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1. Introduction 

 

The ability to understand spoken language is an essential aspect in communication 

since by means of it, individuals are able to receive information, interpret the 

transmitted message and engage in the interaction process. The listening skill also 

plays a significant role in first language acquisition in that the gradual reception and 

assimilation of sounds, words and syntactical patterns lead to the development of the 

speaking ability. 

 

Listening comprehension represents one of the four macro-skills (Nunan, 1991; 

Brown, 2007; Scrivener, 2011) that foreign language learners require to be competent 

users and communicate efficiently. It is considered, along with reading 

comprehension, as a receptive skill since it entails the reception of the spoken 

language input (Underwood, 1989; Nunan, 1991; Flowerdew & Miller, 2005; Brown, 

2007). However, listening may be regarded as a challenging task since different 

speech features such as pronunciation, rhythm and intonation, together with 

additional factors such as “the context in which listening takes place” (Anderson & 

Lynch, 1988, in Nunan, 1991: 24) are involved.  

 

Current language teaching methodologies have recognised the need to 

promote approaches hat help students in different academic levels to face listening-

related difficulties and improve their abilities to understand spoken language. 

Consequently, this study explores some of the factors that influence the development 

of listening comprehension skills of university students in basic level English courses.  

 

In spite of its relevance in language learning, the development of listening 

comprehension was not considerably emphasised by foreign language teaching 

methods prior to the decade of the 1970s, which promoted  other linguistic abilities 

such as reading or speaking (Flowerdew & Miller, 2005; Brown, 2007). However, 

listening skills assumed importance when communicative language approaches 

began to consolidate given that the need to identify key words, topics and speakers’ 



 
 

 
 

attitudes in spoken language was acknowledged to be necessary for linguistic 

competence (Richards, 2006). Therefore, activities oriented to the teaching, 

improvement and assessment of listening skills are a major component in an 

increasing number of present-day foreign language programmes throughout the 

world.  Similarly, listening has attracted a continuing interest in the field of English 

teaching research, which has mainly been concerned with the promotion of listening 

techniques and strategies in diverse academic contexts along with the influence 

listening activities have wielded on the development of students’ listening 

comprehension skills.  

 

The role that listening comprehension has played in Mexican EFL contexts has 

experienced a similar change process. English was included in the Mexican state 

education system in the decade of the 1960s (British Council, 2015) and currently 

constitutes a mandatory subject in secondary schools and colleges. During previous 

decades, English lessons in these academic levels did not incorporate listening 

practice in that they were aimed at the teaching of vocabulary and grammatical 

contents. Although these aspects are still considerably emphasised in contemporary 

lessons, more English programmes now provide students with activities that address 

speaking and listening skills, which are instrumental to allow students to reach the 

Common European Framework levels expected by the Mexican Education Ministry 

(British Council, 2015). 

 

Similarly, the teaching of listening comprehension abilities has become crucial 

in Mexican university contexts owing to different reasons. Even though English is 

currently a compulsory subject only in some Mexican universities, the inclusion of 

English lessons in university studies syllabi has increased and consequently, a larger 

number of students are requested to complete English courses and hold international 

certifications in order to obtain a degree.  Nevertheless, given that in some cases, 

secondary schools and colleges lessons are concerned with the teaching of 

grammatical contents and place a lesser emphasis on the development of 

communicative skills (Borjian, 2015), it may be stated that some students who start 



 
 

 
 

their university studies still need to acquire the expected linguistic abilities that 

correspond to their academic level and which institutions require to reach 

international standards and provide students with opportunities to participate in “joint 

programs, dual certification and exchange programs” (Despagne, 2010: 62). 

 

Owing to the increasing interest in promoting English competence in Mexican 

university settings, it is essential that lessons be carefully designed and adapted to 

enhance the development of communicative skills which are not limited to the 

production of spoken language, but also involve the ability to understand spoken 

discourse. Moreover, in view of research having addressed the development of 

listening comprehension skills in basic university EFL courses to a lesser extent, it is 

necessary to examine the most appropriate teaching procedures that may lead to the 

development of university students’ basic listening skills.  

 

Consequently, this study is aimed at the analysis of some of the aspects that 

are considered to be influential in the development of listening comprehension skills 

of university students in basic level English courses. Research examines the effects 

of the native and non-native English varieties employed in the listening tasks. 

Additionally, the study analyses the influence of the implemented listening activities 

on the development of participants’ listening comprehension.  

 

Research is also concerned with participants’ perceptions regarding the use of 

listening-oriented activities and related materials. Finally, this inquiry explores the 

roles that other factors, not contemplated at the beginning of the research process, 

play on the development of the ability to understand spoken language. Therefore, the 

questions guiding the current study are the following: 

 

How can university students’ basic listening comprehension skills be developed? 

What results may the use of different English varieties obtain? 



 
 

 
 

How may the selected tasks influence the development of listening comprehension 

skills? 

What additional factors influence the development of students’ listening 

comprehension abilities? 

 

This research report consists of different sections that provide relevant 

information employed to answer the abovementioned questions. The literature review 

chapter is concerned with the description of the terms, issues and previous studies 

regarding the development of listening comprehension skills. The methodology 

chapter provides information concerning the research design, research procedures, 

context, participants, data collection and analysis methods that were employed to 

complete the study. The findings chapter is aimed at the analysis and discussion of 

the data obtained from participants. Finally, the conclusion chapter summarises the 

information provided in the findings section and underlines the relevance of the data 

in the field of English as a Foreign Language Teaching. 

  



 
 

 
 

2. Literature Review: Factors that influence listening comprehension 

 

 

This section is concerned with the description of some of the factors that wield 

influence on listeners’ abilities to understand spoken English discourse. Furthermore, 

this literature review provides a summary of prior studies that have addressed the 

effects of these aspects on listeners’ comprehension skills in different academic 

contexts.  

 

Similarly to other linguistic skills, the development of listening comprehension 

is influenced by diverse agents that are not limited to the listener’s abilities, but also 

concern the speaker’s role and additional aspects that take place during the listening 

process. Anderson and Lynch (1988, in Nunan, 1991) classify these factors in three 

main categories: the characteristics of language, the purpose in listening and the 

context. With respect to the listening purposes, different authors (Ur, 1984; Brown, 

1996; Flowerdew & Miller, 2005) have underlined the relevance of the listening 

processing models and the design of relevant tasks that serve the purpose of 

assessing listening performance (Ur, 1984; Underwood, 1989; Brown, 2007). 

 

2.1 The features of spoken language 

 

Listening comprehension centres upon the reception of the spoken input and the 

interpretation of the message it conveys. However, spoken discourse exhibits 

numerous characteristics, not present in written language, that may impact listening 

skills to different extents and whose effect on students’ performance needs to be 

explored. Some of these features include rhythm, pitch, intonation, redundancy, voice 

volume, pronunciation patterns, speed and accent (Ur, 1984; Underwood, 1989; 

Brown, 1996; Brown, 2007) whose influence on listening comprehension is in turn 

variable among individuals.  

  

 

 



 
 

 
 

 

2.1.1 Speed 

 

Speed, also known as tempo, (Brown, 1996: 124) represents one of the main factors 

that affect listening comprehension owing to the listeners’ inability to control the 

language flow (Underwood, 1989) or the speakers’ number and frequency of pauses 

(Richards, 1983 in Brown, 2007). Even though it may be assumed that speed mainly 

constitutes a limitation to listening comprehension when the rate of delivery 

increases, research has also been concerned with the influence that the reduction of 

speed exerts on listening performance.  

 

Khatib and Reza (2010) explored the role of reduced speed rates on Iranian 

EFL students’ listening comprehension. Although the results showed that decreasing 

the rate of delivery enabled students to identify a larger number of words, this 

reduction did not prevent certain words from remaining unintelligible.  

 

A similar study performed by Hayati (2010) examined the influence of natural 

and reduced speed on Iranian students’ listening abilities. Findings indicated that the 

benefits of modified speed in comparison with the use of natural speed rates did not 

differ significantly in that students’ listening comprehension abilities improved to 

similar extents.  

 

Since the effects that different speed rates produce on listening 

comprehension have not been entirely determined (Lynch, 2009), research still needs 

to analyse the principal factors involved in the correlation between speech rates of 

delivery and intelligibility. 

 

2.1.2 Accent 

 

The concept of accent can be broadly defined as “a way of pronouncing a language 

variety” (Romaine, 2000: 19). Accents are characterised by diverse aspects such as 



 
 

 
 

phonotactic distribution, “the phonetic contexts in which a given phoneme may occur” 

(Rost, 1990: 55) and prosodic features which include “syllabification, segment 

duration, pace and stress” (Rost, 1990: 55).   

 

Although the existence of accents is a feature shared by all languages, the 

particular situation of English has placed a great emphasis on the significance of 

accents in language learning. Given that English holds an important place owing to its 

number of native and non-native speakers, it is currently regarded as “the world’s 

leading global language” (Crystal, 2003: 1, in Farrell & Martin, 2009: 2). This has 

resulted in an increasing number of language varieties that can be classified into 

three main groups: the inner circle, varieties spoken in countries where English is 

regarded as the mother tongue; the outer circle, varieties used in countries where 

English is spoken as a result of colonisation and the expanding circle, varieties 

pertaining to countries where English constitutes a foreign language (Kachru, 1985 in 

Farrell & Martin, 2009).  Therefore, English users are currently expected to interact 

with a wide diversity of speakers, which implies that, in order to communicate in 

international settings efficiently and overcome comprehension difficulties (Ur, 1984), 

individuals need to be able to recognise and understand spoken discourse that 

exhibits different phonetic, grammatical and lexical patterns.  

 

However, the ability to understand diverse accents may be challenged if 

teaching is based on a limited number of language varieties. Accent familiarity, which 

is dependent on listeners’ acquaintance with particular language varieties (Lynch, 

2009), constitutes an issue that may cause comprehension difficulties even among 

competent listeners (Rost, 1990). Consequently, different studies have underlined the 

importance of accent familiarity on intelligibility. Pilus (2013) explored Malaysian 

students’ attitudes concerning different English accents. This inquiry showed that 

students perceived the Malaysian accent to be more familiar than British English and 

American accents. Adedeji (2014) analysed the impact of exposing Nigerians 

listeners to British English accents, particularly Received Pronunciation. Research 

showed that listeners who were more familiar with the accents, as a result of having 



 
 

 
 

been residents in the United Kingdom, were more successful at writing the speakers’ 

utterances. Beinhoff (2014), in turn, examined the effect of non-native English 

accents on non-native English speakers listening comprehension. The selection of 

participants was based on shared L1 –German or Spanish- and English level 

according to the Common European Framework –B1 and C2-. Students were 

required to listen to four different Spanish speakers, transcribe their spoken discourse 

and rate the accentedness and intelligibility. Results indicated that despite the 

Spanish accent being rated as less intelligible among the German students than 

among the Spanish participants, fewer mistakes were found in transcriptions made by 

the German informants.  

 

In spite of these inquiries emphasising the role of accent familiarity on listening 

comprehension, other studies have not reported a significant evidence of the 

association of these aspects.  Liao and Hu (2016) completed a study that examined 

the effects of exposing Taiwanese EFL students –whose language instruction was 

based on American English- to British English accents. Notwithstanding researchers’ 

suggestions that Taiwanese curricula should incorporate aural materials in different 

English varieties, including British English, findings indicated that the incorporation of 

this English variety in listening tasks did not affect comprehension considerably.  

 

Similarly to the role of speed, these studies have revealed contrastive findings 

with regard to the influence of English varieties on listening comprehension. On 

account of this, further research is necessary to determine the implications of these 

factors in listening development.  

 

2.2 The language source 

 

Even though resources such as books, CDs, videos and other materials especially 

designed by educators have represented the main sources employed for language 

pedagogy, an increasing number of current approaches have emphasised the 

importance of including additional sources that reflect the real nature of language. 



 
 

 
 

This has led to the use and adaptation of printed and aural materials such as 

newspapers, magazines, songs, radio and television programmes, among others, for 

teaching purposes. Nevertheless, these sources of listening input may have a 

considerable impact on the development of listening comprehension skills especially 

in foreign language lessons. Consequently, the teaching of listening should consider 

the role that different language sources, be they authentic or non-authentic, may play 

on listeners’ abilities to understand spoken discourse. 

 

2.2.1 Authentic materials 

 

Authentic materials can be defined as those intended for communicative purposes 

rather than for language learning (Lynch, 2009), which are also characterised by 

natural rhythm, intonation and pronunciation patterns along with quotidian speed 

rates (Underwood, 1989). Authentic language can, in turn, be classified as unmodified 

authentic discourse –which is regarded as “a genuine act of communication” (Geddes 

and White, 1978, in Chang & Lu, 2012: 7) and simulated authentic discourse, which is 

intended for language pedagogy but exhibits characteristics that can be found in 

genuine discourse (Geddes and White, 1978, in Chang & Lu, 2012).  

 

The use of authentic materials in language teaching has been promoted owing 

to different reasons. Ur (1984) asserts that employing authentic discourse enhances 

complete spontaneity. In a similar fashion, it has been stated that “the most significant 

characteristics of authentic materials lie in the topicality and relevance to the learners 

and themselves and to the real world”. (Chang & Lu, 2012: 8). Underwood (1989) 

adds that real-life discourse exposes students to a diversity of accents, speech 

patterns, discourse markers and general vocabulary items. 

 

Nonetheless, the incorporation of authentic discourse has not been exempted 

from criticism. Kienbaum (1986, in Omid & Azam, 2016) asserts that benefits of 

exposure to authentic speech are not significant in comparison with the use of non-

authentic language. Guariento and Morely (2000, in Omid & Azam, 2016) state that 



 
 

 
 

the employment of authentic materials in basic language levels may cause students 

to undergo feelings of frustration and discouragement.  

 

As a result of these discrepancies, previous studies have explored the 

implications of employing real-life language for listening comprehension purposes. 

Habouti, Mahmoodi and Ziaei (2015) performed a study that analysed the influence of 

authentic and simplified speech on Iranian students’ listening comprehension abilities. 

