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ABSTRACT

The present study was a one sample pre- and post-session, quasi experimental design,
conducted during an intensive English course in 2003 in Taiwan. Participants were fifty
tertiary level freshmen from a medical college in Southern Taiwan. In order to understand the
effects of graphic organizers on participants’ EFL reading comprehension and attitudes
towards reading in English, quantitative and qualitative data were gathered.

Research has shown that the graphic organizer is effective in facilitating reading
comprehension and learning attitudes when students construct their own graphic organizers
cooperatively in group-work in the post-reading session. The purpose of the present study was
three-fold. First, the study investigated the effects of two different types of graphic organizer
strategies, teacher- and student-generated on Taiwanese TVES (Technological and Vocational
Education System) tertiary freshmen’s EFL reading comprehension achievement. Secondly,
the study explored participants’ attitudes towards EFL reading after the use of the two types of
organizer strategies. Thirdly, the study examined the participants’ attitudes towards the use of
the two types of organizer strategies.

The study was conducted in two stages. During the first stage, the teacher-generated
graphic organizer strategy was employed. In the second stage, participants generated graphic
organizers in a group-work setting. Two comprehension tests generated by the researcher as a
pre- and post-test were administered.

Following analysis of the qualitative and quantitative data three important conclusions
can be made. First, the student-generated graphic organizer strategy had significantly positive
impact on the students’ reading comprehension. However, the ceiling effect of language
proficiency inhibited low-scorers’ comprehension performance. Secondly, the use of
student-generated graphic organizers in a group-work setting had a significantly positive

impact on students’ attitudes towards EFL reading, particularly those of the low-scorers.
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Thirdly, students’ attitudes towards the use of two graphic organizer strategies did not show
any significant differences.

Although these conclusions are based on a small sample, the findings of this study
suggest that the use of graphic organizers is an effective pedagogical tool for promoting EFL,
reading comprehension and improving attitudes toward EFL reading, particularly when

students generate their graphic organizers cooperatively,

Key words: EFL reading, tertiary students, graphic organizers, reading

comprehension, attitudes towards reading.
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CHAPTER 1

INTRODUCTION

“Much as with any language skills, the teaching of reading is a complex matter.”
(Grabe, 2004, p. 44)

After learning English for more than six years, tertiary students in Taiwan are expected
to be able to read and understand great amounts of academic information written in English to
fulfill their academic requirements (Chern, 2003; Jia, 1996; Lin, 1996; Shih, Lin, Huang, &
Yeh, 2000; Yang, 1996a). Acquiring this information efficiently requires abundant English
language knowledge and good learning strategies. Hence, how to promote the ability to read
in English has been an important task for instruction and learning in school settings and at the
tertiary level.

In a second or foreign language (I.2) context, there has been increasing recognition that
reading is probably the most important language skill required by college students for
academic success (Alderson, 1984; Anderson, 1999, 2003; Grabe, 1991). Anderson (1999)

summaries these positions when he writes that:

Reading is an essential skill for English as a second/foreign language (ESL/EFL)
students; and for many, reading is the most important skill to master. With
strengthened reading skills, ESL/EFL readers will make greater progress and attain
greater development in all academic areas. (p. 1)

In recent years, successful L2 learning has been viewed as “a complex and dynamic
interplay of internal cognition and emotion, external incentive, and social context” (Gan,
Humphreys, & Hamp-Lyons, 2004). L2 reading theory emphasizes three important
dimensions of teaching and learning—cognitive, affective, and social-cultural (Bernhardt,

1991, 2005; Eskey, 2002; Grabe, 2004; Oxford, 1994), and urges teaching productive reading
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strategies to motivate and facilitate reading (Anderson, 1991, 1999, 2001, 2003b;
Arden-Close, 1993; Carrell, Pharis, & Liberto, 1989; Chern, 1993; Eskey, 2002; Farrell, 2001;
Grabe, 2004; Oxford, 1994).

Scarcella and Oxford’s (1992) tapestry analogy stresses that reading involves various
strands that need to be interwoven tightly to achieve reading comprehension. These strands
involve the reader’s knowledge and experience (Alderson, 2000; Bernhardt, 1991; Carrell,
1983, 1984a, 1987a; Carrell & Eisterhold, 1988; Razi, 2004), the materials (Carrell, 1984b;
McDonough, 2002; Nuttall, 1982, 1996), as well as the reading strategies (Anderson, 2003;
Eskey, 1988; Grabe, 1991; Rumelhart, 1980, 2004). With regard to L2 learning, the process
can be much more complex as more variables are involved when the learner is approaching a

reading task in an L2 (Bernhardt, 2005; Chern, 1993; Grabe, 1991, 2004).

EFL Reading Problems in the Context of English Education in Taiwan

In Taiwan, tertiary students are grouped into two different educational systems—the
General Education System (GES) and Technological Vocational Education System (TVES).
The differentiation of the two different educational systems begins at high school. In other
words, the majority of GES tertiary students graduate from general high schools, while most
TVES tertiary students graduate from vocational high schools. In 2004, the percentage of
student number of general high school and vocational high schools was 54.7% and 47.3%
respectively, with populations of 393,689 and 325,996 (Ministry of Education, 2004a, p. 22).

In recent years, many studies have reported that TVES tertiary students’ English reading
competence is less proficient than that of their counterparts, GES tertiary students (Lin, 1992,
1994, 1996; Lin & Ou, 1996; Language Learning and Testing Center, 2001, 2002, 2004; Ou,
1997a, 1997b).

“The Initiative For Year 2007”, a document policy issued by the Ministry of Education

in Taiwan in 2004 (Ministry of Education, 2004b), proposed that by 2007 more than 50% of
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university students in the General Education System (GES) will be required to pass the
intermediate level of the General English Proficiency Test (GEPT) (Language Learning and
Testing Center, 2003), whereas 50 % of college/university students in the Technological
Vocational Education System (TVES) will be required to pass the elementary level of GEPT.
The issue of this document indicates that the English proficiency of TVES college students is
lower in comparison with that of GES college students.

Prior to the policy announcement, the Ministry of Education conducted a three-year
English Proficiency Assessment Program, from 2001 to 2003. Its purpose was to investigate
TVES college students' English competence. The test was based on the elementary level of
GEPT, including listening and reading comprehension.

In three successive years, 2001, 2002, and 2003, TVES college students were randomly
selected from all TVES colleges/universities throughout Taiwan (Language Learning and
Testing Center, 2001, 2002, 2004). As shown in Table 1.1, the results indicated that most
TVES students did not pass the tests in English reading performance, which means their
proficiency had not reached the elementary level of GEPT. The results indicated the TVES
tertiary students’ proficiency level was lower than the level of junior high school students,
who had undertaken six years of English language instruction, including three years in junior
high and three years in vocational high schools.

In addition to the GEPT tests, You (2004) showed that the average score of English tests
of the Joint College Entrance Examination (JCEE) also indicated the low English proficiency
of TVES college students. The English written test, which is one of the required modes for
testing for the JCEE, contains language components and reading comprehension that focus on
testing the students’ global and literal comprehension (Chang, Joe, You, & Wu, 2000). The
average score in the JCEE English test of the TVES college freshmen was 35 points, 33
points and 37 points in 2001, 2002, and 2003 respectively, and in 2004 the average score was

still lower than 40 points (You, 2004).
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Table 1.1
GEPT Test Scores of TVES Tertiary Students in Taiwan in 2001.2002. and 2004

GEPT Year N Listening Reading Passing
Level Score Score Rate
Elementary 2001 7131 46.47 47.74 15.8%
Elementary 2002 9527 46.57 47.54 14.9%
Elementary 2003 11205 46.46 48.69 18.1%

Language Learning and Testing Center (2001, 2002, 2004)

The major causes of TVES students’ reading difficulties were indicated as insufficient
linguistic knowledge, including limited vocabulary and grammar knowledge (Joe, 1996a).
Recent research has reported that TVES non-English-major students possessed fewer than
2,000 sight words (Huang, 2001; Lee, 2004; Lin, 2003; Yang, 1997; You, Tsai, Chuang, Kuo
& Lu, 2000). This insufficiency of vocabulary has been considered as one of the major factors
causing TVES students’ EFL reading problem at tertiary level when reading academic texts
(Huang, 2001, 2004; Huang, Wu, Joe, 2004; Lee, 2004; Lin, 1996, 2003).

Research into the complex issue of reading has emphasized the critical role of
vocabulary in reading comprehension of both a first language (L.1) (Alderson, 2000;
American Reading Panel, 2000; Hayes, 1991; Pressley & Hilden, 2002) and a second
language (L2) (Eskey, 2005; Grabe, 2002, 2004; Koda, 1992, 1996; Nassaji, 2002, 2003a;
Scarcella & Oxford, 1992). Studies conducted by reading experts such as Hsueh-chao and
Nation (2000) have found that if those who are reading in their first language have a language
threshold of known vocabulary lower than 80%, then comprehension of that extract or whole

text will be very difficult.
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In Taiwan, researchers have suggested that for students of the Technical Vocational
Education System (TVES), the English language threshold was 3,500 common vocabulary
words (Chang et al., 2000; Lu, 2004). This suggestion was based on the classification of
words in the well-known Collins-Cobuild English Dictionary (1995). According to this
research, TVES tertiary students who possessed fewer than 2,000 English sight words would
necessarily face great difficulties when reading in English.

It is not surprising, therefore, to find that TVES college students tend to utilize
text-bound and local reading strategies rather than global strategies (Carrell, 1989; Carrell &
Eisterhold, 1988; Field, 1984; Joe & Chiang, 1996; Chuang & Yang, 1996a, 1997; Lin, 1996;
Yang, 2000; You et al., 2000). Research has suggested that limited language proficiency can
produce the “language competence ceiling” (Clarke, 1979, p. 138), thereby exerting a
powerful effect on reading in a second language and may “short-circuit” the transfer of L1
“top-down” reading strategies to the target language(Alderson,1984, 2000; Bernhardt &
Kamil, 1995; Clarke,1980; Cziko, 1980). Research findings in Taiwan have shown that TVES
college students’ EFL reading tended to be word-bound and considered translation as an
effective reading strategy (Yang, 1996b, 2000, 2002).

English reading difficulties have not only caused TVES tertiary students to experience
barriers to academic success (Hung & Lou, 1998; Lin, 1996, 2003; Yang, 1995a; 1995b), but
also disadvantaged them in their career performance (Lin, 1996; Jia, 1996). Generally, TVES
college students felt reluctant and held less positive attitudes towards reading in English, even
though they considered English important at the tertiary level (Hung, 1996a, 1996b, 2000; Lin,
2003; Liu, 1995).

Hung’s qualitative study (2000) may lead us to a deeper understanding to TVES tertiary
students’ previous experience of EFL learning in secondary schools. The interview data in

Hung’s study was summarized as follows:

1. The majority of students had had unpleasant English learning experiences in the
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past. They felt frustrated at junior high schools when they started learning
English. The emphasis on memorizing text content, monotonous teaching
methods, and the teachers’ unapproachable attitude made the students feel
unmotivated and even averse to English learning.

2. Additionally, English was treated as a less important subject in vocational high
schools. The students failed to have a second chance to improve their English
proficiency. Not surprisingly, they found it difficult to read academic textbooks
written in English at colleges.

3. The examination- or test-driven teaching methods in junior high and vocational
high schools led students to focus on memorizing to obtain high scores or to pass
tests. However, the students realized that this sort of teaching and learning did
not help much with the learning of English.

