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*e present study aimed to investigate the effects of using dicto-gloss as a while-listening activity for improving EFL learners’
listening comprehension in Iran. To fulfill the objectives of the study, 80 high school female students were selected using a random
sampling method, and they took the Oxford Quick Placement Test (OQPT). A total of 40 students whose scores fell between 1 SD
below and above the mean were selected and randomly assigned to the experimental group and control group. *en, the groups
went through a pretest, intervention (lasted 10 sessions, held once a week), and posttest procedure. *e collected scores were
analyzed using an independent sample t-test. *e findings revealed that the experimental group outperformed the control group.
*e results indicated that using dicto-gloss as a while-listening activity can improve significantly the Iranian EFL learners’
listening comprehension. *e study ends with offering some implications.

1. Introduction

For a long time, the listening comprehension skill did not
receive adequate attention in second language (L2) educa-
tion. It was at the beginning of the 1970s when listening
comprehension began to draw the attention of L2 teachers
and learners [1]. According to Tyagi [2], successful listening
comprehension includes distinguishing between sounds,
recognizing the meaning of words, recognizing the gram-
matical clusters of phrases, recognizing the utterances and
sets of statements that make sense, integrating linguistic cues
to nonlinguistic and paralinguistic prompts, utilizing
background information to anticipate and verify interpre-
tation, and remembering vital thoughts and phrases. *e
importance of listening comprehension at the early stages of
L2 learning lies in the benefits it brings to L2 learners, in-
cluding cognition, productivity, usefulness, and emotion
[3, 4].

*e intellectual benefit of early listening engagement is
that it offers L2 learners more opportunities for acquiring L2
naturally. Listening comprehension should come first

because identification knowledge is needed to process and
decode auditory data, whereas retrieval information is
necessary to encode and create speech [4]. *e next ad-
vantage of listening comprehension is efficiency, as L2
learning is more efficient when there is no need for learners
to speak immediately. *e other advantage of listening
comprehension is utility or usefulness. It means that usually,
we listen more than we speak. *e last benefit of listening
comprehension is emotive. When L2 learners are obliged to
produce early oral output, they get anxious and stressed.
Without this pressure, L2 has a relaxed focus on improving
listening comprehension, thus assisting the other language
skills to emerge [5].

L2 learners who aim to improve their productive skills,
as Rost [6] notes, firstly, need to interpret the oral or written
input they are exposed to. If L2 learners wish to convey their
message across, they must know how to interpret language
in real-life settings to grasp the essential meaning of what
they are communicating about. As a result, listening com-
prehension is critical in L2 learning as it provides L2 learners
sufficient input [7].*erefore, it is essential to give particular
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attention to teaching listening comprehension in L2 classes.
For this purpose, L2 teachers may implement diverse ac-
tivities, such as dicto-gloss.

Wajnryb [8] introduced dicto-gloss as a new strategy to
improve listening comprehension. It has some similarities to
the conventional dictation (hence part of its name), however,
it is completely different in terms of goals and imple-
mentation. As Murray [9] notes, dicto-gloss assists L2
learners to use their grammar assets to rebuild a text and to
be aware of their own inadequacies and requirements. Dicto-
gloss informs L2 learners about their grammatical choices
for reconstructing a text.*us, dicto-gloss is an L2 education
strategy that teaches grammatical rules. L2 learners should
work in small groups to synthesize a text in the L2 language.
Al-Sibai [10] considers dicto-gloss to be a synthesis of
conventional and communicative concepts. As Stewart,
Rodŕıguez Silva, and Torres González [11] note, dicto-gloss
is rested upon the procedures that are flexible and practical
enough, such that it can meet L2 learners’ needs, interests,
and learning preferences. In addition to that, dicto-gloss
activities encourage L2 learners to be active and reflective
during the listening processes [12]. Previous studies have
demonstrated that the dicto-gloss strategies have been useful
to improve language skills [11–14]. *e underlying reason
for the efficacy of dicto-gloss in improving L2 learning is that
it is a systematic multistage activity, where L2 learners are
obliged to go through four stages: preparation, dictation,
reconstruction, and analysis and correction [11].

