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Introduction  

In one of their research project, Siegel and Haswell (2010) sought to reform the teaching of 

listening skills in the classroom with a view to improving the transfer of skills from L1 to L2. They 

reviewed Fullanôs (2008) study and wrote down the problems encountered in EFL classrooms: (1) 

The listening classes are teacher-centered, (2) The teacher plays a recording to a group of learners, 

which has an isolating effect, and (3) Listening does not take place in real time. 

A similar critique can be made of how listening is taught in the Taiwanese secondary as well. 

The learners are asked to read to the questions. Then, they are asked to listen to a text. Next, they 

mark answers to the questions.  Finally, they do listening comprehension questions. The 

consequence of using this kind of approach or technique to listening comprehension and instruction 

results in more of a personal rather than interactive task. This distances the students from the task 

and makes them less engaged in the process. In fact, listening in the real world is a skill that usually 

requires some level of interaction with the speaker, or production required from the received 

information. Most listening class tasks are abstracted from context: a single conversation or 

announcement, with a set of questions either set before listening or displayed after. This is unlike the 

circumstances that are usually expected of a listening performance.  

 

The Purpose of the Paper 

The paper has four main sections: (1) Introduction, (2) Using UbD on Differentiated Listening 



Instruction, (3) and Listening Curriculum Development and Instructional Design. The aims of this 

paper are to raise awareness of factors that are responsible for learning to listen effectively and 

enable teachers in senior high schools to incorporate educational theory into everyday practice. It is 

hoped the paper will help teachers get a better view of curriculum development in listening 

instruction:  

a) They would like to describe approaches to listening curriculum development and design. 

b) They will be able to plan a course or session using an outcome based approach. 

c) They will understand how to write learning objectives/outcomes which communicate the     

    intended learning to students and other. 

d)  They are able to recognize factors which contribute to effective listening instruction and     

learning in your own practice. 

e)  They can outline implications of curriculum change.  

f)   They are willing to select appropriate strategies in adjusting a curriculum for your needs  

g)   They can make a more effective contribution towards curriculum design.  

A reform in listening instruction is starting for 12 year basic education. Curriculum 

development in listening is going to be one of the waves of change in senior high schools.  

 

Product-based or Process-based 

 Listening now is viewed as an active process. Teachers should not just teach listening for tests 

(product-based approach); instead, listening instruction should be thought of as improving studentsô 

listening ability (process-based approach), which should be a life-long skill for learners. A 

product-based approach necessitates the setting of questions, listening to a text, answering the 

questions, checking, and then repeating the process with a new text. A process-based approach, on 

the other hand, is intended to make students more confident and skilled in their listening in all 

situations that require them to listen: in class, in tests, out of class on campus, and after graduation, 

students will feel the benefit of a process-based approach.  



Whether to Use a Textbook in Listening Instruction  

Over the last three years, I have travelled Taiwan extensively and I have found teachers are 

unsure if they need a textbook in teaching listening or if they should develop course/curriculum 

themselves. Before offering my response, first we need to make a clear what the purpose or the 

function of a textbook is. When teaching reading, we all have textbooks for senior high students in 

regular English class. But do teachers all follow the design of the textbook they are using in their 

practices? Actually, no. For an experienced teacher, the reading textbook is a resource, a tool, a 

guidebook that supports a purposeful journey. ñA textbook should be viewed as a guide, not the 

curriculum. A teacherôs job is to teach toward established standards using the textbook and other 

resources in support of student learningò (Wiggins & MaTighe, 2006). Textbooks at their best 

organize information and provide many exercises, tasks or activities for reinforcing key knowledge 

and skills. However, concerning the work around ongoing questions and complex assessments based 

on big ideas and of offering different perspectives, teachers are responsible for using the text to assist 

in meeting learning goals (Wiggins & MaTighe, 2006). In the scenario we are facing in EFL listening 

class, we might need to have listening textbooks as a guidebook for the architects (the teachers in 

teaching listening) who build up varied step-stones (on-going assessment) to scaffold students' 

listening learning. Listening materials and instructional design is a hundred times (i.e. authentic 

video clips and audio text spoken with different speeds as well as accents and etc.) more difficult 

than reading. My suggestion is ñUsing listening textbooks as a guidebookò and use UbD as a frame 

to make teaching and learning in listening deep and broad.          

