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ABSTRACT

This study investigated the effectiveness of the four sources of self-efficacy theory and the
establishment of concrete English study objectives and guidance counseling sessions concerning the
English listening skills of Japanese EFL learners.
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This study documents that the establishment of concrete English study reasons is
critical in helping Japanese college EFL learners have high self-efficacy beliefs about their
English listening skills. However, a self-efficacy questionnaire should be carefully

formulated.

1. INTRODUCTION

In the realm of ESL/EFL teaching, to understand interlearner variability in L2
acquisition, previous studies have focused on the affective domains of self-esteem
(Malinouski, 1923; Brown, 2007) anxiety (Oxford, 1999; Horwitz, 2001; Spielmann and
Radnofsky, 2001) motivation (Gardner and Lambert, 1972; Dornyei and Skehan, 2003;
Dornyei, 2005) and self-efficacy (Bandura, 1977; Cotterall, 1999; Pajares, 2000; Chen and
Hasson, 2007; Rahimi and Abedini, 2009). For instance, Kormos and Csizer (2008)
examined the L2 motivational self-system model proposed by Dornyei (2005) and Csizer
and Dornyei (2005). This model consists of (1) Ideal L2 Self, (2) Ought-to L2 Self, and (3)
L2 Learning Experience. Kormos and Csizer (2008) determined that the key component of
Dornyei (2005) model was not only valid and reliable but also an important dimension of

L2 motivation. This, in turn, emphasizes the significance of L2 learners’ environment for
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learning, where their L2 self-image is shaped (Warden and Lin, 2000; Ushida, 2001;
Yashima, 2002; Lamb, 2004; Kormos and Csizer, 2008). On the basis of their findings,
Kormos and Csizer (2008) suggested that teachers, materials, and activities are
instrumental in shaping attitudes to learning, which leads L2 learners to shape their Ideal
L2 Self-images. These suggestions are based on the discrepancy of the positive
motivational characteristics and the low proficiency level of students. Kormos and Csizer
(2008) these suggestions are based on the discrepancy of the positive motivational
characteristics and the low proficiency level of students. Following indicated that such a
discrepancy does not only “highlight that changes in the overall quality of instruction are
needed but also that positive attitudes and reportedly highly motivated behavior do not
necessarily mean that students in fact invest a sufficient amount of energy in language
learning (emphasis added, 850).” In other words, because long-term commitment to L2
learning is crucial, the limited amount of time that EFL learners engage in L2 learning in
class is insufficient to help learners become successful L2 speakers. Therefore, EFL learners
need additional training to become autonomous learners. Following Kormos and Csizer (2008)
a questionnaire assessing the perception that Japanese EFL learners have of their Ideal L2
Self and what motivated their learning behavior was formulated and administered to 55
college EFL students in Todaka (2009) study. Results showed that the participants
considered themselves able to become competent L2 learners because they enjoyed learning
English, and because they understood the utilitarian benefits associated with being able to
speak English. However, they indicated that they had experienced varying degrees of anxiety in
L2 communication, and that they did not have confidence in thetr linguistic abilities. Furthermore,
they also indicated that they did not consider themselves to be diligent language learners.

Kikuchi and Sakai (2009) investigated the causes for decrease in the motivation of
Japanese high school students to study English and reported that (1) course books, (2)
inadequate school facilities, (8) test scores, (4) non-communication methods, and (5)
teachers’ competence and teaching styles were found to be contributing factors. Among
these, non-communicative methods, which focuses on grammar and preparation for college
entrance examinations, was perceived to be demotivating by many participants. As indicated,
there exists a tremendous lack in Japanese EFL learners’ motivation and in their self-efficacy beliefs
to carry out a task. This is where self-efficacy theory comes in. Self-efficacy theory is
described as “people’s beliefs in their capabilities to produce desired effects by their own
actions.” (Bandura, 1977) It is considered to be the most important factor in determining
how people choose to engage and how much effort they make when faced with challenges
(Maddux, 2002). Thus, self-efficacy is not perceived as a skill, a predicate to behavior, or
intention to attain a particular goal, rather, it is more about “what I believe I can do with
my skills under certain conditions” (Maddux, 2002). Since Bandura (1977) proposed self-
efficacy theory, many articles have been published applying the theory in various fields