Considering the points above, it is essential to explore
the effects of dicto-gloss on improving L2 learners in the
Iranian context.*e fact is that the potential of dicto-gloss in
the improvement of Iranian EFL learners in private language
institutions has received scant attention. *us, the present
study aims to investigate the effects of dicto-gloss on im-
proving Iranian EFL contexts. It is hoped that the findings of
the present study can further our understanding of the ef-
ficacy of dicto-gloss as a teaching strategy in the improve-
ment of ELF learners’ comprehension.

2. Theoretical Background

2.1.ListeningComprehension. Rubin [15] described listening
comprehension as “an active process in which a listener
chooses and interprets information that comes from audi-
tory and visual clues to explain what is happening and what
the speakers are going to express.” Listening comprehension,
according to Neisser [16], is a temporally constant process in
which the listener anticipates what will happen subse-
quently. Listening comprehension is defined by O’Malley,
Chamot, and Kupper [17] as a purposeful and active process
in which the listener generates meaning using the clues from
contextual information and current knowledge while
depending on numerous strategic resources to complete the
tasks. According to Mendelsohn [18], some strengths in
listening are essential, such as understanding the speaker’s
purpose and processing linguistic forms, including speech
pace and added substances, coping with listening in an
interplay, recognizing the entire message enclosed in the
discourse, grasping the message without perceiving every

word independently, and identifying various genres. Brown
[19] admitted that listening comprehension is not only the
process of the unidirectional receiving of audible symbols
but is also considered to be an interactive process.

2.2. Listening Comprehension Strategies. L2 listening re-
search has changed in recent years to concentrate on how
students interpret this input. As a result, identifying the
techniques that students use in second language acquisition
to cope with hearing challenges has become an important
aspect of L2 listening studies. *e goal of the L2 listening
study is to understand the listener’s thought processes and
recognize positive and constructive tactics [20, 21].

Language learning methods, according to Oxford [22],
are the procedures that students use to increase their ability
to use knowledge in the target language. Cognitive and
metacognitive methods were classified by O’Malley and
Chamot [17]. However, a third category, namely, socio-af-
fective, was later added to characterize learning that occurs
when students engage with one another, ask the teacher for
clarification, or use specific anxiety-reduction tactics
[17, 23, 24].

2.2.1. Cognitive Strategies. Cognitive strategies are problem-
solving skills that people use to tackle learning challenges
and make the process of obtaining information or skill easier
[25]. Cognitive methods are linked to a specific learning
activity, and they include constant modifications or the
change of learning materials [17]. According to Goh [26],
language learners employ cognitive strategies for processing,
storing, and recalling new information.

*e cognitive activity in language acquisition is divided
into two types from a psychological standpoint: cognitive
and metacognitive. *e first tries to manipulate the content
to be learned or employs a specific method for learning the
task, while the second entails preparation, supervision, and
evaluation [17].

For L2 listening studies, there are two primary tech-
niques: bottom-up and top-down. Bottom-up approaches
include word-for-word translation, changing the speaking
pace, reiterating the oral text, and focusing on prosodic
features of the text [27, 28]. According to Brown [29], top-
down means employing previous knowledge or experience.
On the other hand, top-down strategies contain predicting,
inferencing, elaborating, and visualization. Brown [29]
points out that bottom-up means applying the information
that a person has about sounds, the meaning of the words,
and discourse makers to assemble the understanding about
what is heard at a time. Advanced learners prefer more
top-down strategies than beginners [1].

2.2.2. Metacognitive Strategies. Metacognitive strategies, as
described by Rubin [30], are tactics used by students to gain
control over their learning by organizing, observing,
assessing, and adjusting. According to Oxford [22], the
deliberate application of metacognitive methods helps stu-
dents restore focus when they lose it. Despite the necessity of
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self-monitoring and self-evaluation, learners seldom use
metacognitive methods. Empirical studies show that there is
a crucial difference between the skilled and less-skilled L2
listeners, which is referred to their use of metacognitive
strategies (e.g., [17, 31, 32]).

