamiliar language” (Sui and Wang, 

2005, p. 3). 

2.8. The Empirical Bases of Schema-Theory

       Different studies have been done to investigate the role of schemata on listening

comprehension. Shin (1992) proved that if listeners have adequate schemata of the

lecture content, they will be able to comprehend the lecture effectively and process

information appropriately. Safamanzar (1994) conducted a study on 90 male college
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students who studied at Air University. In his study, he used two sets of listening

passages. The experimental group was provided with passages that were

accompanied with context determining topic and a summary of the text which were

considered as pre-listening activities, and the control group did not receive any

special pre-listening activity. Safamanzar found that activating schemata had a

facilitating effect on learners’ listening comprehension, and that the experimental

group could recall information better than the control group.  

     In a similar study conducted by Shemshadi (1995), the role of schema-theory on

learners’ listening comprehension was investigated. She used 82 participants; two

experimental groups (LPG and HPG), and two control groups (LPG and HPG). The

participants in the experimental groups received appropriate schemata, while the

participants in control groups received irrelevant information or background

knowledge. The result of her study revealed that schemata-building positively

influenced learners’ listening comprehension, so that the experimental groups

performed better than control groups.  

     Babaie (1996) investigated the effect of stereotypic schema and employing

nonconventional and atypical input on listening comprehension of EFL learners at

different levels of language proficiency. The findings of her study supported the

positive role of schema in EFL listening comprehension. 

      Culture is one of the important components of content schemata which affect

listening comprehension. Culture is the way we think. It is also in our language. So, 

cultural familiarity is considered as one of the important factors in effective

comprehension. Merriam and Mohamad (2000) believe that culture is a way to make

meaning for our life. Sui and Wang (2005) argue that foreign language learners will

be unable to communicate with a native speaker, unless they understand the culture

within which the foreign language is located. They think of culture as a part of

language in such a way that a language is shaped by it. So, in order to understand

each other we need to be familiar with each other’s culture. 
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      Carrell (1998) considers culture as a significant component of content schemata. 

Dragon and Sherblom (2008) also believe that people with different cultures have

different listening styles. In their study on the effects of individualist-collectivist

dimension of culture on the listening style of USA and Post-Soviet groups, it turned

out that individualist cultures stimulate a large amount of action-oriented listening

while collectivist cultures stimulate people-oriented listening style.  

       Hayati (2009) carried out a study to discover the effect of cultural knowledge on

improving EFL learners’ listening comprehension. He did his research on 120 pre-

intermediate language learners who were randomly assigned to four groups. He

provided different conditions for each group; target culture, international target

culture, source culture, specific culture, and culture free. The result of his study

indicated that cultural familiarity had a positive effect on improving EFL learners’

listening comprehension.  

        The second type of schemata (Carrell, 1985; Huang, 2009; Landry, 2002; Oller, 

1995) is formal or textual Schemata. Formal schemata are our knowledge about

genre, rhetorical structure of the text, and discourse. Tudor and Tuffs (1991)

conducted a study on advanced level Belgian University students to investigate the

effects of prior activation of text-relevant schemata on listening comprehension. They

divided the students into three groups; two groups were experimental groups who

received treatment about activation of formal or content schemata, and a control

group who received no treatment. They found that both experimental groups showed

significant improvements in their listening comprehension. But, the level of

improvement in the formal schemata group was higher than that of the content group.  

      One of the important components of schemata is knowledge of the genre of the

Text. Bell (2003) carried out a study to investigate the influence of teaching different

genre-types on learners’ News comprehension. According to Bell, every News has a

specific genre which listeners need to be familiar with in order to have a successful

comprehension.  
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      Khatibi (2006) conducted another study to investigate the effect of genre

consciousness-raising activities on different language proficiency level learners’

listening comprehension. He randomly assigned 120 participants into two

experimental and control groups. The experimental group received a number of genre

consciousness-raising activities. The result showed no significant interaction between

consciousness-raising activities and proficiency levels of the participants. But, the

overall result of his study corroborated the facilitative effect of genre consciousness-

raising activities on EFL learners’ listening comprehension. 

2.9. Listening Process

      

     According to Kaplan (2002), listening activities are subdivided into three

categories; pre-listening, while-listening and post-listening. Learners need to be

actively involved in all three phases. “When students are made aware of the factors

that affect listening, the level of listening, and the components of the listening

process, they are more likely to recognize their own listening abilities and engage in

activities that prepare them to be effective listeners” (Wu-Ping, 2006, p. 29). 

2.9.1. Pre-Listening Stage

     

     As the word implies, pre-listening activities are those activities that listeners

perform before involving in the listening activity itself. The importance of pre-

listening activities has been reiterated by many scholars (Chastain, 1988; Owen, 

2002; Sui-Wang, 2005; Wu-Ping, 2006; Ur, 1996). According to Chastain (1992, p. 

200), pre-listening activity is the most important activity “because the success of all

other activities depends on the extent to which the teacher manages to give the

students the necessary background, guidance, and direction to achieve the objectives

of the activity”. Similarly, Ur (1996) argues that making students aware of what they



48

are going to hear and what they are asked to do with, helps them to succeed; it can

also raise their motivation and interest. Furthermore, “pre-listening activities can be

employed in teaching learners to notice the cultural schema and to raise their

awareness of the effect of culture on discourse, organization, information structuring

and pragmatics” (Hinkel, 2006, p. 118). Additionally, Norton and Redmond (2006)

emphasize pre-listening activities as an important phase for providing background

knowledge and context for the listener to be ready for listening to a message. They

also conducted a study to investigate instructional activities of eight secondary

French teachers’ strategies when teaching listening comprehension. They found that

the teachers who used pre- listening activities such as discussion about the topic of

the text, varied listening activities, and visual aids to activate students’ schemata, 

were very successful in providing an organized input, appropriate schemata, and

reinforcing the content information.  

     According to Wu-Ping (2006), “schema theory provides strong evidence for the

effectiveness of pre-listening activities which include the outline for listening to the

text and teaching cultural key concepts” (p. 26). She divides the goal of pre-listening

activities into two primary kinds: 1) to activate learners’ prior knowledge. 2) to

provide appropriate context for specific listening tasks. By providing adequate pre-

listening activities, the learner will be ready for the specific task of listening and will

be familiar with the goal of listening. Sui and Wang (2005, pp. 6-7) also determine

two important roles of pre-listening activities: “1) pre-listening activities change the

role of listeners from passive ‘recorders’ to active participants. 2) pre-listening

activities increase the input”. They believe that pre-listening activities provide a

relaxed atmosphere which helps reduce listeners’ anxiety level, makes listening

purposeful, and consequently, changes the passive recorder to an active participant.  

      Researchers introduced different types of pre-listening activities. Graphics are

one of the most famous activities which are used in the pre-listening phase. 

According to Ruhe (1990), graphics activate schema in the pre-listening stage. 
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Kinjipoonphol (2008) believes that visual supports increase listeners’ comprehension. 

Owen (2002) also considers framing as a pre-listening activity. He defines framing as

an activity through which the teacher gives a clue to the learners about the message of

the text. Chang and Read (2006) also emphasize pre-teaching vocabulary and

sentence structures, previewing questions, pre-listing to relevant topics, and pre-

discussing relevant topics, as pre-listening activities to which teachers should pay

special attention. They believe that these pre-listening activities provide knowledge

and contextual support required for the listening task, and direct students’ attention to

the task rather than having them to listen aimlessly.  

       To conclude, in the pre-listening phase, teachers can provide adequate

opportunity to make students familiar with the listening goals. In this stage, learners

will be familiar with the content of listening. It also provides an opportunity for the

learners to be familiar with the culture of the foreign language. This stage will clarify

the listening tasks and the learners’ role. So, listening will be more motivating and

meaningful for the learners. 