Although research showed that students who were exposed to simplified versions 

obtained higher scores in listening tests than participants who completed the 

examinations with authentic materials, the differences in scores were not considered 

to be significant.  

 

Omid and Azam (2016) conducted a quantitative study that explored Iranian 

EFL teachers’ attitudes concerning the inclusion of authentic materials in learning 

tasks. Results indicated that teachers regarded authentic discourse as a meaningful 

resource to enhance listening and reading abilities. However, this inquiry also 

revealed that the use of real-life language was deemed to be more propitious to 

reading development and more suitable for intermediate and advanced students. 

  

2.2.2 Non-authentic materials 

 

Non-authentic materials can be defined as those materials specifically designed for 

educational purposes and which exhibit the following characteristics (Underwood, 

1989: 99): 

 

- Unnatural rhythm and intonation patterns 

- Highly articulated pronunciation 

- Little overlap between speakers 

- Slow speed rate 

- Structured language intended to be read silently 

- Use of complete sentences 

- Lack of background noise 

- Artificial stops and starts 



 
 

 
 

- Densely packed information 

 

Even though the incorporation of non-authentic speech seems to be frequently 

discouraged by current teaching approaches, this type of materials is still valued 

since authentic texts cannot frequently be employed as a result of certain limitations 

such as “the difficulties of recording conversations, the issues of copyright and getting 

informed consents from participants” (Richards, 2007, in Lynch, 2009). Moreover, Ur 

(1984) comments that the use of non-authentic speech may facilitate the transition to 

the employment of authentic materials and therefore, benefit listening comprehension 

development.  

 

Owing to the contrasting stances regarding non-authentic discourse, 

educational research has also been concerned with the possible implications of these 

materials in the ambit of listening comprehension. A study conducted by Barekat and 

Nobakhti (2014) examined the influence of authentic and non-authentic materials on 

intermediate EFL Iranian students’ cultural awareness on listening comprehension. 

Although findings revealed that students who were taught by means of authentic 

materials improved their listening comprehension skills to a larger extent than 

students who were exposed to non-authentic materials, researchers stated that the 

possible effectiveness of authentic discourse in other proficiency levels still needs to 

be explored.  

 

 As a result of these findings, it may be argued that further studies need to be 

completed with the aim of determining the possible advantages and drawbacks of 

non-authentic materials in relation to listening comprehension development.  

 

2.3 The purposes of listening 

 

The listening process fulfils numerous aims that do not only involve individuals’ ability 

to understand speech but also entail gaining and assessing knowledge as well as 

engaging in entertaining activities such as listening to music or  seeing films (Rost, 



 
 

 
 

2002: 158, in Lynch, 2004). Nevertheless, with regard to the learning-oriented 

purposes of listening, different researchers have condensed the main functions of this 

linguistic ability: to enhance the recognition of specific details and to allow the 

identification of the message conveyed by the spoken discourse (Underwood, 1989; 

Brown, 1996; Flowerdew & Miller, 2005; Scrivener, 2011). 

 

In order to explore these implications, research has been particularly 

concerned with the factors involved in the processing of spoken language along with 

the design of meaningful tasks to monitor listening performance and the achievement 

of the principal listening objectives.  

 

2.3.1 The listening processing models 

 

Listening is a complex mechanism that is not restricted to the recognition of the 

spoken message. A large number of phenomena are implicated in the reception, 

processing and retrieval of data phases. In order to explain how the listening process 

takes place in adults and suggest appropriate teaching procedures, three principal 

models have been proposed (Ur, 1984; Anderson & Lynch, 1988, Brown, 1996; 

Flowerdew & Miller, 2005; Brown, 2007). 

 

The bottom-up model, which is based on the initial recognition of sounds and 

words, a mechanism that is expected to progress and enable learners to process 

clauses and complete sentences.  

 

The top-down model, which centres upon learners’ prior knowledge –

schemata- to enhance text processing and is favoured by factors such as context and 

systematic knowledge (Anderson & Lynch, 1988, in Alam & Sinha, 2009). 

 

The interactive model, which considers listening as a “process of interaction 

among the acoustic inputs, different types of linguistic knowledge, details of the 

context and general world knowledge” (Gilakjani & Ahmadi, 2011, in Lu & Chang, 



 
 

 
 

2012: 3). Therefore, it may be claimed that this model seeks to amalgamate the 

bottom-up and top-down approaches by integrating  “phonological, syntactic, 

semantic and pragmatic information” (Rumelhart, 1995, in Flowerdew & Miller, 2005: 

26). Other researchers (Ellis, 2003; Lynch, 2009), however, have underscored the 

communicative nature of the interactive model in which collaboration between 

listeners and speakers is vital to identify comprehension problems and achieve 

understanding. 

 

Even though these models have constituted the main approaches on which the 

teaching of listening skills has been focused, some researchers have enumerated 

some of the disadvantages posed by these models. Hedge (2000, in Alam & Sinha, 

2009) notes that bottom-up techniques demand a high level of concentration along 

with an increased ability to remember relevant information. Analogously, Anderson 

and Lynch (1988, in Alam & Sinha, 2009) compare the procedure of listening and 

recalling the input to a tape-recording process given that information is retained 

instead of being analysed.  

 

With respect to the top-down model, Richards (1990 in Ellis, 2003) states that 

the decodification of spoken discourse meaning can only be achieved successfully if 

language elements are identified by the listeners and consequently, individuals who 

experience difficulties “in processing a text linguistically may not be able to engage 

effectively in top-down processing” (McLaughlin & Heredia, 1996, in Ellis, 2003: 42). 

 

Helgesen (2003 in Alam & Sinha, 2009), in turn, asserts that dependence on a 

single listening model may be counterproductive in that comprehension cannot solely 

be limited to the use of schemata and context, ignoring aspects such as grammar, 

pronunciation or text. 

 

Criticism of listening tasks that privilege bottom-up and top-down processing 

and exclude the interactive model is based on the perspective that these approaches 

have not contemplated the role of dialogues to promote interaction. Furthermore, 



 
 

 
 

these models seem to neglect the communicative facet of listening which can be 

deemed as “a very social activity, in which both speaker and hearer affect the nature 

of the message” (Flowerdew & Miller, 2005: 89). 

 

2.4 The implementation of listening tasks 

 

Given that the listening comprehension mechanism and its outcomes cannot be 

directly observed (Brown, 2007), it is essential to implement and adapt appropriate 

teaching and assessment procedures which can provide evidence of listening 

progress and difficulties. 

 

The design of listening-oriented lessons is a comprehensive process that 

involves the selection of relevant aural materials and the activities intended to monitor 

listening development (Rost, 2004). In addition to these aspects, planning should 

consider various factors such as the learning context, the real-life situations to which 

the tasks are oriented and the possible difficulties students may experience (Ur, 

1984). Similarly, lesson design should heed the general objectives of listening tasks 

which can be reciprocal, intended for interactive purposes, or non-reciprocal, non-

interactive listening activities (Ellis, 2003). 

 

Even though numerous procedures can be implemented to provide meaningful 

listening comprehension practice, different authors have agreed on some suggested 

principles to improve learning development. 

 

Lessons should incorporate bottom-up, top-down and interactive processing 

(Ur, 1984; Flowerdew & Miller, 2005; Brown, 2007; Lynch, 2009; Scrivener, 2011). 

These models influence the type of performance students are expected to achieve, 

which can be classified as follows (Brown, 2007): 

 

 Reactive: listening performance whose primary objective is focused on the 

repetition of the input, be it isolated words or sentences. In spite of their being 



 
 

 
 

accounted devoid of the ability to “generate meaning” (Nunan, 1991b: 18, in Brown, 

2007: 309), reactive activities may be employed to help students identify the correct 

pronunciation of words. 

 

 Intensive: activities aimed at the recognition of sentence components, such as 

phonemes, specific vocabulary, pronunciation patterns, etc. 

 Responsive: activities based on teachers’ utterances –questions, commands, 

etc.- that seek to elicit students’ responses. 

 Selective: performance that requires learners to identify specific details such as 

names, dates, contexts or principal ideas in discourse that is considerably long. 

 Extensive: tasks whose purpose is to enable learners to understand the global 

meaning of discourse.  

Interactive: tasks that provide learners with opportunities to engage in 

communicative activities such as debates, dialogues, and discussions, among others.    

 

As regards the organisation of listening comprehension lessons, Underwood 

(1989) and Richards (2008) suggest the inclusion of three different cycles for the 

listening tasks: 

 

The pre-listening stage, which is comprised of learning activities that are 

completed prior to the listening tasks and whose aim is to “focus students on the topic 

by narrowing down the things that students expect to hear and activating schemata” 

(Underwood, 1989).   

 

The while-listening stage, which corresponds to the tasks intended for listening 

practice and can include different activities such as multiple-choice questions, cloze 

tests, dictations and the identification of details by means of visual aids, among others 

(Ur, 1984; Richards, 2008). 

 



 
 

 
 

The post-listening stage, which consists of diverse tasks that are performed 

after the conclusion of the listening activities and which are employed to verify 

comprehension, identify learning problems and provide opportunities to address 

difficulties (Richards, 2008).  

 

In addition to the aforementioned principles, the implementation of listening 

tasks should embrace additional procedures such as the development of listening 

strategies (Brown, H. D., 2007; Lynch, 2009), the integration of listening skills with 

other linguistic abilities (Lynch, 2009) and the use of adequate assessment 

approaches (Flowerdew & Miller, 2005). 

 

Given that the design of listening activities is instrumental in monitoring and 

assessing listening performance, previous studies have explored the influence that 

learning tasks wield on the development of listening comprehension abilities. 

Sariçoban and Karakurt (2016) conducted a mixed study that analysed the effects of 

task-based activities on B1 and B1+ Turkish university students’ listening and 

speaking skills. In order to design the listening activities, researchers made use of the 

book Contemporary Topics-1 by Michael Rost, whose units contain lectures regarding 

diverse disciplines. Results indicated that B1+ groups’ listening and speaking 

performances improved as a result of the employment of three tasks phases: the pre-

task, used to introduce the topic, exemplify the task and review language; the task-

cycle, which involved the completion of the activities by means of pair and group work 

and the language focus, which required the collaboration between students and 

teachers. 

 

In view of the small number of studies that have addressed the correlation 

between learning tasks and listening comprehension, it is fundamental that future 

research analyse the effects that lesson design, teaching procedures and 

assessment approaches may wield on listening development.  

 



 
 

 
 

2.5 Additional aspects that impact listening comprehension 

 

In addition to addressing the implications of accent familiarity, audio materials and 

tasks on listening performance, other inquiries have analysed the influence of 

additional aspects on this linguistic ability.  

 

One of these aspects is the use of listening strategies aimed at the 

improvement of comprehension in different proficiency levels. Zhang (2012) 

examined the effects of strategy training, such as self-evaluation, inferencing and 

note-taking, on Chinese university students’ listening. Results indicated that the 

experimental group who had received strategy-based listening training obtained 

higher scores in their listening post-tests than the comparison group who had not 

received listening strategy instruction.  

 

Azevedo and Buchweitz (2015) examined the role of strategy instruction in 

Brazilian adult learners’ listening development by means of a Cambridge Key English 

Test (KET), aimed at the A1 level of the Common European Framework, and a 15 

lesson listening strategy training. Findings showed that the experimental group, who 

had been provided with bottom-up and top-down strategy instruction, obtained better 

scores in their post-tests than the control group who did not receive special training.   

 

Another factor that has gained importance in the ambit of language learning is 

foreign language anxiety which can be defined as “the extent to which learners may 

worry about themselves” (Brown, 2007: 73), which frequently results from lack of 

proficiency (Gardner & MacIyntire, 1993 in Reza, 2016).  

 

With respect to its role in listening comprehension, anxiety may be caused by 

different factors such as difficulty or unfamiliarity with listening tasks (Scarcella & 

Oxford, 1992 in Golchi, 2012), speech incomprehensibility (Young, 1992 in Golchi, 

2012), authenticity of the audio materials and external agents such as noise 

(Samuels, 1984; Bacon, 1992b in Reza, 2016).  



 
 

 
 

 

Owing to this, some inquiries have analysed the influence of anxiety on 

listening comprehension abilities. Reza (2016) examined the correlation between 

listening performance, listening anxiety and listening comprehension strategies 

among Iranian EFL university students. By means of a listening test and a foreign 

language listening anxiety scale (FLLAS), the study showed that increased levels of 

anxiety decreased the use of listening strategies and correspondingly, a considerably 

employment of listening strategies reduced anxiety among students. Furthermore, 

findings indicated that low-anxious students obtained higher results than high-anxious 

students which suggests that anxiety influences proficiency negatively.  

 

A similar inquiry conducted by Golchi (2012) analysed the relationship of 

anxiety with listening strategy employment and listening comprehension among 

Iranian IELTS students. Findings revealed that anxiety produced negative effects in 

listening performance. The study also showed that the use of metacognitive 

strategies –planning, checking, monitoring, selecting, revising and evaluating- 

(Vandergrift, 1999 in Golchi, 2012) was more frequent among low-anxious 

participants than among high-anxious learners.  

 

However, other studies have reported different results regarding the impact of 

anxiety on listening comprehension. By employing a listening comprehension test and 

foreign language listening anxiety scale (FLLAS), Ranjbar, Kargar and Behjat (2014) 

conducted a study which explored the influence of listening strategies instruction on 

the reduction of foreign language listening anxiety in an experimental and a control 

group of Iranian high school EFL learners. Findings indicated that the statistical 

difference between learners’ listening anxiety and listening comprehension was not 

significant.  

 

Given that the effects of foreign language anxiety on listening performance 

have not been completely examined, it is essential that further studies be completed 

in order to understand the role that this factor plays in the development and 



 
 

 
 

improvement of listening comprehension. Moreover, it is necessary to explore and 

assess the techniques and strategies that can be implemented to help students 

reduce their anxiety levels.  

 

In addition to these factors, listening performance is frequently correlated with 

individuals’ familiarity, or the lack thereof, with certain lexical components and 

syntactical patterns that are present in spoken discourse (Rost, 1990). These 

aspects, together with the “socio-cultural, factual and contextual knowledge of the 

target language”, constitute topic familiarity (Anderson & Lynch, 2000 in Othman & 

Vanathas, 2017: 20), which is regarded as a significant agent that impacts listening 

comprehension (Nunan, 1991). 

