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CHAPTER 2 

LITERATURE REVIEW 

 

 This chapter gives a general review of literature related to this study. First, 

approaches of testing listening comprehension are presented. Next, formats for testing 

listening comprehension are illustrated. Test method effects on test performance 

follows. Then test method effects on listening comprehension are reported. Lastly, the 

effects of question preview on listening are investigated. 

  

Approaches to Assessing Listening Comprehension 

 Generally speaking, three main approaches are utilized to construct language 

tests: the discrete-point, integrative and communicative approaches. Each of these 

approaches posses its own theoretical notions about language and certain testing 

techniques.   

The Discrete-point Approach 

 The discrete-point testing is based on the audio- lingual teaching method which 

considers that language learning is a kind of habit formation and became the dominant 

language testing approach during the period when behaviorism was the prevailing 

psychological paradigm and structuralism was the supreme linguistic model. In the 

discrete-point testing, language is regarded as consisting of individual discrete “bits”, 

and language proficiency as knowing these individual bits. Language testing is 
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considered a process of sampling these bits of knowledge, and measuring how test 

takers have learned them (Lado, 1961). For Lado, testing listening comprehension 

means testing the ability to recognize or isolate elements of the language from a 

continuous stream of speech (Buck, 2001).  

The basic technique for testing listening comprehension is to present an 

utterance to the test takers in target language and check if the test takers can 

understand the complete utterance or grasp some critical part of it. As for the items, 

they usually include segmental phonemes, stress pattern, intonation, vocabulary, 

morphology and syntax (Buck, 1997). In discrete-point tests, selected responses 

were generally utilized when the multiple choice testing was first developed, 

although true-false questions were also very popular. And test takers are seldom 

asked to construct responses; if they are, those are usually very short. Under the 

influence of discrete-point tests, there is a great deal of multiple-choice test created 

such as TOEFL. In addition, the most common tasks for testing listening in the 

discrete-point tradition are phonemic discrimination tasks, paraphrase recognition 

and response evaluation. 

 

Integrative Testing  

 Integrative testing was proposed in 1970s to refute the discrete-point approach 

by arguing that not only recognizing the individual elements of language but 

knowing how they relate to each other is necessary during language processing. 

Oller (1979) explained, “Discrete items attempt to test knowledge of language one 

bit at a time; integrative test attempt to assess a learner’s capacity to use many bits 
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all at the same time.” From the perspective of language use, he further claimed that 

the whole is greater than the sum of its parts. Listening comprehension is 

characterized as a process of decoding the meaning of the words. The main 

difference between the discrete-point approach and integrative testing is that 

integrative testing assesses the processing of language rather than individual bits of 

knowledge about the language.     

 Cohen (1977) considered that language is highly redundant, and much 

important information is given in more than one form. Thus, arguing that language 

processing consists of an “expectancy generating system,” Oller proposed that the 

ability to utilize this characteristic of language and then make prediction is 

indicative of language proficiency in the language. He developed tests of reduced 

redundancy: the two most common are the listening cloze tests and dictation. Other 

commonly recognized types of integrative tests are noise tests, gap filling summary, 

sentence-repetition, and translation (Buck, 2001).   

Oller didn’t mention the notion of communication but emphasized the 

integrative effect of linguistic elements. When touching on integrative tests, it is 

usually not necessary to take into account the communicative situation in which the 

language is being used. In other words, integrative tests measure a narrower range of 

language skills (Buck, 1997).  

 

Communicative Testing 

 Responding to the communicative language teaching movement, there came the 

communicative testing. Its theoretical notion is that language learning is for 
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communication and whether language learners can actually use the language to 

achieve communicative purpose is more important than whether they are 

grammatically correct in language usage. Thus language proficiency is seen as 

ability to communicate with others in the target language. This change to 

communicative testing was not the contribution of one scholar, but reflected a 

general attitude towards language learning. Communicative tests should test the use 

of the language for its communicative function rather than the usage. Buck (1997) 

indicated that proponents of communicative testing tend to provide a descriptive 

taxonomy rather than a testable theoretical model. That is, advocates of 

communicative testing only provide some descriptions of communicative ability and 

its components, but do not specify how the concept of communicative competence 

should be operationalized or their relative importance of these components in 

language proficiency. Since theory of communicative testing provides no clear 

guidelines for communicative test construction or criterion for communicative test 

validation, test developers have often been confused in constructing what is called 

communicative test, but they generally accepted that the notion of “authenticity” 

should play a major role in communicative testing; that is, the listening text should 

be reasonably authentic, taken from the real- life target- language communication 

situation, and possessing the characteristics of target- language use situation (Buck, 

2001). 