2.9.2. While-Listening Stage

    While-listening is a phase in which learners are actively involved in a listening

task. This phase, like the pre-listening phase, makes the listening activity more

meaningful. Wu-ping (2006, p. 30) characterizes while-listening activities as aiming

“to focus students’ comprehension of the speakers’ language and ideas; to focus

students’ attention on such things as the speaker’s organizational patterns; to

encourage students’ critical reaction and personal responses to the speaker’s ideas

and use of language”. Ge (2009) introduces while-listening activity as the most

difficult stage for teachers to control. According to Ge, in this stage, students should

be actively involved in the listening task and interpret information appropriately. He

states that “in while-listening activity, learners will need to be involved in an
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authentic purpose for listening and encouraged to attend to the text more extensively, 

for gist or for specific information.” (p. 12). While-listening activities prepare

learners for the next stage, the post-listening stage. These three stages are related to

each other like a chain. Every stage prepares learners for a specific activity, and

guides them to listen purposefully. 

2.9.3. Post-Listening Stage

       

     Post-listening stage is the last stage in listening comprehension activities. In this

stage, learners’ listening comprehension is tested. Wu-ping (2006) considers this

phase as an important phase in that the learners’ listening skill will be extended. He

also believes that well-planned post-listening activities provide effective

opportunities for students to connect what they have heard to their own ideas and

experiences, and activate learners’ interpretive and critical listening skill. According

to Wu-Ping, this stage also helps teachers to assess their students’ comprehension.  

      Post-listening stage is mostly accompanied with listening comprehension

questions. Ge (2009) describes this phase as a stage in which teachers ask questions

and engage their students actively in the task. Post-listening activities can be

communicative activities, so that learners communicate with each other in order to

answer questions. Cooperative activities can make listening tasks more interesting

and prevent frustration. They also provide enough opportunity to involve all learners. 

2.10. Listening Compared to Reading

      There are differences and similarities between listening and reading skills. There

are also common factors in these two skills. However, it does not mean that listening

and reading are identical. Ferris and Tag (1996) introduce listening comprehension

process as “similar, but not identical to reading” (p. 299). A long the same line, “for a
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long time, researchers believed that comprehension is a general construct that applies

to both reading and listening. However, it is now realized that listening is a set of

skills in its own right, and that research may not automatically transfer from reading

to listening” (Osada, 2004, p. 57).  

2.10.1. Similarities

     

      There are some similarities between listening and reading. Hayati (2009) points

out that “listening, like reading, is an active process that entails construction of

meaning beyond simple decoding” (p.144). Marrias (2009) holds that listening and

reading are similar in two ways: first, both listening and reading are receptive skills;

second, both of them are cognitive skills. According to Marrias, both readers and

listeners can infer meaning from the text. They can go beyond the text and use their

prior knowledge and experience to comprehend an oral or written text. Similarly, 

Hinkel (2006) argues that both listening and reading “entail bottom-up and top-down

cognitive processing” (p. 120). So, in order to comprehend a text, both readers’ and

listeners’ related schemata need to be activated. They also rely on linguistic structure

of the text in order to comprehend the text fully.  

     To sum up, listening and reading are both receptive and goal-oriented. They are

active processes in that listeners and readers are involved in inferring meaning from

the text. They are also interactive processes, so that both top-down and bottom-up

processing interact to facilitate comprehension of meaning. Jr (2003) believes that

there is a strong relation between reading and listening. According to Jr, listening

strategies have a pivotal role in the improvement of reading skill. He insists that, 

students’ oral comprehension should be developed in order for them to be good

readers. 
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2.10.2. Differences

      Despite the above-mentioned similarities, there are a number of differences

between reading and listening. Osada (2004) states that “listening comprehension

imposes upon learners a different cognitive load from that of reading comprehension”

(p. 53). Brown and Yule (1983) point out the following differences between listening

and reading:

1) Manner of production. “The difference of medium, sound versus print will generate a wide

range of input styles in spoken and written language” (Osada, 2004, p. 58). 

   2) Written texts are permanent and spoken texts are transitory. Osada  

(2004) also describes spoken language as real-time in nature, that is,  

it is just heard and vanished very soon. 

   3) Written language is linguistically different from spoken language.    

“The syntax of spoken language is typically much less structured than that of written

language” (Brown & Yule, 1983, p. 15). 

     According to Fang (2008), listening is different from reading in that, listeners

cannot control the pace of presentation of the material. Osada (2004) also states that

spoken language is informal and colloquial in comparison with written language. He

further explains that learners recall more information from reading than from

listening, because listening is more stressful than reading. Gerlach and Perkins (1979)

argue that through listening activity, learners have little control over the intake of

language in comparison with reading; so, it will cause a particular anxiety for them. 

But, during reading, language learners can control the speed of their reading, so it

provides an important psychological, emotional, and cognitive effect in learning a

complicated skill, and language learners are not forced to receive a language which is

controlled by others, like listening (Chastain, 1988). Marias (2009) also believes that, 

through listening, language learners have to recognize the words automatically, 

because listening occurs at real time, but readers can recognize the words at leisure. 
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     Consequently, listening comprehension is more difficult than reading

comprehension. Through listening, language learners need to process information

automatically, that is a hard job for a listener who does not have enough familiarity

with the content, words, grammar and structure of the text. By providing opportunity

for learners to activate their schemata, both listening and reading skills will be more

interesting and also effective way for language learning. 

   To conclude, although there are a number of studies to investigate the effect of

schema-building activities on listening and reading comprehension, there are some

gaps in reading and listening class. In order to fill these gaps, this study aims to

provide an active and stimulating listening and reading activities by considering

schema-building activity types as effective and appropriate way to make students

focus their attention, and to comprehend the texts more effectively. 
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Chapter Three: Method

      This chapter describes the methodology that was employed for the present study. 

It explains the participants’ grouping, the instruments and procedures used for data

collection. 

3.1. Participants

    

      This study was conducted with 60 female and male language learners at

Elementary- level of proficiency who studied English in a private institute in Rasht. 

They ranged from 15 to 27 in terms of age. The participants were selected from

among native speakers of Persian in four groups of 15 members each. Randomly, one

class served as the control group and the other three acted as the experimental groups.  

3.2. Instrumentation

      The materials and data collection instruments utilized in this study included the

following:  

     One of the materials was ‘New Headway’; the main course book at Elementary

level which was introduced by the institute and it was obligatory to be taught there. 

Other materials for teaching reading and listening were chosen by considering the

following criteria: 1) Length of the text (150-250 words). Due to time constrains, 

short reading passages and short listening texts were selected from a variety of

sources. 2) The level of vocabulary difficulty. The reading and listening texts were

chosen by considering the proficiency level of the participants. To stimulate the
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participants and to increase their motivation to attend to the listening and reading

comprehension texts, attempt was made to select interesting and appropriate texts

from standard books such as; Headway, Select Reading, Reading Skillfully(1), 

Interchange for Reading Class, and Headway, Joint in, Interchange, Select reading for

Listening Class. A total number of 27 reading texts, and 27 listening texts were

chosen from the above-mentioned sources. Every session three reading texts which

contained 15 multiple choice questions were used in the reading session, and three

listening texts with 15 multiple-choice questions were utilized to teach listening.   

     To collect the data the following instruments were used:

1) In order to determine the homogeneity of the participants, a standard   

general proficiency test, ‘Nelson test’, was used which contained 50 items in

multiple-choice question format. 

2) Two post-tests were also used to determine the effect of content, formal and

linguistic schema building activities on the participants’ listening and reading

comprehension. A listening test was administered to see the effects of three

schema-building activities on learners’ listening comprehension. For this reason, 

3 listening texts and 15 multiple choice questions were used to check the

participants’ listening comprehension (Appendix B). The second post-test was

used to investigate the above-mentioned schema-building activity types on the

participants’ reading comprehension. The test included 3 reading comprehension

passages and 15 multiple-choice questions (Appendix C).   