 

In view of its relevance, diverse inquiries have addressed the influence of topic 

familiarity on listening. A quantitative study conducted by Zohrabi, Farrohhi and 

Ravasani (2014) analysed the effects of this factor on Turkish and Iranian young 

learners’ listening abilities. A Cambridge Movers listening pre-test was administered 

to an experimental and control group. After completing the test, only the experimental 

group received special instruction which made use of visual aids and provided 

information regarding the conversation context. Results revealed that experimental 

group learners obtained higher scores in the listening post-tests than pupils in the 

control group which implied that topic familiarity led to the improvement of listening 

skills. 

 

Othman and Vanathas (2017) also investigated the correlation of topic 

familiarity and listening comprehension in a group of intermediate-level Malaysian 

university students. After the administration of a listening pre-test which contained 

unfamiliar information concerning advertising, students received treatments lessons 

by means of which advertising information and activities were provided during three 

consecutive weeks. A listening post-test was administered after the conclusion of the 

treatment lessons. Findings indicated that students were able to write more elaborate 

answers to the open questions contained in the tests. Consequently, the 



 
 

 
 

implementation of treatment lessons was considered to be meaningful to promote 

topic familiarity, which, in turn, enhanced listening comprehension.   

 

Since numerous aspects exert influence on listening development and 

performance to different extents, research should explore their implications and 

possible usefulness in the design and implementation of foreign language teaching 

procedures that can enhance students’ listening comprehension abilities. 

 

 

  



 
 

 
 

3. Methodology 

 

This chapter provides a description of the context where the study took place as well 

as the main characteristics of the learners that participated in the study. Furthermore, 

this section describes research procedures such as the selection of listening 

materials, tasks design, data collection instruments and methods employed to 

analyse the information provided by participants. 

 

The inquiry constitutes a qualitative research study whose objective is “to 

understand human and social behaviour as it is lived by participants in a particular 

social setting” (Ary, Cheser Jacobs & Razavieh, 1990: 445). Research was completed 

by means of an exploratory case study which seeks “to discover theory by directly 

observing a social phenomenon in its raw form” (Bassey, 1999). Given that factors 

such as accent familiarity - acquaintance with particular language varieties-, speed, 

and task design have been reported to influence listening comprehension to variable 

extents in different academic contexts, the present study analyses the possible roles 

of these aspects and additional emerging factors on Mexican university students’ 

basic listening skills. 

 

3.1 Context 

 

The inquiry was carried out in a private Mexican university that offers different studies 

such as Pedagogy, Mechanical Engineering, Accountancy and Physical Education, 

among others. The EFL course selected for research purposes consisted of seven 

sessions that amounted to 30 hours. English classes are part of the syllabus that 

corresponds to the second semester in the Bachelor’s Degree in Pedagogy. Although 

the syllabus originally favoured the development of reading comprehension skills, the 

researcher –who was also responsible for teaching the course- was allowed to 

implement teaching procedures that incorporated writing, speaking and listening 

components, the latter being emphasised for research purposes. 



 
 

 
 

3.2 Research participants 

 

This study was completed with a mixed-gender group of university students, native 

speakers of Spanish, enrolled in the second semester in a private institution in 

Xalapa, Mexico. Participants received English lessons in state secondary schools, 

colleges and during the first semester of their Bachelor’s Degree studies. However, 

students stated that their previous English classes were taught in Spanish and 

therefore, their exposure to academic listening comprehension activities was limited.  

 

Convenience sampling was employed for the selection of participants given that the 

group’s population was considerably homogeneous in terms of English level and prior 

learning experience and owing to the “difficulty of using other samples” (Richards, 

2003: 250). A sample consisting of ten participants, aged 18-25, was selected from 

the group’s population to participate in the study. Even though the same number of 

female and male students was considered for the study, a total of 7 female 

participants and 3 male students were determined as a result of a higher rate of 

absenteeism among the male population.  

 

3.3 Ethical considerations 

 

Prior to the start of the data collection stage, the objectives and implications of the 

project were explained to participants and the academic institution authorities, who 

were permitted to refrain from participating in the research process if they decided so. 

A written informed consent was provided to the institution authorities in order for the 

researcher to gain entry (See Appendix A). Similarly, a written consent was requested 

with the purpose of entitling participants and their data with confidentiality (See 

Appendix B). With respect to questionnaires and interviews, respondent validation 

was provided. Students were allowed to read their interviews transcripts and 

questionnaires in order to verify and edit the information they desired to be included in 

the study. 

 



 
 

 
 

3.4 Research procedures 

 

The implementation of listening tasks required different procedures such as the 

selection of listening materials and the design of activities.  With regard to the use of 

audio materials, research incorporated recorded authentic and non-authentic 

discourse that exhibited different native and non-native accents. 

 

3. 4. 1 The employed English varieties 

 

The native varieties selected for this research project were the Standard American 

Accent and the Standard Southern English accent, frequently referred to as British 

English and Received Pronunciation or RP. Nonetheless, the designation British 

English represents a misnomer in that it may encompass a wide diversity of accents 

located in the United Kingdom (Roach, 1998). Similarly, the term Received 

Pronunciation may be controversial given that it may lead to the perception that the 

accent constitutes a “superior or more pleasant-sounding English variety” (Roach, 

1998: 5). Consequently, the term Standard Southern English accent will be employed 

in this study. 

 

Even though the perception that these varieties represent the optimal dialects 

for English teaching purposes is in decline (Farrell & Martin, 2009), their employment 

is still a frequent practice in numerous contexts (Roach, 1998; Liao & Hu, 2016). 

Differences in spelling, vocabulary and pronunciation exhibited by these dialects were 

introduced prior to the implementation of listening activities in order to facilitate their 

recognition.  

  

With respect to non-native English varieties, Mexican accents, which included 

the researcher’s and the participants’ accent, were incorporated in the study with the 

purpose of exploring the effects of interlanguage match in which “listeners and 

speakers share the same accent and mother tongue” (Hardman, 2014: 242).  

Additionally Russian and Chinese accents were included for research purposes. 



 
 

 
 

These varieties were selected as a result of their availability given that they 

represented the most frequent non-native accents featured in the employed listening 

materials. Audio materials that exhibited these accents were introduced in every 

lesson with the aim of permitting students to become aware of some of the diverse 

English varieties to which they may be exposed during their learning process.  

 

3.4.2 The selected listening materials 

 

In view of listening authentic materials exhibiting spoken language features such as 

higher speed, connected speech and different intonation patterns and owing to the 

basic level of participants, the majority of materials employed during lessons featured 

non-authentic discourse. Activities that involved the use of these materials were 

implemented with the aim of permitting students to identify English pronunciation and 

become acquainted with spoken English and listening comprehension tasks. 

Nevertheless, authentic materials were also included in order to allow students to be 

introduced to language in its naturally-occurring context and to assess the 

appropriateness of these materials for listening comprehension purposes.  

 

Even though the majority of aural materials were obtained from different 

internet sources, the researcher also made use of listening resources available in the 

2007 Upstream Beginner, Student’s Book by Virginia Evans and Jenny Dooley.  

 

3.4.3 The design of listening activities 

 

Tasks employed to assess listening progress were designed by means of the 

subsequent criteria: 

 

The listening processing models: activities that allowed the practice of bottom-

up, top-down and interactive processing were included in the study. However, on 

account of students’ basic English level, the majority of the initial tasks concerned the 



 
 

 
 

bottom-up approach and constituted non-reciprocal tasks given that interaction 

between listeners and speakers was not involved (Ellis, 2003). 

 

The expected listening performance: while-listening activities suggested by 

different researchers (Ur, 1984; Underwood, 1989; Flowerdew & Miller, 2005; Brown, 

2007; Lynch, 2009) were implemented and adapted during the study. The subsequent 

tasks were incorporated to monitor listening performance. 

 

Bottom-up tasks 

 

These activities were implemented to allow students to recognise isolated language 

elements and included (See Appendix C): 

 

Multiple-choice activities: these tasks were incorporated to examine students’ 

ability to identify phonemes and lexical components. After listening to the input, 

learners were requested to select the correct options in each item. Since the objective 

of this type of activities is the recognition of isolated language elements, multiple-

choice exercises are considered as discrete-point approach activities (Flowerdew & 

Miller, 2005). 

 

Fill-in the gaps: also known as text completion (Underwood, 1989: 65), these 

activities require students to listen and write the missing words in the corresponding 

spaces. Gap-filling exercises are regarded as integrative tasks given that, in addition 

to listening abilities, they entail the use of additional linguistic skills, writing practice in 

this case (Flowerdew & Miller, 2005). 

 

Aural clozes or listening cloze tests: these activities consist in “written 

passages given to learners with words deleted at regular or irregular intervals” (Ur, 

1984: 83). Similarly to fill-in the gaps activities, aural clozes represent integrative 

tasks in that a writing component is involved. However, unlike gap-filling tasks, clozes 

provided students with a list of vocabulary items that were removed from the 



 
 

 
 

paragraphs, which allowed participants to identify the words before completing the 

text. 

  

Top-down tasks 

 

These activities served the purpose of enabling students to recognise spoken 

language messages (See Appendix D). 

 

Picture identification: after listening to short descriptions, participants were 

required to select the corresponding pictures.   

 

Open questions: students answered some questions based on short talks.  

 

Interactive tasks 

 

These tasks were implemented with the aim of allowing students to listen to live 

spoken discourse instead of recorded speech (See Appendix E). Moreover, 

interactive activities enabled participants to engage in basic conversations by means 

of basic comprehension questions (I am sorry. Can you repeat that, please? Can you 

say that again, please, etc.). 

 

Dictations:  In addition to enhancing the integration of listening and writing 

skills (Flowerdew & Miller, 2005), these activities involved the use of spoken language 

to negotiate meaning (Lynch, 2009) and therefore, they represent the only interactive 

processing tasks that were included during the study. Although the initial dictations 

required students to write letters and words dictated by the researcher, alternative 

exercises included the following: 

 

Mutual dictations: this type of activities enabled learners to dictate and write a 

set of three sentences previously prepared by the researcher. Consequently, this task 



 
 

 
 

allowed participants to be exposed to their classmates’ accents and engage in 

interaction.  

 

Picture dictations: students were required to listen to a short description read 

by the researcher and draw the pictures that illustrated the sequence.  

 

In addition to the analysis of listening materials and while-listening activities, 

the researcher incorporated pre-listening tasks which served the purposes of 

introducing students to the learning contents and the listening activities. The study 

also implemented post-listening tasks which were employed to provide appropriate 

feedback and address possible difficulties.   

 

3.5 Data collection methods 

 

Owing to the nature of the project, different methods were used to collect and 

interpret data. The selected instruments were open-ended questionnaires, semi-

structured interviews and students’ portfolios of activities. 

 

3.5.1 Open-ended questionnaires 

 

An open-ended questionnaire can be described as a method where  

a series of questions, statements or items are presented and the 
respondents are asked to answer, respond or to comment in a way that 
they think best. The questionnaire does not presuppose the nature of 
the responses. 

(Cohen, Manion & Morrison, 2007: 321) 

 

Open-ended questionnaires were administered to students at the beginning of 

the course (See Appendix F). The questionnaires were designed with the aim of 

identifying students’ prior English learning experiences, linguistic needs and 

expectations concerning the second semester EFL course. Findings indicated that 

participants’ previous lessons incorporated a limited number of listening tasks in 



 
 

 
 

comparison with the larger number of reading, writing and speaking activities. With 

respect to learning expectations, questionnaire findings indicated that being able to 

understand spoken English constituted participants’ main objective. Consequently, 

the development of listening comprehension skills was prioritised by the researcher 

who was also in charge of teaching the EFL course.  

 

Questionnaires were also administered after each lesson and at the conclusion 

of the English course to allow students to express their opinions concerning the 

different activities and materials employed for listening purposes (See Appendices G 

and H). The written data were compared to the information provided in semi-

structured interviews and the results obtained from portfolios of activities.  

 

3.5.2 Semi-structured interviews 

 

Semi-structured interviews are research methods where  

The interviewer develops and uses an interview guide, a list of questions 
and topics that need to be covered during the conversation, usually in a 
particular order. The interviewer follows the guide, but is able to follow 
topical trajectories in the conversation that may stray from the guide 
when he or she feels this is appropriate. 

(Cohen & Crabtree, 2006: 1) 

 

  A semi-structured interview was scheduled at the completion of the course to 

gather further data concerning the listening lessons (See Appendix I). The interview 

design was particularly concerned with participants’ opinions as regards the EFL 

course, the listening activities and the aural materials as well as students’ perceptions 

of their own progress. Owing to students’ basic English level, interviews and 

questionnaires were completed in Spanish. With the aim of enhancing participants’ 

confidentiality, pseudonyms were assigned by the researcher. 

 

 

 



 
 

 
 

3.5.3 Portfolios of activities 

 

A portfolio can be defined as “a purposeful collection of students’ work that 

demonstrates students’ efforts, progress and achievements in given areas” (Genesee 

& Upshur, 1996: 99, in Brown, 2007: 475).  

 

With the purpose of examining participants’ listening progress and difficulties 

bottom-up, top-down and interactive tasks were implemented during each lesson 

(See Appendices C-E). Students were provided with two sets of printed activities, one 

of which was submitted to the researcher in order to assess listening performance, 

whereas the second set was kept by the informants with the aim of enabling them to 

monitor their own performance.  

 

3.6 Data analysis methods 

 

The data obtained from open-ended questionnaires and semi-structured interviews 

were analysed and coded as suggested by Richards (2003). Assessment of listening 

performance was, in turn, based on the listening tasks requirements, which can be 

classified as follows (Lynch, 2009): 

 

Selected-response activities, in which students were requested to choose the 

correct answer to each item after listening to the information.  

 

Constructed-response activities, which required participants to write specific 

information.  