4, Under the pressure of passing the Joint College Entrance Examination in order to
enter colleges, the students went to cram schools for extra learning in order to
improve their English proficiency. The students’ opinions of the effects of
learning at cram schools were not consistent. Some stated that teaching at cram
schools focused on grammar and memorization that was continuously
emphasized in an arbitrary way. This was a negative way of learning English. Yet

some students felt that this extra learning was beneficial.

From Hung’s (2000) research findings, possible factors influencing TVES students’

reading ability were generated based on the relevant literature.

Factors Influencing TVES Tertiary Students’ English Proficiency

The review of the literature suggests that TVES tertiary students’ English reading

difficulties may be due to the educational system and English learning environment. The four
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major, influential factors suggested by the relevant literature were the grammar-translation
method (GTM), insufficient English instruction hours, the examination-driven

teaching/learning style, and the large classes at secondary schools.

Grammar-translation Method

A great number of studies indicated that the grammar-translation method may be the
crucial factor influencing students’ English learning. The grammar-translation method has
been reported as the dominant teaching method at most high schools in Taiwan (Hung, 1994,
1996a, 1996b; Lin, 1996; Shih et al., 2000). According to Cook (2001), typical activities in an
English classroom include the teacher explaining vocabulary and idioms, analyzing
grammatical rules, translating and explaining the texts in the mother tongue. The acquisition
of language knowledge is emphasized and the teacher is the source of this knowledge. This
turns out to be the activities of rehearsing or practicing test items in preparation for the
English test in the Joint College Entrance Examination (JCEE) (Hung, 1996c).

“With accuracy in translation being the first importance of Chinese EFL classes, it is not
surprising to see Chinese characters scribbled between the lines of students’ English
textbooks™ (Chern, 1993, p. 68). Arden-Close (1999) also observes that, “Reading lessons [in
Taiwan] had been used as a means to an end—the end being the learning of grammar or
vocabulary, not learning to read in a foreign language™ (p. 343). Findings in Chia and Chia
(2001) suggest that the over-reliance on Chinese translation may not only hinder the students’
English reading abilities but also decrease their interest in reading English.

Oxford (1990) points out that due to the cultural and educational system, many language

learners in the L2 context are passive and used to being “spoon-fed”. She states:

They like to be told what to do, and they do only what is clearly essential to get
good grades—even if they fail to develop useful skills in the process. Attitudes and
behaviors like these make learning more difficult and must be changed, or else any
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effort to train learners to rely more on themselves and use better strategies is
bound to fail. (p. 10).

Nuttall (1996) made an important point about the translation provided by teachers in 1.2
learning. He comments that it is a wrong kind of help if teachers explain or translate and
students view their role as being that of passive receivers. “When the meaning is obtained
largely through the intervention of the teacher (especially if she translates it into the mother
tongue), the printed text almost becomes redundant” (Nuttall, 1996, p. 39).

Swain (2005) and Pica (2005) argue that even though comprehensible language input is
crucial, as asserted by Krashen (1984), the process of modifying the input by generating new
linguistic information and existing knowledge to produce language output has also played a
critical role for comprehension and second language acquisition. Therefore, it is suggested
that English learning in Taiwan should support students so that they can assimilate and encode
visual information into an organized semantic structure rather than “cram” information into

their mind (Tiangco, 2005).

Examination-driven

Another possible factor reported by this body of studies is that English learning has been
examination/test-driven (Chen, 2002; Chuang & Yang, 1997; Hsu, 2003; Hung, 1996¢c; Hung
& Luo, 1995; Hung, Joe, & Wu, 1998; Lin, 2000; Tang, 1993; Wang, 2003). English has
become one of the crucial subjects to be tested by all yearly national entrance examinations in
Taiwan (Chern, 2003). Entrance Examinations play a predominant role in English education
in Taiwan. Since English proficiency tests have appeared in a written form, teachers have
focused on teaching and testing students’ linguistic knowledge and reading comprehension.
These tests inevitably result in a “washback effect” (Krashen & Terrell, 1983) in the
methodology as well as in English teaching practice in Taiwan (Hsu, 2003; Hung, 1996c; Lin,

2000; Shih et al., 2000).
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Fotos (2005) remarks that in English as foreign language settings, it is common to
have “a centrally controlled educational system with a set curriculum, prescribed textbooks,
and highly competitive nationwide examinations determining admission to middle, secondary,
and tertiary institutions” (pp. 665-666). Fotos states further that such examinations usually
include an English test checking students’ reading comprehension, linguistic knowledge and
translation skills. Consequently, English teaching often focuses on mastery of the points tested
in such examinations. Therefore, it is not surprising that traditional EFL instruction has been
popular in such EFL institutions (Chern, 2003).

Similarly, Hsu (2003) has found that the pressure of the Joint College Entrance
Examination has received great attention and formed the major purpose of English teaching
and learning for students of TVES colleges and universities. As a result, students’
performance in EFL learning, from secondary school onwards, has often been measured by all
sorts of tests, which have focused mainly on language aspects such as memorizing
grammatical and vocabulary knowledge at the expense of learning other reading strategies
(Hung, 1996a, 1996b, 2000).

Before 2001, the English tests of the Joint College Entrance Examination (JCEE)
emphasized single language abilities, such as phonics, spelling and grammatical knowledge,
and included only a small amount of reading comprehension (Hung, 1996d; Shih et al., 2000,
Tang, 1993). As a result, memorizing grammatical rules and vocabulary taught by the teacher
and learned from the textbooks were the major tasks of learning English (Sharp, 2003; Shih,
Lin, Joe, & Huang, 1999).

Research has pointed out that knowledge learned by rote will be forgotten easily (Goetz,
1984; Wittrock, 1990). When students adopt rote learning to memorize a text, word by word,
no schema about the text is constructed. The information will be stored in the short-tem
memory and is not effective for long-term retention (Kirylo & Millet, 2000). Furthermore, it
has been suggested that memorization can be ineffective and inflexible in EFL learning

(Sharp, 2002).
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In order to reduce the “washback effect” on EFL teaching in Taiwan, the focus of the
English test in the Joint College Entrance Examination has shifted from testing linguistic
knowledge to examining students’ overall use of language knowledge and global
comprehension abilities. This has been emphasized since 2001 (Chang et al., 2000). The
purpose is to examine students’ abilities to utilize contextual clues in comprehending the
meaning contained in the text. However, the change of the English test content seems to have
produced little effect on the teaching/learning methodology in the English classroom at

vocational high schools (You, 2004).

Large Classes

The third possible factor suggested by studies was class size (Hung, 1996b; Jia, 1996).
Large classes seem to play a significant role in determining the incorporation of the
grammar-translation method (Chern, 1993; Saito & Ebsworth, 2004). In the case of EFL
teaching to a regular class in Taiwan, it is typical for a class to have 50 students. Lin and
Warden (1998) comment, “Only those who have actually taught English in Taiwan can
visualize the scene of forty, fifty, even sixty students learning together in a single classroom”
(p.1). They point out that very few of the English teaching/learning theories, approaches or
methodologies developed in the West have taken large class numbers into consideration.
Therefore, the applicability of these theories and approaches has “little credit” in such a
classroom settings (p. 2).

Lin and Warden’s (1998) perspective gained support from Blatchford, Moriarty,
Edmonds, and Martin (2002). The study of Blatchoford et al. provides insight into the
difficulties teachers face in large classes. Their observations indicated that in a large-class
setting, classroom activities tended to involve teaching telling and management activities.
Edmonds et al. note “classroom interaction tended to involve the teacher’s telling the children

things rather than sustained or meaningful interaction about tasks or concepts” (p. 118). As a
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result, the students lacked opportunities to discuss and practise what they learned in the

classroom.

Fewer Weekly English Hours

The final factor contributing to TVES college students’ low English proficiency was
indicated by studies as insufficient English hours/week at vocational high schools (Hung,
1996a, 1996b; Lin, 1994, 1996; Shih, Huang, & Lin, 1997). Because the major objective of
technological and vocational education has been to focus on theory and practice regarding the
learners’ specialized fields, English has been viewed as a second-class subject (Jia, 1996; Ou,
1997a). Accordingly, English is taught for an average of two hours per week at vocational
high schools compared with four to five hours at general high schools. As a result, students at
vocational high schools learned fewer lessons, took fewer assessments, learned less
vocabulary, and experienced fewer reading strategies than students at general high schools
(Jia, 1996; Lin, 1994, 1996).

In 2005, in responding to the relevant previous research findings, the Ministry of
Education issued the Temporary Curriculum Guidelines for Technological and Vocational
Education to improve the English teaching and learning at vocational high schools. In the new
curriculum guidelines, English language learning remains at two hours per week. However,
officially regulated, compulsory subjects and credits have been largely reduced; while school
regulated subjects have increased from 32% to 54%. That means each school has more
discretion with regard to the management of its own curriculum according to the students’
needs (Ministry of Education, 2005).

In summary, a vast body of research has reported that tertiary students of Technological
Vocational Education System (TVES) in Taiwan have insufficient English reading proficiency.
Possible factors, all of which were interdependent, influencing TVES tertiary students’

English proficiency have been suggested to be due to both the educational system and the
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educational environment. These include examination-driven focus, fewer English hours/week,

the use of the grammar-translation method and large-class sizes.

The Call for Effective Reading Strategies

In recent years, there has been a call for the introduction of global reading strategies to
interact with the teaching of local reading strategies to foster reading comprehension among
students of Technological Vocational Education System (TVES) rather than the pursuit of
language knowledge and proficiency such as word recognition and grammar analysis. English
educators in the TVES colleges have called for an interactive approach to English teaching
and learning so that active meaning construction by students can be encouraged (Chu, 2000;
Hsu & Chu, 1996; Hung et al., 1998; Joe, 1994, 1996a, 1996b; Joe & Chiang, 1996; Ou,
1997a; Yang, 2000; You et al., 2000) in order to foster motivation in, and nurture positive
attitudes towards, English reading (You, 2004).

L2 learning specialists assert that teaching reading strategies can be valuable for general
English language acquisition (Anderson, 2003; Barnett, 1988; Devine, 1984; Hamp-Lyons,
1985; Kern, 1989; Oxford, 2001). Carrell, Gajdusek, and Wise (1998) note that reading
strategies are important not only for the interactions between the reader and the written text,
but also in relation to reading comprehension. Therefore, how to assist students to incorporate
interactive processes involving both top-down and bottom-up strategies while fostering
success and positive attitudes toward EFL reading has become one of the most pressing tasks
facing teachers who teach reading in English at TVES colleges throughout Taiwan.

Contemporary L2 reading specialists support the interactive view of reading
comprehension, which involves both bottom-up and top-down processing. In an interactive
process, L2 readers actively construct meaning by utilizing their background knowledge and
the information in the text simultaneously, rather than receiving information passively

(Alderson, 2000; Anderson, 2001; Barnett, 1988; Bernhardt, 1986; Carrell, 1988a, 1988b;
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Eskey, 2005; Eskey & Grabe, 1988; Haynes, 1993; Oxford, 1990).

Furthermore, current EFL teaching/learning has emphasized understanding both the main
ideas and supporting details contained in a text (Sola, 1996). Anderson (2001) points out that
L2 teachers need to keep two perspectives regarding the evaluation of reading in mind: the

big picture and the minor details. Anderson made a further point by stating that:

[students] need to monitor their comprehension when they are reading and
recognize when comprehension breaks down. The breakdown cannot be a lack of
vocabulary knowledge. Students need to focus on the differences among main
ideas, supporting ideas, and details as they read. (p. 4)

Proficient comprehension requires identifying the main ideas and making connections
between relevant information (Dickson, Simmons, & Kameenui, 1995). Knowledge of the
contextual clues indicating important ideas or phrases, and how these ideas connect to
supporting details, helps readers comprehend more efficiently. This allows readers to create a
macrostructure of what they are reading and they remember that, rather than the entire text
(Berkowitz, 1986).