MaTighe and Wiggins (2006) noted that major textbook companies around the world have 

worked to integrate UbD approaches into their materials. When the materials are well done, such 

textbooks can be very helpful. They also encouraged educators to carefully examine textbooks and 

suggest that teachers use them as a resource for implementing the curriculum, rather than as the sole 

source of instructional materials. 

  



Differentiated Listening Instruction  

In Understanding by Design (UbD) MaTighe and Wiggins (2006) noted UbD is not a tool to 

make educators into good teachers because teachers might not have good pedagogical skills, and that 

making a well-arranged design looks unacceptable. What does Understanding by Design offer teachers? 

It is a structure/framework used for long-term goals relating to teachersô instruction in classroom based 

on the three basic rationales: (1) Identify desired results, (2) Determine acceptable evidence, and (3) Plan 

learning experiences and instruction.  

In the beginning of 2015, the English Education Resource Center held a listening instructional 

design program for seed teachers. As the teacher trainer, I am extremely proud of these teachersô 

commitment, passion and enthusiasm in English language teaching. In the program, teachers had to 

co-plan a unit together. Later, they individually adapted and adopted the design into their practices. 

The template used for listening design comes from Wiggin and McTighe̱ 1998, Understanding by 

Design, Association for Supervision and Curriculum Development, ISBN # 0-87120-313-8 (pbk)̲ , 

which is a four-page template including: (a) Stage 1ïIdentify Desired Results, (b) Stage 2ï 

Assessment Evidence, (c) Stage 3ï Learning, and (d) Stage 4 ïAccess and Reflect  

 

The Four-Stage Approach 

Stage1: Identify Desired Results  

The teacher thinks of his/her goal, examines the national standard of listening instruction and 

reviews his/her expectations. Four essential questions that the teacher might want to ask him or 

herself are (Wiggins & J McTighe, 2006): 

É Are students able to do, on their own (transfer)? 

É What understandings about key ideas should they leave with? 

É What do Content Standards imply for learning goals - i.e. what should students know and 

be able to do, given the content targeted? 

É What big ideas should anchor and organize the content, framed as Essential Questions? 



What do common/predictable misunderstandings suggest what the desired understandings 

ought to be? 

 

Figure 1: Key Design Elements in Stage  1 

 



 

 

Stage 2: Determine Acceptable Evidence 

Teachers start to think about a unit or course in terms of collecting assessment evidence. The 

teacher needs to ask himself/herself: am I assessing everything that I am trying to achieve (in Stage 

1), or I am trying only those things needed to test and grade? The following are essential questions 

(Wiggins & J McTighe, 2006, p.8): 

É What is evidence of understanding (as opposed to recall)? 

É What important transfer tasks should anchor the assessment since transfer is the 

essence of understanding? 

É What criteria should be used to assess work related to the Desired Results, not just the 

particulars of the task? 

In other words, the teacher checks the alignment between Stages 1 and 2 that help him/her 



ensure that all important goals are appropriately assessed, resulting in a more coherent and focused 

unit plan.  

 

Figure 2: Key Design Elements 

 

 

     Framing Performance Task Using GRASPS. In fact, not every performance assessment needs 

to be framed by GRASPS. However, at least one core performance task should be included in a unit 

or course for assessing understanding. The reason is that performance tasks not only provide students 

with clear performance targets but also real-world meaningfulness that are not found in 

decontextualized test items or academic prompts. Therefore, appropriate criteria and rubrics are 

needed for the tasks and known by the student in advance. (Wiggins & J McTighe, 2006). The 

following example is from Stella Lai: 



       

 

  



Rubrics. A rubric is a criterion-based scoring guide consisting of a fixed measurement scale (5 

points, four points, or whatever is appropriate) and description of characteristics for each score point. 

It is used to evaluate the traits such as mechanics, craftsmanship and organization which should be 

judged separately. It is an overall impression of a student/s work, which yields a single score or 

rating for a product or performance. Although a holistic rubric is an appropriate scoring scale when 

an overall impression is required, analytic rubrics are considered as a better assessor on describing 

the degrees of understanding. How can we set up a rubric that matches to the levels of the learners?  

   Step 1: Gather samples of student performance. 

        Step 2: Sort student work into different ñstacksò ̱I favor 3 stacks because it is easier to 

handle based on differentiated instruction̲and write down the reasons. 

    Step 3: Cluster the reasons into traits or important dimensions of performance 

Step 4: Write a definition of each trait. 

Step 5: Select samples of student performance that illustrate score point on each trait. 