     Since, the reading and listening comprehension questions were designed by the

researcher based on the participants’ reading and listening texts, their validity and

reliability had to be established. Therefore, a standard test (PET) was used. Then, the

reliability and validity of the tests were computed. The results revealed a satisfactory

correlation between the reading and listening comprehension tests and the PET tests. 
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The validity index turned out to be (.72) in the listening test and (.78) in the reading

test. Using the KR21 formula, the reliability of the listening and the reading were

estimated. They turned out to be (.72) and (.74), respectively. 

3.3. Procedures

      To begin with, 60 Elementary level learners with the afore-mentioned

characteristics were selected. The participants were in four groups. Three groups

were experimental groups and one group acted as the control group. In order to

determine the homogeneity of the participants, a 50-item multiple-choice proficiency

test (Nelson tests) was administered (Appendix A). It took 45 minutes. Results

showed that the participants were more or less at the same level. Having determined

the type of treatment to be given to each of the different groups, the treatment was

given, which lasted over 20 sessions. The participants took part in their English class

twice a week, of which 10 sessions were allocated to the listening treatment and the

remaining 10 sessions to the reading treatment. Each session lasted about one and a

half hour; about forty five minutes of each session was allocated to the treatment, 

which alternated between listening and reading instruction every other session.  

     Each group of participants received a different treatment. The treatment consisted

of the three different pre-reading and pre-listening schema-building activity types:  

(a) content schema-building activity, (b) formal schema-building activity,  

(c) linguistic schema-building activity.  

(a) Content schema-building activities: the content schema-building group  

      (CG) received three short reading passages in every session of their listening  

and reading class. To activate the participants’ content  

schemata and provide enough background knowledge, the teacher asked  

questions about the topic of the text. She let the learners have a  

  group discussion for a short while (about five minutes for each text).  
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Sometimes, some related pictures were shown to make learners  

familiar with the topic of the reading and listening text. The participants were

also involved in culture familiarity discussion if the texts were culturally

unfamiliar to the learners. Every session, after reading the passages and

listening to the texts, the participants were asked to answer multiple-choice

questions related to the passages to check their reading and listening

comprehension (Appendix D). 

(b)Linguistic schema activities: the linguistic schema-building group (LG)  

received the same reading passages and listening texts, but this group  

did not have any topic familiarity discussion. Before reading and listening to

the text, new words and grammatical points of the text were pre-taught. The

learners were actively involved in grammar excises and vocabulary work as

their class activity. After these pre-reading and pre-listening activities, the

learners were asked to     

      answer the reading and listening comprehension questions.  

(Appendix E). 

(c) Formal schema activities: The third experimental group was the formal  

schema-building group (FG), the members of which did not have any topic

familiarity discussion and pre-teaching of vocabulary and grammar. Different

expository and narrative texts were taught to the learners each session. Four

types of Meyer’s (1975) expository discourse types were used which were

adopted from Carrell (1985) in her study to investigate the effect of teaching

text structure on learners’ reading comprehension. The expository text types

which were taught in the reading and listening classes consisted of description, 

cause-and-effect, problem-solution, and comparison. According to Carrell

(1985), for teaching the narrative text, the following explanations about a

narrative text help learners to comprehend a narrative text effectively: (1) Who

is the main character? (2)What is his/her goal? (3) What is the way to achieve
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the goal? (4)What are the obstacles? The above-mentioned strategies were used

to teach the formal aspects of narrative and expository texts. Each session

ended with some reading and listening comprehension questions. 

(c) The control group of this study did not receive any of the above-mentioned  

schema-building activity types. They did not have topic familiarity discussion.  

Grammar and vocabulary were not pre-taught in the class. The participants  

were not made familiar with the type of listening or reading text. In their  

listening class, they listened to the text, and if there were any problems with  

new vocabulary the teacher explained the meaning. In the reading class, the  

teacher read the text aloud. If there were any problems about the new words the  

teacher helped the participants.   

     At the end of the experimental period, (10 sessions of reading and 10 sessions of

listening) two post-tests were administered to investigate the effect of content, formal

and linguistic schema-building activities on learners’ listening and reading

comprehension. The collected data were organized and submitted to statistical

analysis. 

3.4. Data Analysis

     To test the research hypotheses and answer the research questions, two separate

one-way ANOVA procedures were used; one to investigate the effect of different

types of schema-building activities on L2 reading comprehension, and the other to

study the effect of the same activity types on L2 listening comprehension.  
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Chapter Four: Results and Discussions

        In this chapter the quantitative results of the participants’ performance on the    

post-tests are presented and discussed with reference to the research questions

addressed in this study. The results will be presented in tables and graphs. 

4.1. Investigation of the First Question

                      

      The first research question sought to investigate the effects of various schema-

building activity types on EFL learners’ listening comprehension. A one-way

ANOVA procedure was used to investigate the result of the participants’ post-test. 

Descriptive statistics, including the mean, standard deviation, etc. are summarized in

Table 1. 

Table 1: Descriptive Statistics for the ANOVA Listening Comprehension

N Mean Std. 
Deviatio

n

Std. 
Error

Minimum Maximum

content 15 12.66 1.71 .44 9.00 15.00
linguistic 15 11.53 1.55 .40 8.00 14.00

formal 15 11.80 2.00 .51 8.00 14.00
control 15 8.06 2.25 .58 5.00 12.00
Total 60 11.01 2.56 .33 5.00 15.00

     As it can be seen in the table, the content schema group has the highest mean

(mean=12.66), followed closely by the formal schema (mean= 11.80), and the

linguistic schema (mean = 11.53) groups. The control group has the lowest mean
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(8.06). The graphic representation of the results (Chart 1) represents the differences

among the groups more conspicuously. 

     

Figure 1: Performance of the Participants on the Listening Comprehension

     In order to see whether or not the differences among the means are statistically significant, the

one way ANOVA procedure was run. The results of the ANOVA procedure are given in Table 2. 

Table 2. The Result of the ANOVA Procedure on Listening Comprehension

            

  

     
     Based on Table 2, since the F-value of 17.02 is statistically significant (Sig. =

.000), we can safely claim that there are significant differences among the means of

the groups. So, the null hypothesis developed in chapter one is rejected.                   

    To locate the differences among the means, a post-hoc Scheffe’ test procedure was

run, which yielded the following results.  

Sum of
Squares

df Mean
Square

F Sig. 

Between Groups 184.58 3 61.528 17.023 .000

Within Groups 202.40 56 3.614

Total 386.98 59
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Table 3: Multiple Comparisons of Means for the Learners’ Listening Comprehension

        
      

     A look at Table 3 makes it clear that although the differences among the content, 

the linguistic and the formal schemata groups are not statistically significant, they are

all significantly better than the control group.    

     The above result supports Safamanzar’s (1994) contention that activating

schemata has a facilitating effect on learners’ listening comprehension. He

investigated the role of schema on participants’ listening comprehension and recall. 

He also used just male participants who were Air University students. In contrast to

Safamanzar’s study, the present study did not consider participants’ recall as a

variable. It also used the effects of different types of schema (content, formal, and

linguistic) on participants’ listening comprehension. This study also supports

Shemshadi’s (1995) claim that providing appropriate background knowledge prior to

beginning the listening task develop learners’ schemata. In general, the result of

Shemshadi’s study and the present study support schema-building activities as a

vehicle to improve learners’ listening comprehension.  

    The findings of the present study are in line with a number of other studies (Bell, 

2003; Chen, 2005; Ge, 2009; Lingzhu, 2003; Norton& Redmond, 2006; Palmer, 

2007; Ruhe, 1990; Sadighi & Zare, 2006) suggesting that activating learners’

background knowledge facilitates their listening comprehension. It also supports

(I) schema
type

(J) schema
type

Mean
Difference

(I-J)

Std. 
Error

Sig. 

content linguistic 1.13 .69 .453
formal .86 .69 .671
control 4.60 * .69 .000

linguistic formal -.26 .69 .985
control 3.46* .69 .000

formal control 3.73* .69 .000
*. The mean difference is significant at the 0.05 level. 
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Khatibi’s (2006) findings that genre consciousness-raising activities improve

learners’ listening comprehension.  