This practice helps readers to engage in high-level thinking about what they are reading.
One of the most widely used methods is the graphic organizer. As Long and Aldersley (1984)
have suggested, good readers automatically abstract main ideas and build connections
between the main ideas when encountering an aural or written message, while less successful
students do not. A number of studies have indicated that the graphic organizer can be
beneficial for students who are struggling with reading (Dickson et al., 1995;

Johnson-Glenberg, 2000; Long & Aldersley, 1984; Mastropieri, Scruggs, & Graetz, 2003).

Graphic Organizers

The graphic organizer is a strategy that “embraces a variety of strategies designed to
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display graphically information with categories related to a central concept” (Johnson, in the
foreword in Heimlich & Pittleman, 1986, p. v). Based on that, a graphic organizer is a
representation of knowledge structure depicting key ideas and their relationships in an
organized pattern (Bromley, Irwin-DeVitis, & Modlo, 1995; Irwin-DeVitis, Bromley, &
Modlo, 1999).

The graphic organizer is a schematic device which enables students to integrate
background knowledge, experiences, and new information into a coherent and complete
picture (Holley & Danesereau, 1984). Alderson (2000) notes that schema has a strong effect
on reading as comprehension depends on how a reader’s schema provides a conceptual
framework for assimilating and accommodating new information. Graphic organizers have
been empirically supported as one of the most effective strategies for promoting
comprehension (Connor, Morrison, & Petrella, 2004; Gardill & Jitendra, 1999; Schorzman &
Cheer, 2004; Willerman, & Mac Harg, 1991).

Graphic organizers contain both verbal information and visual images. Thus, the use of
graphic organizers is facilitative for learners of various levels and with different needs.
Graphic organizers and have been studied with students across a range of grade levels,
including elementary (Barton, Freeman, Lewis, & Thompson, 2001; Connor et al., 2004;
Griffin, Malone, & Kameenui, 1995; Prater & Terry, 1988), secondary (Alvermann, 1988;
Schorzman & Cheer, 2004), and university (Hall, Hall, & Saling, 1999; Robinson & Kiewra,
1995). It has also been argued that graphic organizers improve students’ learning attitudes
(Bromley et al., 1995; Irwin-DeVitis et al., 1999; Strangman, Hall, & Meyer, 2002).

In a graphic organizer, important ideas and their relationships are highlighted. On one
hand, the organized knowledge structure helps learners focus on important information in the
text. On the other, the omission of unimportant information reduces language barriers.
Therefore, graphic organizers have been found to be beneficial for learning by disabled
students (Boyle & Weishaar, 1997; DiCecco & Gleason, 2002; Kim, Vaughn, Wanzek, & Wei,

2004; Long & Aldersley, 1984), and for L1 and L2 learning (Grabe, 2004; Huang, 2003; Jau,
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1998; Kuo, 2003; Oxford, 1990; Scarcella & Oxford, 1992; Tang, 1992).

Research suggests that teachers should pay attention to two important issues involving
graphic organizers. These are when to use a graphic organizer and who constructs it. Graphic
organizers can be used before, during, and after instruction (Strangman et al., 2002). Graphic
organizers can be constructed by the teacher, the learners, or by teachers and learners. The
point of implementation and the generating types may produce different learning outcomes. It
has been reported that the use of student-generated graphic organizers as a post-reading
activity seems to yield greater positive impact on students’ learning (Barron & Schwartz,
1984; Hall, Hall, & Saling, 1999; Moore & Readence, 1984). It has also been suggested that
when students generate graphic organizers in groups, this enhances cooperative learning
(Bromley et al., 1995; Irwin-Deities et al., 1999; Strongman et al., 2002) and, in turn,
promotes positive students’ learning attitudes (Governale, 1997; Gunner, Smith, & Smith,
1999).

Summary

Oxford (1990) notes that, in recent years, the focus of learning language has shifted from
the student being instructed by the teacher to the student being encouraged to “learn how to
learn” (Novak & Gowin, 1984). L2 learning has been viewed as a highly complex process
influenced by multiple variables, including individual and social-cultural factors (Chern,
1993). In spite of this complexity, researchers believe that mastering effective learning
strategies can bring all these strands together. The graphic organizer is one of most widely

recommended strategies in both L1 and L2.

Purpose of the Present Study

The effect of graphic organizers has been extensively investigated by studies on L1

learning. However, few studies have been conducted on EFL learners. Several studies in
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Taiwan have confirmed the value of graphic techniques as effective strategies for activating
learners’ prior knowledge and fostering their metacognitive learning (Chiu, 1999; Hsu, 2003).
Taiwanese studies of the use of graphic organizers on the EFL reading proficiency of senior
high school students (Kuo, 2003) and tertiary students of the General Education System (GES)
(Huang, 2003; Jau, 1998) have also been conducted. Unfortunately, college students of
Technological Vocational Education System (TVES) have been neglected. Hence, the

purpose of the present study has been to explore the effects of graphic organizers on TVES
students’ learning of EFL reading.

The present study explored three major questions.

1. Could graphic organizers generated by students as post-reading activity facilitate
TVES tertiary students’ EFL reading comprehension?

2. Could the incorporation of graphic organizers improve the TVES tertiary students’
attitudes towards English reading if they found graphic organizers effective on
fostering their reading abilities?

3. What were the students’ attitudes towards the use of teacher- and student-generated

graphic organizers?

The first purpose of this study was to investigate the different effects of
teacher-generated and student-generated graphic organizers as post-reading activities on
TVES students’ reading comprehension in English as foreign language (EFL). The second
purpose was to explore the participants’ attitudes towards EFL reading both before and after
the use of graphic organizers in EFL reading. In addition, as the present study was also
interested in the students’ attitudes to the use of teacher- and student-generated graphic
organizers: the students’ perceptions of the two types of graphic organizers were also probed.

In summary, the present study focuses on the following issues:
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1. The influence of teacher-generated and student-generated graphic organizers as a
post-reading activity on Taiwanese TVES students’ EFL reading comprehension.

2.  The influence of teacher-generated and student-generated graphic organizers as a
post-reading activity on Taiwanese TVES students’ attitudes towards EFL reading.

3. The participants’ attitudes towards the use of the two types of graphic organizers,

teacher- and student-generated, as a post-reading activity in EFL reading class.

Research Questions

In order to explore the issues listed above, three sets of major research questions were
generated. The questions 1.1 to 1.5 concern the participants’ reading comprehension
achievement. The questions 2.1 to 2.9 focus on participants’ attitudes towards EFL reading.
The questions 3.1 to 3.5 refer to participants’ attitudes towards the use of teacher- and

student-generated graphic organizers.

1.1.  Will student-generated graphic organizers have a significantly positive impact
on all participants’ EFL reading comprehension achievements when compared to
teacher-generated graphic organizers as a post-reading activity?

1.2.  Will student-generated graphic organizers have a significantly positive impact
on the high-scorers’ EFL reading comprehension achievements when compared
to teacher-generated graphic organizers as a post-reading activity?

1.3.  Will student-generated graphic organizers have a significantly positive impact
on the low-scorers’ EFL reading comprehension achievements when compared
to teacher-generated graphic organizers as a post-reading activity?

1.4.  Will there be a significant difference between the high- and low-scorers’ EFL
reading comprehension achievements after the use of teacher-generated graphic

organizers as a post-reading activity?
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L.5.

2.1.

2.2.

2.3.

2.4.

2.5.

2.6.

2.7.

2.8.

Will there be a significant difference between the high- and low-scorers’ EFL
reading comprehension achievements after the use of student-generated graphic
organizers as a post-reading activity?

Will teacher-generated graphic organizers have a significantly positive
influence on all participants’ attitudes towards EFL reading when compared to
non-use of graphic organizers at the initial stage of the research?

Will student-generated graphic organizers have a significantly positive influence
on all participants® attitudes towards EFL reading when compared to
teacher-graphic organizers?

Will teacher-generated graphic organizers have a significantly positive influence
on the high-scorers’ attitudes towards EFL reading when compared to non-use of
graphic organizers at the initial stage of the research?

Will student-generated graphic organizers have a significantly positive influence
on the high-scorers’ attitudes towards EFL reading when compared to
teacher-generated graphic organizers?

Will teacher-generated graphic organizers have a significantly positive influence
on the low-scorers’ attitudes towards EFL reading when compared to

non-use of graphic organizers at the initial stage of the research?

Will student-generated graphic organizers have a significantly positive influence
on the low-scorers’ attitudes towards EFL reading when compared to
teacher-generated graphic organizers?

Will there be a significant difference between the high- and low-scorers’
attitudes towards EFL reading at the initial stage with non-use of graphic
organizers?

Will there be a significant difference between the high- and low-scorers’
attitudes towards EFL reading after the use of teacher-generated graphic

organizers?
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2.9.  Will there be a significant difference between the high- and low-scorers’
attitudes towards EFL reading after the use of student-generated graphic
organizers?

3.1 Will there be a significant difference in all participants’ attitudes towards the
use of teacher- and student-generated graphic organizers?

3.2  Will there be a significant difference in the high-scorers’ attitudes towards the
use of teacher- and students-generated graphic organizers?

33 Will there be a significant difference in the low-scorers’ attitudes towards the
use of teacher- and students-generated graphic organizers?

3.4 Will there be a significant difference between the high- and low-scorers’
attitudes towards the use of teacher -generated graphic organizers?

3.5  Will there be a significant difference between the high- and low-scorers’

attitudes towards the use of students-generated graphic organizers?

Significance of the Present Study

The study was undertaken in part to determine whether student-generated graphic
organizers as a post-reading activity could have a significantly positive impact on TVES
tertiary students’ EFL reading comprehension. While, traditionally, reading instruction has
emphasized deciphering language units and memorization, there is a persuasive theoretical
basis for the view that the incorporation of the graphic organizer as a teaching and learning
strategy, specifically when small groups of students generate cooperatively their own, will
make significant differences to EFL reading comprehension and to their attitudes towards
English reading. Therefore, the results will not only be of interest to reading teachers at TVES
colleges in Taiwan but will also encourage them to incorporate graphic organizers as a reading

strategy to provide instruction and to actively involve students in the process of reading
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comprehension. The results will also be of great interest to all those interested in the complex

issues of learning to read in a second or foreign language.

Definition of Key Terms

1.  English as foreign language where English is not the major language in the
community and is primarily learnt only in the classroom (Ellis, 1994). For example,
people learn English as a foreign language in Taiwan, Japan, or Korea.

2. English as second language where people use English, other than their mother
tongue, as a recognized means of communication among members in the
community (Ellis, 1994). For example, immigrants in the USA, Canada, or
Australia use English as their second language but live in an English language
dominant environment.

3.  Expository texts are subject-oriented and consist of facts and information using

little dialogue (Tonjes, Wolpow, & Zintz, 1999). The text structures of expository
texts include definition, description, process, classification, comparison, analysis,
and persuasion (Heller, 1995).

4.  Graphic organizer According to Bromley, Irwin-DeVitis, and Modlo (1995), a

graphic organizer is a “visual representation of knowledge. It is a way
of structuring information, of arranging important aspects of a concept or
topic into a pattern using labels” (p. 7).