 

With respect to constructed-response assessment, spelling mistakes found in 

tasks such as fill-in the gaps and open questions were not taken into consideration for 

the analysis of learners’ listening development. Nevertheless, this type of mistakes 

was considered when assessing dictation activities, given that these tasks allowed 

students to listen to live spoken language and ask for clarification when necessary.  



 
 

 
 

 

After the implementation of each listening task, participants were requested to 

complete open-ended questionnaires in which they expressed their perspectives on 

the activities and reflected on their own listening development. The coding of these 

questionnaires was compared to the coding of the final questionnaire and the semi-

structured interviews (See Appendix J).  

  



 
 

 
 

4. Findings: Factors that influenced university students’ basic listening 

comprehension skills 

 

Findings obtained in this project are based on data collected from open-ended 

questionnaires, semi-structured interviews and students’ portfolios of activities, 

research methods that were used to analyse the influence that specific factors -

English accents, the choice of listening-oriented activities and other related aspects- 

wielded on students’ listening performance and the development of their listening 

comprehension abilities. The analysis of data and the findings serves the purpose of 

providing responses to the main research question how can university students’ basic 

listening comprehension skills be developed? 

 

The following categories emerged from the coding of interviews and 

questionnaires:  

- The influence of the selected language varieties on listening comprehension 

abilities and its corresponding subcategories: the influence of English accents, 

the influence of speed and the effects of lexical differences among Englishes.   

- The influence of tasks on listening comprehension which is, in turn, classified 

into the subsequent categories: the influence of bottom-up tasks, the influence 

of top-down tasks and the influence of interactive tasks. 

- Additional factors that influenced listening comprehension skills, from which 

the following categories emerged: the effects of listening anxiety on listening 

comprehension performance and the impact of topic familiarity on listening 

comprehension development  

 

4.1 The influence of the selected language varieties on listening 

comprehension abilities 

 

This section describes the effects of the selected English varieties on participants’ 

listening comprehension development and addresses the research question what 

results may the use of different English varieties obtain? The data obtained from 



 
 

 
 

portfolios of activities, semi-structured interviews and open-ended questionnaires 

seem to indicate that students’ listening performance was influenced by the language 

varieties employed for task completion. Nevertheless, the impact of these varieties on 

intelligibility was conditioned by the specific characteristics exhibited by the spoken 

discourse employed in the audio materials.  

 

4.1.1 The influence of English accents 

 

The information provided in interviews and questionnaires together with the results 

obtained in portfolios of activities suggest that the employment of diverse English 

accents exerted influence on listening development. However, the effects of accents 

on listening skills were dependent on the specific language varieties used for task 

completion. 

 

4.1.1.1 The influence of native English accents 

 

Tasks that included the Standard American accent provided mostly favourable 

results, irrespective of the characteristics and expected output of the implemented 

activities. Nevertheless, activities that incorporated the Standard Southern English 

accent provided variable results. Bottom-up tasks that required students to identify 

and write specific words yielded the lowest results, whereas tasks in which 

participants were only requested to complete multiple choice activities provided 

higher results. Similarly, top-down activities exhibited mostly positive results. 

 

As stated by some students, exposure to Southern English accents was 

regarded as a factor that caused listening comprehension problems.  

 

Sí se me hacían un poco más difíciles las actividades que tenían un acento 
británico. 
[I did find the activities that featured British accents more difficult.] 



 
 

 
 

(R..07.2016.I:87-88)1 

 
 
This stance is compliant with other students’ opinions. Certain participants 

asserted that completing tasks that featured Standard Southern English accents were 

particularly challenging and hindered intelligibility. 

 
The activity about the teacher who spoke with a British accent was, actually, kind 
of difficult. I couldn’t understand what she was saying. 
[La actividad de la maestra que tenía el acento británico, la verdad, sí me costó 
un poco. No lograba yo entenderla.] 

(M.07.2016.I:93-95) 

 

The different results obtained from the employment of Standard Southern 

English accents in comparison with those of Standard American accents may be due 

to a larger extent of students’ exposure to American accents through the media. This 

parallels previous studies (Adedeji, 2014) that have explored the intelligibility of 

accents spoken in the United Kingdom in non-native speakers of English. 

Consequently, it may be argued that introducing additional English varieties, including 

Southern English accents, may increase learners’ familiarity with different accents 

which can, in turn, benefit the development of listening comprehension abilities.  

 

Although participants’ positive opinions concerning native English accents 

were not frequent, some informants expressed their interest in completing listening 

activities that make use of these varieties.  

 

I would like to complete activities, especially with the audio materials because I 
think it is better to listen to someone whose first language is English. 
[A mí me gustaría volver a hacer actividades especialmente con los audios 
porque siento que sí es mejor escuchar a alguien que tenga el inglés como 
primera lengua.] 

(R.07.2016.I:101-104) 

 

                                                           
1
 Interview extracts contain the following elements: participant’s pseudonym initial, date (month and 

year), I which stands for interview and the interview lines where the extracts can be found. 



 
 

 
 

Moreover, some informants acknowledged that listening to Southern English 

and American accents represents a propitious task for the development of listening 

and speaking skills, which are crucial to take part in the interaction process. 

 

I would like to do listening activities that feature British English or American 
English again to understand them better. I would like to do these activities much 
more because if you find someone, you can talk to him or her and try to 
understand what he or she is saying.  
[Pues me gustaría mucho repetir la actividad de las personas que son de otros 
países que tienen un inglés británico o un inglés americano para poder 
entenderlas mejor. Me gustarían mucho más esas actividades porque así ya tú 
puedes, por ejemplo si te encuentras a alguien, platicar con esa persona y 
tratar de entenderla.] 

(M.07.2016.I:111-117) 

 

This perspective reflects the communicative nature of listening skills, which in 

spite of being mainly concerned with the reception, recognition and interpretation of 

the linguistic input, also entail responding to spoken discourse (Brown, 2007). 

However, it is fundamental to raise students’ awareness of the role that the diverse 

language forms, be they native and non-native, play in international communication 

and therefore, language syllabi should be adapted to enable the inclusion of different 

dialects.  

 

4.1.1.2 The influence of non-native English accents 

 

Similarly to the findings obtained from the inclusion of native varieties, results showed 

that students’ listening comprehension performance was considerably dependent on 

the types of English accents that were employed in the listening activities. Tasks that 

used different Mexican accents –including the researcher’s and informants’ accents- 

allowed participants to complete listening activities successfully and obtain high 

results. The researcher’s accent was employed to complete multiple-choice, fill-in the 

gap and dictation activities. Despite some participants’ undergoing difficulties to 

understand some Mexican accents, particularly the researcher’s speech (F.06.16.Q), 

these language varieties were perceived to have enhanced comprehension, which 

was hindered when other English varieties were used. 



 
 

 
 

 

When we listened to audio materials recorded by you, I could understand what 
was being said, but I couldn’t understand other materials. 
[Cuando nos ponía los audios de usted, a esos sí le entendía, pero a los otros 
no.] 

(V.07.2016.I:31-33) 

 

Participants’ accents were also employed in certain activities –dictation tasks- 

so as to prevent the choice of Mexican accents from being limited to the varieties 

spoken by the researcher and other speakers whose class materials were used and 

adapted in this study. The inclusion of students’ accents for listening comprehension 

purposes was deemed as beneficial in that it increased participants’ abilities to 

understand their classmates’ accents, together with their confidence. 

 

I liked this activity because it helped me relax when I worked with my 
classmates. It was easier to understand. 
[Esta actividad me gustó porque me ayuda a perder el nervio con mis 
compañeros y es más entendible.] 

(L.07.2016.Q)2 

  

Despite the positive findings that arose from the use of Mexican accents, a 

certain number of participants expressed their concern regarding tasks that involved 

listening to other students to perform the required activities. 

 

I didn’t like this activity very much because I couldn’t understand some of the 
words and that made me write the words incorrectly  
[No me agradó mucho, porque no se les entendía algunas palabras y escribías 
mal las palabras]. 

(K.07.2016.Q) 

 

Other participants considered that completing listening activities based on their 

classmates’ accents did not provide considerable benefits owing to students’ 

experiencing difficulties to “pronounce words correctly” (R.07.2016.Q). However, it 

may be asserted that comprehension problems arose from participants’ pronunciation 

difficulties, which occur as a result of their basic English level and their developing 
                                                           
2
 Questionnaires extracts contain these elements: participant’s pseudonym initial, date (month 

and year) and Q, which stands for questionnaire. 



 
 

 
 

speaking skills, instead of being directly caused by their accents. Therefore, it may be 

suggested that, in order to enhance listening comprehension, individuals need to be 

exposed to spoken discourse that is fully developed, a view that is shared by previous 

research concerning the influence that pronunciation exercises on intelligibility 

(Skibdahl & Svensäter, 2012). 

 

Even though participants’ opinions regarding the employment of Mexican 

accents in listening tasks varied significantly, it may be asserted from these findings 

that implementing activities which make use of these accents favours listening 

comprehension on account of their being more familiar to participants than other 

English varieties, which concurs with previous studies (Gass & Varonis, 1996; Gupta, 

2006; Major et al., 2005; Pilus, 2013; Adedeji, 2014; Beinhoff , 2014)  that suggest 

accent familiarity impacts comprehension.  

 

It may be implied that Mexican accents were perceived to be more intelligible 

than other language varieties as a result of interlanguage match, in which “listeners 

and speakers share the same accent and mother tongue” (Hardman, 2014: 242). 

Although the employment of accents shared by listeners and speakers may be 

relevant in intermediate and proficiency levels, it may be argued that their inclusion in 

listening tasks can be particularly favourable in basic language courses. Moreover, 

interlanguage match may be instrumental in listening development given that the 

inclusion of accents that are similar to those pertaining to the listeners can help 

learners become acquainted with listening tasks and allow them to differentiate and 

understand additional language varieties.  

 

Contrary to the favourable results yielded by the inclusion of Mexican accents, 

listening tasks that made use of other non-natives accents provided lower results. 

Although these varieties addressed the same language contents introduced in 

classes, in addition to being incorporated after the completion of listening tasks that 

employed native English dialects and Mexican accents, they constituted a limitation to 



 
 

 
 

participants’ listening comprehension performance, which was reflected on 

informants’ stances regarding these language varieties. 

 

It was more difficult to understand some audio materials that featured foreign 
accents, for example the Chinese teacher.  
[Sólo algunos audios, por ejemplo los que eran con extranjeros como el de la 
maestra china, como que sí se me dificultó más entender lo que decía.] 

(L.07.2016.I:72-74) 

 

The contrasting findings that emerged from the inclusion of these non-native 

accents may have been caused by the differences in pronunciation and intonation 

patterns exhibited by these varieties and to the lesser exposure participants had in 

previous English courses, which echoes Liao and Hu (2016) view that 

  

Among the varieties of English, it is logical to assume that EFL learners may 
have better comprehension of the varieties or accents with which they are familiar 
or which they are taught. 

(Liao & Hu, 2016: 672) 

 

Additionally, informants considered that the employment of non-native English 

accents posed a challenge to listening comprehension and hence, the use of native 

varieties in listening tasks is suggested. 

 

I would like the audio materials to be in British English. I wouldn’t like to listen to 
the materials about the Chinese teacher. It is more difficult to understand what is 
being said because English is not her mother tongue. 
 [Que el audio sea uno de los ingleses. Que no sea el de la maestra china 
porque es más difícil lograr comprender lo que dicen porque no es su idioma 
materno.] 

(L.07.2016.I:93-96) 

 

One of the reasons why certain participants stated that native English accents 

provide more benefits for listening purposes than non-native dialects may be based 

on the opinion that non-native varieties exhibit phonetic patterns that hinder 

comprehension, which concurs with other studies that examined the intelligibility of 

non-native accents on non-native listeners’ comprehension abilities (Beinhoff, 2014). 

Moreover, it can be argued that problems to understand different English varieties 



 
 

 
 

may result from the lack of calibration, “the listener’s ability to make rapid correlations 

between the different sounds of an unfamiliar accent with the sounds of the listener’s 

own accent” (Bross, 1992: 24-65 in Adedeji, 2014: 11). In consequence, it may be 

stated that frequent exposure to other English varieties may facilitate the recognition 

of phonetic patterns which can, in turn, lead to the improvement of listening 

comprehension. 

  

Notwithstanding the comprehension difficulties experienced by numerous 

students when exposed to non-native English accents, some participants commented 

that listening tasks that incorporate diverse varieties provide benefits in that they 

permit learners to identify differences among English accents. 

 

Audio materials are good. By means of them, you learn how to differentiate 
accents, even though I don’t understand them.  
[Los materiales de audio son buenos porque aprendes a escuchar como los 
acentos son diferentes, aunque no les entienda.] 

(S.07.2016.I:48-50) 

 

Similarly, other participants stated that listening to non-native accents offers 

advantages not only to the development of listening comprehension abilities, but also 

to the development of pronunciation skills.  

 

One of the activities that caught my attention was the activity about the Chinese 
teacher which made listening comprehension difficult. However, I found this 
activity interesting to develop pronunciation and listening comprehension.  
[Actividades que recuerdo que me llamaron mucho la atención fue por ejemplo el 
de la maestra asiática, que te confundía un poco en la comprensión auditiva pero 
me pareció interesante para poder desarrollar una buena pronunciación y 
comprensión.] 

(M.07.2016.I:12-17) 

 

Therefore, it may be suggested that the incorporation of different language 

varieties in current teaching methodologies is fundamental not only to enable 

students to develop their listening ability, but also to achieve linguistic competence in 

international settings given that  

 



 
 

 
 

One condition for successful communication is that the listener has had prior 
exposure to a range of non-native accents. This is needed in order to develop a 
tolerance of difference. In all, the point is not to have all the different accents as a 
model; they are just presented in order to teach students to listen flexibly. 

(Jenkin, 2000: 183 in Kivistö, 2005: 19) 

 

Consequently, it may be stated that students who become exposed and 

acquainted with a diversity of language varieties that reflect the global nature of the 

English language are endowed with opportunities to develop their language skills and 

“communicate with a wide range of people” (Underwood, 1989: 105) to a larger extent 

than students whose English learning process is centred upon specific dialects (Ur, 

1984). Furthermore, not only should English learners be encouraged to become 

acquainted with different language varieties with the purpose of developing their 

linguistic competence, but also to prevent prejudice against speakers whose dialects 

differ from the varieties traditionally regarded as optimal. 