    These findings further support Hayati (2009), who avows that culturally-oriented

language material promotes learners’ listening comprehension.  

     On the other hand this study contradicts the claim made by Taylor (1981), and

Chen and Grave’s (2006) that pre-teaching of vocabulary is the least effective form of

listening support. In the present study, pre-teaching of vocabulary and grammar

enhanced participants’ listening comprehension.  

    The observed discrepancy between the findings of the present study of those of the

above-mentioned studies could be partially attributed to the learners’ proficiency

levels. As it was discussed, this study used Elementary level participants. But, the

above-mentioned studies mostly used advanced learners. Another potential reason of

discrepancy could be due to the number of the learners who participated in the

present study. Limited number of the participants in this study might produce

different results. Also, in this study gender was not considered as a variable which

could be another reason for producing different results. 

4.2. Investigation of the Second Question

      The aim of the second question was to investigate the effects of various schema-

building activity types on learners’ reading comprehension. To this end, another one-

way ANOVA was used. Descriptive statistics are given in the following table:  

       Table 4: Descriptive Statistics for the ANOVA on Reading Comprehension

        
       

N Mean Std. 
Deviation

Std. 
Error

Minimum Maximum

content 15 12.20 2.042 .527 9.00 15.00
linguistic 15 11.60 1.764 .455 9.00 14.00
formal 15 12.00 1.963 .507 7.00 14.00
control 15 8.73 1.751 .452 5.00 11.00
Total 60 11.13 2.317 .299 5.00 15.00
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     As it can be seen from Table 4, the content schema group participants have the

highest mean (mean= 12.20), followed closely by the formal schema (mean = 12.00), 

and the linguistic schema group (mean = 11.60). The participants of the control group

have a noticeably lower mean (mean= 8.73). The graphic representation of the results

(Chart 2) shows the differences among the groups more clearly.             

         Figure 2: Performance of the Participants on Reading Comprehension Tests.

      In order to see whether or not the observed differences among the means are

statistically significant, another one -way ANOVA procedure was run. The results of

the ANOVA procedure are given in Table 5.  

Table 5: The Result of the ANOVA on Reading Comprehension

Sum of
Squares

df Mean
Square

F Sig. 

Between Groups 118.00 3 39.33 11.072 .000

Within Groups 198.93 56 3.55

     Based on Table 5, since the F-value of 11.072 is statistically significant (sig. =

000), we can safely claim that there are significant differences among the means of

the groups. So, the second null hypothesis developed in chapter one is rejected. 
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     To locate the differences between the means, a post-hoc Scheffe’ test procedure

was used, which yielded the following results summarized in Table 6.    

Table 6. Multiple Comparisons of Means on Reading Comprehension

(I) schema type
(J) schema
type

Mean
Difference
(I-J)

Std. Error Sig. 

content linguistic .600 .68 .859
formal .200 .68 .994
control   3.46* .68 .000

linguistic formal -.400 .68 .952
control 2.86* .68 .002

formal control 3.26* .68 .000
*. The mean difference is at the 0.05 level. significant

      A look at Table 6 makes it clear that although the differences among the content, 

the formal, and the linguistic schema groups are not statistically significant, they all

are significantly better than the control group. 

      Therefore, it can be claimed that schema-building activity types (content, formal, 

and linguistic), have positive effect on EFL learners’ listening and reading

comprehension. This means that whichever schema-building activity type is used, it

can improve listening and reading comprehension. 

     These results support Johnson (1981), who suggests that culture plays an important

role in the comprehension of a reading text. She states that learners may rely on their

linguistic knowledge to comprehend a reading text when the story contains an

unfamiliar theme. Although the present study considered culture-specific instruction

as a factor in content schema-building activity, it did not investigate this factor as a

separate variable.  

     In addition, this study supports Taglieber et al’s. (1988) contention that pre-

reading activities facilitate EFL learners’ reading comprehension. But, they

concluded that vocabulary pre-teaching was less effective than prequestioning and

pictorial context. 
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     Although, as it was clear in Tables 1 and 4, the group perceiving schema (of

which vocabulary pre-teaching is a part) achieved the lowest mean compared to the

other schema-building activity types, the present study showed that vocabulary pre-

teaching was an effective pre-reading activity. This rejects Johnson’s (1982) claim

that pre-teaching of vocabulary does not have effect on learners’ reading

comprehension. 

     Furthermore, this study corroborates the results of Carrell (1985) that explicit

teaching of text structure facilitates reading comprehension.  It also supports Carrell

and Eisterhold’s (1983) contention that providing background information and

previewing are important for less proficient learners. As the result of the present

study showed, Elementary-level learners benefited from schema-building activities. 

      The findings of the present study also confirm those of Carrell (1987) that content

and formal schemata are two important factors in reading comprehension. But, it does

not confirm Carrell’s statement that content schemata are more important than formal

schemata. Based on the findings of the present study, there was no significant

difference between content and formal schemata. Therefore, content and formal

schemata had more or less the same effect on the participants’ reading

comprehension. In contrast, Tudor and Tuff (1991) claim that formal schemata are

more important than content schemata. In their study, the formal group performed

better than the content group. But, the result of the present study showed that the

content group acted only a little better than the formal group. 

     The observed discrepancy between the findings of the present study and those of

the above-mentioned studies could be partially attributed to participants’ level of

language proficiency. Another reason could be related to the participants’ background

knowledge. The more background information the learners have, the more

comprehensible the reading texts will become. 

     Most of the above-mentioned studies were conducted on ESL learners with

different cultural and linguistic backgrounds. As it was explained, culture is a part of
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language and it has an important effect on our reading comprehension. So, cross-

cultural differences may produce different results in a study which is on ESL learners

in comparison with a study which is on EFL learners.  

     Last but not least, the length of treatment and the number of participants might

account for a part of difference between the findings of this and other similar studies. 
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Chapter Five: Conclusions and Implications

     In this section, the findings of the study will be summarized. After a brief

summary, some pedagogical implications and suggestions for further research will be

provided. 

5.1. Summary of the findings

      The findings of this study revealed no significant differences among various

schema-building activity types on learners’ listening comprehension. But, the study

showed that the content schema-building group (CG) acted better than the other

groups who received formal and linguistic schemata in their listening class. In

general, the finding of the study showed that content, formal, and linguistic schema

building groups outperformed the control group. So, schema-building activities were

considered as effective pre-listening activities to make listening comprehension more

successful. 

    Another finding was that although there were no significant differences among the

effects of various schema-building activity types on learners’ reading comprehension, 

these three activity types were considered as effective pre-reading activities. The

result showed that the learners who received schema-building activities did better

than the control group participants on their reading comprehension post-tests. 
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5.2. Conclusion

     

     The results of the present study indicated that content, formal, and linguistic

schema-building activities were effective activities in both reading and listening. The

participants of this study benefited from content, formal, and linguistic schema-

building activities and acted better than the control group. The result of their post-

tests also indicated that the content schema building groups did a little better than the

formal and linguistic schema-building groups in both reading and listening classes;

the linguistic schema-building group, although superior to the control condition, 

performed a bit worse than the content and formal schema-building groups.  

    To conclude, schema-building activities provided opportunity for learners in both

listening and reading classes to comprehend the texts more successfully. 

5.3. Pedagogical Implications

   

       The findings of the present study can have implications for teachers and learners. 

Content, formal, and linguistic schema-building activity types can be used as pre-

reading and pre-listening activities. They not only facilitate listening and reading

comprehension, but also make listening and reading more enjoyable. Teachers can

use these three activities by considering learners’ needs and characteristics of the

texts. These activities can be regarded as effective strategies to increase learners’

motivation to listen and read eagerly. They also make both listening and reading tasks

more meaningful. So, topic-familiarity discussions, culture-specific instruction, 

vocabulary and grammar pre-teaching, genre-specific instruction, and discourse

familiarity activities are considered as effective activities that can be used by teachers

as pre-reading and pre-listening activities. Learners also can try these various

activities to improve their listening and reading comprehension ability in their self-

study. The knowledge of how to activate or create various types of schemata as
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prerequisite for listening and reading comprehension activities might also push

learners towards more autonomous levels of learning. 