 There are two practical issues which need to be overcome in conducting 

communicative listening tests: Firstly, there is no complete authentic test task just 

because it is a test, not a real- life communication situation. Secondly, it is impossible 
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to sample all communicative situations into listening tests because there are so many 

domains of communicative situations. And the samples can’t always be generalized 

to performance across the whole domain (Buck, 1997). 

 Despite the practical difficulty of constructing communicative tests, 

communicative testing has had a crucial influence on language testing for more than 

two decades.  

 

Formats for Testing Listening Comprehension 

 In early times, listening tests emphasize test takers’ ability to discriminate 

phonemes, to recognize stress as well as intonation patterns and to record what had 

been heard through a written product (usually in multiple-choice forms). Proficiency 

in listening comprehension was regarded as the sum of a test taker’s correct 

responses in these “discrete” sub-tests. But now people don’t think that the ability to 

discriminate phonemes indicates a capacity to comprehend verbal message any more. 

The emphasis has been shifted to contextualized cues of listening comprehension, 

including all the additional redundant features that facilitate comprehension. The 

concern now is with testing meaning rather than understanding forms of language 

(Buck, 1991). 

 Test takers’ performance would be affected by the type of response that is 

required of them. There are different types of responses, and each of them has 

advantages or disadvantages. However, types of responses developed or created 

according to out-of-date theoretical notions in early times are still commonly 

utilized today, such as true-false questions, multiple-choice, gap-filling summary, 
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cloze tests, dictation and open-ended questions. Among these, the multiple-choice 

format is particularly favored and widely used in tests of listening comprehension.  

 

Multiple-choice format 

Bailey (1998) gave the following reasons to account for why multiple-choice 

questions have been so prevailing and popular. First, multiple-choice tests are fast, 

easy, and economical to score. In fact, they can even be scored by machines 

objectively and are more reliable than subjectively scored tests. Besides, they reduce 

the chances of test takers’ guessing the correct answer in comparison to true-false 

items and they require a minimal amount of time to complete.   

Conversely, Hughes (1989) criticized the multiple-choice format and indicated 

that good multiple-choice items are notoriously difficult to write. He further 

expressed that the technique only tests recognition knowledge and severely restricts 

what can be tested. And guessing may have a considerably unknowable effect on test 

scores; its backwash may be harmful and cheating may be facilitated. Oller (1979) 

also criticized the negative backwash of using the discrete-point testing philosophy 

in general and the multiple-choice format in particular. His major concern was the 

difficulty of test preparation. Heaton (1975) mentioned that keeping four options in 

mind could become an extra burden for test takers and that guessing could become 

an important factor affecting test reliability. 

Although there are many shortcomings concerning multiple-choice format in 

evaluating language proficiency, TOEFL, the most known norm-referenced English 

proficiency test, TOEIC (Test of English for International Communication, the 
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English language proficiency test in the workplace context), and the General English 

Proficiency Tests (GEPT) employ multiple-choice test format. 

 

True-false format 

 It is much easier to write true-false test items than multiple-choice questions, 

but guessing is a serious problem needed to be tackled because the test takers have a 

fifty percent chance of being correct by guessing. Another problem is that the 

questions may overburden the test takers’ ability to remember textual information. 

While the test is proceeding, test takers may have comprehended what is being said 

at the time of listening, but by the time they get to the questions, the memory trace 

may have been erased by subsequent information in the text (Lin, 2000). 

 

Open-ended question format 

 Open-ended questions have no guessing problems and permit the test 

constructors to ask any questions. They also avoid some of the problems connected 

with multiple-choice formats and possess the advantages of easy writing. Thus they 

also play an important role in testing listening comprehension. Nevertheless, there 

are still some disadvantages. First of all, they are not easy to score because more 

than one answer can be reasonably interpreted as correct. In the second place, 

problems with open-ended questions arise when there is no sufficient indication of 

how much information should be included in the answer (Buck, 1991).  