5. L2 generally refers to a language people acquire other than their mother tongue
(Cook, 2001), whether a language learned in a classroom through instruction or
used due to living in a country where the language is spoken (Ellis, 1997).

6.  Reading Attitude According to Gan, Humphreys, and Hamp-Lyons (2004),
attitudes consist of three components—cognitive, affective, and behavioral.

Mathewson (2004), McKenna (1994), and Day and Bamford (1998) suggest that
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10.

11.

attitudes are not set in concrete. In other words, attitudes can be changed.

Reading comprehension is defined by National Reading Panel (2000) as an

interaction between the reader and the text. This process requires readers’ active
meaning construction that in turn involves intentional thinking and
problem-solving rather than receiving information passively.

Student-generated graphic organizer requires learners to be actively involved in the

process of constructing a map in a hierarchical or non-hierarchical fashion based
on a reading passage (Sinatra, 2000).

Teacher-generated graphic organizer is prepared by the instructor for the learners

with a map where some of the concepts and/or the linking words are left out. The
learners fill in the blanks with appropriate words or phrases indicating nodes or
linking lines (Anderson & Huang, 1989).

High-scorers In the present study, the students’ English proficiency was divided
into two different levels based on their English score obtained as a result of sitting
the Joint College Entrance Examination (JCEE) in 2003. The students, who were
scored higher than 46% of all participants, that is higher than 38 in the English test,
were classified as the high-scorer group.

Low-scorers describes the students whose JCEE English score was lower than 38.

Structure of the Present Study

This thesis consists of seven chapters. The first chapter introduces the study and

presents the background of the present study. It also includes research questions, the purpose

and the significance of this study, as well as the operational definitions of the terms used in

this study.

The second chapter, Literature Review, consists of two major sections. The first section

discusses contemporary reading comprehension models—bottom-up, top-down, and
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interactive models. The second section deals with arguments regarding graphic organizers and
relevant studies in the field.

The third chapter, entitled Theoretical and Methodological Framework, contains two
major sections. The first section refers to the theoretical basis of the graphic organizer and
explores schema theory. The second section describes the methodological basis of this study
and quantitative and qualitative methodology in second language (L2) research.

The fourth chapter, The Present Study, reports on the participants and the research
methods, which include one questionnaire and three measuring instruments as well as the
interviews that were conducted in the present study for data collection.

The fifth chapter, Quantitative Results, reports the findings obtained from the
questionnaire and measurements, while the sixth chapter Qualitative Results reports the
results analyzed from the interview data.

The final chapter, Discussion and Conclusion, presents the findings of the present study
in terms of reading theory and previous studies. Additionally, this chapter offers some
pedagogical implications and recommendations for future research that may be of interest to

educators, policy makers and English language students.
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CHAPTER 2

ILITERATURE REVIEW

“Students who understand how to create a graphic organizer have a new and valuable
tool for planning, understanding, remembering, and assessing knowledge.”
(Bromley, Irwin-DeVitis, & Modlo, 1995, p. 26)

This chapter consists of two major sections. In the first section, contemporary theories of
L2 reading are briefly summarized and related studies are discussed. The focus of the first
section will be on reading in a second language (1.2), including a foreign language. In the
second section, the arguments regarding graphic organizers in relation to learning and
research findings in the field are dealt with. There are two foci in the second section, namely
the use of graphic organizers as a post-reading activity and the use of graphic organizers as

language learning strategy, particularly in L2 contexts and classrooms.

Reading Comprehension Models

Current reading comprehension research supports the notion that both L1 and L2 readers
seem to go through similar cognitive processes (Alderson, 1984; Bachers, 1998; Day &
Bamford 1998; Eskey, 2005; Grabe, 1991, 2004; Nunan, 1999; O’Donnell & Wood, 2004;
Taguchi & Gorsuch, 2002). “We do not, and indeed find it difficult to, draw a clear distinction
between first and foreign language reading” (Alderson, 1984, xv).

The literature suggests three reading comprehension models have been influential in both
L1 and L2 reading research. Firstly, the bottom-up model refers to processing guided by print
in the text. The reader decodes the printed data quickly and automatically to obtain meaning,
while the top-down model refers to processing guided strongly by the reader’s past experience

and prior knowledge. The interactive model refers to processing guided by an interaction
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between the text information and the reader’s previous knowledge and an interaction between

reading strategies (Brunning, Shraw, & Ronning, 1999).

Bottom-up Model

The bottom-up model assumes that the process is one “from text to brain” (Eskey, 2005,
p. 564). The bottom-up model, proposed by Gough (1972), emphasizes that reading is a linear
and sequential decoding of individual language units from the smallest to the largest, i.e. from
sounds and letters to words, then from words to phrases or sentences, to paragraph, and finally
to the entire text (Aebersold & Field, 1997; Nunan, 1999; Rumelhart, 2004). In this view,
“readers are passive decoders of sequential graphic-phonemic-syntactic-semantic systems, in
that order” (Alderson, 2000, p. 17).

However, although this model is convincing, an important body of research does not
support this view of reading process. It has been pointed out that the spelling-sound
correspondence is complex and unpredictable, and, in particular, that English pronunciation is
complex and irregular (Chen, 2002; Devine, 1988; Johnson, 2001; Nunan, 1991). Rumelhart
(2004) argues that the perception of letter and the interpretation of word meaning are highly
correlated with syntactic and semantic context existing in the whole reading text.

In addition, a serious word-by-word decoding process causes slow and laborious reading
because of short-term memory overload, and readers forget easily what they have read when
reading comes to an end (Adams, 1990; Bachers, 1998; Brunning et al., 1999; Nunan, 1991;
Nuttall, 1996). Day and Bamford (1998) point out that if a reader cannot keep a sentence long
enough in the short-term memory, comprehension will be less satisfactory. “Overreliance on
text-based or bottom-up processing will be referred to as rext-biased processing or
text-boundedness” (Carrell, 1988a, p. 102). As a result, readers may remember only isolated
facts without integrating them into a cohesive understanding (Pehrsson & Denner, 1989). In

other words, the reader may focus on “trees” rather than paying attention to the whole “forest”
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(Askov, 1991; Cook, 2001; Zhang, 1997).

Further, the limitation of this linear processing model is that the information contained in
a lower level is not able to interact with the information obtained at the higher level
(Rumelhart, 1977). Grabe & Stoller (2002) state that, “bottom-up models suggest that all
reading follows a mechanical pattern in which the reader creates a piece-by-piece mental
translation of the information in the text, with little interference from the reader’s own
background knowledge” (p. 32).

Nevertheless, in his “One second of reading: Postscript”, Gough (2004) argues that
although the model of bottom-up processing may have been criticized as having covered only
unilateral aspects of the reading process, its contribution, on one hand, to reading research can
not be neglected. On the other hand, Gough continuously stresses the significant role of word
recognition in the reading process even for skilled and fluent readers.

This view has been confirmed by many researchers, including Adams (1990), Alderson
(1984, 2000), Clarke (1979, 1980), Fielding and Pearson (1994), Gibbons (2002), Hsueh-chao
and Nation (2000), Lipson and Cooper (2002), National Reading Panel (2000), Perfetti (1991),
and Pressley and Hilden (2002). Hsueh-chao and Nation investigated whether the density of
unknown words would influence comprehension. The participants were sixty-six English
native speakers attending a pre-university English course in an English speaking country. A
narrative text was chosen for the study. The findings suggested that around 98% coverage of
vocabulary seemed to be necessary for learners to gain adequate comprehension. With respect
to the threshold issue, the results suggested that it was likely to be between 80% to 90%
vocabulary coverage. If the threshold level was below 80% vocabulary coverage,
comprehension would be difficult. If the learner’s vocabulary level was high, he/she did not
need to rely on background knowledge and reading skills. However, if the learner’s
vocabulary coverage was below the 80% threshold, no skills or background knowledge could
make up for the lack of vocabulary. Hsueh-chao and Nation concluded in their study that

vocabulary knowledge was a critical component in reading. As the density of unknown words
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increased, comprehension dropped. However, in addition to the vocabulary knowledge,
Hsueh-chao and Nation indicated that a broad knowledge of grammar, background knowledge

and reading skills also contributed to text comprehension.

L2 Perspectives

A growing body of research in L2 (Bernhardt, 1986; Birch, 1998; Carrell, 1988b; Clarke,
1979; Eskey, 1988, 1997, 2005; Grabe, 1988, 1991, 1995, 2002, 2004; Koda, 1992, 1996;
Nassaji, 2002, 2003a; Park, 2004; Scarcella & Oxford, 1992) supports the critical role of
lower-level processing in reading comprehension. This body of research asserts that rapid,
accurate, and automatic vocabulary processing is vital for fluent reading in both L1 and L2.
Grabe (1988) indicates that the lack of vocabulary “may be the greatest single impediment to
fluent reading by ESL students™ (p. 63).

Evidence from several important studies on 1.2 reading has emphasized the critical role
of vocabulary knowledge in L2 reading comprehension. These include Haynes and Baker
(1993), Hunt and Beglar (2005), Koda (1992, 1996), Nassaji (2003a), and Park (2004).

Koda (1992) conducted a study of fifty-eight American college students studying
Japanese. The reading comprehension measures included cloze, paragraph comprehension,
and sentence comprehension. The results indicated that efficient lower-level verbal processing
was vital to the participants’ performance in foreign language reading comprehension,
especially when the target language had a different orthographic system from the L1. In her
comprehensive review of L2 word-recognition research, Koda (1996) again stressed the very
significant role of word recognition in L2 reading comprehension.

Nassaji (2003a) examined the role of higher-level syntactic and semantic processes and
lower-level word recognition and graphophonic process of sixty adult ESL learners, who were
graduate students at a university in Ontario, Canada. The Nelson-Denny reading test, a

standardized 1.1 reading test, was employed in the study. The findings indicated that
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lexical/vocabulary knowledge was strongly correlated with L2 reading comprehension, even
though semantic processing was a crucial factor. Furthermore, the study suggested that
efficient lower-level processing of lexical knowledge was also essential, not only for
less-skilled readers, but also for fluent and skilled EFL readers.

With respect to EFL learners in Asian settings, two significant studies will now be
discussed.

Haynes and Baker (1993) studied the reading processes involving L1 and L2 learners.
The L2 learners were two groups of twenty-five college freshmen and twenty-nine seniors in
Taiwan, who came from a background of learning English through the grammar-translation
teaching method. The other group of L1 learners consisted of nine American undergraduates
from a western university in the United States. The study involved three meetings with each
participant. The first meeting involved a group L1 reading test. In the second meeting,
measures of reading speed and comprehension were administered. The third meeting involved
a reading and guessing interview. The results demonstrated that the major factor hindering the
Chinese students’ comprehension was limited vocabulary knowledge when compared to their
counterparts. For American students, their prior vocabulary knowledge was helpful for
comprehending new concepts.

Park’s (2004) study compared L2 listening comprehension with L2 reading
comprehension in terms of the roles of linguistic knowledge, background knowledge and
question types among one hundred and sixty-eight EFL university students in Korea. The
analyses of the data found that with regard to L2 reading comprehension, linguistic
knowledge played a significant role, while background knowledge played only a moderate
role. These findings show that L2 reading comprehension is a more complex process than the
interactive process model suggests.