Vandergrift [31] discovered that skilled listeners utilized
twice as many metacognitive methods as nonprofessional
listeners. Two metacognitive methods are examined in this
article.*e first focuses on what the speaker says. It is a tactic
that allows the audience to concentrate on the speaker’s
message without being influenced by external factors. *e
second metacognitive method determines what to pay at-
tention to ahead of time. Selective attention is a method used
by listeners to facilitate the understanding process.

2.2.3. Socioaffective Strategies. Socioaffective is the last
category of listening comprehension strategies. It aims to
elicit and encourage good emotional responses and per-
spectives toward language acquisition [33]. According to
Vandergrift [31], socioaffective tactics are approaches that
the listeners employ to interact with others, check knowl-
edge, or reduce fear. *ese tactics, according to Gardner and
MacIntyre [34], are used to exert control over learning
situations. *ey are crucial because the learning setting and
the students’ social-psychological elements are inextricably
linked.

2.3. Dicto-Gloss Strategy. *e concept of dicto-gloss is
simple: learners listen to a passage or text. *en, they just
write down the key words. *ey are asked to take note as
much as possible in the correct order. Language learners are
motivated to work with each other in small groups andmake
a reconstructed version of the text which they have heard
before and taken notes on (Smith, 2012). According to
Murray [9], the reconstructed text will not be the same as the
original version of the text, however, it must be a linguis-
tically acceptable text, similar to the original one based on
the style and content. Dicto-gloss differs from dictation since
it includes interaction and collaboration. *e task employs
negotiation, which is useful in the context of second lan-
guage acquisition [35].

Dicto-gloss is a kind of collaborative listening and
writing task that rises oral interaction, communicative
competence, and written output by the understanding of the
content and organizational structure of the text and its
language features. Mehdiabadi and Arabmofrad [36]
pointed out that among different tasks that may affect
learners’ behaviors, such as motivation, anxiety, and sense of
responsibility, dicto-gloss is known as one of the famous
output-oriented activities that are focus-on-form tasks.

Wajnryb [8] claimed that dicto-gloss tasks are meaning-
based tasks that process the meaning more deeply. *ey do
not simply pass the input straight to short-term memory as
in standard dictation. Wajnryb [8] also states that “the
Learners who regularly engage in dicto-gloss lessons little by
little see a refinement in their aural comprehension and
note-taking skills.” In addition, in dicto-gloss tasks, learners
not only listen to the teacher for understanding the text but

also are forced to listen to the other learners while working
in groups for reconstructing the text and practicing taking
notes.

Four phases were outlined by Wajnryb [8]. *e first
phase is Preparation. *is phase is considered to be a warm-
up in which the topic is introduced and keywords are
addressed. *e second one is Dictation. During this step, the
passage is read by the teacher at normal speed, twice or three
times. At the first reading, learners should listen. *e second
time, learners can take notes about whatever they can catch.
If there is a third reading, which Wajnryb [8] advocated,
learners have more chances to expand their notes. Recon-
struction is the third phase in which learners should work
together in small groups to reconstruct the version of the text
from their shared notes. Analysis and Correction is the last
phase. During this phase, students evaluate and compare
their text to that of the other groups’ reconstruction texts.
*e class can debate the discrepancies in the texts, contrast
their versions to the original, and make any required ad-
justments and edits [8]. In this procedure, the learners or the
teachers recognize key grammar points or organizational
points for discussion and practice [8].

In summary, the literature review so far showed that
dicto-gloss has been used across several areas with different
student populations, and its employing has a positive impact
on students’ performance in different skills, especially in
listening comprehension. Moreover, the literature showed
that there were rare studies about using the dicto-gloss
strategy for developing listening comprehension among
Iranian EFL learners. *us, the aim of the present study is to
indicate the necessity of doing this research.