such as psychology, sociology, kinesiology, and medicine. Bandura (1977) outlined the four
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sources of self-efficacy: (1) performance outcomes, (2) vicarious experiences, (3) verbal
persuasion, and (4) physiological feedback. Performance outcomes denote how our positive
or negative experiences can influence our ability to perform a given task. Vicarious
experiences are referred as the influence of someone else’s success or failure on one’s level
of self-efficacy. Verbal persuasion refers to how our self-efficacy is affected by what others
say about us and what they believe we can or cannot do. Finally, physiological feedback is
described as positive physiological and emotional sensations that are likely to lead one to
have high self-efficacy in a given situation. Raoofl (2013) reviewed 32 articles, published
between 2003 and 2012, concerning the effectiveness of self-efficacy theory in the
ESL/EFL context. Next, we describe the findings of the studies reviewed.

Among the 32 articles reviewed, 12 articles examined the relationship between self-
efficacy beliefs and ESL/EFL performance on the basis of either course grades
(Mahyuddin, 2006; Mills, 2007; Hsieh and Schallert, 2008) proficiency in reading (Mills,
2006; Mills, 2007) or listening (Mills, 2006; Magogwe and Oliver, 2007; Tilfarlioglu and
Ciftci, 2011). They concluded that the findings of these studies indicated a positive
relationship between self-efficacy and performance, which was in line with findings in other
research domains such as math and education in general (Multon, 1991; Pajares, 1996;
Dennissen, 2007). Furthermore, seven articles examined the relationship between self-
efficacy and anxiety (Mills, 2006; Cubukcu, 2008; Anyadubalu, 2010; Erkan and Saban,
2011) and that between self-efficacy and attributes (Graham, 2006; Hsieh and Schallert,
2008; Hsieh and Kang, 2010). The findings of these studies indicate a significant negative
relationship between self-efficacy level and ESL/EFL performance. In other words, high-
level self-efficacy students attribute their failure to lack of effort, whereas low-level self-
efficacy students attribute their failure to low ability. Raoofi (2013) also reported findings
of studies that focused on factors influencing the enhancement of self-efficacy beliefs. Cakir
and Alici (2009) found successful experiences and social persuasions to be influential factors
on learners’ self-efficacy. Wang and Pape (2007) reported that factors such as past
experience, interest, attitude toward English language, social persuasion, task difficulty,
and social and cultural settings were important for determining the self-efficacy levels of
learners. As shown above, many studies explored relationships among self-efficacy levels,
performance, anxiety, attributes, and influential factors. However, Raoofi (2013) indicated
that all but one study examined short-term influences on self-efficacy, and suggested that
long-term effects on self-study need to be investigated.

Todaka (2018) examined the relationship between self-efficacy beliefs and English
listening skills in 101 Japanese college freshmen (48 introductory level students and 53
advanced students) during the spring semester. As a follow-up investigation, Todaka
(2013) examined the listening section (80 questions) of the EIKEN tests taken between
April 2018 and January 2014. There was an improvement in our students” English listening

skills during the experimental period (i.e., spring semester 2013), and our students had
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high self-efficacy beliefs in their English listening skills at the end of the semester.
Nonetheless, non-significant results were found in their listening skills assessed in January
2014 compared with those assessed in April 2013.

Bandura (1977) stated that “...lasting changes in self-efficacy and behavior can best be
achieved by participant methods initially using powerful induction procedures to develop
capabilities, then removing external aids, to verify personal efficacy, then finally using self-
directed mastery to strengthen and generalize expectations of personal efficacy.” (202)

To investigate the causes of non-significant improvements in their listening skills
throughout the academic year, interview sessions were conducted in April 2013 with four
students (two introductory and two advanced students), whose English is listened scores
either improved or worsened during the first academic year. Each student was asked about
(1) English study background, (2) English experiences and self-efficacy, and (3) English
learning environment. Each session lasted 20 minutes. First, the two advanced students
demonstrated high self-efficacy with regard to their English listening skills, whereas the
other two introductory level students did not like English and have low self-efficacy about
their English listening skills when they were in high school. Thus, their listening test
scores at the beginning of the spring semester reflected their levels of self-efficacy. In other
words, the advanced students, who had high self-efficacy, scored much higher on the
EIKEN and TOEIC listening tests taken in April 2013. However, the low self-efficacy
introductory level students were able to increase their self-efficacy of their English
listening skills during the semester, which in turn improved their listening scores taken in
July 2013. Thus, our findings at the end of the semester were in line with the
aforementioned studies. However, one introductory student, whose listening skills had
improved, differed from the other introductory student. The other introductory student’s
listening scores worsened throughout the academic year because she could not find a
specific reason to study English. That is, although both continued their English listening
study during the fall semester in 2013, the student who improved her listening skills was
able to maintain relatively high self-efficacy throughout the academic year because she had
a specific reason for wanting to improve her English listening skills. On the other hand, the
other student, who did not have a specific reason to study English, attributed her failure to
uncontrollable factors such as learning environment.