Even though ample research and studies in both L1 research and L2 research have
emphasized the significant role of language knowledge in reading comprehension, some

researchers claim that vocabulary knowledge is a necessary, but not sufficient condition for
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successful reading to happen. This view holds that the reader needs to possess other
knowledge sources (Bernahrdt, 1991; Carrell, 1988b; Chikalanga, 1993; Chen & Graves,
1995; Devine, 1987; Nassaji, 2003b) and develop appropriate strategies (Anderson, 1991,
2001; Carrell, Pharis, & Liberto, 1989; Farrell, 2001; Hamp-Lyons, 1985; Kern, 1989;
Stanovich, 1991) to increase word knowledge, reading comprehension and the ability to read

“between the lines”—a ability that many L2 readers of English find very difficult indeed.

Top-down Model

In contrast to the bottom-up model, top-down approaches to reading emphasizes the
process “from brain to text” (Eskey, 2005, p. 564). This model emphasizes what the reader
brings to the text (Goodman, 1967; Smith, 1971). This approach suggests that reading is a
process in which a reader utilizes background knowledge and linguistic cues to interact with
the text to derive meaning (Goodman, 1988). The main characteristic of this model is that the
reader relies more on existing knowledge and makes minimal use of written information
(Hayes, 1991; Samuels & Kamil, 1984; Smith, 1971, 2004).

The reader, according to this processing model, reads in a cyclical process, making
guesses about the message of the text and checking the text for confirming or rejecting cues,
based on individual prior knowledge and contextual clues (Goodman, 1988). During the
top-down reading process, readers fit the text information into their existing knowledge
structure (Carrell & Eisterhold, 1988). Alderson (2000) summarizes and articulates such a

position when he writes:

In this view, readers activate what they consider to be relevant existing schemata
and map incoming information onto them. To the extent that these schemata are
relevant, reading is successful. Top-down approaches emphasize the importance
of these schemata, and the reader’s contribution, over the incoming text. (p. 17)
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Based on this point of view, the reader brings a great amount of knowledge to the text.
During reading, the reader understands ideas encountered in the text on the basis of what
he/she already knows. This includes a basic understanding of the vocabulary in the text, the
reader’s general world knowledge and knowledge about the topic and genre (Aebersold &
Field, 1997; Anderson & Pearson, 1984). Hence, Grabe and Stoller (2002) point out,
“Inferencing is a prominent feature of top-down models, as is the importance of the reader’s
background knowledge” (p. 32)

Even though the top-down down model has caused radical influence in both L1 and L2
teaching, particularly in promoting the importance of prediction, guessing from context, and
getting the gist (Davies, 1995), few reading researchers support top-down models (Grabe &

Stoller, 2002).

L2 Perspectives

Carrell and Eisterhold (1988) note that L2 learners’ background knowledge tends to be
culture-specific, and they may fail to understand a text if they do not possess or cannot access
the appropriate cultural knowledge. Constraints on cultural knowledge may cause distortion
of the text meaning if the reader relies on guessing from context and testing predictions
(Carrell, 1983; Eskey, 1988; Grabe, 1991; Pehrsson & Denner, 1989), and such reading
processes may result in “knowledge-biased processing or schema-interference” (Carrell,
1988a, p. 102).

It has long been argued, that during the reading process, the reader’s language
knowledge, personal experiences and knowledge of the textual structure mesh interactively to
achieve comprehension. Most L2 reading researchers advocate a balanced view between
language and reasoning process (Carrell, 1988c, 1989, 1991; Devine, 1988, 1993; Eskey &
Grabe, 1988; Eskey, 2005). Alderson (2000) notes that reading process is not an “Either/Or”

selection between the bottom-up and top-down models, but involves the interaction between
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both approaches (Alderson, 2000, p. 38). Grabe (2004) remarks, “Text comprehension
requires both (a) language knowledge and (b) recognition of key ideas and their relationships

(through various comprehension strategies)” (p. 50).

Interactive Model

The interactive model, currently the most accepted processing approach, argues that both
top-down and bottom-up processes occur alternately or simultaneously during the reading
process. The interactive model consists of two conceptions of interaction: (a) an interaction
between the reader and the text and (b) an interaction between bottom-up and top-down
approaches (Barnett, 1988; Carrell, 1988b; Eskey, 1988; Grabe, 1991; Pressley, 1998;
Rumelhart, 1977, 1985, 2004).

Rumelhart (2004) points out that reading is a “perceptual” and “cognitive” process in
which a reader utilizes orthographic, lexical, syntactic and semantic information to
accomplish the reading task. These various sources of information are interdependent.
Rumelhart (1977) states that information “both sensory and nonsensory, come together at one
place and the reading process is the product of the simultaneous joint application of all the
knowledge sources” (p. 735). Therefore, comprehension is the result of meaning construction
rather than simple transmission of the graphic information to the reader’s mind (Eskey, 2005;

Gillet, Temple, Crawford, Mathews, & Young, 2000).

L2 Perspectives

The reading processes in L1 and L2 appear similar. Both L1 and L2 readers have to draw
on various sources of knowledge simultaneously to comprehend a reading passage (Bachers,
1998; Day & Bamford, 1998). L2 readers not only need to make sense of the words and

sentences in the text, but also need to draw on the prior knowledge and personal experience
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evoked by the words to comprehend the meaning of the text and to solve problems during the
reading process (Bachers, 1998; Bernhardt, 1991; O’Donnell & Wood, 2004; Schoenbach,
Greenleaf, Cziko, & Hurwitz, 1999).

As L2 learners’ try to understand the context with their disadvantages of language and
cultural unfamiliarity, most L2 reading specialists support the interactive process of reading
(Barnett, 1989; Bernhart, 1986; Davies, 1995; Eskey, 1997, 2005; Grabe, 1991, 2002; 2004;
Nuttall, 1996; Scarella & Oxford, 1992).

According to Bernhardt (1990), in L2 reading, both text-driven and knowledge-driven
processes operate simultaneously with varying degrees of success. The text-driven factors
consist of word-recognition, phonemic/graphemic decoding, and syntactic feature recognition.
The knowledge-driven operations involve intratextual perception, metacognition, and prior
knowledge. All theses factors contribute to successful L2 reading. Inadequate knowledge of
the target language may cause reading problems (Devine, 1988).

Background knowledge has been viewed as another critical factor in reading, in addition
to the lower-level processing. In the reading process, the reader integrates the new
information with the existing schemata (Anderson & Pearson, 1984, 1988; Carrell, 1983,
1984a, 1987a; Carrell & Eisterhold, 1983, 1988; Cook, 2001; Nuttall, 1996). Schemata not
only influence how a reader recognizes information but also how he/she stores it in the
memory (Razi, 2005; Steffenson, Joag-Dev, & Anderson, 1979). “The background knowledge
effect is strong” (Alderson, 2000, p. 43).

Cook (2001) and Nassaji (2003b) point out that even though readers may know all the
vocabulary and grammar, they still cannot understand the text meaning. The difficulty seems
due to the lack of social-cultural knowledge as the comprehension is based on linguistic data

(Bernhardt, 1991). Grabe (2004) comments:

It is well documented that readers comprehend texts better when texts are culturally
familiar or they relate to well-developed disciplinary knowledge of a reader. More
generally, background knowledge is essential for all manner of inferences and text
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model construction during comprehension. It is also important for disambiguating

lexical meanings and syntactic ambiguities. (p. 50)

Razi (2005) conducted a study to investigate the influence of cultural schema and
reading activities on EFL reading comprehension of English short stories. The participants
were sixty third-grade university students in Turkey. The results indicated that cultural schema
seemed to have a significant effect on comprehension. The students could use top-down
processing when the text was culturally familiar. Another important finding in Razi’s study
was that reading activities also had an effect on reading comprehension and could make up for
the lack of cultural schema.

Similarly, Pritchard (1990) examined the effects of cultural schemata on both
comprehension and strategy use. The participants were thirty Americans and thirty natives
from Palau. The participants were asked to read two different letters, describing funerals,
reflecting each culture. The results showed that relevant cultural schemata obviously
facilitated the reading process. In line with previous studies, Chan (2003) and Papalia (1987)
found that successful foreign language students used concept and schemata already possessed
to guide the processing of new information and thereby enhance comprehension.

In addition to relevant content knowledge, familiarity with text structure is another factor
affecting comprehension. Formal schema (Carrell, 1983, 1985) refers to the reader’s
expectation about how information parts in a text are organized (Barnett, 1989; Carrell,
1987a). Knowledge of text types has been recognized as an important factor in
comprehension. This knowledge facilitates readers “ knowing where to look for the main idea
in a paragraph, and being able to identify how subsidiary ideas are marked, ought in principle
to help a reader process information” (Alderson, 2000, p. 40).

Carrell (1984b) found that students from different language backgrounds were more able
to recall information depended on text structures being closer to those of their own languages.

Carrell concluded that different cultures may have different ways of organizing information
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and therefore comprehension of text seems to be culturally dependent. In 1985, Carrell
conducted another study to investigate the effects of teaching text structure on ESL students’
reading comprehension. The results indicated explicit teaching of text structure improved both
reading comprehension and the learning of expository texts. Taking the investigation a step
further, Carrell (1987a) tested the effects of both content and formal schemata on ESL
students’ comprehension. The results showed that familiar content and form were much easier
to comprehend than unfamiliar content and text structure.

Accordingly, Finocchiaro (1989) suggests that, regarding L2 reading, “the reader’s
background knowledge must act with his or her innate conceptual abilities, as well as his or
her mental processing strategies, in order to ensure comprehension of the text” (p. 113). These
are the three factors that the reader must develop. Carrell (1991) notes that schema theory has
provided a strong rationale for .2 comprehension strategy training.

Oxford (2001) compares L2 reading to weaving a tapestry. The strands consist of
vocabulary, spelling, pronunciation, grammar, meaning and usage. All these strands support
and interact with each other (Scarella & Oxford, 1992). Reading teachers need to develop the
students’ abilities to analyze top-down and bottom-up components of the reading process
(Aebersold & Field, 1997). Fielding and Pearson (1994) assert that reading comprehension
strategies can be taught and is especially effective for less skilled readers who use fewer
strategies by themselves, and they “need to be taught ~ow, where, and when to consistently
carry out such procedures” (Swanson & De La Paz, 1998, p. 209).

In summary, reading comprehension is a complex cognitive process, and it seems more
complex in an L2 context. Clearly, reading in an L2 is an active process involving various
sources of knowledge such as relevant language knowledge, appropriate background
knowledge and knowledge of text structure. In addition to the relevant linguistic, content, and
formal schemata, 1.2 learners need to be equipped with effective strategies when approaching

a reading task.
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The Graphic Organizer

Research has shown that certain learning strategies seem to provide readers with a
procedure to successfully extract, remember and retrieve information from written
information (Holley & Danesereau, 1984). One such learning strategy, which has received
much attention by both researchers and practitioners, is the use of graphic organizers
(National Reading Panel, 2000; Griffin et al., 1995).

Graphic organizers are useful in organizing information to make information easier to
understand and learn (Ben-David, 2002). Constructing a graphic organizer helps learners
discover how knowledge is related to prior knowledge in content areas. This has been viewed
as an important part of reading comprehension (Dye, 2000; Holley & Dansereau, 1984;
Moore & Readence, 1984; Simmons, Griffin, & Kameenui, 1988). The visual display of the
knowledge organization helps with understanding and recall (Robinson, 1998; Slavin, 1991).

Graphic organizers have their roots in Ausubel’s meaningful reception learning (Ausubel,
1963, 1968). According to Ausubel (1963), reception learning can be meaningful when: (a)
the learner relates new information to individual prior knowledge; and (b) when learning
materials are relevant to the learner’s prior knowledge. Clearly, prior knowledge plays a

central role in Ausubel’s meaningful learning.