Step 6: Continuously refine  

     Other evidence. Through what other evidence (work samples, observations, quizzes, tests, 

journals or other means) will students demonstrate achievement of the desired results? Formative and 

summative assessments can and should be used throughout the unit to arrive at the outcomes. 

 

Stage 3: Plan Learning Experiences and Instruction  

In stage 3, Teachers plan the most appropriate lessons and learning activities to address the 

three different types of goals identified in Stage 1. Essential questionsðbelowðhelp lead the 

teacher in designing effective activities to engage student learning. (Wiggins & J McTighe, 2003, p.8) 

 ̧ What can I do to make the work maximally engaging and effective? 

 ̧ If the ñcontentò is the answer, then what were the original questions? 

 ̧ What content should we cover? What content needs to be ñuncoveredò?  

 ̧ When should the ñbasicsò come first? When should they be on a ñneed to knowò basis? 



 ̧ When should I teach, when should I coach, and when should I facilitate student 

ñdiscoveryò? 

 ̧ How do I know who and where the learners are? 

 ̧ What should I do if they already know/ can do? What should I do if  they donôt?  

Moreover, in order to truly meet the standard, what should they be able to do independently 

(transfer)? What should I be doing to make them more independent and able to transfer? 

 

Figure 3: Key Design Elements in Stage 3 

 

Six-Facet. In the UbD framework, six facets of understanding are used to examine if the 

learners truly understand what they have learned. Students are able to (Wiggins & J McTighe, 2012, 

p.5):  

  



explain concepts, principles, and processes by putting them in their own words, teaching them to others, 

justifying their answers, and showing their reasoning.  

interpret by making sense of data, text, and experience through images, analogies, stories, and models.  

apply by effectively using and adapting what they know in new and complex contexts.  

show perspective by seeing the big picture and recognizing different points of view.  

know how to display empathy by perceiving sensitively and walking in someone elseôs shoes.  

have self-knowledge by showing meta-cognitive awareness, using productive habits of mind, and reflecting 

on the meaning of the learning and experience. 

Diagnostic and Formative Assessment: Formative assessment should be tailored to meet the 

different levels of students and it should be highly connected with the relevant learning targets, and a 

specified point in the instructional process. Moreover, formative assessment should take a form most 

likely to elicit the desired learning evidence (Ruiz-Primo & Li, 2011). As a consequence, any 

instructional activity that allows teachers to uncover the way students think about what is being 

taught and that can be used to promote improvements in studentsô learning is on-going assessment. 

3. Plan learning experience &    
Instruction
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Stage 4: Assess Reflect 

In the beginning of 2015, Cynthia Lu and I used Listening to Learn as a guiding source and 

UbD as a template to help teachers to frame their listening instructional design. The program was 

quite successful. In October, 2015, there will be a national conference to show the potential of local 

English teachers using UbD in instructional design. The following are the reflections of one of the 

teacher participants, Stella Liang,  

 



one of the most difficult aspects of teaching is the isolation it imposes on its practitioners. 

Teachers spend most of their days alone in their own classrooms with their own students. However, 

few opportunities are available that allow them to casually observe how colleagues teach, or consult 

with one's colleagues about a persistent management problem or a lesson disaster. Teachers seldom 

easily learn from other teachers because little time is available for sharing their practices. 

 

In general, UbD is a way of thinking purposefully about curricular planning and school 

reform. Evidence of understanding is revealed through performance, focusing on the transferring 

ability of student learning and not the mere gathering of information. In fact, UbD reflects a 

ñcontinuous improvementò approach to design and learning.  

 

Listening Curriculum Development and Instructional design 

At the end of 2013, Mr. Richard Roshay and I decided to write a listening book for Taiwanese 

10 graders. We had been through a long conversation and a period of time for discussion. Finally, we 



decided on a listening textbook which would be different from the traditional ones, which are very 

product-oriented.  

 We reviewed the literature of listening instruction and we reached mutual agreement that we 

were going to use an interactive approach with collaborative learning in designing the listening book. 

This interactive approach embedded bottom and top approach together, flexibly applied to the 

different stages of listening instruction. In particular, we decided to use the Visual Dictionaries 

(applying a bottom-up approach demonstrated in pre-listening activities) to establish the concepts of 

the core words in listening texts. During while-listening activities, we hold varied exercises (i.e. 

True/False, multiple choice), activities (i. e. listening for key words, listening for specific 

information, listening for details) to raise studentsô meta-cognition awareness in listening strategies 

and skills (all those assessments are other evidence to show studentôs understanding of the listening 

text). In post-listening activities, we provide mini-pbl as a performance taskða real-world 

meaningful learning. 