Regarding the two advanced students, the student who improved her listening skills
had a concrete reason for wanting to improve her skills, whereas the other student did not.
However, the advanced student, whose listening test scores worsened, mentioned that he
would make more effort to improve his listening skills during his sophomore year, as he
attributed his failure to lack of effort, and that he still regarded himself as having high self-
efficacy in his English listening skills. The above findings reconfirm the findings of the
previous studies (e.g., (Hsieh and Schallert, 2008; Hsieh and Kang, 2010; Raoofi, 2013)) in

that high-level self-efficacy learners attribute their failure to lack of effort, whereas low-
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level self-efficacy learners attribute their failure to uncontrollable factors. Note that the two
students who improved their scores had a concrete and specific reason or objective for
studying English. As reported in previous studies, self-efficacy beliefs are important
because the advanced student whose listening score worsened still believed in his capability
to improve his English skills. Nonetheless, it is hypothesized that the importance of
concrete and specific study reasons needs to be recognized by Japanese college EFL
freshmen for them to appreciate the positive effects of self-efficacy beliefs on their English
listening skills (Bandura, 1988; Locke and Latham, 1990). In addition, most Japanese
college freshmen require more than a semester to develop high self-efficacy beliefs about
their listening skills because years of entrance examination-oriented teaching in secondary
school create a dislike of English in them, which in turn triggers low self-efficacy beliefs
about their English skills.

It is important to establish learning goals and Ideal L2 Self, as mentioned earlier, but it
is difficult for college freshmen to even think about their future selves, and most of them
have lost their primary reason for studying English, as their main objective to study
English in high school was to pass college entrance examinations. Therefore, is important
to help Japanese college freshmen rethink their specific reasons for studying English along
with developing high self-efficacy beliefs about their English listening skills. In other
words, instructors should help Japanese college freshmen establish specific reasons for
studying English and assist students in developing high self-efficacy beliefs about their
English listening skills. This can be achieved by focusing on the four sources of self-efficacy
beliefs, which help students shape positive learning behavior. By utilizing positive learning
behavior, instructors equip their students with the necessary learning strategies so
students can establish a clear vision of how they can improve their English listening skills
until concrete ideal selves can be formed. Furthermore, Shirono (2004) investigated the
effectiveness of educational guidance on improving the motivation of Japanese high school
students. He found that providing feedback on his students’ English study habits outside
the classroom had helped them boost their motivation to study English. Asko (2013)
examined English study motivation of two proficiency level college students. She reported
that low to intermediate Japanese EFL students required constant praise in order to retain
their motivation to study English. Pajares (2000; 2006) cited in Rahimi and Abedini (2009)
and Wong (2005) cited in Sue and Duo (2012) also emphasized the importance of teachers’
frequent and positive verbal support to back the efforts of EFL learners.

Thus, the objectives of our 2014 study were twofold: (1) to examine whether
instruction that focuses on the sources of self-efficacy and re-establishing concrete reasons
for students to study English can help Japanese EFL learners improve their English
listening skills and enhance their self-efficacy, and (2) to investigate whether educational
guidance sessions can help them maintain their self-efficacy beliefs about their English

listening skills.
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2. METHODOLOGY
2.1. Participants

Participants were 197 Miyazaki Municipal University freshmen. They were
categorized into four groups according to their English placement test scores. Forty-five
students were grouped as introductory level students and 109 students were placed in two
intermediate classes: (1) 52 students in intermediate I class and (2) 57 students in

intermediate II class. Forty-two students were assigned to advanced class.