 

4.1.2 The influence of speed  

 

In contrast with other studies (Khatib and Reza, 2010; Hayati, 2010), speed appeared 

to constitute an additional feature of speech that influenced listening comprehension 

to a considerable extent. This factor was perceived to hinder intelligibility and 

prompted students to feel confused when completing listening activities. 

 

Some activities were harder for me because some of the listening materials 
were faster than others and that confused me. 
[En algunas sí me costó más porque los audios eran un poquito más rápido que 
otros y me confundían.] 

(L.07.2016.I:18-20) 

 

Moreover, some participants asserted that the difficulty levels of listening tasks 

were influenced by the rates of delivery exhibited by the audio materials instead of 

being caused by the tasks per se.  

I don’t think that certain activities were easier or more difficult than others. I think 
it was sometimes the accent or the speed in the audio materials that made them 
easy or difficult. I didn’t have time to grasp everything.  



 
 

 
 

[No es que unas actividades sean más fáciles o más difíciles si no que a veces 
era el acento más que nada o la rapidez con la que el audio lo decía, pues la 
verdad no me daba tiempo de captar todo.] 

(R.07.2016.I:94-97) 

 

Furthermore, speed was considered to represent an agent that caused certain 

accents to be more intelligible than others. Regarding this, speed rates pertaining to 

native English varieties were perceived to be particularly high and thus, led to 

listening comprehension difficulties. 

 

I think those who are from English-speaking countries speak the language 
naturally and that makes it difficult for us to understand what they say. I found it 
hard because people usually speak slower in other audio materials. I think that 
is what makes the difference, what makes some materials difficult and others 
easier. 
[Siento que los que sí son de allá, como ellos lo hablan así cotidiano como que 
eso a nosotros se nos dificulta. A mí se me dificultó porque normalmente en los 
otros audios sí hablan más lento. Entonces siento que esa es la diferencia de lo 
que dificulta y en los otros audios es más fácil.] 

(D.07.2016.I:74-80) 

 

In spite of students’ basic English level, some participants were able to 

differentiate the Southern English variety from other accents and noted that listening 

to this English variety hindered comprehension as a result of the language speed. 

 

It was a little difficult to complete listening activities that featured British English. 
This accent is very fast. 
[Con las actividades de audio cuando eran de inglés británico, sí se me dificultó 
un poco. Es muy rápido.] 

(M.F.07.2016.I:19-21) 

 

 Given that participants’ stances regarding the correlation between speed and 

listening comprehension echo other perceptions in different EFL contexts (Rost, 

2002; Graham, 2006 in Lynch, 2009), it may be stated that variations in the speed 

rates of spoken discourse can influence learners’ listening comprehension abilities, 

especially in basic language levels. Therefore, lessons should incorporate alternative 

teaching procedures that enable learners to understand speech whose rates of 



 
 

 
 

delivery are considered to be particularly high. Some of such procedures may include 

the teaching of vocabulary items found in the audio materials prior to the 

implementation of listening activities or select shorter stretches of spoken discourse 

for task completion (Lynch, 2009). 

 

4.1.3 The effects of lexical differences among Englishes 

 

Previous research projects have explored the impact of vocabulary knowledge on 

listening comprehension and assert that limited knowledge of lexical items represents 

the “most frequent cause of lack of comprehension” (Kelly, 1991: 147 in Lynch, 2009: 

36). On this regard, some participants considered that variations in terms of lexis 

produced an effect on listening comprehension (M.F.07.2016.I: 19-21). Similarly, 

certain participants commented that completing tasks that featured Standard 

Southern English accents were challenging in that vocabulary variances occurred.  

 

If you listen to American English, you can realise it is very different from British 
English. Then, it becomes a little difficult to understand the British accent 
because it has different words, other verbs that are very different from the verbs 
used in American English. It is actually very difficult for me. 
[Si escuchas un inglés americano es muy diferente al inglés británico y entonces 
como que se te dificulta un poco entender el acento británico porque tiene otras 
palabras, otros verbos muy diferentes al inglés americano y se me dificulta 
mucho la verdad.] 

(M.07.2016.I:99-104) 

 

 Therefore, it may be asserted that aural materials that make use of the 

Standard Southern English accent could lead to listening comprehension difficulties 

not only by virtue of different phonetic or speed patterns, but also owing to lexical 

differences. Thus, it is recommended that, prior to the implementation of listening 

activities that incorporate diverse language varieties, a considerable amount of class 

time be dedicated to the introduction, review and use of vocabulary items that show 

variation among different dialects given that awareness of vocabulary differences can 

increase students’ interest and motivation as well as contributing to the meaningful 



 
 

 
 

development of their listening comprehension skills (Bingol et al., 2014, in Gilakjani & 

Sabouri, 2016). 

 

4.2 The influence of tasks on listening comprehension 

 

This section describes the influence that the implemented listening activities exerted 

on learners’ listening comprehension performance and therefore, it is aimed at the 

research question how can the selected listening activities influence students’ 

listening comprehension skills? 

 

Similarly to the use of different English varieties and audio materials, listening 

tasks constituted a fundamental agent that influenced participants’ development to 

different extents. Nevertheless, the effects of activities on intelligibility were 

considerably dependent on the types of performance required for task completion as 

well as the characteristics of the listening activities. 

 

  4.2.1 The influence of bottom-up tasks 

 

Bottom-up activities were incorporated to enable students to identify language 

elements such as phonemes or vocabulary items. In spite of these tasks requiring 

learners to select or write isolated words, results obtained from portfolios of activities 

were variable which indicated that listening performance was highly conditioned by 

the types of activities together with the English varieties employed in the audio 

materials. 

 

4.2.1.1 Multiple choice tasks 

 

On account of participants’ basic English level, these activities constituted the initial 

listening tasks employed during the implementation of the project. Portfolios of 

activities indicated that the corresponding results were significantly positive and the 

influence of different English varieties on listening performance was found to be 



 
 

 
 

minimal. Consequently, the totality of participants was able to complete the tasks 

successfully which influenced stances regarding these activities.  

 

The activities in which we just had to tick the words we heard in the sentences 
were easier for me. 
[Las actividades de los enunciados en los que sólo teníamos que palomear lo 
que escucháramos me parecieron más fáciles.] 

(L.07.2016.I:67-69) 

 

Moreover, multiple choice tasks were also perceived to be meaningful to learn 

English spelling and enhance word recognition.  

 
These activities helped me memorise spelling. 
[Estas actividades me ayudaron mucho a memorizar la forma de escribir.]  

(V.23.07.2016.Q) 

 

Multiple-choice activities may present limited challenges and thus, benefit 

listening comprehension in that they allow students to preview items prior to the 

listening practice which reduces the stress caused by hearing unfamiliar information, 

permits learners to review class contents and prevents them from possible 

distractions (Underwood, 1989, in Hemmati & Ghaderi, 2014). Hence, the use of 

multiple choice tasks may be recommended during the initial implementation of 

listening components, especially in basic language levels.  

 

Nonetheless, the application of multiple-choice exercises in the assessment of 

listening comprehension abilities should be treated with caution in that favourable 

scores may be obtained as a result of chance factors instead of discourse 

understanding (Rost, 1990). In view of this, alternative tasks should be implemented 

to provide learners and teachers with a more comprehensive panorama of listening 

progress and difficulties.    

 

 

 

 



 
 

 
 

4.2.1.2 Cloze tests 

 

These tasks obtained mixed results, irrespective of the employed accents and 

listening materials. Even though initial activities were completed favourably by the 

majority of students, tasks incorporated during the subsequent stages of the study 

provided markedly low scores. Consequently, some participants regarded cloze tests 

as challenging tasks that, owing to the large number of options to be selected, led to 

confusion. 

 

These activities confused me because of the so many options we had and the 
limited space we had in each gap. 
[A veces me confundía con tantas opciones y por el poco espacio que es para 
cada actividad.] 

(L.07.2016.Q) 

 

With respect to this disadvantage, Underwood (1989) notes that, with the aim 

of enhancing task success, it is recommended that a considerable amount of time be 

dedicated to allow students to skim the text prior to the completion of the activity. 

Additionally, the number of spaces to be completed should be reasonable and if 

necessary, learners should be helped to complete some of the items. 

 

Other students, however, stated that the difficulty of some cloze test activities 

was caused by the listening materials speed rate which prevented these participants 

to complete the task successfully.  

 
The last listening activity was very fast and I couldn’t complete everything well. 
It was about housework. It was like a description of a housewife’s routine. She 
explained what she did. The audio was very fast and we had to fill in some 
blanks. 
[La última que nos puso del audio fue muy rápida y no logré completar todo 
bien. Era de los trabajos del hogar. Era como una rutina de una ama de casa e 
iban a explicando qué es lo que hacía y como iba muy rápido tenías que llenar 
unos espacios.]  

(M.F.07.2016.I:73-77) 

 



 
 

 
 

Some informants, in turn, expressed that task completion was hindered by 

students’ problems to identify the pronunciation of vocabulary items present in the 

activity.  

 

We had to complete a text with Sophia’s activities in the last task. She said 
some words that I hadn’t heard before so, I didn’t know who they were 
pronounced. You explained those words but I didn’t attend one of the lessons. 
She said the words and they were in the text, but I couldn’t identify them.  
[En la última actividad había que completar un texto con lo que hacía Sofía, 
pero como decía palabras que no había escuchado, no sabía cómo se 
pronuncia. Usted las explicó, pero yo falté a una clase. Decían las palabras y 
estaban en el texto pero yo no las podía reconocer.] 

(S.07.2016.I:88-93) 

 

Given the difficulties listening cloze tests may present to learners whose 

language abilities are basic, the use of the tasks in question appears to be more 

suitable in intermediate and advanced levels. Nevertheless, the inclusion of these 

activities in basic levels may be propitious if relevant guidance is provided to students 

during task implementation.  

 

4.2.1.3 Fill-in the gaps  

 

These activities provided mixed results which were significantly influenced by the type 

of accent used for task completion. Fill-in the gap exercises that involved the use of 

Mexican and American accents exhibited favourable results and reported a scant 

number of participants’ mistakes. In contrast, activities that were completed by means 

of Standard Southern English accents showed lower results. Similarly, tasks that 

incorporated Chinese and Russian accents were perceived to be notoriously 

challenging for students and hindered comprehension to a considerable extent in the 

majority of cases.  

 

Despite this apparent drawback, participants’ stances concerning the 

employment of fill-in the gap tasks varied significantly. Although some informants 

regarded these activities as “the most difficult listening tasks” (R.07.2016.Q), other 



 
 

 
 

participants considered that gap-filling exercises permitted students to “improve their 

comprehension” (M.07.2016.Q), increased their ability to “remember information” 

(D.07.2016.Q) and were deemed beneficial to identify specific vocabulary items.  

 

I liked this activity because it made it possible to identify some words. 
[Esta actividad me gustó porque así puedes identificar bien algunas palabras.] 

(K.07.2016.Q) 

 

The different results exhibited by cloze tests and fill-in the gaps exercises, in 

comparison with those concerning multiple choice tasks, may be due to the purposes 

of the former activities which seek to integrate listening and writing skills. Hence, with 

the aim of preventing students to become overburden, it is advisable that the amount 

of tasks that incorporate listening and writing practice be limited, especially in basic 

levels (Scrivener, 2011). 

 

4.2.2 The influence of top-down tasks 

 

Top-down activities were aimed at the development of students’ abilities to 

understand spoken messages and therefore, they required participants to listen to 

longer stretches of discourse. Nevertheless, portfolios of activities indicated that these 

tasks allowed students to obtain better results than those provided by bottom-up 

tasks, irrespective of the employed English varieties and listening materials. 

 

4.2.2.1 Picture recognition 

 

These multiple choice activities required students to listen to daily routines 

descriptions and select the images that corresponded to each account.  Picture 

recognition exercises represented some of the most successful listening 

comprehension activities given that participants encountered minimal difficulties 

during task completion.  

 



 
 

 
 

Stances concerning these activities were predominantly positive in that picture 

recognition tasks were deemed easier than other listening activities such as cloze 

tests or fill-in the gaps.  

 

Those activities in which we just had to tick or cross out the pictures were 
easier. It was more difficult to complete conversations.  
[Una actividad en donde nada más venían las imágenes y tenías que 
palomear o tachar. Ésas estuvieron más fáciles. Bueno se me hacían más 
difíciles en las que tenías que completar la conversación.] 

(R.07.2016.I:81-85) 

 

On this regard, picture recognition tasks may present fewer difficulties than 

activities that incorporate writing given that the inclusion of visual aids permits 

students to concentrate on the listening process and prevents the distraction caused 

by the need to write words and engage in listen at the same time (Ur, 1984). 

 

Similarly, some informants stated that the use of visual aids increased their 

interest in the activities and enhanced the identification of spoken messages. 

 

These activities were more interesting in my opinion because, by means of the 
pictures, it became easier to identify the actions. 
[Me pareció más interesante porque a través de las imágenes es más fácil 
identificar las acciones.]  

(L.07.2016.Q) 

 

Regarding this attribute, Underwood (1989) notes that the inclusion of visual 

materials in listening tasks can be significant in that relevant pictures may allow 

students to direct their attention to the topics and activities. 

 

In addition to these advantages, the employment of visual materials in listening 

comprehension activities was considered productive since images enhanced the 

activation of schemata. 

 

What drew my attention the most about these activities were the drawings. If 
you look at a picture, you can remember everything else. 



 
 

 
 

[Lo que más me llamó la atención de estas actividades fueron los dibujos. 
Porque ves un dibujo y de ahí te vas a acordar de todo lo demás.] 

(M.F.07.2016.I:45-47) 

 

This stance is compliant with other studies (Wolff, 1987), which seem to 

indicate that not only does the incorporation of drawings facilitates the recalling of 

information, but may also be especially advantageous for listening tasks whose 

discourse is “linguistically demanding” ( Wolff, 1987 in Lynch, 2009: 46).  