5.4. Limitations and Delimitations of the Study

        

       This study aimed to manifest the effect of content, formal, and linguistic schema-

building activity types on EFL learners’ listening and reading comprehension. This

study, like the other studies, had its own limitations that need to be considered.  

1. The first limitation faced with was the public doubt or fear of the research

project. Some institutes were reluctant to cooperate with the researcher. 

2. 60 learners participated in the present study; a large number of participants are

needed to increase the generalizability of the findings of this study. 

3. Age and gender were not variables in this study. 

4. The proficiency level of the participants of this study was limited to the

Elementary level. So, care must be exercised in generalizing these findings to

other proficiency levels.  

5.5. Suggestion for Further Research

    For those who are interested in conducting research in the area of schema-building

and its effects on language learning, the following areas of research are suggested. 

1. This study suggests that schema-building activities have positive effects on

learners’ listening and reading comprehension. But, it did not test the effects of

these activity types on learners’ retention; this can be another subject for future

research. 
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2. This study investigated the effects of content, formal and linguistic schema-

building activity types on Elementary level EFL learners. Further investigation is

needed to provide stronger evidence for the effectiveness of schema-building

activity types on different levels of reading and listening proficiency. 

3. This study investigated the effect of schema-building activity types on learners’

listening and reading comprehension. Other studies can be carried out to

investigate the effects of these activities on learners’ writing ability. 

4. This study used multiple-choice questions to test learners’ reading and listening

comprehension. Oral and written summaries may provide more precise results. 

5. This study used each type of content, formal, and linguistic schema-building

activity types as separate pre-teaching and pre-listening activities. Further

research on the combined effects of content, formal, and linguistic schema-

building activities on EFL learners’ listening and reading comprehension may

open new horizons for further explorations.  
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Appendix A: (test 100 C):         Nelson Test

Choose the correct answer. Only one answer is correct. 

1. Jack gave……. 
    A: to her the flowers                        B: the flowers to hers
    C: her the flowers                                D: hers the flowers

2. The sun……early in summer. 
      A: always rises                                    B: rises always
      C: is always rising                               D: is rising always

3. What…….at the weekend?
     A: Jane does do             B: Does Jane do     
     C: do Jane            D: Jane does

4. Who……. 
     A: do Mary likes?                              B: Mary likes?
     C: do Mary like?                                  D: does Mary like?

  5. Bill and Carrie…….the secret. 
     A: they are at……..     B: they are in…….  
   C: are in           D: are at

6. What colour’s your bicycle?
    A: It’s the red                                   B: It’s red

       C: It’s a red colour                             D: It’s colour’s red
  

7. A: Is the black cat your?                   B: Is the black cat yours?
      C: Is you’re the black cat?                D: Is the your black cat?

8. Bill hasn’t seen ……. 
     A: much boats                                 B: any boats
     C: many boats                                    D: some boats
   
9. ……. the room!

       A: Don’t go in                                 B: Don’t going to
       C: Not to go in                                     D: Not go into

10. A: Go here to me!                           B: Go to my here!
      C: Come to my here!                         D: Come here to me!

11. Where……..some stamps for this letter?
       A: can I buy                                     B: I can buy
       C: I buy                                           D: to buy

12. Ken is as good …….. 
     A: is Brian              B: Brian is           
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   C: as Brian               D: than Brian

13. Lynn……television every evening. 
    A: looks at              B: locks at            
   C: washes at             D: watches at

14. …….good weather. 
    A: Every person likes                          B: Every person like
    C: Everybody like                            D: Everybody likes

15. Did you go to Scotland last year?
     A: No, I did never go there.              B: No, I’ve never been there. 
     C: No, I’ve never gone here.             D: No, I never went here. 

16. I didn’t see the people there. I didn’t see…….. 
      A: him too                B: him either            
    C: them, too        D: them either

17. Pat and Jane are…..her. 
  A: clever than         B: clever that             
  C: as clever as       D: so clever as

18. Do you……?
       A: come often here                          B: come here often
       C: go often here                             C: go here often

19. Mary is the girl……
       A: about the television                      B: of the red hair
        C: go often here                            D: by the window

20. Do you go to school?
      A: No, I work.                                 B: Yes, I am. 
      C: No, I go home.                             D: No, I cycle. 

21. Are my pencils on your desk? No, there…….on my desk. 
     A: aren’t something                             B: isn’t something
     C: aren’t anything                                D: isn’t anything

22. Have you got some red shoes? No, but I’ve got……. 
     A: some yellow pair                          B: some yellows
     C: some yellow                                  D: some yellow ones
     
23. Whose is that car? It’s……. 

      A: theirs           B: there’s           
    C: their              D: there

24. A: what age has she?                           B: How many years has she?
      C: How old is she?                               D: How old is she?
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25. There wasn’t ………in the garden. 
      A: some people          B: anybody      
    C: any people        D: no person

26. 333 is………. 
     A: three hundreds and thirty three       B: three hundred and thirty three
     C: three hundreds thirty and three        C: three hundred thirty and three

27. Carol is the girl ……..in her hand. 
    A: without anything                               B: without nothing
    C: of anything                                       D: of something

28. What time………dinner?
    A: has John                                           B: John has he
    C: does John have                                  D: has John got

29. Bill will come…….. 
     A: at 9 o’clock this afternoon                B: at 9 o’clock this evening
     C: in this afternoon at 9. o’clock.          D. in this evening at 9 o’clock. 

30. I feel fine because I……..night. 
     A: have gone to bed early last               B: have gone to bed early this
      C: went to bed early last                       D: went to bed early this

31. What is Shirley like? She…….. 
    A: is like my sister                                B: likes us
    C: like my brother                                   D: is liking ice-cream

32. Has Colin got a pen? Yes, the teacher has……. 
     A: lent one him                                   B: lent him one
      C: borrowed one him                          D: borrowed him one

33. Carrie is in front of David. Yes, David is……. Carrie. 
     A: beside           B: between      
   C: before         D: behind

34. Eva is …….my radio. 
     A: hearing to           B: haring on       
     C: listening to         D: listening on

35. Are the papers in your room? Yes, my mother ……..yesterday. 
      A: put them there                              B: puts them there
      C: put it here                                       D: puts it there

36. Last year……..to Canada. 
     A: went Mary         B: did Mary go       
   C: Mary went        D: Mary was
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37. Mary was going to a wedding so she brushed………well. 
     A: her hair              B: her hairs              
   C: the hair            D: the hairs

38. Whose are those?  
       A: It’s of the teacher                      B: It’s theirs
       C: They’re Jill’s brother’s                       D: They’re our

39. This evening I’ll come……..early. 
     A: to home          B: at home        
   C: in home        D: home

40. Mary likes ice-cream and…….. 
     A: so John too dose                            B: so does John too
    C: John likes too                                   D: John too likes

41. Boris usually ………..breakfast at eight o’clock. 
    A: has got the         B: has        
   C: take             D: eats the

42. How is your sister?
    A: she’s fine          B: she’s good      
   C: she’s there        D: that’s her

43. There’s …….those bottles there. 
     A: much beer on                                  B: much beer in
     C: a lot of beer                                  D: a lot of beer on

44. Paula’s singing …….. afternoon. 
    A: at this           B: in this        
  C: on this          D: this

45. Are you going to the doctor’s? No, ………
    A: to the police station                     B: I’m coming there
    C: usually by bus                               D: he’s going to me

46. There are the two boys. 
   A: What boy is the clever?                B: What boy is the clever one?
   B: Which is the clever?                       D: Which boy is the clever one?

47. The sun came……. the windows. 
      A: out of         B: into      
    C: with          D: through

48. When …….her homework?
     A: does Wendy usually do              B: does Wendy usually
     C: Wendy usually does                     D: usually does Wendy
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49. Have you been to the mountains?
     A: Not already         B: No already     
   C: Not yet         D: No yet

50. John…….play on Saturday. 
     A: going to              B: can                  
    C: is going        D: can to
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Appendix B: Three listening texts were used as post-tests.