2.4. Empirical Studies. In the literature, some studies have
explored the effects dicto-gloss on improving L2 learning.
Here, to lay the groundwork for the current study, we review
critically some of them. In research by Abbasian and
Mohammadi [27], the effects of dicto-gloss on improving
Iranian EFL writing were investigated. *e findings evi-
denced that the participants’ writing skills significantly
improved at the end of the instruction. Additionally, Khoii
and Pourhassan [33] compared the efficacy of traditional
dictation, dicto-comp, and dicto-gloss on improving Iranian
EFL learners’ learning of the present continuous of BE and
indefinite articles. *eir results indicated that the partici-
pants receiving instruction through dicto-comp and dicto-
gloss outperformed the participants receiving instruction via
the traditional dictation strategy. Moreover, Kooshafar et al.
[37] explored the effects of dicto-gloss on Iranian EFL
students’ writing skills. *eir findings revealed that dicto-
gloss had a great impact on improving the students’ long-
term writing skill compared to the traditional dictation
method. Besides, Prince [38] investigated the effects of a
dicto-gloss-based task on improving the French ESL
learners’ memorizing and writing abilities. His results in-
dicated the improvement in the learners’ memorizing and
writing skills. Furthermore, El-Esery [23] explored the role
of dicto-gloss in improving the listening comprehension of
EFL learners. Moreover, in a study by Jibir-Daura [39], the
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effects of using dicto-gloss as an interactive method to teach
listening comprehension were investigated. He found that
dicto-gloss was an effective way of teaching listening
comprehension to L2 learners.

As can be implied in the above-reviewed studies, though
the effects of dicto-gloss on the development of writing skills
have been investigated in the Iranian EFL context, its effects
on the improvement of ELF learners’ listening compre-
hension has gained scant attention.*erefore, the impetus of
the present study was to disclose the potentials of dicto-gloss
in the improvement of Iranian EFL learners’ listening
comprehension. To meet this purpose, the following re-
search questions were investigated:

(1) Does using dicto-gloss significantly improve Iranian
EFL learners’ listening comprehension?

(2) Is there any significant difference between the group
receiving instruction based on dicto-gloss and the
group receiving instruction based traditional dicta-
tion method?

3. Method

3.1. Participants. *e present study was conducted at
Besharat High School in Shoushtar City, Iran. A total of 80
intermediate EFL learners were selected by a random
sampling method. As Riazi notes, a random sampling
method offers an equal opportunity for the individuals in a
group of participants to be chosen for a study. *e re-
searchers selected the participants because they were
available to them. *e participants included female students
who were in grade 9. *ey were aged between 15 years and
16 years. *e participants were learning English as a foreign
language at school two hours a week, and they did not have
any opportunity to learn English outside of the walls of the
school. To homogenize the students, a Key English Test
(KET) was run. *e students whose scores fell one 1SD
below and above the mean were selected and randomly
assigned to the experimental group (n� 20) and control
group (n� 20), respectively. *e researchers informed the
students that their participation was voluntary and they
could withdraw from the study as they wished. Moreover,
the researchers ensured the students that their performance
during the study would remain confidential and they would
be kept informed about the final findings. It should be noted
that the first researcher who was familiar with the principles
and procedures of the dicto-gloss strategy run the in-
struction for the experimental group.

3.2. Instruments. To collect the required data, the researcher
used three instruments. *e first instrument included the
OQPT test to homogenize the students. *e OQPT test was
designed and developed by Oxford University Press and
Cambridge ESOL [22], and it is used for English learners of
all levels and ages. *e paper-pen version of OQPTwas used
in the current study because of its ease of administration and
logistical considerations. It includes 60 questions in mul-
tiple-choice format, taking approximately 60minutes to be
answered. It comprises reading, grammar, and vocabulary. It

has two main parts: part 1 (questions 1 to 40) is taken by all
test-takers and is aimed at students who are at or below the
advanced level. *e second part (questions 41 to 60) is taken
only by the participants who score more than 35 out of 40 on
the first. *e test is quickly marked out of 40 or 60 using a
simple overlay.