 

Dictation 
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 The basic idea of dictation is that examinees listen and write. Advocates of 

integrative testing contended that it was a good test of expectancy grammar. Oller 

(1979) found that taking dictation tests involvs the interpretation of acoustic signal, 

phonemic identification, lexical recognition, morphology, syntactic analysis and 

semantic interpretation. He concluded that dictation tests assess performance at all 

stages of the speech perception process. They are easy to construct and quick to 

administer but hard to score. Scoring may be problematic for test administers, and 

they must formulate a rating scale and avoid the variance of inter-rater or intra-rater 

scoring. Besides, the use of a semantic scoring rather than an exact word system 

should further enhance a test’s validity.  

 

Cloze test format 

 Cloze tests come from reading tests based on the idea of reduced redundancy. A 

text is selected, and words are replaced by blanks in a systematic way, usually every 

fifth, seventh or tenth word (Ye, 1990). It is usually preceded by just listening to the 

complete text first, with test takers taking notes if they wish. They are then given the 

mutilated passage; they listen to it a second time and complete the blank while 

listening, with a short amount of time being available afterwards for completing any 

blanks. 

Weir (1993) indicated that this format is useful as an initial screening device 

when the objective is to divide large group of test takers into ability band rather than 

to say anything precise about specific listening capabilities. This type of test has 

advantages in large-scale testing operation in that it is easy to construct, administer 
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and mark. Decisions must, however, be taken in advance as to whether answers will 

be marked by an “exact word” approach or “acceptable alternative” approach. The 

major drawback of this format for the test construc tor is the difficulty in saying what 

is being tested. Where only one word is deleted, it may not be testing anything more 

than an ability to match sounds with symbols. Test constructors should ensure that 

test takers cannot get answers from reading alone without listening to the passages. 

 

 Method Effects on Performance  

 Testing provides important information for teachers in decision-making and 

assists teaching at different stages, thus, it is part of teaching activities;. However, a 

wide variety of variables that are not part of test takers’ language ability may 

potentially affect test performance, including personal attributes such as the test 

takers’ cognitive style, random factors such as test takers’ emotional state at the time 

of taking a test and the characteristics of the test methods used such as test formats, 

test question types, and test organizations (Bachman, 1990). In addition to individual 

attributes, Bachman (1990) demonstrated that there are two main constant variables 

affecting language test-takers’ performance: individual language ability and the 

characteristics of the test methods.  

Skehan (1991) also proposed that performance on language tests is affected not 

only by the ability we are trying to measure, but also by the methods we use to 

measure it. He further indicated that different test methods may result in different 

performance. Numerous research studies have demonstrated that the methods we use 

to measure language ability influence performance on language tests. Klein-Braley 
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(1983) found that different methods of deletion used in cloze tests of reading ability 

caused difference in the test scores of advanced EFL students. Alderson (1983) 

claimed that the manipulation of different methods in cloze testing resulted in 

difference in the abilities to be measured. Shohamy (1984) investigated speaking 

through interviewing and reporting, and reading comprehension using the 

multiple-choice, open-ended questions, and summary testing formats. She concluded 

that multiple-choice reading comprehens ion questions are easier to answer than 

open-ended questions. Her findings further confirmed earlier claims and testified the 

effect of test method on test performance in general. De Jong (1984) studied the 

effects of different cloze test items on listening for EFL high school students in 

Holland. His findings displayed that cloze test items with two options possess better 

psychometric validity.  

  

Test Method Effects on Listening Comprehension Tests 

 Since listening plays a crucial role in language learning, a great deal of 

investigations has been provided as a guidance to train and facilitate listening 

comprehension effectively. Therefore, assessing the achievement of listening in 

learning as a reference to improve teaching and developing effective listening tests 

have become important issues. When constructing listening comprehension tests, 

test developer have to understand and be aware of the factors that affect listening 

performance. Considering factors that influence test performance, Bachman (1990) 

argued that a test taker’s language performance is influenced by the characteristic of 

the method used to elicit the test takers’ language performance. In other words, the 
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way in which these “test method facets” are designed and controlled has a great 

impact on test takers’ performance. Bachman and Palmer (1996) stated that 

characteristics of test methods always affect test scores to some extent and they 

further suggested that since it is impossible to eliminate the effects of test methods, 

it is necessary to control them as much as possible so that the tests will be 

appropriate for what they are used for. Factors that commonly affect test takers’ 

performance of listening comprehension include text genre, topical knowledge, the 

text length, test item type, visual cues, question preview and the number of times the 

text is presented. Other factors might also affect test takers’ performance in a 

listening exam. Three factors that are most relevant to the current study- text genres, 

test item types and visual cues- are briefly examined here. As for question preview 

which is directly related to the current study, a brief discussion is given in the next 

section.   