Advance Organizers

Advance organizers were used to provide a framework at the introductory stage of a
learning task. Ausubel (1968) defined advance organizers as text-relevant “introductory
material written at a higher level of abstraction, generality, and inclusiveness than the learning
passage itself” (p. 148). The principle function of the advance organizer was to “bridge the
gap between what the learner already knows and what he needs to know before he can

meaningfully learn the task at hand” (Ausubel, Novak, & Hanesian, 1978, p. 171-172).
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The fundamental concept in Ausubel’s (1963) cognitive psychology was that learning
takes place by assimilating new concepts and propositions into the learner’s existing
conceptual frameworks. Learning new knowledge is based on the learner’s prior knowledge a
learner and the use of this prior knowledge. Ausubel believes that meaningful learning takes
place when new information is linked to the learner’s prior knowledge in a non-arbitrary and

substantive way.

Graphic Organizers

The graphic organizer, also called the structured overview, was developed by Barron
(1969) and based on the concept of the advance organizer of Ausubel (1968). It uses key
vocabulary from the learning material as introductory prose to enhance the reader’s

acquisition of new knowledge. Bromley et al. (1995) define graphic organizers as:

a visual representation of knowledge. It is a way of structuring information, of
arranging important aspects of a concept or topic into a pattern using labels. (p. 7)

Differences Between Graphic Organizers and Advance Organizers

Even though the graphic organizer has its origin in Ausubel’s advance organizers (1968),
a graphic organizer is different from an advance organizer in four major ways. First, unlike
the abstract language used in advance organizers (Robinson & Kiewra, 1995), graphic
organizers use the vocabulary in the text to be learned (Alvermann, 1981b). Moore and
Readence (1984) point out that the use of the language of the text makes the language of the
graphic organizer more familiar to the learners.

The second difference lies in the fact that, in contrast to the linear prose format of
advance organizers, graphic organizers use lines, arrows and spatial arrangement to depict text

structure and relationships among key vocabulary terms (Alvermann, 1981b; Berkowitz, 1986;
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Simmons et al., 1988). It is this two-dimensional spatial arrangement that sets the graphic
organizer apart from outlines (Alverman, 1986). A graphic organizer provides both written
and visual information (Tang, 1992).

The third difference is that the graphic organizer can be teacher-created, student-created,
or teacher- and student-created. This allows interaction between the teacher and the students,
whereas the advance organizer is teacher-created (Moore & Readence, 1984). The fourth
difference is that the graphic organizer can be presented as a pre-, during- and/or post-reading
activity (Merkley & Jefferies, 2000), whereas the advance organizer is used only as a
pre-reading activity (Simmons et al., 1988). Table 2.1 summarizes the differences between a

graphic organizer and an advance organizer.

Table 2.1
Differences Between Graphic Organizers and Advance Organizers

Advance Organizers Graphic Organizers
Language Used Abstract Vocabulary in the Text
Format Prose Two-dimensional
Constructed By Teacher Teacher/Student and/or

Teacher and Student

Point of Pre-reading Pre-, During- and/or
Implementation Post-reading

Common Formats of Graphic Organizer

The term graphic organizer is generalized to include several mapping strategies, such as

semantic organizers, semantic maps, concept maps, networking, diagrams, flow charts, and
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other various schematic designs (Bromley et al., 1995; Clarke, 1991; Eagan, 1999;
Strangman, Hall, & Meyer, 2002). In spite of the different terms, they are conceptually similar
(Anderson & Armbruster, 1984).

There are four basic organizer formats: the hierarchical or network tree; the conceptual
or spider map; the sequential or fishbone map; and the cycIical or cycle map (Baxendall,
2003; Bromley et al., 1995; Sinatra, 2000; Strangman et al., 2002). Stragman et al.
recommend that both teachers and students select the format that most effectively highlights
the features of the text structure.

Each map format and its purpose will now be described.

1. Ahierarchical map corresponds with the hierarchical structure of most expository
texts (Anderson & Armbruster, 1984; Sinatra, 2000). A hierarchical organizer
consists of nodes and labeled links. The nodes represent concepts or key
words, while the labeled links identify the relationships between the nodes. In the
hierarchical structure, the most important topic concept is placed at the top,
followed by the secondary sub-topic ideas and the supporting details (Barron, 1969;
Novak & Gowin, 1984). The levels continue until all of the important ideas are
included in the map (Beissner, Jonassen, & Grabowski, 1993).

2. Ina conceptual or spider map, the main concept is placed in the center with related
or subordinate ideas related to the central idea like a cluster. The spider map was
developed by Hanf (1971) as an alternative to traditional note-taking. Information
types such as description, collection, problem and solution and compare and
contrast are examples of conceptual formats (Bromley et al., 1995).

3. Asequential or fishbone map has a linear format. This pattern is useful for events
arranged in chronological order or for cause and effect (Bromley et al., 1995),
which is a common topic across all subject studies and stories (Baxendell, 2003).

4.  The cyclic format includes information in a cyclical or circular process, with no
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beginning or ending (Bromley et al., 1995; Strangman et al., 2002).

The use of graphic organizers is widespread (Egan, 1999) and beneficial for all levels of
learning (Alvermann, 1986; Bromley et al., 1995; Heimlich & Pittleman, 1986). According to
Long and Aldersley (1984), networking can be viewed as a text analysis procedure that
involves breaking down of text into individual key ideas. The learner has to organize these
key ideas logically, according to their relationships. As a result, the network of linked ideas
becomes a visual representation of the original material. Numerous studies have supported the
idea of networking as a reorganization strategy that can facilitate knowledge acquisition,
storage, and retrieval (Day & Park, 2005; Holley, Dansereau, McDonald, Garland, & Collins,
1979; Shimmerlik, 1978).

As such, graphic organizers “are both language and cognitive tools” (Pehrsson & Denner,
1989, p. 4). As language tools, they emphasize semantic relationships; as cognitive tools, they
organize information and ideas. This mapping strategy involves both bottom-down and
top-down processing to aid reading comprehension (Anderson & Armbruster, 1984; Breuker,
1984; Goetz, 1984), Through bottom-up processing the reader finds the information needed to
fill out the higher-order schemata and through top-down processing the reader can find and
assimilate information in an efficient manner (Adams & Collins, 1979). Not surprisingly,
Nunan (1999) recommends that English language teachers frequently transfer text into a

visual diagram to aid learning.

The Implementation Point of Graphic Organizers

Graphic organizers can serve different instruction purposes. Graphic organizers can be
used at the introductory stage at the beginning of the learning task as advance organizers, or
during the instruction to monitor students’ understanding, or as post-learning activity for

summarizing, discussion or assessment.
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A review of the research from 1980-1991 (Hudson, Lignugaris-Kraft, & Miller, 1993)
concludes that visual displays can be successfully implemented at different phases of the
instructional cycle as pre-reading, during-reading, and post-reading tasks (Dunston, 1992;
Griffin, Simmons, & Kameenui, 1991; Merkley & Jefferies, 2000). Positive outcomes have
been reported when graphic organizers are used as advance organizers (Bos & Anders, 1990;
Davis, 1995; Hayes, 1991; Sinatra, Stahl-Femake, & Berg, 1984), during-reading activity
(Bos & Anders, 1990; Boyle, 1996), and post-reading activity (Alvermann & Boothy, 1986;
Boyle & Weishaar, 1997; Sinatra et al., 1984; Willerman & Mac Harg, 1991).

Moore and Readence (1984) and Strangman et al. (2002) suggested that the
implementation point has an important impact on the effectiveness of graphic organizers.
Moore and Readence reported that when graphic organizers were used as a pre-reading
activity, average effects were small. In contrast, graphic organizers used as a follow up to
reading yielded somewhat larger improvements in learning outcomes. Hence, it is suggested
that efforts to improve learning outcomes may be more successful when graphic organizers

are introduced after the learning material has been taught (Strangman et al., 2002).

As Pre-reading Activity

A considerable body of research supports the use of graphic organizers that assist
students to build an overview or reference when approaching new material (Clarke, 1991;
Robinson, 1998). The teacher can present a graphic organizer as an overview, highlighting the
major ideas and their relationships in a text, to students in advance of the learning material
(National Reading Panel, 2000).

There are two purposes of driving the use of graphic organizers as pre-learning activities.
First, the preview provides an opportunity to link the concepts of the new material to the
students’ prior knowledge of the topic (Barron & Earle, 1973; Carrell, 1988a; O’Donnell &

Wood, 2004). Secondly, the pre-organizer introduces key vocabulary and related concepts in
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the text (Barron & Earle, 1973; Carrell, 1988a; Clarke, 1991; Hayes, 1991). Diekhoff and
Diekhoff (1982) suggest that the presentation of an instructor’s map provides insights into
thought processes and presents students with a graphic synopsis of the inter-relationships of

the ideas in the map. This can result in discussion that is missing from traditional instruction.

As During-reading Activity

Graphic organizers can be used as new content is being studied. During the process of
reading, the graphic organizer strategy facilitates understanding. Moreover, it enhances
students’ ability to deal with information presented in the text (Horton, Lovitt, & Bergerud,
1990), and clarifies confusing points during the reading (Barron & Earle, 1973). During
instruction, graphic organizers can optimize the learning situation by assisting students to find
key points and note information in the text and actively process and reorganize information
(Culbert, Flood, Windler, & Work, 1998; Griffin et al., 1995; Simmons et al., 1988). In
addition, students can use the graphic organizers to support note-taking and summarizing.
Arnaudin, Mintzes, Dunn, and Shafer (1984) suggest that, for teachers, the graphic organizer

is a useful tool for organizing and sequencing instruction.

As Post-reading Activity

Graphic organizers can also be used as an after reading activity to provide a format for
the summary and review of information (Abraham, 2000; Anderson & Armbruster, 1984;
Barron & Earle, 1973; Dunston, 1992; Hall et al., 1999; Moore & Readence, 1984; O’Donnell
& Wood, 2004) and also to assess students’ understanding (Ben-David, 2002; Carrell et al.,
1989; Novak & Gowin, 1984).

In the literature, Barron (1969) is reported as the first one to propose that students

generate their graphic organizers as a post-reading activity. In the later years Barron
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conducted three successive studies on the effects of graphic organizers as post-reading
activities. In 1974, Barron and Stone studied the effects of graphic post-organizers on the
learning of vocabulary relationships in a passage of social science material for over a two-day
period. One hundred and forty-one tenth- and eleventh-grade students were arranged in three
groups: graphic advance organizér group, graphic post-organizer group, and control group.
The results indicated a statistically significant difference in favor of the graphic
post-organizer group.

In 1980, Barron and Schwartz conducted a study to investigate whether or not graphic
post-organizers facilitated the learning of vocabulary relationships in a complex, long-term
learning task for 9 weeks. Sixty-four graduate students were divided into an experimental and
control group. Again, the comparison indicated a significant difference in favor of the graphic
post-organizer group.

In 1984, Barron and Schwartz suspected that schema or prior knowledge was not
sufficient to explain the strong effects of the graphic post-organizers in their study in 1980, as
the two group students had had equal experience with the course content. Barron and
Schwartz suggested that the situation might be explained by Ausubel’s (1968) concept of two
learning sets. Working with conditions of meaningful learning sets, the students consciously
and actively attempted to relate and incorporate the new information into the prior knowledge
framework.

According to the concept of cognitive learning, meaningful learning takes place when a
student consciously chooses to learn in a meaningful way (Ausubel, 1968; Ausubel, Novak, &
Hansian, 1978; Ekhaml, 1998; Novak & Gowin, 1984). If a student chooses to learn by rote,
information is processed in an arbitrary and less substantive manner (Novak, 1998; Novak &
Gowin, 1984). As a result, information is less linked to the existing knowledge and the
forgetting rate is rapid (Goetz, 1984).