2.2. Instruction

We taught our classes for the 2013 project in the following way: (1) lectures on the
significance of self-efficacy sources, meta-cognitive strategies, and ideal L2 self-image; (2)
lectures on important suprasegmental features (e.g., (Vance, 1987; Todaka, 1995)) (3)
various exercises specifically designed to teach phonetic features; (4) advice on various
learning strategies for the needs of individual students; (5) shadowing training using DVD
movies; and (6) evaluation of progress according to self-assessment checklist items.

Phonetic features taught and practiced: (1) stress, (2) rhythm, (3) linking, (4)
assimilation, (5) elision, and (6) intonation. As features (8), (4), and (5) depend on features
(1) and (2), the order of presentation and practice was as listed. The DVD movies that each
participant used for shadowing practice were selected by each individual. Because it was
important to help participants become autonomous learners and to consider individual
preferences, we asked each participant to choose a DVD movie of his/her liking and submit
a shadowing journal each week. Participants were asked to watch a portion of a DVD
movie each week and take notes on their study processes.

In this study, we also focused on the following.

The four sources of self-efficacy proposed by Bandura (1977). We ensured that each
student could gain confidence by having him/her experience an achievement in each class
period. In particular, various strategies were employed to ascertain that all students would
understand the listening materials they had studied in each class period so that they could
get a confidence boost in their capability for English listening skills. Three teaching
assistants, who were juniors at the same university, participated in all the classes to
function as role models for the participants. The instructor provided positive verbal
teedback to each student to support each in their belief in their capabilities and to actively
engage in each listening activity. Furthermore, the instructor ensured to provide
participants with positive physiological and emotional sensations to help them develop high
self-efficacy in class.

(1) The significance of establishing concrete, longer-term study objectives/reasons was
emphasized throughout the spring semester, as the effectiveness of short-term

objectives/goals on sustaining motivation has already been reported (Bandura, 1977).
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Each student was asked to write down their own objectives/reasons for studying
English for the spring semester, summer break, and fall semester. The study
objectives/reasons for the spring semester were submitted during the second week of
the term and those for the summer break and fall semester were submitted during the
last week of the term.

(2) Thirty-six volunteer students served as experimental subjects in this study. These
students were interviewed individually in July 2014 We discussed their hobbies,
interests, and future goals, and they were asked to decide on English study objectives
for the summer break and on how they would enjoy improving their English listening
skills (i.e., autonomy). During the summer break, weekly emails were sent to students,
offering positive support (Bandura, 1977). In October, guidance counselling sessions
were conducted, and we discussed how well they had enjoyed improving their listening
skills and how they had felt about the weekly emails. Monthly sessions were conducted

throughout the academic year.

2.3. Assessment Tools

Students’ improvement in their English listening skills was evaluated using the results
of TOEIC. The listening portions of three different TOEICs were administered during the
onset and outset of the spring semester in 2014 and in January 2015. In addition, we
utilized Rahimi and Abedini (2009) 20-item perceived self-efficacy questionnaire to assess
our students’ English listening skills because self-efficacy perceptions are context- and
task-specific (Maddux, 2002). Rahimi and Abedini (2009) had specifically designed their
self-efficacy questionnaire to examine the English listening skills of Iranian college

freshmen.

3. RESULTS AND DISCUSSION
First, we examined their TOEIC scores in April and July. The following table indicates
the results. The maximum score for the listening test was 495. The numbers in parentheses

indicate standard deviations.

Table-1. TOEIC scores in April and July

Times/proficiency level April July P value

F value
Introductory 185.1 (47.8) 236.8 (53.9) P<.0001 F=23.2
Intermediate [ 227.7 (46.0) 284.7 (59.4) P<.0001 F=9.9
Intermediate II 217.6 (54.5) 297.4 (71.2) P<.0001 F'=45.1
Advanced 260.0 (40.4) 296.0 (63.0) P<.002 F=10.1

As Table 1 shows, the students in all proficiency groups made significant
improvements in their listening scores. In our 2013 study, we examined the TOEIC scores

taken at the start and end of the spring sessions. One hundred and one students (i.e., 48
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introductory level students and 53 advanced students) took both the pre- and post-
TOEICs. According to ANOVA, the difference in scores between pre and post-TOEICs
was found to be significant at the 95% and 99% confidence levels for introductory level and
advanced students (p < .011, F = 6.9) and (p < .0001, F = 19.384), respectively. Thus, we
concluded that our present methods helped our students improve their listening skills,
comparable with their listening skills in the previous year.