 

Text Genre 

Among factors affecting listening comprehension, text genre has been noted as 

an important one. It is believed that since conversational texts contain more 

redundant words, have more pauses, and are often not well organized in syntax, they 

are potentially easier to understand. On the other hand, because most written texts 

contain less redundant words, use fewer pauses than spoken texts, and are better 

organized in syntax, they are potentially more difficult to understand. 

 Shohamy and Inbar (1991) investigated the effects of different genres and 

question types on the test takers’ scores on listening comprehension tests for 150 
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third-year high school students in Israel. The research was designed to control for 

the topic of the genres and three kinds of question types: trivial, local and global 

ones. The three types of discourse selected for the research were an interview 

involving constant interaction, a lecture consisting of a monologue based on written 

notes and a news broadcast using a pre-written, edited monologue, varying in the 

degree of oral features they contained. They found that different text types resulted 

in different test scores, despite the fact that the content of the three genres was the 

same. Results indicated that different types of texts located at different point on the 

oral-written continuum resulted in different test scores. The interview resulted in the 

highest scores, followed by the lecture; the new broadcast resulted in the lowest 

scores. And students performed better on items referring to local cues than global 

cues. Findings showed that the combination of oral text type and local questions was 

the easiest, while the combination of the literate text type and the global questions 

presented the most difficult test version. 

Teng’s study (1998 a) provided somewhat different results. She investigated the 

influence of text genres and test item types on listening comprehension and found 

that students perform significantly better on lectures than on consultative dialogues. 

Although Shohamy and Inbar had demonstrated that the more oral features in a text, 

the better the testees’ scores, Teng further found that text genres that contain high 

degree of oral features posses some characteristics that might interfere with listening 

comprehension processing, such as repetition, redundancy, pause, interruption, 

confirmation, colloquialism, sentence fragment etc. Thus in order to obtain 

consistent results, she suggested that further study is needed to explore the effects of 
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text genres on listening comprehension.  

Another researcher, Brown et al (1985), further explored the effects of text 

types on listening for L1 English-speaking high school students. They pointed out 

that listening material with declared headlines attracted test takers’ attention better. 

Also, descriptive texts are easier to understand than expository ones; and descriptive 

texts in temporal order are also easier than those without order. He also suggested 

that listening tests should not emphasize testing testees' memory or writing. 

However, the results might be different if the research participants are second 

language learners. 

On the other hand, Berne (1992), as reported in Rubin (1994), also considered 

whether text genres and test item types affected L2 learners’ listening 

comprehension. Her subjects were American college students taking elementary and 

intermediate Spanish courses. She found no main effect for text type (interview and 

lecture). However, after a series of further analyses, she found that interview and 

lecture resulted in significant difference for testing detailed information and the 

difference appeared only in multiple-choice items, not in the other two test item 

types (open-ended question and cloze test). In addition, Berne noted that the 

discourse style of the lecture and the interview may not have been different enough 

and the length of the texts were two or three times longer than the recommended 

length of two to three minutes, causing her to wonder if memory demands may have 

been more critical than text difference. 

 

Test Item Types 
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Berne’s and Teng’s stud ies indicate the need for further research on the effect of 

different test item types on listening performance. As a matter of fact, increasing 

evidence has suggested that test takers’ scores varied with different types of item 

response.  

Shohamy (1984) examined the processing of texts in L2 reading 

comprehension tests via different test item types: multiple-choice (MC) in L1, MC 

in L2, open-ended (OE) questions in L1, OE in L2, and found significant differences 

in the scores of test takers. Results indicated that strategies which test takers utilized 

in processing discourse were heavily dependent on the types of the questions. 

Especially, the multiple-choice format which consists of a statement plus a number 

of additional statements represents a special text which readers process differently. 

Qualitative research showed that different item types in reading comprehension tests 

had been processed differently by test takers.   

Furthermore, Eykyn (1992) investigated the impacts of four test item types on 

listening comprehension of French beginning learners and concluded that 

multiple-choice resulted in the best scores.                