 

Given that the implementation of pictures recognition exercises appears to be 

particularly useful in top-down processing, the employment of these tasks should be 

considered for the teaching and assessment of listening comprehension abilities in 

different linguistic levels.  

 

4.2.2.2 Open questions 

 

These tasks were incorporated with the purpose of allowing students to summarise 

information found in spoken discourse. Even though these tasks results were slightly 

lower than those obtained in picture recognition activities, open questions were 

completed successfully by the majority of participants who expressed that these 

listening exercises did not exhibit a large number of difficulties. 

 

I liked these activities. It was kind of easy to answer the questions. 
[Estas actividades me gustaron. Se me hizo un poco fácil responder las 
preguntas.] 

(K.07.2016.Q) 

 

Other participants asserted that responding open questions increased their 

attention (Verónica/open-ended questionnaire/02/07/2016) and provided relevant 

practice to enhance comprehension. 

 

The last activity was a little confusing, but if we listen to it on additional times 
and little by little, we can remember the information. 



 
 

 
 

[Por ejemplo esta última actividad que nos puso estaba un poco enredada, 
pero así como nos la va repitiendo poco a poco y pausando se te va quedando 
un poco más la información.]  

(M.07.2016.I:62-65) 

 

These benefits may have been derived from these tasks given that open 

questions are deemed as useful devices that can be employed to “guide selective 

listening and assist listeners in representations of text segments particularly when 

they are presented in advanced” (Rost, 1990: 166). 

 

Despite the advantages of open questions, some students expressed their 

concern regarding these activities since the high rates of delivery exhibited by some 

audio materials were perceived to hinder comprehension. 

 

Some of these activities were difficult because of the types of listening 
materials. Some of these materials were too fast and difficult to understand. 
[Algunas eran difíciles por el tipo de audios porque algunos eran demasiado 
rápidos y poco entendibles.] 

(L.07.2016.Q) 

 

Even though the aforementioned stance is mainly concerned with the 

difficulties presented by the audio materials employed for task completion, it is 

suggested that the use of open questions for listening purposes, irrespective of the 

students’ language level, should be carefully planned and monitored since “the 

appropriateness of questions will depend on text type, content, and organization, as 

well as on learner needs and abilities.” (Rost, 1990: 168).  

 

4.2.3 The influence of interactive tasks 

 

In contrast with bottom-up and top-down activities, which required participants to 

listening to recorded materials, interactive tasks were implemented with the purpose 

of examining students’ abilities to understand live spoken discourse and negotiate 

meaning by employing basic questions. Similarly to top-down activities, the 

implementation of interactive tasks provided significantly positive results. However, on 



 
 

 
 

account of participants’ English level and the nature of these activities which also 

integrated writing skills, interactive tasks were only incorporated during the 

intermediate and concluding stages of research. 

 

4.2.3.1 Dictations 

 

In order to complete the activities, students were requested to listen to the researcher 

dictate words and sentences based on the class contents. Results showed that 

participants encountered few difficulties during completion of the tasks which were 

deemed as beneficial to become acquainted with the researcher’s accent and 

improve listening comprehension, a view echoed by previous studies (Celce-Murcia, 

1996; Kenworthy, 1990, in Flowerdew & Miller, 2005).  

 

I liked this activity because we learned how to listen to and understand his 
accent. 
[Me agradó porque aprendemos a escuchar su acento y tenemos una mejor 
comprensión.] 

(M.07.2016.Q) 

 

Moreover, other informants expressed their interest in dictation activities which 

were considered relevant not only to the development of listening comprehension 

skills, but also to orthography learning.  

 

I liked these activities because they helped me learn how to write the words 
and understand them. 
[Me gustó porque así aprendes a escribir las palabras y a entenderlas.] 

(K.07.2016.Q) 

 

This perspective is shared by Alkire (2002, in Kavaliauskiene & Darginaviciene, 

2009), who also regards dictations as meaningful resources that allow teachers to 

analyse and address students’ grammatical needs. Owing to these advantages, the 

use of dictations for English teaching purposes may be beneficial not only to the 

development and practice of listening comprehension abilities, but also to 



 
 

 
 

reinforcement of writing and reading skills and the teaching of grammatical and lexical 

components in different language levels.  

 

4.2.3.2 Mutual dictations 

 

Mutual dictations allowed students to take part in pair-work and engage in the 

interaction process at a basic level. Participants’ stances concerning these tasks were 

considerably positive in that mutual dictations were regarded as useful activities to 

develop confidence.  

  

These dictation activities were important to ease our worries about talking to 
other people. 
[Estos dictados son importantes para perder el miedo de hablar con otro.] 

(M.07.2016.Q) 

 

In addition to enhancing interaction, the employment of these activities was 

considered to be instrumental for peer-review which allows participants to monitor 

their own listening comprehension development. 

 

I liked this task because it is a way of interacting and it helps us find out if our 
classmates and we understood it in the same way. 
[Me gustó ya que es una forma de interactuar y te das cuenta de cómo lo 
entiende el compañero. Si lo entendimos igual.] 

(D.07.2016.Q) 

 

With respect to the attributes of mutual dictations, not only do these tasks 

“stimulate cooperation among learners but also provide students with a given degree 

of control over an exercise” (Davis & Rinvolucri, 1988: 60). Hence, aside from the 

applications of these activities for the practice and assessment of listening abilities, 

the incorporation of mutual dictations may be propitious to develop speaking skills, 

enhance cooperative learning and allow students to guide their learning process to a 

larger extent.   

  

 



 
 

 
 

4.2.3.3 Picture dictations 

 

In contrast with the previously mentioned tasks, these activities did not involve writing 

skills, but the drawing of pictures that represented the sentences dictated by the 

researcher. Although some informants regarded picture dictations as “complicated 

tasks” (M.07.2016.Q), the majority of participants expressed favourable opinions 

regarding these activities, which represented a “change with respect to other listening 

exercises” (S.07.2016.Q). 

 

Additionally, picture dictation tasks were considered to be productive for 

listening comprehension purposes since completion of drawings increased students’ 

concentration. 

 

This kind of activities helped me focus my attention to draw correctly. 
[En este tipo de actividades las imágenes me ayudaron a ponerme más atenta 
para poder dibujar correctamente.] 

(V.07.2016.Q) 

 

Even though the implementation of picture dictations is especially advisable for 

young learners or students at basic language levels (Ur, 1984), the aforementioned 

stances appear to suggest that this type of activities may allow learners to increase 

their interest and attention during listening tasks, factors that are essential to improve 

listening comprehension (Underwood, 1989). Consequently, the incorporation of 

these tasks should be encouraged during the practice and evaluation of listening 

comprehension skills.  

 

In addition to the design and employment of listening tasks, it may be asserted 

that listening development and learning autonomy can be promoted by means of 

specific strategy training that includes: 

 

Bottom-up strategies: listening for specific details, recognising cognates 
and identifying word-order patterns, among others. 
 



 
 

 
 

Top-down strategies: listening for the main idea, predicting, inferring and 
summarising.  

(Hedge, 2007 in Azevedo & Buchweitz, 2015: 42) 

 

 Nevertheless, it may also be suggested that strategy instruction be provided 

only when students have become acquainted with listening activities and have been 

able to identify some of their difficulties when completing tasks. 

 

4.3 Additional factors that influenced listening comprehension skills 

 

This section provides a description of other aspects that emerged from the analysis of 

questionnaires, interviews and portfolios of activities which impacted the development 

of listening comprehension skills. The section addresses the question what additional 

factors play a role in the development of listening comprehension skills? 

Although some of these aspects were related to the listening activities and the 

lessons contents, others were influenced by the emotions experienced by students 

during the implementation of listening tasks.  

 

4.3.1 The impact of topic familiarity on listening comprehension 

development 

 

Acquaintance with lesson contents is an essential element to task completion, 

irrespective of the language skill. This construct represented one of the factors that 

exerted influence on listening comprehension development given that some 

participants acknowledged topic familiarity to determine the difficulty level of the 

listening tasks.  

 

First, what makes an activity easy or difficult is the topic. We started with easy 
topics and then we continued with more advanced topics. 
[Lo primero que hace que una actividad sea fácil o difícil es el tema. 
Empezamos con temas fáciles y fuimos avanzando.] 

(R.07.2016.I:93-94) 

 



 
 

 
 

Students at beginning language levels may experience comprehension 

problems when taking part in listening tasks owing to their limited abilities to “take in 

and retain new words, structures and concepts” (Brown, 2007: 112). Thus, it is 

suggested that prior to the implementation of listening exercises, familiarity with class 

contents be enhanced by means of different teaching procedures such as lesson 

reviews and the incorporation of grammatical and lexical drills.  

 

In addition to its significance in task difficulty, topic familiarity was considered 

to be essential to facilitate intelligibility when difficulties arose owing to the high speed 

rates in some listening materials. 

 
I could only recognise the words or expressions that I already knew because 
you had already taught us the list of verbs. I couldn’t identify any other words. I 
could understand a few words, but the audio materials were too fast and I 
couldn’t understand what was being said. I could only identify what we had 
already learnt in class. 
[Nada más las acciones o las palabras que ya sabía porque nos había 
enseñado la lista de verbos porque a las otras no las llegaba a entender. Una 
que otra sí la entendía, pero como hablaban muy rápido, no sabía que decían. 
Entonces nada más las identificaba por algo que ya habíamos visto que yo ya 
había escuchado que usted decía.] 

(S.07.2016.I:59-65) 

 

Given that familiarity with the class contents seems to be meaningful to 

facilitate task completion, discourse understanding and therefore, may contribute to 

the development of listening comprehension abilities, a perspective shared by other 

studies, (Zohrabi, M., Farrohhi, F., & Ravasani, S., 2014; Othman & Vanathas, 2017), 

it is suggested that relevant pre-listening and post-listening activities be implemented 

to review lessons, particularly those grammatical and lexical components that may be 

deemed as challenging.  

 

4.3.2 The effects of listening anxiety on listening comprehension 

performance 

 

Foreign language anxiety may originate from learners’ limited knowledge (Gardner & 

MacIyntire, 1993 in Reza, 2016). During the implementation of the study, some 



 
 

 
 

participants expressed having experienced pressure to complete the listening tasks 

which led to comprehension problems and required students to listen to the audio 

materials on additional occasions. 

 

I felt kind of stressed out because I had to hurry to finish the activity. I missed 
some of the items and I had to listen to the audio materials again. 
[A la vez me sentí medio presionado porque como me tengo que apurar a 
contestarlas se me van algunas y tengo que repetir.] 

(F.07.2016.I:19-21) 

 

As stated by other informants, listening anxiety was also prompted by the 

exposure to unfamiliar English varieties which hindered comprehension.  

 

Sometimes the accent varies. That made me feel stressed out because I 
couldn’t understand the conversations. 
[A veces por el tono o distinta lengua sí varía y me ponía un poco estresada 
porque no le entendía.]  

(M.07.2016.I:15-16) 

 

Since anxiety appears to exert notorious influence on intelligibility (Golchi, 

2012; Reza, 2016), different procedures need to be implemented in order to allow 

listeners to reduce the effects of this affective factor. Although stress caused by the 

difficulty of listening tasks and audio materials may be decreased by providing 

guidance to learners and introducing them to different “varieties of speech”, 

(Underwood, 1989: 105), or permitting learners to become acquainted with task 

instructions and formats (Joiner, 1986 in Lynch, 2009), students may also be assisted 

in managing listening anxiety by developing specific strategies that enable them to 

improve their performance (Lynch, 2009; Reza, 2016).  

 

These strategies can be classified as follows: 

 

Metacognitive strategies, which include “planning, checking, monitoring, 

selecting, revising and evaluating, among others” (Vandergrift, 1999 in Golchi, 2012: 

117). 

 



 
 

 
 

Cognitive strategies, such as “elaboration, grouping, making inferences and 

summarising information” (Chamot et al., 1996 in Kalantarian, 2016: 14). 

 

Social-affective strategies “for questioning, cooperating and self-talk” (Chamot 

et al., 1996 in Kalantarian, 2016: 14).  

 

Although the implementation of listening strategies seems to be advisable in 

intermediate and advanced language levels, it is suggested that their use in basic 

courses be treated with caution given that learners may require additional guidance 

and monitoring to become familiarised with them and employ them appropriately. 

 

It may also be argued that in order to understand the correlation between 

anxiety and listening comprehension to a larger extent, research should not only 

examine the influence of teaching-related factors but also the effects of students’ 

emotional dimensions on language learning and listening development.  

 

  



 
 

 
 

4. Conclusions 

 

This study was completed with the purpose of examining the influence that specific 

aspects such as native, non-native English accents, listening tasks and additional 

emerging factors exerted on the development of listening comprehension abilities of 

Mexican university students at a basic English level.   

 

Similarly to other studies (Pilus, 2013; Adedeji, 2014), this research project 

suggests that accent familiarity constitutes a factor that exerts a marked influence on 

students’ listening development given that the incorporation of Mexican accents 

allowed participants to complete the totality of listening tasks successfully. The 

favourable results obtained as a result of the employment of these accents may have 

been influenced by interlanguage match, which prevented participants from 

encountering significant intelligibility difficulties. Furthermore, the use of American 

accents appears to have presented a scant number of comprehension difficulties, 

presumably owing to a larger extent of students’ exposure to the American media.  

 

Nevertheless, exposure to other English varieties seems to have hindered 

intelligibility to different extents. Audio materials that featured Southern English 

accents were perceived to impact comprehension negatively during the completion of 

bottom-up tasks such as cloze tests and fill-in the gaps activities. However, the 

employment of these English varieties in multiple choice activities and top-down tasks 

does not appear to have affected listening performance considerably. 

 

In contrast, the inclusion of Chinese and Russian accents was reported to 

wield a notoriously negative influence on listening comprehension irrespective of the 

implemented tasks. The lower results obtained as a result of the exposure to 

Southern English, Chinese and Russian accents in comparison with those provided 

by Mexican and American accents may have originated from learners’ lack of 

calibration which requires correlating the phonemes of unfamiliar accents with the 

sounds of listeners’ first language (Bross, 1992 in Adedeji, 2014). 