Next, we examined their self-efficacy beliefs according to the questionnaire for EFL
learners regarding the self-efficacy of their listening skills developed by Rahimi and
Abedini (2009) see Appendix A). Table 2 indicates the results of our students” self-efticacy
scores regarding their listening skills. The questionnaire scale ranged from 0 (totally

disagree) to 5 (totally agree), and there were 20 question items (total range: 0—100).

Table- 2. Self-efficacy scores in April and July

Times/Proficiency level | April July P value F value
Introductory 39 (6) | 42 (6) | P<.05 F=3.7
Intermediate 1 2 (7) | 45(8) | P<.12 F=2.4
Intermediate 2 42 (7) | 45(8) | P<.12 F=2.4
Advanced 4 (7) | 45(7) | P<.81 F=.06

As seen above, the self-efficacy scores of students in the intermediate and advanced
groups did not vary, whereas those from the introductory group improved significantly at a
95% contidence level.

The correlation between the pre-TOEIC listening scores and the perceived self-
efficacy scores was r (45) = —.933, and the coefficient of determination was 0.871. The
correlation for the advanced students was r (43) = —966 and the coefficient of
determination was 0.934. Therefore, in both groups, the two variables were negatively
correlated. This indicates that the lower their English listening skills, the higher their
perceived self-efficacy.

We therefore examined the listening test scores taken during July and January to see if
our present methods were able to help students improve their English listening scores.

Table 8 lists the results of TOEIC listening test scores in July and January by proficiency

level'.
Table-3. TOEIC test scores in April and January
Times/Proficiency Level July January P value F value
Introductory 197.8 (45.4) 259.0 (45.6) P<.0001 F=40.5

 The number of students who took the January test decreased owing to the spread of flue. Thus, one student in the introductory, 5

students in intermediate 1, 4 students in the intermediate 2, and 3 students in advanced groups were absent during the test.
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Intermediate [ 239.9 (48.9) 297.7 (62.7) P<.0001 F=24.8
Intermediate I1 246.3 (60.9) 305.2 (68.3) P<.0001 F=21.9
Advanced 241.9 (67.5) 341.4 (68.4) P<.0001 F=42.8

As seen above, students from all proficiency groups made significant improvements in
their listening scores. Hence, we conclude that our present methods indeed helped them
improve their listening scores throughout the academic year.

Table 4 shows the results of our students’ self-efficacy scores in July and January. As

indicated earlier, the scale ranges from 0 to 100.

Table-4. Self-efficacy scores in July and January

Times/Proficiency July January P value F value
Introductory 42 (6) 40 (6) P<.076 F=3.2
Intermediate [ 45 (8) 40 (7) P<.004 F=8.8
Intermediate II 42 (8) 40 (7) P<.353 F=.87
Advanced 42 (18) 40 (10) P<.55 F=.358

As seen above, the students’ self-efficacy scores from every group, except those in the
intermediate I did not change. In addition, the scores of students in the intermediate I
significantly worsened.

The correlation between the January TOEIC listening scores and the perceived self-
efficacy scores was r (44) = —.937, and the coefficient of determination was 0.871 for the
introductory students, whereas for the advanced students, the correlation and coefficient of
determination were r (40) = —.951 and 0.905, respectively. Thus, in both groups, the two
variables were negatively correlated. This indicates that lower their level of English
listening skills, higher their perceived self-efficacy. This finding was consistent with the
previous correlation results of their pre-test listening scores and perceived self-efficacy
scores. This seems counterintuitive, as students with high self-efficacy tend to perform
better than those with lower self-efficacy, as found in previous studies. However, the
negative correlation between their TOEIC listening test scores and self-efficacy scores
might have been attributed to two factors: (1) the proficiency levels of our students and (2)
inappropriate questionnaire items. Regarding the first factor, the mean score of our
advanced students obtained in January was 341; this score is close to the mean score (315)
of the same TOEIC listening test taken by 100,166 students in January. Furthermore, our
advanced students” mean TOIEC score during the onset of the spring semester in 2014 was
260. Thus, the advanced students should be considered as low-intermediate level students
in terms of their English listening skills. On the other hand, the mean score of our
introductory students significantly improved from 181 to 259 during the academic year.
Considering that many introductory students had difficulty understanding even simple
utterances by native English speakers during the onset of the spring semester, we can