Teng (1998b) conducted a research on the effects of test item types and 

question preview on listening comprehension tests for 187 freshmen in Yullin 

Technology University. The three test item types selected for the research were: 

multiple-choice, cloze test and short-answer questions. She found that different test 

item types’ question formats resulted in different test scores, despite the fact that the 

content of the three test item types was identical. The multiple-choice resulted in the 

highest scores, followed by the short-answer questions, and the cloze test resulted in 
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the lowest scores. Questionnaire responses showed that participants felt the 

multiple-choice items were the easiest, followed by the cloze test, and the 

short-answer questions were the most difficult. Underwood (1989), however, 

suggested that multiple-choice questions containing some “distractors” which were 

not referred to at all in the listening test made listening test more difficult.  

Shohamy and Inbar (1991) investigated how question types influenced L2 

learners’ listening comprehension. They found that subjects performed better on 

questions referring to local information than those referring to global information. 

They also reported that most students who answered global questions correctly were 

also able to answer local questions but not vice versa. They further noted that “low 

level test-takers were more affected by the type of information demanded, because 

their performance on local and global question types differed to a greater extent than 

that of learners of the high group” (p.35). They also concluded that it was much 

easier to look for data-specific information than to generalize, infer, and synthesize 

information. 

These studies show that learners do modify their behavior depending on the test 

types they are given. 

 

Visual Cues 

 Studies have suggested that visual support can enhance listening 

comprehension. Eykyn’s study revealed the effect of visual cues on listening 

performance. Rubin (1990) found that the listening comprehension of beginning 

Spanish students who watched dramas on videos improved significantly over 



 

 

28 

students who received no video support for their listening training. She further 

reported that video could enhance listening comprehension if they were 

well-selected and provided sufficient clues for information processing. Text 

selection is critical, not just the use of videos alone.   

Su (1994) compared the difference between two test methods: videotape testing 

and audiotape testing in 72 sophomore English majors’ listening comprehension. 

She found that videotape testing did help students comprehend the content of the 

presented materials and understand the situation better. In addition, most students 

considered that videotape testing enhanced their comprehension and preferred 

previewing the test items first. 

Cheng (2000) explored the effects of pictures as cues on assessment of junior 

high EFL students’ listening comprehension, differences between the picture format 

and written format of listening comprehension tests, and differences between 

effective listeners and less effective listeners in picture format of listening 

comprehension tests. The participants of the study were 302 second-year junior high 

school students. Results showed there was no significant effect on listening 

performance; however, when considering participants’ proficiency levels, Cheng 

found that high-proficiency listeners taking the picture format performed better than 

those taking the written one. Questionnaire and interview responses indicated that 

students gained more assistance from picture format tests and pictures could provide 

them with the context of listening materials and replace some unfamiliar or new 

vocabulary. Besides, they spent less time answering the questions and could get 

better grades in the picture format tests.  
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Chen (2002) compared the effects of repetition and pictures given at different 

time periods on the listening comprehension of senior high students at different 

proficiency levels. The participants of the study were 138 second-year students at 

Hsin-chuang Senior High School in Kaohsiung. They took four different methods of 

listening comprehension tests: one repetition listening comprehension test without a 

picture, and three listening comprehension test with a picture given before listening, 

while listening, and after listening. She found that repetition facilitated senior high 

students’ listening performance most, followed by a picture given before listening, 

then a picture given after listening and a picture given while listening. And listening 

to the spoken passages twice was especially beneficial to high proficiency students. 

Furthermore, she also concluded that using repetition and pictures was helpful test 

methods to measure listening comprehension and obviously all of the students 

performed better and benefited much from these special test methods.               

 

The Effects of Question Preview on Listening Comprehension Tests 

As shown in the previous literature report, test methods affect test performance 

quite much. Among different methods, test question preview has been noted as an 

important factor affecting performance because it supplies useful information for 

comprehension. In real- life situation, listeners often utilize the information available 

such as gestures, visual cues and contextual information to assist themselves to 

comprehend. In tests of listening comprehension, in addition to the passages, the test 

questions will also provide help. 

 Pan (2003) studied the effects of offering guided reading questions and test 



 

 

30 

question preview on senior high EFL students’ reading comprehension, including 

main idea identification, vocabulary comprehension and detail comprehension. The 

participants of this study were 175 second-year students at Linyuan Senior High 

School .The tests were administered using three different test methods. In Test 

Method One, participants read the text first, and then answered the test questions. In 

Test Method Two, they read two guided reading questions and then read the text, and 

finally answered the test questions. In Test Method Three, they previewed the test 

questions first, then read the text, and finally answered the test questions. She found 

that both guided reading questions and test question preview facilitated senior high 

students’ reading comprehension. Moreover, she also concluded that guided reading 

questions were significantly beneficial to identification of main idea and that test 

question preview significantly benefited students’ vocabulary comprehension. As for 

detail comprehension, however, there was no significant difference among the three 

test methods. Besides, most of the students showed positive attitude towards guided 

reading questions and test question preview. Although reading and listening are both 

receptive language skills, listening itself is a set of skills in its own right. Thus 

findings of reading research cannot be automatically transferred to listening and it is 

difficult to say how far the observed effects will show in listening tests. 