Listening (1)   

The tale of horribly good Bertha

‘Once upon a time, a long time ago there was a little girl called Bertha. She was always well

behaved and worked hard at school to please her parents and her teachers. She was never late, never

dirty, never rude, and she never told lies.’ The children on the train began to look bored.  ‘Was she

pretty?’ asked the smaller girl. 

‘No,’ said the young man. ‘She wasn’t pretty at all. She was just horribly good. Bertha was so good

that she won three gold medals. One said never late, one said always polite, and the third said Best

Child in the world’.  

‘Yuk!’ said the three children. 

‘Any way,’ said the young man, ‘Berta was so good that the king invited her to his palace. So she

put on her best clean white dress and she pinned her three medals to the front and she walked

through the woods to the king’s palace.  

But in the woods there lived a big hungry wolf. He saw Bertha’s lovely white dress through the

trees and he heard the medals clinking together as she walked.  

‘Aha!’ thought the wolf. ‘Lunch!’ And he started to move quickly but quietly through the trees

towards Bertha.’

‘Yes, of course,’ answered the young man. ‘Bertha tried to run away but she couldn’t run fast

because the medals were so heavy. The wolf caught her easily and he ate everything, every bit of

Bertha, except her three medals.’  

‘That’s a terrible story,’ said the aunt. ‘No it isn’t,’ shouted the children. It’s the best story ever!’

Ah,’ said the young man, ‘the train’s stopping. It’s my station.’

(Text type: Narrative)

According to what you heard, answer the following questions. Choose one answer as the best. 

1. What did Bertha do to please her teachers, and her parents?

    A: She was sometimes rude, but never untidy

     B: She always told lies

     C: She was never late, never dirty, and never rude
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      D: She was not always well behaved

2. Was Bertha beautiful?

       A: No, she wasn’t, but she was horrible. 

      B: yes, she was. She was really nice. 

       C: No, she wasn’t. She was horribly bad. 

        D: All answers are wrong. 

     

3. Does the aunt like the young’s man story?

      A: Yes, she does. She believes that the story is full of lessons. 

      B: No she doesn’t. She thinks it’s an unreal story. 

     C: No, she doesn’t. She thinks it’s a frightening story. 

     D: Yes, she likes the story and wants the man to continue it.  

  

4. Who invited Bertha? Why?

      A: her teacher, because she was well-behaved. 

      B: her friends, because she was polite and tidy. 

      C: people of the village, because she was the best child in the world

       D: the king, because she was so good. 

5. What happened to Bertha then?

       A: she lost her way in the woods. 

        B: she went to her friend’s house. 

        C: the wolf ate her. 

         D: a wild animal attacked her. 
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Listening (2):

Celebrating a special day

A: I need to buy some flowers for tomorrow. 

B: Why? What’s happening tomorrow?

A: It’s Valentine’s Day. Do you celebrate Valentine’s Day in your country?

B: Not really. So what happens on Valentine’s Day?

A: Well, it’s a day when you send flowers to someone special. 

B: Oh, yeah? So who are you going to give flowers to?

A: I usually send a dozen red roses to my girl friend. 

B: Oh, that’s nice. Do people always send flowers?

A: No, most people send a Valentine’s card or maybe some chocolates. So,  

      who are you going to send a Valentine to?

B: Well,…..I have to think about it. 

(text type: Conversation)

According to what you heard answer the following questions. 

1. According to the text, what happens on Valentine’s Day?

A: It’s a special day to send chocolate to special friend

B: It’s a happy day to say congratulation to your girl/boy friend. 

C: It’s a day to send flowers to someone special. 

D: It’s a day that we celebrate it with our parents. 

2. Do people always send flowers on Valentine’s Day?

A: Yes, they send flowers to their friends. 

B:  No, they don’t. Just some of them send flowers to their parents

C: No, they don’t. They just congratulate this day. 

D: No, they don’t. They send valentine’s card instead. 
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3. Who is the man going to send a Valentine to?
            
    A: he doesn’t know yet. 

    B: he is going to send flowers to his girl friend. 

     C: he is going to send a Valentine to his special friend. 

     D: he isn’t going to send a Valentine.  

4. How do the people celebrate the Valentine’s Day?

     A: They invite their parents. 

     B: They just invite their special friends. 

     C: They buy something special for each other

      D: They send gifts to someone special

           

5. Do all people in the world celebrate Valentine’s Day?
                      
     A: yes, they do. All the people in the world celebrate this big day. 

     B: No, they don’t. Just some countries celebrate this day. 

     C: yes, they do. They buy some gifts and celebrate this happy day                      

          together. 

      D: No, they don’t. Small number of people in some countries celebrate  

           this day. 

Listening (3)

Baseball Fans around the World

    Baseball is a very popular sport in Asia, North America, South America, and even  

Europe. While the rules of baseball are similar from country to country, the behavior of baseball

fans is very different. Here’s a look at some of the differences in fan behavior around the world. 

In Japan

     Baseball fans in Japan are loud-really loud. The sound of chants, cheering, drums, and trumpets

continues nonstop throughout a baseball game in Japan. When a team goes to bat, their fans sing a

different song for each batter at the plate. And even when their team is losing badly, Japanese fans
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continue to yell and scream. Foreign baseball players in Japan are often surprised that the fans never

boo a player. According to the American pitcher Brian Warren, baseball is more fun in Japan. 

“When I used to play in Venezuela, Warren said, “Fans threw things at me when I didn’t pitch

well.” This never happens in Japan. 

      When a Japanese player hits a home run, the fans give the biggest cheer of all- a banzai cheer. 

That’s when the fans yell with both of their arms above their heads. 

In Taiwan

    Baseball fans in Taiwan are just as loud as the fans in Japan! In Taiwan, many fans use air horns

to cheer their team on. These horns are so loud they can really hurt your ears. Taiwanese fans often

yell “Charge!” to excite the baseball players. And when a player hits a home run, there is a special

tradition. After the player runs around the bases, a young girl presents him with a stuffed animal

that looks like his team’s mascot. 

In the United States

    Asian visitors to the United States are often surprised and disappointed by how quite American

baseball fans are. “When I went to a baseball game in San Francisco, everybody was just sitting

there watching the game. it was kind of boring,” says Barry Lin, a Taiwanese student at the

university of California. “Baseball was invented in the United states,” Lin says, “but Americans

don’t seem very excited about their game”. 

  It’s true. Baseball fans in the United States are some of the quietest in the world. It’s common to

see baseball fans eating hot dogs and popcorn, and chatting with friends. 

“When I go to a baseball game,” says Ginger Hanson from San Francisco, “I want to have fun with

friends and catch up on their lives. The real reason I go is for the social experience.”

(Text type: Comparison)  

Listen to the text carefully and then answer the questions. 

1. What is the difference between baseball fans in Japan and baseball fans in Taiwan?

      A: There is no difference between the fans of these countries. 
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      B: Baseball fans in Japan are better than baseball fans in Taiwan. 

      C: In Japan, baseball fans never boo a player, but in Taiwan, they have a special

           tradition. 

      D: Taiwanese baseball fans cheer and yell louder than Japanese baseball fans. 

2. What is the special characteristic of baseball fans in the United States?

A: They are really boring. 

B: They are quite and try to have fun with their friends. 

C: they boo the players

D: they don’t enjoy the match any more. 

3. Which sentence is true about baseball games around the world?

A: Baseball rules in Japan do not follow the game clearly. 

B: Baseball rules are all the same around the world. 

C: Baseball rules in the United States are completely different from the Asian countries’ rules. 

D: Asian baseball rules are harder than American baseball rules. 

4. Where is the origin of baseball game?

A: Japan. 

B: Taiwan. 

C: The United States. 

D: Venezuela

5. Why is baseball game popular?

A: Because it’s an interesting game. 