speculate that their perceived self-efficacy, improved during this semester, as they were
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able to demonstrate improved understanding during the semester. This sense of
achievement helped them to maintain a high level of perceived self-efficacy throughout the
academic year. In fact, (Pajares, 2006) cited in Renzhi 2012) reported that “there is no
absolute connection between self-efficacy and achievement because self-efficacy reflects how
capable individuals believe they are, rather than how capable they really are (19).” The
advanced students might not have had the sense of achievement that the introductory
students had, and as such, their self-efficacy remained the same throughout the academic
year. However, it is difficult to speculate on the results of the students in intermediate I
class. Since 16 out of 32 subjects were in the intermediate I class, let us examine the results
of the 82 students as a whole, and then compare the results of the 16 subjects with the non-
subjects in intermediate I class. As mentioned earlier, 16 subjects had received educational

guidance during the summer break and fall semester. Table 7 shows their results.

Table-5. Comparison of TOEIC scores in July and January between control and experimental group students in

intermediate I class

Times/Experimental vs. | July January P value

Control students in F value
intermediate I

Experimental group 235 (40.2) 305 (71.2) P<0007 F=13.9
Control group 243.2 (54.4) 292.7 (56.9) P<.0016 F=11.04

As seen above, the subjects from both groups in intermediate 1 class made significant
improvements in their listening scores.

Table 8 exhibits their self-efficacy scores in July and January.

Table-6. Comparison of self-efficacy scores in July and January between control group students and experimental

group students in intermediate I class

Times/Experimental  vs. | July January P value
Control students in F value
intermediate 1

Experimental group 44 (8) 41 (8) P<.3169 F=1.03
Control group 45 (8) 40 (6) P<.0036 F=9.26

One major difference between the two groups was that the self-efficacy scores of
students in the control group significantly worsened, whereas those of students in the
experimental group remained constant. Thus, guidance counseling sessions helped our
subjects maintain their perceived self-efficacy throughout the academic year. On the other
hand, non-subjects in the same class were the only ones whose perceived self-efficacy
worsened. Although our subjects were volunteers, there might have been some emotional
effects of perceived self-efficacy on the non-subjects. This is because both the subjects and
non-subjects were classmates, so it is possible that the non-subjects might have had

negative feelings toward subjects who had been given guidance counseling sessions.
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Nonetheless, it is beyond the scope of this study to pinpoint the exact cause for the
worsening of their self-efficacy beliefs regarding their English listening skills. In relation to
the second factor, our questionnaire may not have been as accurate in measuring self-
efficacy in Japanese EFL learners. Zimmerman and Cleary (2006) cited in Renzhi 2012)
reported that “self-efficacy percepts are not only context-specific but also domain and task-
specific.” Thus, our 20 questionnaire items were adopted from Rahimi and Abedini (2009)
study, although they were specifically designed to assess Iranian EFL learners’ perceived
self-efficacy of their English listening skills. However, Oettingen (1995) reported that
“cross-cultural variations in efficacy beliefs are congruent with differences in efficacy-
relevant influences operating in each culture’s school context” Thus, the utilized
questionnaire was specifically designed for Iranian EFL students’ perceived self-efficacy of
English listening skills. Therefore, the negative correlation between perceived self-efticacy
and English listening proficiency that we found in this study could be attributed to
inappropriate question items.

Pajares (2006) also stated that “a test of self-efficacy theory requires the type of
assessment specified by the theory. When such tests are appropriately conducted, results
from self-efficacy investigations have shown that as Bandura (1986); Bandura (1977)
theorized, particularized judgments of capability are better predictors of related
performances than are more generalized judgments. Consequently, if the aim of a study is
to increase prediction of academic performances, or to help distinguish self-efficacy from
other expectancies or self-beliefs, research questions should be formulated with an eye to
measuring self-efficacy as specifically as is relevant and useful, whilst enhancing the
correspondence between self-efficacy and criterial varieties.”

Considering the two plausible factors, it seems likely that both factors might have
contributed to the negative correlation between listening performance and self-efficacy
beliefs found in the present study. As mentioned earlier, cross-cultural variations in self-
efficacy beliefs should have been taken into account in addition to context- and domain-
specific characteristics of self-efficacy percepts. In addition, our advanced students should

have been considered as low-intermediate students.