*e second instrument entailed two listening compre-
hension tests administered as the pretest and posttest. *e
pretest was administered to measure the students’ listening
comprehension prior to the treatment. *e pretest was
designed by the researchers.*e test consisted of three major
parts: (1) true/false conversational questions, including five
sentences, (2) writing what you hear involving four short
conversations, and (3) conversation information questions
with two short answer questions. *e students’ scores range
from 0 to 30. *e units were selected from “Tactics for
Listening,” developed by Jack C. Richards [13] to measure
the students’ listening comprehension. *e posttest was
similar to the pretest, including similar items in content and
format. *e posttest was administered after the treatment to
measure the students listening comprehension at the end of
the instruction. *e only difference between the pretest and
posttest was the order of items to avoid the learners’
probable recall of the pretest items. *e researchers mea-
sured the validity of the listening comprehension tests by
experts’ judgment. In doing so, we recruited well-experi-
enced EFL teachers to assess the tests in terms of their face
and content validity. *ey confirmed that the test enjoyed
the required validity. Finally, the researchers piloted the
listening comprehension tests on 12 students with the same
features of the participants in the main study at another high
school.*e reliability of the tests was calculated through KR-
21 formula, and it was 0.85 and 0.76 for pretest and post-test,
respectively.

3.3. Data Collection Procedures. *e researchers went
through some steps to run the present study. At the first step,
they administered the OQPT test to homogenize the stu-
dents. Based on the students’ performance, those whose
score fell 1 SD below and above the mean were selected and
randomly assigned into the experimental and control group.
At the second stage, the researchers ran the pretest to
measure the students’ listening comprehension before the
treatment. At the third stage, the first researcher imple-
mented the treatment for the experimental group. It lasted
10 sessions and was held twice a week. At the beginning of
each session, a brief explanation was given to the students
about the tasks and the procedures. At first, the students had
to listen carefully to the audio played by the instructor. Here,
they were not allowed to take note of the contents of the
audio. Next, the students were instructed that they could
take notes while listening to the audio. It was played two or
three times based on the students’ needs. Since the partic-
ipants had to listen carefully and take notes, they needed a
high level of concentration.*en, the instructor gave time to
the participants to recreate the text in their own words, and
they also tried to recall as many sequences, details, and
vocabulary as possible. *ey could eliminate their
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misunderstandings or any ambiguity by interacting and
sharing ideas with their peers. Finally, after creating their
texts, the instructor showed the text of the conversation on
the board using a projector.*e students could compare and
contrast their texts with the original ones. *is procedure
continued for the rest of the session. For the control group,
the instructor played the audio files one or two times, and the
students had to recreate the texts. At the last stage, the
researchers administered the posttest to measure the par-
ticipants’ listening comprehension.

3.4. Data Analysis. To analyze the collected data, SPSS
version 22 was used. Along with the calculation of the
descriptive statistics, including mean and standard devia-
tion, Kolmogorov–Smirnov (K–S) test, an independent
sample t-test, and a paired sample t-test were run. *e
Kolmogorov–Smirnov (K–S) test was used to check the
normality of the data. *e independent sample t-test and
paired sample t-test were used to measure the effects of the
dicto-gloss strategy on the students’ listening
comprehension.

4. Results

*e results are presented in this section. *e means of the
two groups were computed to summarize the participants’
scores in the pretest and posttest. *e results of the K–S test
for estimating the normality of data are shown in Table 1.

*e test distribution is normal, as shown in Table 1.
*erefore, independent and paired sample t-tests might be
used to calculate the data.*e descriptive data for the pretest
are shown in Table 2.

Table 2 indicates the descriptive statistics of both groups.
*e mean and standard deviation of both groups are ap-
proximately similar in the pretest. In the experimental
group, the mean score is 17.00 and the standard deviation is
6.17. In control group, the mean score is 16.10 and the
standard deviation is 5.50. It indicates that at the start of the
treatment, both groups are almost identical and homoge-
nous. *e data was analyzed using an independent sample t-
test to see if there was any difference between the groups on
the pre-test. *e findings are shown in Table 3.