Based on this notion, Barron and Schwartz (1984) suggested that the effect of the graphic

post-organizers in their study was perhaps partly due to the use of the strategy of assisting or
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forcing learners to adopt a meaningful learning set by integrating the new knowledge with the
existing knowledge framework, and partly because the post-organizer provided a review of
the key vocabulary. Similarly, a body of research suggests the facilitative effects of graphic
organizers as a post-reading activity on the recall, organization, and the pertinent information
in the text (Alvermann, 1981b; Anderson & Armbruster, 1984; Barry, 2002; Hoffman, 2003;
Moore & Readence, 1984; Heimlich & Pittleman, 1986; Strangman et al., 2002).

In order to follow up some of the findings contained in earlier research, Spiegel and
Braufaldi (1994) investigated the effect of graphic post-organizers on students’ recall and
retention of science knowledge. The study was conducted as a pre- and post-test
quasi-experimental design. According to the result of the pre-test, which was employed after
teacher-generated pre-reading graphic organizers, no significant difference was shown
between the control and experimental groups. However, the result of the immediate post-test,
which was conducted after student-generated graphic organizers, was in favor of the
experimental group. Spiegel and Braufaldi suggested that post-reading graphic organizers
involved students more actively in the learning situation and thereby led to a deeper
processing of the text.

Hoffman’s (2003) study reported congruent results. He examined the effect of graphic
organizers on graduate students with diverse language and cultural orientations studying in
the College of Education in the United States. To help students comprehend the theories
presented in the text and build requisite structural knowledge, he used a graphic organizer
assignment. Each student’s organizer had to have the theories presented and the important
information described for each theory/theorist, including valid connections among them.
Students’ informal and written comments from course evaluation demonstrated favorable
results. Many students attributed their improved performance in the final exam to the graphic
organization of the course material. Some students stated that the organizer was a very good
study tool, and they felt that the graphic organizer assignment was relevant and appropriate

for the course.
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Generating Types of Graphic Organizers

A review of the literature indicates that graphic organizers were originally
teacher-directed, and the students were not involved in the map construction process (Barron,
1969; Moore & Readence, 1984). Even though a body or research indicated that both teacher-
and student-generated graphic organizers could be effective in increasing student achievement
(Bos & Anders, 1990; Boyle & Weishaar, 1997), the literature suggests that the level of
student involvement in the construction of a graphic organizer appears to be an important

variable influencing learning.

Teacher-generated Graphic Organizers

The early graphic organizers were used as teacher-directed activities, not only to present
students with a graphic representation of the relationships among the ideas in the text, but also
to activate and organize learners’ prior knowledge (Moore & Readence, 1984). Using a
teacher-generated graphic organizer not only reduces the learner’s cognitive load, but also
focuses the learner’s attention on the content rather than the strategy (Holley et al., 1979).
Horton et al. (1990) reported in their study that both remedial and regular students in the
teacher-directed graphic organizers group performed better than those in the self-study group.

Other possible advantages of teacher-generated organizers have been reported. First, the
teacher organizers show important ideas from the content and thereby assist the students’
acquisition of concepts and promote concept assimilation (Boyle & Weishaar, 1997; Rewey,
Danesereau, Hall, & Pitre, 1989). Secondly, the simplified graphic format helps student
comprehension. Thirdly, teacher organizers can be used whenever there is need during the
lecture (Boyle & Weishaar, 1997). Finally, teacher organizers can not only save time but also
arouse discussion that is missing from traditional instruction (Diekhof & Diekhof, 1982).

However, teacher-generated organizers may have disadvantages, however. The students
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may not understand the process of information construction and they may learn in a rather
passive way. Simmons et al. (1988) reported in their study that the comparison of pre- and
post-graphic organizers provided by the teachers did not show any significant difference.
Simmons et al. suggest that the results suggest that: (a) teacher-provided graphic organizers
may “have oversimplified the comprehension process”; and (b) the teachers “spoon-fed” the

students the important information that they summarized from the text (p. 20).

Student-generated Graphic Organizers

Barron (1969) was the first one to propose the idea of student-generated graphic
organizers. The review of the relevant literature demonstrates that the benefits seem to be
greater when learners generate their owﬁ graphic organizers (Armbruster & Anderson, 1984;
Barron & Stone, 1974; Holley & Dansereau, 1984; Horton et al., 1990; Katayama &
Robinson, 2000).

An ample body of research has pointed out the positive effects of using student-
generated graphic organizers on students’ learning. This body of research has suggested
having students generate their own organizers rather then providing them with organizers to
learn from (Alvermann & Boothy, 1986; Barron & Stone, 1974; Boyle & Weishaar, 1997,
Gobert & Clement, 1999; Horton et al., 1990; Moore & Readence, 1984). “Students who
understand how to create a graphic organizer have a new and valuable tool for planning,
understanding, remembering, and assessing knowledge” (Bromley et al., 1995, p. 26).

Alvermann and Boothy (1986) reported that the effects upon comprehension were
increased when graphic organizers were partially constructed by students as a during-reading
or post-reading activity since the organizer may have influenced the reader’s encoding process
by forcing the individual to analyze and attend to semantic content, in effect to process it
more deeply (Alvermann, 1981b; Anderson & Armbruster, 1984; Barron & Schwarz, 1984).

Barron and Stone (1974) also concluded in their study that it was more effective to have
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students generate their own knowledge of vocabulary.

Boyle and Weishaar (1997) reported in their study that both groups trained with teacher-
and student-generated organizers strategy outperformed the control group in literal
comprehension. The student organizer group also significantly outscored the control group in
inferential comprehension, whereas the teacher organizer group did not. Little difference was
found between the two strategy groups in the measure of literal comprehension, and no
significant difference was found between the two strategy groups. Regarding the implication
of this for classroom teachers, Boyle and Weishaar suggest that the use of graphic organizers
helped students to become active and independent learners. Student-generated graphic
organizers were strongly recommended as strategies to strengthen students’ metacognitive

skills in inferential comprehension.

The Effects of Graphic Organizers

During the past decades, the facilitative effects of graphic organizers on learning have
been reported on extensively. The use of graphic organizers has yielded promising results in:
enhancing reading comprehension; retention and recall; promoting learning performance;
improving learning and thinking skills; and increasing learning attitudes. Graphic organizers
were found to be beneficial in learning various subjects for learners across a wide range of
levels, from kindergarten children to university students and for students of different abilities,

including regular and disabled students.

Promoting Reading Comprehension

An extensive body of research addresses the impact of graphic organizer on students’
reading comprehension and information organization (Bachers, 1998; Baxendell, 2003;

Ben-David, 2002; Berkowitz, 1986; Bertelsen & fisher, 2003; Boyle & Weishaar, 1997;
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Bowman, Carpenter, & Rose, 1998; Culbert et al., 1998; Holley et al, 1979; Griffin et al.,
1995; Kirylo & Millet, 2000; National Reading Panel, 2000; Prater & Terry, 1988; Robinson
& Kiewra, 1995; Sinatra & Pizzo, 1992; Trabasso & Bouchard, 2002).

The National Reading Panel (2000) cited graphic organizers as one of the seven
categories of instruction that are the most effective in the improvement of reading
comprehension. Sinatra and Pizzo (1992) point out that students usually possess fragmented
pieces of knowledge instead of overall understanding of the text. The organized information
- in a graphic organizer shows students how to explore the interrelationships between ideas and
display information in chunks (Crandall, Ann-Olsen, Peyton, & Joy, 2002; DiCecco &
Gleason, 2002). Understanding the relations among key concepts helps students not only to
grasp concepts efficiently and effectively but also to develop well-structured mental pictures
about the content they are learning (Goldman & Rakestraw, 2000; Marchand-Martella, Miller,
& MacQueen, 1998).

The visual display of content key ideas can benefit learners who have difficulties
organizing information (DiCecco & Gleason, 2002; Fisher & Shumaker, 1995) as graphic
organizers “minimize comprehension barriers imposed by content area text” (Simmons et al.,
1988, p. 15). Successful learning outcomes have been demonstrated for students with learning
disabilities (Boyle & Weishaar, 1997; Boyle & Yeager, 1997; Bulgren, Schumaker, & Deshler,
1988; Griffin & Tulbert, 1995; Sinatra et al., 1984) and without (Alverman & Boothy, 1986;
Bulgren et al., 1988; Willerman & Mac Harg, 1991) across a range of grade levels, including
elementary, junior and high schools. On average, the largest effects of graphic organizers on
learning effects have been reported for university students (Moore & Readence, 1984).

Long and Aldersley (1984), Boyle and Weishaar (1997), Griffin et al., (1991), Sinatra et
al. (1984) among others have studied the use of graphic organizers by students with learning
disabilities. These studies found that mapping strategies were effective in helping students
comprehend content area materials, organize information, and retain and recall content. In

addition, these studies also found out that graphic organizers helped students to link new
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knowledge with the existing schemata. Robinson, Katayama, Dubois and Devancy (1998)
suggested that when students viewed text and a graphic organizer, they were more likely to
use non-memorizing strategies and commit the information to the long-term memory rather

than memorizing for the sake of tests.

Enhancing Retention and Recall

Retention and recall are closely related to reading comprehension. A great number of
studies have found that graphic organizers are an advantageous teaching and learning strategy
across different schooling levels (Alverman, 1981b; Bos & Anders, 1992; Griffin et al., 1995;
Kulhavy, Lee, & Caterino, 1985; Simmons et al., 1988; Willerman & Mac Harg, 1991).
Findings also indicated that the graphic organizers promote students’ performance and
achievement in the content assessments (Guastello, Beasley, & Sinatra, 2000; Robinson et al.,

1998; Simmons et al., 1988; Willerman & Mac Harg, 1991).

Improving Learning Attitudes

Graphic organizers can be used to motivate and improve students’ attitudes to learning
(Egan, 1999; Governale, 1997; Gunner et al., 1999; Rose, 2000; Strangman et al., 2002). Egan
states that, “Graphic organizers are a means to an end, that of enhanced motivation and
greater satisfaction and success in learning” (p. 644). Governale reported in her study that the
use of graphic organizers, one of four intervention activities, had a significantly positive
impact on participants’ engagement in the learning of social studies. On the contrary,
Alvermann’s (1981a) study reported that the students’ post-treatment attitude outcome did not
show a significant difference. Alvermann suggested that the reason might be due to the short
training period (one week) and unskilled learners needed more time to learn how to use the

strategy.
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Using Graphic Organizers as a Language Learning Strategy

Educators and teachers of language learning suggest that an effective way to teach
students to summarize and interpret text is to use visuals and graphics, which demonstrate key
ideas in connected relationships and thereby reduce language barriers in both L1 and L2
(Farnan, Flood, & Lapp, 1994; Kuo, 2003; Long & Aldersley, 1984; Oxford, 1990; Tang,
1992).

Oxford (1990) notes that mapping techniques can be used for memorizing vocabulary.
Mapping strategies can be related to psychological concepts about how knowledge is stored

as a network. Oxford states that mapping is:

actually a way of contextualizing a word or concept in an expanding network of
related words or concepts, and that such a strategy helps learners make important
linkage that carries over into more richly contextualized communication situations.