4. CONCLUSION

The objectives of our 2014 study were twofold: (1) to examine whether instruction that
focuses on the source of self-efficacy and the re-establishment of students’ concrete reasons
for English study can help Japanese EFL learners improve their English listening skills
and enhance their self-efficacy about those skills, and (2) to investigate whether educational
guidance sessions can help students maintain their self-efficacy beliefs about their English
listening skills. First, our present methods were able to help them improve their listening

scores throughout the academic year.
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Second, only the students in the introductory class were able to boost their self-efficacy
beliefs about their English listening skills during the spring semester, and they were able
to maintain these high beliefs during the academic year. The self-efficacy beliefs about
English listening skills found in other students in the other groups did not change
throughout the academic year, except for the students from intermediate 1 class. In other
words, the students’ self-efficacy beliefs about English listening skills in intermediate I
class worsened during the academic year.

Third, the correlation between the January TOEIC listening scores and the perceived
self-efficacy scores was r (44) = —987, and the coefficient of determination was 0.871 for
introductory students. For the advanced students, the corresponding values were r (40) =
—951 and 0.905. Thus, in both groups, the two variables were negatively correlated. This
result indicates that the lower their English listening skills, the higher their perceived self-
efficacy. This finding was consistent with the correlation results of their pre-test listening
scores and their perceived self-efficacy scores. This, however, seems counterintuitive, as
students with high self-efficacy tended to perform better than those with low self-efficacy,
as found in previous studies.

We therefore infer two plausible factors for the discrepancy between the findings of
this study and the aforementioned studies: (1) proficiency levels of our students and (2)
inappropriate questionnaire items. Considering the two plausible factors, it seems likely
that some questionnaire items might have been inappropriate. As mentioned earlier, cross-
cultural variations in self-efficacy beliefs should have been taken into consideration in
addition to context- and domain-specific characteristics of self-efficacy percepts. We
focused on the re-establishment of students’ concrete study reasons and incorporated
educational guidance sessions in this study on the basis of the findings from our 2013 study.
From the findings of the present study, we can conclude that the English listening skills of
Japanese college EFL learners can be significantly improved with the methods we utilized.
However, careful consideration for cross-cultural variations in self-efficacy beliefs should be
taken into account when formulating a self-efficacy questionnaire.

A follow-up study based on relevant question items is now under way, and we hope to
shed some light on the relationship between self-efficacy perceptions and English listening
skills of Japanese college students. We plan to utilize current pedagogical techniques to
help Japanese college EFL learners improve their English listening skills, and we'd like to
find a way to help them have high self-efficacy beliefs on their English listening skills. If we
can find a way to help our freshmen boost and sustain their self-efficacy beliefs on their
English listening skills (or English skills in general), our freshmen would continue to
improve their English skills in college, which in turn results in better mastery of English

skills , and which can help them engage in English language-related jobs in the future.
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Appendix A

A Questionnaire on EFL Learners’ Self-efficacy in Listening Skills

(Taken from Rahimi and Abedini (2009))

(1) T have the ability to improve my listening skills.

(2) In listening practice, although I understand almost every word, the problem is that I
do not have the ability to recall them all.

I have the ability to concentrate on the content to which I listen.

I believe that my proficiency in listening will improve soon.

I am sure that if [ practice listening more often, I will get better grades in the course.

I can understand the recordings in listening classes better than other students.

No one cares if I do well in the listening course.

(3)
(4)
()
(6)
(7) I cannot understand a film in English without English subtitles.
(8)
(9) My listening teacher thinks I am smart.

(10

(

completely, I can usually find a strategy to answer the questions.
12) I feel stressed during listening class.
13) I enjoy doing listening practice, even when the speaker speaks fast.

1

(12)
(13)
(14) I enjoy doing listening practice even without a proficient partner.
(15) I am one of the best students in the listening course.

(16)

16) When I am doing a listening practice with a recording at home, it does not matter how

difficult it is because I repeat it so many times that I can understand it.

(17) I enjoy meeting tourists because I can understand them well.

(18) The more difficult the listening practice is, the more challenging and enjoyable it is.

(19) In the listening class, when the teacher asks a question, I raise my hand to answer it
even if [ am not sure about it.

(20) With respect to listening skills, women are more proficient than men.

Views and opinions expressed in this article are the views and opinions of the author(s), International Journal of Education
and Practice shall not be responsible or answerable for any loss, damage or liability etc. caused in relation to/arising out of
the use of the content.
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