Underwood (1989) claimed that looking through a list of test questions before 

listening was helpful for beginning learners. It removed the stress of suddenly 

hearing something unfamiliar and thus being distracted from the next part of the 

listening text. Besides, a quick pre- listening look at the test questions would 

probably refresh listeners’ memories and made test takers ready to listen. He further 
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noted that presenting the list of test questions before listening in the order of their 

occurring in the text made the test easier.   

 Buck (1991), in a qualitative research on testing listening comprehension, used 

the introspective verbal report method with six Japanese EFL testees to investigate 

the effects of open-ended short-answer comprehension questions on the 

measurement of listening comprehension. He indicated that giving the test questions 

before listeners listen to the text would help determine the listening purpose and 

would motivate listeners to get necessary information to answer the test questions. 

So allowing testees to see test questions in advance could lead to different listening 

strategies or levels of comprehension from those in cases where testees had not seen 

the questions. He also reported that listeners actively searched for answers while 

listening and thought that the questions helped them a lot. However, he indicated 

that these findings need to be testified by further research and that some relevant 

variables should be considered such as text types, proficiency levels and test 

motivation.  

Another point of view is that test question preview motivates test takers to take 

different listening strategies and improves test scores. Shohamy and Inbar (1991) 

believe that question preview aids listeners in explo iting top-down information 

processing strategy. Besides, Yang (1995) regards test question preview as providing 

contextual cues to predict the framework of the listening texts. He proposes if the 

listeners could associate every previewed question with the gist of the listening 

passage, it would be much easier for them to comprehend the listening materials. 

Besides, test question preview could help listeners make use of top-down 
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information processing to get the main point of the whole passage. Cohen (1984) 

also contended that test question preview provided the gist and framework of 

listening passages and helped listeners answer the questions.  

In addition, in a research on testing second language listening, Sherman (1997) 

gave details of the characteristics of listening and examined the effects of test 

question preview; 78 participants took four different versions of listening tests, one 

with questions before, one with questions after, one with questions sandwiched 

between two hearings and one with no questions, using open-ended short-answer 

comprehension questions. Test results showed that the “sandwiched” version was 

apparently the most facilitative method and led to the most correct answers. 

Questionnaire responses indicated that there was a widespread feeling that the 

previewed questions both supplied useful information and supported or guided 

listening. Test version A (question before) was generally seen as helpful, providing 

information and not requiring heavy concentration, but was felt to be quite 

distracting. Test version C (sandwich) was widely favored as a good approach, with 

the fewest complaints about distraction, tension and effort. As for proficiency levels, 

it was shown that low-level participants favored the question preview more than 

high- level participants. She concluded that participants felt the sandwich version 

beneficial to comprehension most, but also showed a strong affective attachment to 

previewing questions.  

Teng (1998b) also investigated the effects of question preview and found that 

the preview group’s mean scores were significantly higher than those of no preview 

group and that 97% test takers considered that test question preview before hearing 
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helped them answer the questions a lot. She indicated that test question preview had 

reduced the difficulty of listening tests and changed listeners’ processing strategies. 

It could also trigger listeners’ prior knowledge and help identify the main idea of 

listening content. Such point of view matches with Yang’s (1995) and Buck’s 

(1991).  

 Results of these researches revealed that previewing listening comprehension 

questions is beneficial for comprehension; however, it may create interference at the 

same time. Sherman (1997) found that test takers feel question preview would divert 

their attention while listening. Ur (1984) and Weir (1993) both considered that 

question preview might alter the nature of the listening process, interfere with 

processing strategies by adding burden to attention and prevent integrative 

comprehension. Underwood (1989) also indicated test questions preview made 

listening tests more difficult for listeners if the items contained some “distractors”, 

words or phrases which were not referred to at all in the listening text or not related 

to correct answers.  

 

 

 

 

 

 

 