 
 

 
 

 

Even though the effects of accent familiarity on intelligibility appear to be 

considerably dependent on the listeners’ backgrounds and learning contexts (Pilus, 

2013; Adedeji, 2014; Beinhoff, 2014; Hardman, 2014; Liao and Hu, 2016) and 

therefore, the correlation between these factors has not been completely determined, 

it may be asserted that introducing additional English accents aside from Standard 

Southern English and American varieties may enable learners to understand a wider 

diversity of native and non-native speakers. Given the increase in the number of 

English speakers, particularly in the expanding circle countries (Farrell & Martin, 

2009), the development of this ability seems to be fundamental to enhance 

communication in international contexts. Consequently, it may be stated that the 

practice and assessment of listening comprehension skills should not only incorporate 

audio materials that feature different dialects, but also spoken discourse employed for 

pedagogical and non-pedagogical purposes.  

 

Similarly to the influence of English accents, speed represented an additional 

language feature that produced effects on students’ listening comprehension skills. 

The rates of delivery of native English varieties, Southern English accents in 

particular, were considered to be high and therefore, limited participants’ listening 

performance in specific tasks such as cloze tests and gap-filling exercises. These 

findings contrast with the results obtained in other studies (Khatib and Reza, 2010; 

Hayati, 2010) which indicated that changes in speed rates did not influence listening 

comprehension to a significant extent. Given that high speed rates may principally 

affect basic level learners’ comprehension skills, academic procedures such as the 

teaching of relevant vocabulary and the use of shorter stretches of discourse should 

be implemented to assist students.  

 

An additional feature of spoken discourse that played an important role in the 

development of listening comprehension skills was the lexical variation found in the 

employed native English dialects, Standard Southern English and Standard American 

varieties. Consequently, it is recommended that prior to the incorporation of listening 



 
 

 
 

materials that exhibit diverse English varieties, students be introduced to pre-listening 

tasks which address the most significant lexical differences among the employed 

dialects.  

 

Regarding the influence of listening tasks on comprehension, it can be stated 

that multiple-choice activities provided significantly positive results since participants 

were only required to identify isolated phonemes and words in sentences and 

therefore did not involve the use of additional linguistic skills, except for reading. 

Nevertheless, it may also be suggested that these exercises be administered 

carefully when assessing listening abilities given that chance factors rather than 

actual comprehension may enhance task completion (Rost, 1990). 

 

Other bottom-up activities such as fill-in the gaps and cloze tests seem to have 

constituted a difficulty for listening performance as a result of their particular formats 

and purposes which required students to complete the selected texts with specific 

words. These tasks may be particularly challenging for the assessment of listening 

comprehension abilities in basic language levels since they involve the knowledge of 

spelling and the employment of writing skills (Flowerdew & Miller, 2005) which may 

also need to be developed. 

 

In contrast with bottom-up activities, top-down and interactive tasks appear to 

have presented a considerably limited number of difficulties for participants who were 

able to complete the exercises successfully. The employment of picture recognition 

tasks was perceived to be meaningful to the development of top-down processing 

given that the inclusion of visual aids seemed to increase students’ concentration 

(Underwood, 1989) together with their ability to recall information (Wolff, 1987 in 

Lynch, 2009). The incorporation of open questions, in turn, may have provided 

favourable results to the development of listening comprehension skills given that 

they guide selective listening and permit students to activate their schemata (Rost, 

1990). 

 



 
 

 
 

With respect to interactive tasks, the use of live spoken discourse and Mexican 

accents by the researcher and the students seems to represent one of the principal 

factors that facilitated task completion. Similarly, the employment of basic questions 

and expressions to negotiate meaning in the different dictation activities may have 

enhanced clarification and permitted speed to be reduced, procedures that are not 

feasible when recorded materials are used and which impact intelligibility 

(Underwood, 1989). Additionally, the use of drawings in picture dictation tasks 

appears to have been productive for listening comprehension since these activities 

can increase participants’ interest and concentration.  

 

In addition to the influence of English varieties, audio materials and listening 

tasks, research was also concerned with the analysis of other factors that impacted 

students’ listening comprehension abilities. Similarly to previous studies (Zohrabi, 

Farrohhi & Ravasani, 2014; Othman & Vanathas, 2017), findings suggest that lack of 

topic familiarity constituted an additional aspect that hindered comprehension. In a 

similar fashion, acquaintance with grammatical and lexical components was reported 

to facilitate input recognition when participants were exposed to discourse that 

exhibited high speed rates. Consequently, it may be asserted that in order to enhance 

listening comprehension, topic familiarity should be promoted by means of 

appropriate activities that enable learners to review lesson components.  

 

Additionally, listening anxiety appears to be another agent that prompted 

comprehension difficulties which parallels other studies (Golchi, 2012; Reza, 2016). 

Although anxiety can be caused by numerous factors, findings seem to indicate that 

task completion and exposure to unfamiliar English varieties led participants to 

undergo feelings of frustration. Therefore, it is recommended that students be 

provided with relevant listening techniques, strategies and assistance to overcome 

the negative effects of this feeling.   

 

Even though this project has explored specific aspects that have influenced the 

development of basic listening skills of Mexican university students, further research 



 
 

 
 

is necessary to discover and analyse the effects that other factors that may not have 

been considered in this study and previous inquiries can produce on intelligibility in 

other educational settings.   

 

  



 
 

 
 

Appendices 

 

Appendix A 

 

Informed consent for the academic institution authorities 

 

Consentimiento informado 

 

 

 

Por medio del presente, autorizo al C. Lic. Juan Francisco López Gutiérrez, alumno 

de la Maestría en Enseñanza del Inglés como Lengua Extranjera de la Universidad 

Veracruzana, para realizar su proyecto de investigación para la elaboración de tesis 

en la institución educativa en la cual funjo como rector(a). 

 

El proyecto no conlleva ningún riesgo para la institución, el personal que labora en 

ella o los alumnos. La finalidad de la investigación es ayudar a los estudiantes con un 

nivel básico de inglés a desarrollar sus habilidades para comprender el lenguaje 

verbal. Para su realización, se utilizará información proporcionada por los alumnos en 

sus portafolios de actividades, entrevistas y cuestionarios, la cual el C. Lic. Juan 

Francisco López Gutiérrez se compromete a usar únicamente con fines académicos 

y de manera anónima, a fin de proteger la confidencialidad de la institución y de los 

alumnos que elijan participar en el proyecto de investigación. 

 

 

 

Atentamente 

 

Nombre, firma y cargo 

 

Institución académica 

 

Lugar y fecha 

 

  



 
 

 
 

Appendix B 

 

Informed consent for research participants 

 

Consentimiento informado 

 

 

Por medio de este escrito autorizo al C. Juan Francisco López Gutiérrez, alumno de 

la Maestría en Enseñanza del Inglés como Lengua Extranjera, de la Universidad 

Veracruzana, a utilizar la información proporcionada en mi portafolio de actividades, 

cuestionarios y entrevistas para la redacción de su tesis de maestría, a condición de 

que se mantenga la confidencialidad y el anonimato de mi información y se utilice 

únicamente con fines académicos. 

 

 

 

Atentamente 

 

 

Nombre del alumno(a) 

 

Firma 

 

Materia 

 

Licenciatura 

 

Grupo 

 

Institución académica 

 

Plantel 

 

Lugar y fecha 

 



 
 

 
 

Appendix C 

 

Bottom-up tasks 

 

 

 

 

 

 

 

Multiple choice activities 

 

 

 

Cloze tests 

Adapted from Upstream Beginner A1, 
Student’s Book (2007), by Virginia Evans 
and Jenny Dooley. Express Publishing. 

 

 

 

Fill-in the gap activities 

 

 

 

 

 

 

  



 
 

 
 

Appendix D 

 

Top-down tasks 

 

 

 
 
 

 
 

Picture recognition 
 

 
 
 
 

 
 

Open questions 

 
 

  



 
 

 
 

Appendix E 

 

Interactive tasks 

 

 
Dictation 

 

 
Mutual dictation 

 
 

 
Picture dictation 



 
 

 
 

Appendix F 

 

Initial open-ended questionnaire 

 

El siguiente cuestionario se aplica con la finalidad de conocer tu experiencia previa 
como estudiante de inglés. Toda la información que proporciones se manejará de 
manera confidencial. Te agradecemos por brindarnos tus respuestas y opiniones.  

 
1. ¿Qué estudios cursas actualmente? 

 
2. ¿Has recibido clases de inglés con anterioridad? 

        Si      No 

3. Si tu respuesta anterior fue “si”, ¿en qué nivel educativo recibiste clases de 
inglés? Puedes marcar todas las opciones que se apliquen en tu caso.  

Nivel educativo     Tipo de institución 

 Preescolar     Pública   Privada  

 Escuela primaria    Pública   Privada 

 Escuela secundaria    Pública   Privada 

 Escuela preparatoria   Pública   Privada 

 Otro. Explica ____________________________________________ 
_______________________________________________________ 
 

4. ¿Qué actividades realizaste en tus lecciones previas de inglés? Puedes 
marcar todas las opciones que se apliquen en tu caso. 
 

 Traducir textos al español 

 Leer para comprender la información 

 Responder preguntas basadas en lecturas 

 Actividades para practicar las reglas de uso del inglés 

 Escribir textos 

 Practicar la ortografía (cómo se escriben las palabras) 

 Escuchar para comprender la información 

 Escuchar canciones 

 Mirar videos 

 Realizar exposiciones  

 Ejercicios de conversación 

 Practicar la pronunciación 

 Otras. Explica ___________________________________________ 
_______________________________________________________ 



 
 

 
 

 
5. ¿Qué materiales se utilizó en tus clases previas de inglés? Puedes marcar 

todas las opciones que se apliquen en tu caso. 
 

 Libros. Nombres de los libros _______________________________ 

 Revistas. Nombres de las revistas ___________________________ 

 Antologías 

 Fotocopias 

 CDs 

 CD-ROM 

 Presentaciones electrónicas 

 Videos. Nombres de los videos ______________________________ 

 Películas. Nombres de las películas __________________________ 

 Pósters 

 Otros. Explica ___________________________________________ 
 

6. ¿Qué actividades te gustaría realizar en este curso de inglés? Puedes marcar 
todas las opciones que consideres adecuadas. 
 

 Traducir textos al español 

 Leer para comprender la información 

 Responder preguntas basadas en lecturas 

 Actividades para practicar las reglas de uso del inglés 

 Escribir textos 

 Practicar la ortografía (cómo se escriben las palabras) 

 Escuchar para comprender la información 

 Escuchar canciones 

 Mirar videos 

 Realizar exposiciones  

 Ejercicios de conversación 

 Practicar la pronunciación 

 Otras. Explica ___________________________________________ 
  

7. ¿Qué te gustaría lograr en este curso? 

 

 

 

  

 



 
 

 
 

 

Appendix G 

 

Weekly open-ended questionnaire 

 

  



 
 

 
 

Appendix H 

 

Final open-ended questionnaire 

 

  



 
 

 
 

Appendix I 

 

Transcription of semi-structured interviews 

 

Name:______  Date: 16/07/2017   Seudonym: Rut  Interviewer: Juan Fco. López Gtz. 

001   
002   
003  
004  
005 
006  
007  
008  
009  
010  
011 
012 
013 
014 
015 
016 
017 
018 
019 
020 
021 
022 
023 
024 
025 
026 
027 
028 
029 
030 
031 
032 
033 
034 
035 
036 
037 
038 
039 
040 

I: Quisiera agradecerte mucho por participar en esta 
entrevista. Todo lo que tú menciones se mantendrá de 
manera confidencial. Te agradezco mucho por tu 
ayuda, por tus comentarios y por tu tiempo. Me 
gustaría preguntarte si hay algún seudónimo que te 
gustaría. 
R: No, así está bien. 
I: Muy bien, muchas gracias. Hicimos diferentes 
actividades en este curso de inglés. Me gustaría 
preguntarte si me pudieras decir que actividades 
recuerdas que hicimos en estas clases. 
R: Pues hicimos actividades que consisten en 
completar conversaciones, completar enunciados con 
los verbos. Nos puso si eran positivos o negativos, 
interrogantes, seleccionar con una palomita la oración 
correcta y completar los textos. 
I: ¿Cómo te sentiste con estas actividades? 
R: Pues, bien porque yo sabía que no me estaba 
evaluando a mí y que yo podía contestar lo que yo 
pudiera y no me sentía tan presionada, ni preocupada 
por contestar bien, aunque hacía mi mayor esfuerzo, 
pero la verdad sí estuvo bien porque nunca me habían 
puesto actividades así, de audio. 
I: ¿Hubo alguna actividad o actividades que te 
gustaran más que otras? 
R: Todas me gustaron, sólo que hubo como tres 
actividades que se me dificultaron por el acento o 
porque iban demasiado rápido. 
I: ¿Qué materiales recuerdas que utilizamos para las 
actividades en las que teníamos que escuchar? 
R: Fueron lo que eran bocinas, computadora y nos 
ponía los audios  algunas las mencionaba usted. Pero 
eran muy contadas. Casi todas venían en audio y nos 
daba dos hojitas y una nos la quedábamos nosotros 
para poner la respuesta correcta y la otra se la 
dábamos a usted para que evaluara la actividad. 
I: ¿Cómo te sentiste con estos materiales? 
R: Bien, porque como ya le había mencionado, yo 
nunca había tenido una clase de inglés así y pues yo 
siento que aprendo más escuchando. Como decía que 

Observaciones 
 

 

 

 



 
 

 
 

041 
042 
043 
044 
045 
046 
047 
048 
049 
050 

no era el mismo acento que teníamos nosotros al 
tomarlo como segunda lengua al de un nativo. 
Entonces, yo siento que pues está bien y aparte, con 
las hojas nos ahorramos más tiempo porque no 
copiamos nada. Solamente es de llenar y con lo que 
escuchamos y conforme a lo aprendido. 
I: ¿Hay algún otro material que tú conozcas que no se 
haya usado en clase, pero que te habría gustado se 
usara? 
R: No, a mí la clase se me hizo muy completa, la 