Table 3 shows the results of the independent sample t-
tests for the pretest of the two groups. Since the observed Sig.
(2-tailed) .629 is greater than 0.05 (p> 0.05), the difference
between the groups is not significant (p> 0.05). It can be
understood that both groups performed the same in the
pretest. In addition, homogeneity was embedded from the
beginning in these two groups. *e results of the descriptive
analysis are shown in Table 4.

Table 4 compares the mean scores of the experimental
group and control group in the posttest. *e experimental
group’s mean score is 20.20, and the control group’s mean
score is 16.47. *e participants in the experimental group
outperformed the participants in the control group. In fact,
the treatment improved the performance of the EGs. *e
independent sample t-test was done in the posttest. *e
results are presented in Table 5.

Table 5 presents the results of the independent sample
t-test of the posttest for the two groups. As it can be noticed
that the Sig. (2-tailed) is less than 0.05, the difference be-
tween the groups is significant (p< 0.05). Hence, it can be
concluded that the two groups are not similar on the
posttest.

Table 6 shows the mean and standard deviation for the
two groups in pretest and posttest. As it can be seen, the
mean and standard deviation in the experimental pretest
(17.00) are nearly similar to those in the control group’s
pretest (16.10), however, the mean of the experimental
group’s posttest (20.20) is greater than the mean of the
control group’s posttest (16.45). It can be understood that
the difference between the mean in the pre-experimental and
postexperimental groups is significant. *e paired sample
T-test is shown in Table 7.

In Table 7, the paired sample t-test is used to reveal the
significant difference between the two experimental groups
in posttest and compare the means of the two variables.
Since Sig (.000) is less than 0.05, the difference between the
posttest and pretest of the experimental group is significant.
Since Sig (0.714) is greater than 0.05, the difference between
the posttest and pretest of the control group is not
significant.

5. Discussion

As noted above, the first research question investigated was
if using dicto-gloss significantly improved Iranian EFL
learners’ listening comprehension. *e answer to this
question was positive. *e findings indicated that the stu-
dents’ listening comprehension significantly improved in the
posttest compared to the pretest. In reality, the results
documented that because of the instruction based on the
dicto-gloss strategy, the students could achieve more
promising results at the end of the instruction. *e students
might have found the dicto-gloss strategy as a useful strategy
to improve their listening comprehension.

*e second research question examined was if there was
any significant difference between the group receiving in-
struction based on dicto-gloss and the group receiving in-
struction based on the traditional dictation method. *e
answer to this question was positive, and the study’s findings
evidenced that the experimental group outweighed the
control group on the posttest. *e results indicated that
compared to the control group instructed based on the
traditional dictation, the experimental group could improve
their listening comprehension ability significantly. In a
sense, because of the systematic instruction, including
preparation, dictation, reconstruction, and analysis and
correction, the students might have gained the required
skills to handle the challenging listening comprehension
tasks.

*e results of the study are in line with those of Abbasian
and Mohammadi [27], indicating that the participants’
writing skills significantly improved at the end of the in-
struction. Additionally, the findings of the study are con-
gruent with those of Khoii and Pourhassan [33], revealing
that the participants receiving instruction based on dicto-
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Table 1: Results of the one-sample Kolmogorov–Smirnov test.

Experimental-pre Experimental-post Control-pre Control-post
N 20 20 20 20

Normal parameters Mean 17.0000 20.2000 16.1000 16.4750
Std. Deviation 6.17081 5.90584 5.50502 4.66080

Most extreme differences
Absolute 0.167 0.113 0.135 0.126
Positive 0.167 0.113 0.135 0.113
Negative −0.085 −0.107 −0.085 −0.126

Kolmogorov–Smirnov Z 0.747 0.507 0.604 0.563
Asymp. Sig. (2-tailed) 0.632 0.960 0.859 0.910

Table 2: Results of descriptive statistics (pretest).