B: Because it has influence on people’s life

C: Because it is an important game all around the world. 

D: There is no reference to this issue in the text. 
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Appendix: C Three reading texts were used as post-test.

Reading (1)

The Earthquake of 1964

    March 27, 1964, was a holiday in Alaska. Most people were at home, and everything was

peaceful. Then it happened, suddenly, there was a sound, like the sound of thunder. Next, people’s

house began to shake. Building cracked and fell. In the town of Anchorage, the main street went up

ten feet, holes opened in the earth, and buildings fell in. The earthquake that hit Alaska measured

8.3 on the Richter scale.  

     In the Pacific Ocean the earthquake made a tidal wave. This wave traveled at two hundred miles

an hour. Shortly after, at about 6 p.m., it hit the coast of Alaska. It took away with it a piece of land

four thousand feet long and six hundred feet wide. It traveled down the West Coast, and across to

Hawaii and Japan. People tried to escape, but it destroyed many towns. 

     The earthquake of 1964 killed 130 people. It was one of the strongest earthquakes in North

America. Scientists do not know when the next earthquake will happen. They are difficult to

predict, but you will know when it hits. 

(Text type: causation)

Do not turn back the passage once you start answering the questions. 

1. When was the earthquake?

       A: March 25, 1987

       B: May 23, 1992

       C: March 27, 1964

       D: may 27, 1964  

2. How did a tidal wave provide an earthquake in Alaska?

       A: it traveled two hundred miles an hour, and then it hit the coast of Alaska. 

       B: it moved to Pacific Ocean, and then hit the coast of Alaska. 

       C: it traveled to different countries, and then arrived at Alaska. 

       D: it provided strong waves under the earth, and the hit Alaska. 

3. How did the earthquake begin?



98

       A: First, people’s houses began to shake, then a thunder sound came and                

           finally, buildings cracked and fell. 

      B: First a thunder sound was heard, then people’s house began to shake, and          

          finally, buildings cracked and fell. 

      C: First, buildings began to shake. They cracked and a thunder sound heard. 

      D: First, buildings cracked. They began to shake, and then a thunder sound              

          was heard.  

4. Where did the earthquake go after it hit Alaska?

               

     A: It hit North of America, Japan, and Chicago. 

     B: It hit the West coast, Hawaii, and Japan. 

     C: It hit most parts of World, such as Europe, Asia, And America. 

      D: It just hit Alaska. 

5. Do scientists know the time of the earthquake?

A: yes, they can predict the time of the earthquake. 

B: No, they just know when it hits. 

C: yes, they use instruments to predict the earthquake. 

D: No, they just know the year that it happens. 

Reading (2)

Birthdays
   Many children have a birthday cake with candles on their birthday. In some countries, like

English and Scotland, there is another custom, too. There people spank or hit the child on his/her

birthday. This may hurt a little, but they say it is very lucky for the child. The child must never cry. 

The custom says that if you cry, you will cry all year.  

   The reason for birthday spanks is to make the bad spirits go away.  The harder you spank the

better it is. In Belgium, another country in Europe, the custom is a little different. There a parent

goes into the child’s bedroom early in the morning with a needle. As soon as the child wakes up, the

parent pricks the child with the needle. This is for good luck!  

   As you grow older, you get more spanks. You usually get one for each year plus an extra one. 
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(Text type: Comparison)

Do not turn back to the passage once you start answering the questions. 

1. On a child’s birthday in England and Scotland, ………. 

      A: people spank their child. 

      B: the child should cry. 

       C: the child is not lucky. 

       D: the child should not cry. 

2. What is the reason for birthday spanks?

      A: To make the child unhappy. 

      B: To make the bad spirits go away. 

      C: To make the bad chance goes away. 

       D: To make the bad child goes away. 

3. What is the birthday custom in Belgium?

     A: parents spank their child to cry. 

     B: parents make the bad spirits go away. 

     C: parents prick the child with a needle. 

      D: parents awake the child early in the morning. 

4. What is the difference of the birthday custom in England with another country?

      A: In England children do not have any candles on their cake. 

      B: In England children have to cry, so they are not happy. 

      C: In England children celebrate their birthday like the other countries in the           

          world. 

      D: In England, not only children have candles on their cake, but also their parents        

          hit them on their birthday. 

5. Why do people prick the child on their birthday?

      A: To go away bad spirits. 

      B: To wish the best wishes. 
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      C: To have a good luck. 

      D: To have a good life. 

Reading (3)

We have never learned to drive!
   Tudor, a retired teacher from South Wales, has spent 60 years hitch-hiking all over the world. He

is now on his seventh passport, and wants to be in Vienna for his birthday. Tudor’s first journey

abroad was to France and Belgium in 1947. Now he likes to make two or three journeys a year. 

But he has never learned to drive. 

   Tudor says: ‘I started hitch-hiking round Britain in the 1940s when I didn’t have any money. It

was the only way to travel. I’ve been to 40 countries and I think it’s an excellent way to visit places

and meet people. 

People are usually very surprised when I tell them when I tell them what I am doing!’

    His journeys have taken him across Europe, the Middle East, and South America, and he has

taken all kinds of interesting lifts. He has hitch-hiked with a horse and cart in Hungary, ridden a

motorbike across Egypt, sat in the back of a horse in France, and enjoyed the comfort of a Rolls-

Royce in Germany. The longest he has waited for a little is twelve hours. 

   Once a driver took out a gun. Tudor was frightened, but the driver cleaned the gun and put it back

again! Tudor says that hitch-hiking is not dangerous, if you are careful. 

   He has made friends all over Europe. They come and visit him in his little home in Wales. ‘I’m

always going to hitch-hike.’ Tudor says. 

( Text type: Narrative)
Do not turn back to the passage once you start answering the questions. 

1. Does Tudor have a job?

A: No, he is a retired man. 

            B: Yes, he is a teacher. 

            C: No, he is an old man. 

         D: Yes, he is a hitch-hiker. 

2. When was Tudor’s first journey?
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        A: It was to England and Europe in 1947. 

        B: It was to Belgium and France in 1947.  

        C: It was to France and England in 1974. 

        D: It was to Britain and France in 1974. 

3. Has he ever been frightened?

     A: Yes, he has been frightened when the driver took out a gun. 

     B: No, he never has been frightened because he was really brave. 

      C: Yes, he has been frightened by a wild dog in his way to Germany. 

      D: No, he hasn’t been frightened, because he was careful about drivers. 

4. Where is he from?

      A: He is from France. 

      B: He is from the United States. 

      C: He is from Europe. 

      D: He is from Wales. 

5. What is he going to do next?

A: He is going to continue hitch-hiking. 

       B: He is going to stop hitch-hiking. 

       C: He is going to come back to Wales and rest. 

       D: He is going to invite all his friends who has made in his journeys. 



102

Appendix D: Content schema-building activity (listening 1).  Teacher (T), student (S)

Teacher: What is the story about? Look at the picture of the text, what can you see there? Can you

remember one of the stories you have heard when you were a child.  

What was it about?

Students: they answer the teachers’ questions carefully and eagerly. 

For example student (1): It is about a girl who is very good. In picture, I can see a girl and a wolf. 

May be the wolf is going to eat the girl. I can remember Shangool and Mangool story. It was about

some lambs and their mother. The other students say their ideas about the topic of the text and they

remember one of the stories they heard when they were a child.  

Listening (2):

T: look at the pictures. What are these gifts for? Which days do we celebrate in our  

    country?

S1: There are some presents in the picture. May be they are for birthday party. 

T: which days do you celebrate in your country? How do you celebrate these days?

   What do you do?  

S1: Mother’s day, father’s day, Norouz, teacher’s day, nurse’s day, etc. we celebrate    

  these days and buy some gifts. We are happy and we say congratulations. 

T: Do you know what Valentine ’s Day is? Do we celebrate this day in our country?

S1: Yes, it is a special day for lovers. We do not celebrate this day in our country. 

Listening (3)

T: Do you know anything about baseball game?