 

The Curriculum Cycle  

Peyton and Peyton (1998) note that the curricular cycle has to involve a development cycle: (a) 

needs assessment, (b) design, and (c) implementation. After this, outcomes will be reviewed and 

evaluated against the original needs assessment.  

 



Before starting to design listening instruction, teachers need to keep in mind goals and 

objectives in their curriculum. In the very beginning, there should be a data collecting team formed 

before doing curriculum design. After the data collecting team from the curriculum design 

community does data analysis of needs assessment from the demographic and sets the benchmark of 

the levels of their students, the instructional design team start doing course/curriculum design. Later, 

when reaching the stage on doing implementation, there will be a professional development 

developed. A teacher trainer or specialist is invited to do teacher training. Finally, the data analysis 

team has to help listening instructors do data analysis on formative and summative assessments to 

examine if the outcomes match to the goals and standard from the district, state or government. 

To ensure the listening materials and instructional design are student-centered; we put the 

implementation in a real-classroom. All those un-preparers in listening learning showed their high 

motivation in the listening classroom, which made us excited. Later, we published our book in 

September, 2014. Later, I started doing presentations through the island for different levels of 

students at different senior high schools. We are so proud that an interactive approach with 

collaborative learning in listening showed significant impact on the motivation of listening learning 

and instruction of teachers and students. 

 

Stage I: Identify Desired Results 

A. Goals, objectives and Features of Listening to Learn 

 



 

  



B. Essential Questions for WHERE -TO 

Question 1: Should we use simplified texts or authentic texts with simplified tasks for the lower 

levels of proficiency? What are the advantages and disadvantages of both?  

Question 2: To what extent do we think we can utilize group work in doing listening activities? How 

do you envision this? Isn't listening an individual activity? 

Question 3: How important is it to engage students in a discussion of the strategies they or their 

classmates utilize while listening? Why? 

Question 4: What can we do with students who still don't get anything from a listening passage after 

listening multiple times? 

C. Fundamental Listening Skills Required for 10 Graders  

J.C. Richards (1983) listed a Taxonomy of Listening Skills (p.228), which includes 29 

micro-skills for conversational listening (re: Appendix: A) that amount to a very clear description of 

the listening skills that EFL need.  

Based on my teaching experience, 10 graders should be required these basic listening skills:: (a) 

to discriminate among the distinctive sounds of the target language, (b) to recognize vocabulary used 

in core conversational topics (high frequency), (c) to detect key words (i.e., those which identify 

topics and propositions), (d) to guess the meanings of words from the contexts in which they occur, 

(e) to recognize grammatical word classes (parts of speech), (f) to detect sentence constituents, (g) to 

detect such relations as main idea, supporting idea, given information, new information, 

generalization, exemplification (discourse competence) 

Stage 2: Determine Acceptable Evidence 

A. Performance Task  

One good approach to get learners to reflect on and engage with their learning experiences is 

to provide opportunity for personal choice within assignments and assessment tasks. As we know, 



learners differ not only in how they prefer to take in and process information but also in how they 

best demonstrate their learning. Some students might thrive on oral explanations; others need 

hands-on. In addition, some students might excel at creating visual representations; others are good 

at writing. Therefore, allowing students some choice within open-ended performance tasks provides 

a practical way to personalize learning.  Personalized learning lets learners work to their strengths 

and interests.  

E=Allow students to Evaluate their work and its implications (GRASPS) 

T=Be Tailored (personalized) to the different needs, interests, and abilities of learners 

Functions:  

(1) Problem-solving skills 

(2) Decision-making skills 

(3) Communication skill: Listening, 

Speaking, Writing and Reading  

(4) Life- long learning skills  

G ï Goal 

What should participants accomplish by 

completing this task? 

R ï Role 

What role (perspective) will the participants be 

taking? 

A ï Audience 

Who is the relevant audience? 

S ï Situation 

The context or challenge provided to the 

participants. 

P ï Product, Performance  

What product/performance will the participants  

create? 

S ï Standards & Criteria for Success.  

Create the rubric for the Performance Task 

 



 

The criteria is created by Cynthia Lu 

 

B. Other evidence:  

Varied types of evidence can be used to show the effectiveness of studentsô learning. Informal 

checks for understanding: (1) observation and dialogues, (2) student self-assessments, (3) quizzes 