Groups N Mean Std. deviation Std. error mean
Experimental 20 17.0000 6.17081 1.37984
Control 20 16.1000 5.50502 1.23096

Table 3: Results of independent sample t-test (pretest).

Levene’s test
for equality
of variances

t-test for equality of means
95%

confidence
interval of the
difference

F Sig. t df Sig. (2-tailed) Mean difference Std. error difference Lower Upper
Equal variances assumed 0.739 0.395 0.487 38 0.629 0.900 1.849 −2.84 4.64
Equal variances not assumed 0.487 370.5 0.629 0.900 1.849 −2.84 4.64

Table 4: Results of descriptive statistics (posttest).

Groups N Mean Std. deviation Std. error mean
Experimental 20 20.2000 5.90584 1.32059
Control 20 16.4750 4.66080 1.04219

Table 5: Results of independent sample t-test (posttest).

Levene’s test
for equality
of variances

t-test for equality of means
95%

confidence
interval of the
difference

F Sig. t df Sig. (2-tailed) Mean difference Std. error difference Lower Upper
Equal variances assumed 2.185 0.148 2.214 38 0.033 3.725 1.68 0.31 7.13
Equal variances not assumed 2.214 36.0 0.033 3.725 1.68 0.31 7.13

Table 6: Results of descriptive statistics (control vs. experimental pretest).

Mean N Std. deviation Std. error mean

Pair 1 Experimental pretest 17.0000 20 6.17081 1.37984
Experimental posttest 20.2000 20 5.90584 1.32059

Pair 2 Control pretest 16.1000 20 5.50502 1.23096
Control posttest 16.4750 20 4.66080 1.04219
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comp and dicto-gloss outperformed the participants re-
ceiving instruction via the traditional dictation strategy.
Moreover, the study’s findings are in agreement with those
of Kooshafar et al. [37], documenting that dicto-gloss had a
great impact on improving the students’ long-term writing
skill compared to the traditional dictation method. Besides,
the study’s results are consistent with the findings of Prince
[38]. His results indicated the improvement in the learners’
memorizing and writing skills. Furthermore, the study’s
findings are compatible with those of El-Esery [23], revealing
the positive role of dicto-gloss in improving the listening
comprehension of EFL learners. Finally, the findings of the
study lend support to those of Jibir-Daura [39], indicating
that dicto-gloss was an effective way in teaching listening
comprehension to L2 learners.

One possible explanation for the findings may be as-
sociated with the systematic procedure implemented for the
experimental group. At the first stage, when the instructor
prepared the students by informing them about the type of
the task and the topic they were going to listen to, this might
have activated the students’ background knowledge. *is, in
turn, might have assisted the students to make rational
connections between the new information and the previous
information stored in the students’ long-term memory,
leading to meaningful learning [40]. Additionally, along
with the noticing hypothesis, it may be argued that as the
student got prepared to enter the main task, their con-
sciousness might have raised, and they might have given
more attention to the listening comprehension tasks [41, 42].
In this regard, it is reasonable to argue that the experimental
group received more input, leading to the consolidation of
their interlanguage system. Moreover, another line of dis-
cussion for the findings may be attributed to the fact that at
the second stage, the instructor replayed the audio file as
much as the students found it comprehensible. *is, ac-
cordingly, might have assisted the students to change the
input into intake, improving their interlanguage system. As
opposed to the control group, the experimental group had
this opportunity to modify the input to become
compressible.

To discuss the findings more, it may be argued that during
the reconstruction phase, the students could work in groups
to generate their versions of the original texts [4]. *is, in
turn, might have offered the students the chance for un-
derstanding the essence of the text and creating the correct
grammatical structures. In a collaborative environment, the
participants could recreate the text in their own words, trying
to recall as many sequences and details as possible. When the
students encountered doubts in their competence to recreate

the text, they might have turned to their peers to remove their
doubts. Moreover, in line with the results of the study carried
out by Stewart et al. [11], it might be argued that during the
reconstruction stage, the instructor might have gained a clear
insight into what the students could recall from the original
text. Accordingly, the instructor might have used this clue to
determine if the students were keeping up or whether further
instruction was needed.