051 
052 
053 
054 
055 
056 
057 
058 
059 
060 
061 
062 
063 
064 
065 
066 
067 
068 
069 
070 
071 
072 
073 
074 
075 
076 
077 
078 
079 
080 
081 
082 
083 
084 
085 
086 
087 

verdad siento que no hubo la necesidad de un 
diccionario. No lo tuvimos que usar porque cualquier 
palabra usted nos la resolvía y yo siento que era muy 
claro. Entonces, no necesitaba eso y las clases no 
eran el típico “pongo el texto y tradúzcanlo”. Siento 
que no hubo necesidad. Estuvo muy bien 
complementado el curso. 
I: ¿Consideras que las actividades de comprensión 
que hicimos te ayudaron a entender mejor el inglés, 
por ejemplo comprender mejor cuando hablan las 
personas? 
R: Si, yo siento que sí me ayudaron mucho porque yo 
llegué a este curso y la verdad, no sabía nada de 
inglés. Entonces, había demasiadas palabras que no 
sabía cómo se pronunciaban y los audios te ayudan a 
educar tu oído y para que tengas esa sensibilidad de 
diferenciar las palabras porque hay muchas que se 
parecen. 
I: ¿Hubo alguna actividad o actividades que para ti no 
fueran muy útiles? 
No, yo siento que todas las actividades fueron acorde 
al tema y muy útiles porque si me quedaba alguna 
duda del tema en la actividad la aclaraba. Si yo estaba 
mal, con la segunda hojita que usted nos daba salía de 
mi duda y veía el porqué o en qué estaba mal. 
I: ¿Hubo algunas actividades que te parecieran más 
fáciles que otras? 
R: Si, como por ejemplo, una actividad en donde nada 
más venían las imágenes y tenías que palomear o 
tachar. Ésas estuvieron más fáciles. Bueno se me 
hacían más difíciles en las que tenías que completar la 
conversación. Ésas sí se me hacían un poco más 
difícil y también como cuando le mencionaba del 
acento y decía que tenía acento británico. Ahí sí se me 
dificultaba un poco. También se me hacían difíciles los 
audios que eran muy rápidos. 
I: ¿Qué consideras que hacía que algunas actividades 

 



 
 

 
 

088 
089 
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106 
107 
108 
109 
110 
111 
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113 
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133 
134 

fueran más fáciles o más difíciles que otras? 
R: Primero es el tema. Empezamos con temas fáciles 
y fuimos avanzando. No es que unas sean más fáciles 
o más difíciles si no que a veces era el acento más 
que nada o la rapidez con la que el audio lo decía, 
pues la verdad no me daba tiempo de captar todo. 
I: Si tomaras un curso de inglés en el futuro, ¿hay 
alguna de las actividades de las que hicimos aquí que 
te gustaría volver a hacer? 
R: A mí me gustaría volver a hacer actividades 
especialmente con los audios porque siento que sí es 
mejor escuchar a alguien que tenga el inglés como 
primera lengua, como lo había mencionado, y que 
después de cada tema explicado que se dé una 
actividad de reforzamiento. Al menos a mí me gustaría 
que así fueran las clases si tengo cursos posteriores 
porque a mí me ayudaron a comprender todo mucho 
mejor y de manera más sencilla. 
I: ¿Hay alguna actividad que no te gustaría volver a 
hacer si tomaras un curso de inglés? 
R: No, la verdad yo siento que todas las actividades 
que tomamos en este curso estuvieron bien. La clase 
se me hacía muy dinámica. No me aburrí la verdad a 
pesar de que teníamos un horario muy prolongado, la 
clase se me pasaba muy rápido. 
I: Muchas gracias. Pues esa es la finalidad. Que 
ustedes puedan aprovechar lo más que se pueda de 
este curso Me gustaría también preguntar si hay 
alguna otra actividad que tú conozcas, que no hicimos 
aquí, pero que te gustaría hacer en un futuro. 
R: Pues la verdad no, porque como le había 
mencionado mis clases habían sido muy rigurosas, 
muy rutinarias, de “abran el libro y contesten” o 
“traduzcan” y la verdad es la primera vez que tengo 
una clase de inglés diferente y me gustaría que así 
siguieran. Siento que no tendría algo más que aportar 
de mi parte.  
I: Finalmente me gustaría preguntarte si hay algo más 
que te gustaría compartir acerca de las clases. 
R: Sí, que este curso a pesar de que fue muy corto, 
me ayudo para aprender todo lo que no había 
aprendido anteriormente. Lo aprendemos de una 
forma que a mí no se me olvida. Siento que a la vez, 
todo es tan repetitivo y todo se relaciona que siento 
que, en lugar de aprenderlo, lo comprendemos y 
después lo ponemos en práctica. 
I: Muchas gracias por tu participación. Toda esta 
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entrevista ha sido muy interesante. Me gustaría 
también agradecerte por tu ayuda, por tus 
comentarios. ¿Hay alguna pregunta que quisieras 
hacerme? 
R: No, todo está bien. 
I: Entonces concluimos con nuestra entrevista. Muchas 
gracias por tu colaboración. 
 

 

 

 

 

  



 
 

 
 

Appendix J 

 

Coding of interviews 

 

Name:______  Date: 16/07/2017   Seudonym: Rut  Interviewer: Juan Fco. López Gtz. 

001   
002   
003  
004  
005 
006  
007  
008  
009  
010  
011 
012 
013 
014 
015 
016 
017 
018 
019 
020 
021 
022 
023 
024 
025 
026 
027 
028 
029 
030 
031 
032 
033 
034 
035 
036 
037 
038 
039 

I: Quisiera agradecerte mucho por participar en esta 
entrevista. Todo lo que tú menciones se mantendrá de 
manera confidencial. Te agradezco mucho por tu 
ayuda, por tus comentarios y por tu tiempo. Me 
gustaría preguntarte si hay algún seudónimo que te 
gustaría. 
R: No, así está bien. 
I: Muy bien, muchas gracias. Hicimos diferentes 
actividades en este curso de inglés. Me gustaría 
preguntarte si me pudieras decir que actividades 
recuerdas que hicimos en estas clases. 
R: Pues hicimos actividades que consisten en 
completar conversaciones, completar enunciados con 
los verbos. Nos puso si eran positivos o negativos, 
interrogantes, seleccionar con una palomita la oración 
correcta y completar los textos. 
I: ¿Cómo te sentiste con estas actividades? 
R: Pues, bien porque yo sabía que no me estaba 
evaluando a mí y que yo podía contestar lo que yo 
pudiera y no me sentía tan presionada, ni preocupada 
por contestar bien, aunque hacía mi mayor esfuerzo, 
pero la verdad sí estuvo bien porque nunca me habían 
puesto actividades así, de audio. 
I: ¿Hubo alguna actividad o actividades que te 
gustaran más que otras? 
R: Todas me gustaron, sólo que hubo como tres 
actividades que se me dificultaron por el acento o 
porque iban demasiado rápido. 
I: ¿Qué materiales recuerdas que utilizamos para las 
actividades en las que teníamos que escuchar? 
R: Fueron lo que eran bocinas, computadora y nos 
ponía los audios  algunas las mencionaba usted. Pero 
eran muy contadas. Casi todas venían en audio y nos 
daba dos hojitas y una nos la quedábamos nosotros 
para poner la respuesta correcta y la otra se la 
dábamos a usted para que evaluara la actividad. 
I: ¿Cómo te sentiste con estos materiales? 
R: Bien, porque como ya le había mencionado, yo 
nunca había tenido una clase de inglés así y pues yo 
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General class activities 

 

 

Bottom-up listening activities 

Participant did not 
experience pressure since 
task performance did not 
involve assessment. 
 
Prior EFL learning did not 
incorporate listening. 
 
 
 
Speed and accents hindered 
comprehension. 
 
 
 
 
 
 
 
 
 
 
 
A change in participants’ 
learning experience  
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siento que aprendo más escuchando. Como decía que 
no era el mismo acento que teníamos nosotros al 
tomarlo como segunda lengua al de un nativo. 
Entonces, yo siento que pues está bien y aparte, con 
las hojas nos ahorramos más tiempo porque no 
copiamos nada. Solamente es de llenar y con lo que 
escuchamos y conforme a lo aprendido. 
I: ¿Hay algún otro material que tú conozcas que no se 
haya usado en clase, pero que te habría gustado se 
usara? 
R: No, a mí la clase se me hizo muy completa, la 

Participant acknowledges the 
existence of different 
accents. 
 
 
Listening tasks were based 
on introduced topics. 
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verdad siento que no hubo la necesidad de un 
diccionario. No lo tuvimos que usar porque cualquier 
palabra usted nos la resolvía y yo siento que era muy 
claro. Entonces, no necesitaba eso y las clases no 
eran el típico “pongo el texto y tradúzcanlo”. Siento 
que no hubo necesidad. Estuvo muy bien 
complementado el curso. 
I: ¿Consideras que las actividades de comprensión 
que hicimos te ayudaron a entender mejor el inglés, 
por ejemplo comprender mejor cuando hablan las 
personas? 
R: Si, yo siento que sí me ayudaron mucho porque yo 
llegué a este curso y la verdad, no sabía nada de 
inglés. Entonces, había demasiadas palabras que no 
sabía cómo se pronunciaban y los audios te ayudan a 
educar tu oído y para que tengas esa sensibilidad de 
diferenciar las palabras porque hay muchas que se 
parecen. 
I: ¿Hubo alguna actividad o actividades que para ti no 
fueran muy útiles? 
No, yo siento que todas las actividades fueron acorde 
al tema y muy útiles porque si me quedaba alguna 
duda del tema en la actividad la aclaraba. Si yo estaba 
mal, con la segunda hojita que usted nos daba salía de 
mi duda y veía el porqué o en qué estaba mal. 
I: ¿Hubo algunas actividades que te parecieran más 
fáciles que otras? 
R: Si, como por ejemplo, una actividad en donde nada 
más venían las imágenes y tenías que palomear o 
tachar. Ésas estuvieron más fáciles. Bueno se me 
hacían más difíciles en las que tenías que completar la 
conversación. Ésas sí se me hacían un poco más 
difícil y también como cuando le mencionaba del 
acento y decía que tenía acento británico. Ahí sí se me 
dificultaba un poco. También se me hacían difíciles los 
audios que eran muy rápidos. 

 

 

 

 

 

 

 

 

 

 

 

Listening tasks were useful 
given that participant’s 
knowledge of English was 
highly limited. 

 

Listening materials enhance 
phonetic recognition. 

 

 

 

Listening activities allowed 
participant to review the 
topics and understand them 
better. 
Activities provided feedback. 
 
 
Use of visual aids in top-
down activities 
 
Visual multiple choice 
activities are easier than gap-
filling and cloze activities. 
Southern English accents 
hinder comprehension. 
 
Speed hinders 
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I: ¿Qué consideras que hacía que algunas actividades 
fueran más fáciles o más difíciles que otras? 
R: Primero es el tema. Empezamos con temas fáciles 
y fuimos avanzando. No es que unas sean más fáciles 
o más difíciles si no que a veces era el acento más 
que nada o la rapidez con la que el audio lo decía, 
pues la verdad no me daba tiempo de captar todo. 
I: Si tomaras un curso de inglés en el futuro, ¿hay 
alguna de las actividades de las que hicimos aquí que 
te gustaría volver a hacer? 
R: A mí me gustaría volver a hacer actividades 
especialmente con los audios porque siento que sí es 
mejor escuchar a alguien que tenga el inglés como 
primera lengua, como lo había mencionado, y que 
después de cada tema explicado que se dé una 
actividad de reforzamiento. Al menos a mí me gustaría 
que así fueran las clases si tengo cursos posteriores 
porque a mí me ayudaron a comprender todo mucho 
mejor y de manera más sencilla. 
I: ¿Hay alguna actividad que no te gustaría volver a 
hacer si tomaras un curso de inglés? 
R: No, la verdad yo siento que todas las actividades 
que tomamos en este curso estuvieron bien. La clase 
se me hacía muy dinámica. No me aburrí la verdad a 
pesar de que teníamos un horario muy prolongado, la 
clase se me pasaba muy rápido. 
I: Muchas gracias. Pues esa es la finalidad. Que 
ustedes puedan aprovechar lo más que se pueda de 
este curso Me gustaría también preguntar si hay 
alguna otra actividad que tú conozcas, que no hicimos 
aquí, pero que te gustaría hacer en un futuro. 
R: Pues la verdad no, porque como le había 
mencionado mis clases habían sido muy rigurosas, 
muy rutinarias, de “abran el libro y contesten” o 
“traduzcan” y la verdad es la primera vez que tengo 
una clase de inglés diferente y me gustaría que así 
siguieran. Siento que no tendría algo más que aportar 
de mi parte.  
I: Finalmente me gustaría preguntarte si hay algo más 
que te gustaría compartir acerca de las clases. 
R: Sí, que este curso a pesar de que fue muy corto, 
me ayudo para aprender todo lo que no había 
aprendido anteriormente. Lo aprendemos de una 
forma que a mí no se me olvida. Siento que a la vez, 
todo es tan repetitivo y todo se relaciona que siento 
que, en lugar de aprenderlo, lo comprendemos y 
después lo ponemos en práctica. 

comprehension. 
 
Topic familiarity enhances 
comprehension. 
The influence of accents 
Speed rates represent a 
challenge to task completion. 
 
 
 
 
Native accents are regarded 
as more beneficial to listening 
comprehension. 
Post-listening activities are 
necessary. 
 
 
Lessons enhanced listening 
comprehension. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
A different teaching approach 
with respect to participants’ 
prior EFL learning. 
 
 
 
 
 
 
 
Lessons allowed participant 
to learn to a larger extent 
than prior experiences. 
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I: Muchas gracias por tu participación. Toda esta 
entrevista ha sido muy interesante. Me gustaría 
también agradecerte por tu ayuda, por tus 
comentarios. ¿Hay alguna pregunta que quisieras 
hacerme? 
R: No, todo está bien. 
I: Entonces concluimos con nuestra entrevista. Muchas 
gracias por tu colaboración. 
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