S1: No, I don’t.  

T: Do we play baseball in our country? Is this game as popular as football in our country?

S1: Yes, we play but it is not as popular as football in our country. 

T: Do football fans cheer and yell while they are watching match in our country?

S1: Yes, they cheer and yell. They are really happy. Sometimes they quarrel with the  

     opponents and destroy everything. 

Content schema-building activity (reading 1):
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T: can you remember a disaster (fire, plane crash, earthquake) that happened  

   in your country? Tell us about it? What can we do when they happen?

   Students: they explain different happenings they can remember that happened    

   around them. 

For example, student (1): I can remember an earthquake happened in Bam. We felt sorry. My

parents gave some money and clothing to help the people. Their house destroyed……………

Reading (2)

T: How do we usually celebrate a birthday in our country? Are birthdays important in   

     our country? Is it important to celebrate your birthday every year?  

Ss: the students say their ideas about birthday. 

S1:  We buy a cake and candles. We invite our friends. Our parents and friends give     

        some presents to us. It depends on families, in some family it is important, and      

       in some family it is not. No, I don’t celebrate my birthday every year.     

Reading (3)

T: Look at the picture. What is the story about? What is hitch-hiking? Is it hitch-

     hiking common in your country?

S: It is about an old man. He is looking at his album. 

The students do not know anything about hitch-hiking, so the teacher explains it as follows. 

T: Hitch-hiking means getting in a car without paying any money. For example, you   

     want to go to Tehran from Rasht. You stop near the road and wait to take a car.    

     But you don’t pay any money. 

S: Hitch-hiking is not common in our country. 
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Appendix E: Linguistic schema-building activity

Listening (1)  

T: There are some new words in what you are going to listen. I write them down on    

     the board with their synonyms. 

Well-behaved = a person who behaves very well

Untidy = dirty

Rude= impolite

Bored = tiered

Pretty = nice

Palace = a very big and beautiful house, kings’ house. 

Pin (v) = fasten with a needle

Woods = jungle

Clink = make a sound like pieces of glass knocking together. 

Run away = escape

Terrible= very bad

  
Grammatical points:

T:  Do you know what the past tense is? The story that you are going to listen to is in    

      past tense. It happens in the past. For example work is present. The past tense of

     work is worked. Past tense verbs are two types; regular and irregular verbs.  

Irregular verbs                                              regular verbs

Begin, began                                                ask, asked

Catch, caught                                               say, said

Teach, taught                                                invite, invited

T: Do you know what an adjective is and what an adverb is?
     
   Adjectives describe nouns. Example: A big car
     
    Adverbs describe verbs. Example: She ran quickly
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Some adverbs are regular. To form a regular adverb, add -ly  to the adjective. 
  
For example: careful + ly = carefully

Some adverbs are irregular.  

For example: good (adj), well (adv). 

Hard (adj), Hard (adv)

Early (adj), early (adv)

Listening (2): Linguistic schema-building activities:

T: there are some new words that I write them down on the board before listening to the  

     text. 

Celebrate= to have party, and to be happy

Dozen = set of twelve

Grammatical points:

T: Wh questions are questions that we make with who, where, why, what, when, where, how many, 

how much. For example: where do you live? What’s your job?   

What did you buy for your friend’s birthday party?

When is Valentine’s Day?

Listening (3)

T: There are some new words in the text. Before listening to the text I write them down  

     on the bored. 

Goes to bat= takes their turn hitting the ball

Boo= to make a sound to show disapproval

Mascot=an animal that is a team’s symbol of good luck
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Catch up on= learn new things about

Yell=shout

Pitcher= in baseball a player who throws the ball towards the batter. 

Cheer= shout of praise

Chat= speak

Grammatical points:

T: we use see, hear, watch, and feel with an –ing form to show that the activity or  

     action is continuous or ongoing. 

Examples:  

I see people cheering
    
You see men drinking coffee and analyzing every pitch

It’s fun to watch my favorite player playing in the ground. 

  
Linguistic schema building activities (Reading 1):

T: there are some new words in the text. Before reading the text, I write the meaning  

   of new words on the board. 

Peaceful= calm, without any stress

Thunder= harsh sound

Cracked=broke

Earth quake= sudden shake of earth

Tidal wave= very dangerous and huge wave. 

Scientist=a person who studies and work on a special subject

Predict= to say something before it happens

T: This text happened in the past. The verbs are all in past tense. (The teacher explains the past

tense verbs as she explained in listening section, part 1). 

  
Linguistic schema building in reading (2):
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T: There are some new words in the reading text. Before reading the text, I write them  

     down on the board with their synonyms. 

Custom=tradition

Spank=hit

Spirit=ghost

Needle=metal thing with sharp point

Prick=to make hole

Extra=more

Grammatical points:

T: A sentence always has a subject and a verb. Many sentences also have an object. 

   e.g: john              has             a birthday. 
           Subj.           verb.          Obj. 

    The subject is usually a noun, a pronoun, or a phrase with a noun.  

T: What is preposition?

The words like in, on, at, to, with, etc. are called preposition. For example: The tall  

boy with black hair. With, is a preposition. It makes a prepositional phrase. 

(after each teaching students do some exercises). 

Reading (3):

T: Before listening to the text, I write the new words and their meaning on the board. 

Hitch-hiking=travel by getting rides in other people’s car

Journey=trip

Abroad=foreign country

Cart=a vehicle pulled by animals

Grammatical points:

T: The present perfect refers to an action that happened some time before now.  
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    Example: he’s travelled to most parts of the world. 
    
We use ever in questions and never in negative sentences. 

  Examples:  

    Have you ever been to France?

   He has never been to Russia. 
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Appendix F: Formal schema-building activity (listening 1)

T: The text that you are going to listen to is a narrative. A narrative text tells a story     

     about an event.  During reading a narrative text, you should notice to the following  

     rules:   

(1) Who is the main character of the story?

(2) What is his/her goal?

(3) How is he/she going to achieve his/her goal?

(4) What is the way to achieve the goal?

(5) What are the obstacles?

(6) What is the conclusion of the story?

Formal schema-building in listening (2):

T: The text that you are going to listen to is a conversation between two people. When you listen to

a conversation, you should follow these rules to comprehend the text appropriately: 1) How many

people are speaking?  2) Who is speaking with whom? 3)  

Where is the location of their conversation? 4) What are they speaking about? 5)  

What is their goal?

Formal-schema building activities in listening (3):   

T: the text that you are going to listen to is an expository text. An expository text tells you facts

about an event. It includes essays, speeches, newspaper and magazine articles, directions and lab

procedures. Each type of text place different demands on the reader because it uses specific

structure, feature, and conversations. For example, this text is a compare and contrast expository

text. In Compare and contrast text, the writer tries to show different events and then compare them

to each other, or he/she compares two or more countries’ custom about a specific subject. In this

kind of text, the writer does not write about his/her opinion. What you read in a compare and

contrast text is all real happenings.  
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Formal schema-building in reading (1):

T: the text that you are going to read is an expository text. As it was explained in listening class, 

expository text explains real happenings. It has different types. This text is causation expository

type. Causation text has two main parts. One speaks about what happened before, and the second

part tells about the result of happening. In this text, you will read about a happening first, and then

in the second part you read about the result of this happening. So, while you are reading a causation

text, first you should look for the reason and then the result of that reason.  

Formal schema- building activities in reading (2):

T: the text that you are going to listen to is, contrast expository text. As it was explained in listening

class, the writer tries to compare a real event in two or more countries. He/she explains different

customs in different countries. Compare them, and make the readers familiar with those customs. 

Formal schema-building activities in reading (3):  

T: The text that you are going to read is a narrative text. It is about a person’s life. A narrative text

consists of beginning, some happenings that we say episodes, and finally, it has an ending. In this

text as it was explained in listening class, you should follow some rules: 1) Who is the hero of the

story? 2) What is his/her goal? 3) How is he/she going to achieve these goals? 4) What are the

obstacles? 5) What is the result?  
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