*e other line of the discussion for the findings might
be ascribed to the effects of the analysis and correction
phase. During this stage, as the students self-assessed their
own texts and formed groups to conduct peer assess-
ments, they might have noticed the differences between
their own texts and the original in terms of form, meaning,
and language use. As Tsauri [14] argues, in the analysis
and correction phase, the students took a more active role,
relying on their individual strengths to collaborate and
correct each other. In other words, constructive criticism
through peer support and teacher guidance might have
helped form relationships encouraging students to col-
laborate and cooperate through social interaction to
achieve more promising results [11].

*e final justification for the findings may be related to
this view that during the instruction, the students might have
experienced giving and receiving peer feedback. It might
have been a new way of realizing howmuch they had learned
which in turn motivated them to become more aware of
their increased knowledge and ability [11]. To close, as the
dicto-gloss procedure was implemented, the experimental
group might have interacted and supported each other more
over time. As a result, they might have accepted responsi-
bility for not only their personal learning but also the
learning of their classmates.

6. Conclusions and Implications

As noted above, the present study purported to investigate
the effects of the dicto-gloss strategy on improving Iranian
high school students’ listening comprehension. *e findings
documented that the dicto-gloss strategy could improve
significantly the EFL learners’ listening comprehension. *e
findings indicated that as the procedures of the dicto-gloss
strategy are implemented well, it can result in the im-
provement of EFL learners’ listening comprehension. Based
on the findings, it can be concluded when the EFL learners
are prepared well for the task. *e text is dictated well. EFL
learners reconstruct the texts. *ey work together to analyze
their performance in cooperation with their peers, and their
listening comprehension is promoted significantly.

Table 7: Results of paired sample t-test.

Paired differences
t Df Sig. (2-tailed)

95% confidence
interval of the
difference

Mean Std. deviation Std. error mean Lower Upper
Pair 1 Exp. pre and post −3.20 2.13 0.47 −4.19 −2.205 −6.699 19 0.000
Pair 2 Control pre and post −0.375 4.51 1.00 −2.48 1.73 −0.371 19 0.714
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*e results of the study may have some implications for
different stakeholders. Firstly, the material developers
should consider the dicto-gloss strategy as an effective
strategy to improve listening comprehension and include it
in English coursebooks. Secondly, teacher educators need to
make EFL teachers familiar with the theoretical underpin-
nings and practical applications of the dicto-gloss strategy.
*ey should help the EFL teacher know how to go through
the multistage procedure of dicto-gloss strategy to facilitate
EFL learners. *irdly, EFL teachers should practice dicto-
gloss strategy in their classroom. In doing so, they need to go
through the multistage procedure, including preparation,
dictation, reconstruction, and analysis and correction. *e
fourth point is that EFL teachers should get their students to
implement the dicto-gloss strategy in pairs and groups such
that they become autonomous in using it when the EFL
teachers are not available. Finally, EFL learners should know
that to improve their listening comprehension, they must
practice strategies, such as the dicto-gloss strategy, that are
based on the robust theoretical underpinnings and can bring
about promising results.

Considering the limitations imposed on the current
study, some suggestions for further research are presented.
As the current study was conducted just in one state high
school, more studies need to be carried out in different parts
of the country to increase the generalizability of the findings.
Additionally, since the sample of the present study was
selected from female high school students, interested re-
searchers can explore the effects of the dicto-gloss strategy
on improving male EFL learners’ listening comprehension.
Furthermore, as the present study included high school
students, future studies can select participants from private
language institutes and higher education centers. Besides, as
the present study was quantitative, qualitative studies can be
carried out to disclose EFL learners’ perceptions of the ef-
ficacy of the dicto-gloss strategy to improve L2 learning.
Finally, a micgentic study can be run to show how the dicto-
gloss strategy leads to improving EFL learners’ L2 learning
by moment-to-moment analysis.
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