(p. 241)

Long and Aldersley (1984) studied the facilitative effects of networking on
hearing-impaired students with deficient English language ability. The students had difficulty
with vocabulary and syntax and processed text in a bottom-up fashion. They also failed to
identify important concepts when reading and summarizing the gist of a passage. The findings
reported that the incorporation of a networking strategy enabled the hearing-impaired students
to select the main ideas from a passage and to summarize the gist. Long and Aldersley
concluded that student populations with English language deficiencies could benefit from

training in spatial learning strategies.

In ESL context

Several studies have been conducted in ESL/EFL contexts (Carrell et al., 1989; Huang,
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2004; Jau, 1998; Kuo, 2003; Tang, 1992). These are now discussed.

Carrell et al. (1989) studied the effect of semantic mapping and experience-text-
relationship (ETR) on the metacognitive strategy training of students of English as second
language (ESL). The results showed that both the semantic mapping group and the ETR
group outperformed the non-strategy group. On the measures of open-ended questions and
open-ended semantic maps, the semantic mapping group scored significantly higher than the
other two groups, while the ETR group made the only significant gain on the cloze semantic
measure. Carrell et al. concluded that semantic mapping and ETR were effective
metacognitive strategies in promoting second language learning.

Tang (1992) examined the effectiveness of a teacher-constructed tree-graph on students’
comprehension of content knowledge and acquisition of a second language for academic
purposes. Forty-five seventh-grade ESL students participated. The study was based on a
pre-test/post-test, nonequivalent-control group quasi-experiment, research design. The
findings indicated that the use of a teacher-provided tree diagram as a teaching strategy
facilitated comprehension. In addition, the treatment group students agreed that graphics
foster learning. Tang concluded that a likely explanation for the vocabulary advantage is that
graphic organizers are skeletal arrangements showing the key terms. As a result, the learners’
attention may be devoted more to the key terms rather than to the entire passage.

In her study, Tang (1992) pointed out that the dual coding function of graphics provided
learners with visual and verbal information. The visual information contained the knowledge

of the content while the verbal information promoted language acquisition. Tang noted that:

Graphics have the potential for lowering the language barrier and making the input
of content knowledge more comprehensible. They can also be used to highlight the
linguistic devices of knowledge structure, which is a step toward academic second
language acquisition. (p. 178)
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In EFL Context

In Taiwan, several studies have been conducted to examine the effects of graphic
organizers on students’ EFL learning (Chiang, 2004; Huang, 2003; Jau, 1998; Kuo, 2003).

Jau’s (1998) study examined the effects of teacher-generated graphic organizer on one
hundred and three college students’ vocabulary learning. The results indicated that the
organizer strategy group outscored the question-answer group in reading comprehension,
particularly in vocabulary development. In addition, students in the experimental group
showed positive attitudes regarding the application of the graphic technique in reading.

Huang (2003) used student-generated concept maps to investigate eighty-six college
freshmen’s English reading comprehension. The pre-test/post-test, nonequivalent control
group quasi-experiment, research design was adopted. The findings reported that the reading
comprehension performance of the experimental group surpassed the control group on
description, exposition, and persuasion texts. Furthermore, the graphic strategy slightly
promoted the motivation of the experiment group students. The students showed a positive
attitude toward the use of concept mapping in the English class.

Kuo (2003) examined the effects of semantic mapping instruction on the reading
comprehension of eighty-four high-school students as well as on their attitudes towards the
use of semantic mapping in reading English. The study was a one group, pre- and
post-research design. Three cloze-semantic maps and multiple-choice tests were used to
examine the effects of teacher- and student constructed semantic mapping on the students’
EFL reading comprehension after 6-weeks intervention. The findings indicated a significant
improvement between pre- and post-test in both cloze semantic map and multiple-choice tests.
In addition, the students showed positive attitudes toward the use of semantic mapping
instruction in reading in English. However, the students’ attitude toward the teacher- and
student-generated semantic mapping was not investigated.

In summary, the benefits of graphic organizers to learning have been reported across
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various content area studies, in a wide range of grade levels and with students of different
learning abilities. Studies have shown extensively that the use of graphic organizers improved

students’ performance when compared with traditional instruction methods.

Steps in Constructing a Graphic Organizer

Graphic organizers can improve learning when there is a substantial instructional context,
such as explicit instruction incorporating the teaching of modeling (Boyle & Weishaar, 1997;
Eagan, 1999; Johnes, Pierce & Hunter, 1988; Mastropieri et al., 2003; Strangman et al., 2002;
Willerman & Mac Harg, 1991) and independent practice with feedback (Anderson-Inman,
Knox-Quinn, & Horney, 1996; Boyle & Weishaar, 1997; Scanlon, Deshler, & Schumaker,
1996).

In reviewing eleven years of research, Hudson et al. (1993) noted that effective teaching
practice is fundamental for positive learning outcomes. Accordingly, the instructional context
is another determinant of the effectiveness of graphic organizers for improving learning.
Without teaching instruction on how to use them, graphic organizers may not be effective

learning tools (Clements-Davis & Ley, 1991).

Step 1: Modeling

Research on effective teaching emphasizes the importance of teacher modeling during
the learning of a new strategy (Brown, Pressely, Meter, & Schuder, 1996; Griffin et al., 1995;
Jones et al., 1988). “In order to acquire proficiency at virtually any task or skill, it is necessary
to have a clear notion of ‘how experts do it’” (O’Donnell & Wood, 2004, p. 256). The
teachers should first show students how a strategy is employed and why the strategy is worth
learning. Teachers present the prepared graphic organizers in front of the class demonstrating

the organized information of the reading passage before having students engaged in the
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mapping process (Jones et al., 1988; Strangman et al., 2002).

Step 2: Guided Practice

After having completed several modeling lessons, students can be led to the next stage of
mapping. In “scaffolding” terms, this stage is known as “guided practice,” in which students
practise the strategy under the guidance of the teacher (Pearson & Gallagher, 1983). By means
of the scaffolding design, the teacher can provide systematic training in using the graphic
organizer. The students have concrete tools for independently seeing patterns in information
(Hyerle, 1996).

It has been suggested that students’ first attempts should begin with the participation of
the whole group in advance of the individual application of the new strategy (Bromley et al.,
1995; O’Donnell & Wood, 2004). Guided practice is therefore crucial for successful

application. In addition, feedback from the teacher and peers is also important.

Step 3: Independent Application

Even after students are trained to use the new strategy independently, the teacher
continues to play an important role. The students must have the opportunity to use the
strategies that have been taught. In addition, the teacher should continue to give feedback on
students’ use of the strategy (O’Donnell & Wood, 2004).

At the stage of independent application, students apply the graphic organizer strategy in
group-work and individual work. When students work in groups, they construct graphic
organizers via cooperative learning and the teacher acts as a facilitator. When students do the
mapping individually, each student constructs graphic organizers on his or her own (Egan,
1999). At this stage, teacher’s feedback is important (Tilestone, 2004).

Bromley et al. (1995) suggested that graphic organizers should be first generated in



Chapter 2: Literature Review 53

groups and then independently. They pointed out that, based on the Vygotskian view (1962),
“learning is first, social; only after working with others does the student gain the ability to
understand and apply learning independently” (Bromley et al., 1995, p. 28). “The discussion
that accompanies the creation or interpretation of a graphic organizer is crucial to the learning
process” (Bromley et al., 1995, p. 28). Egan (1999) also pointed out that graphic organizers
are particularly useful when students work in pairs or groups.

In summary, the graphic organizer has a sound theoretical underpinning and solid
empirical support. Researchers and practitioners have shown that graphic organizers are an
effective learning strategy in enhancing comprehension, retention and recall and on learning
attitudes. Graphic organizers can be constructed either by instructors or by students and can
be flexibly implemented at any stage during instruction. In recent years, graphic organizers
have been used to promote language learning in support of a variety of ESL and EFL
contexts.

Summary

Contemporary reading theory supports the interactive view of the reading process in both
L1 and L2. By means of this process, readers utilize various sources of knowledge at different
levels, alternately or simultaneously, to achieve comprehension. Hence, the reader’s language
knowledge, world knowledge, cultural knowledge and knowledge of strategies are all crucial
in the reading process. In other words, reading is an active and constructive process of
meaning making, conducted by the reader.

Graphic organizers have been proven to be an effective strategy in promoting reading
comprehension by visually presenting knowledge in an organizational structure. Thus, the
literature surveyed in this chapter suggests that when graphic organizers are used in classroom

settings, they promote cognitive, metacognitive, cooperative, and affective learning.
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CHAPTER 3

THEORETICAL AND METHODOLOGICAL FRAMEWORK
OF THE PRESENT STUDY

“Because of the complexity of second language acquisition, it is not possible to
investigate it from any single perspective.” (Seliger & Shohamy, 1989, p. 22)

A clear theoretical framework and an equally clear methodological framework are
essential for high quality research. According to Neuman (1997), the theoretical framework
guides researchers conceptually so that they can set up clear relationships among a number of
variables, while the methodological framework provide guidelines on how to gather and
examine data. Hence, in such a framework, theory and practice cannot be treated separately
(Pehrsson & Denner, 1989).

The theoretical and methodological frameworks that support this study are discussed in
this chapter. The theoretical framework is based on cognitive learning theories and takes the
following perspectives regarding graphic organizers into consideration: schema theory, dual
coding theory, cooperative learning and the affective dimension of teaching and learning. In
the section on the methodological framework, an overview of methodologies recommended
by research specialists in terms of L2 acquisition is described. In addition, the application of

these methods to the present study is discussed.

Theoretical Framework

According to Alderson (2000), researchers who are interested in investigating reading

must first and foremost try to understand the construct of reading. A construct of reading

refers to the concept of understanding the meaning of reading (Alderson, 2000, p. 1). Current
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L2 learning theories have had broad applications in the field of cognitive psychology (Grabe,
1991; O’Malley & Chamot, 1990). Cognitive learning theories focus on the learner and
explain learning in terms of cognitive processes, structures and representations that are
believed to operate within the learner (Ausubel, 1968; Ausubel, Novak, & Hanesien, 1978;
Smith & Ragan, 1999). This perspective dovetails with Ausubel’s (1968) argument that what
is important in the context of education is what students bring with them to the classroom. In
recent years, the learner’s prior knowledge has been viewed from a broader perspective so
that the students’ knowledge, experience, motivation, and learning strategies are all seen to be

crucial in learning (Alderson, 2000; Wittrock, 1990).

Schema Theory

Rumelhart (1980, 2004) argues that all knowledge is cognitively organized as schemata.
Schemata are viewed as “various kinds of abstract mental structure that enable us to make
sense of the world and participate appropriately in it” (Smith, 2004, p. 243). These are the
frameworks of interpreting, storing, and retrieving information and experience. Hence,
schemata are viewed as the “building blocks of cognition” upon which all information
processing depends (Rumelhart, 1980, p. 33).

Based on this view, schema theory views reading as a complex and dynamic process in
which learners draw on background knowledge to construct meaning (Bachers, 1998; Landry,

2002; Rumelhart & Ortony, 1977; Wittrock, 1990). Alderson (2000) remarks:

The knowledge the readers have will influence not only what they remember of the
text . . . but the product—their understanding of the text—and the way they process
it. Schemata are seen as interlocking mental structures representing readers’
knowledge. When readers process text, they integrate the new information from the
text into their pre-existing schemata. More than that, their schemata influence how

they recognize information as well as how they store it”. (p. 33)
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This, in turn, facilitates recall and comprehension (Holly & Danesereau, 1984; Pehrsson,
& Denner, 1989; Rumelhart, 1980). Comprehension depends on how readers relate new
information in the text to the information stored in memories (Bernhardt, 1986; Carrell, 1985;
Grabe, 1991; Rumelhart, 1977; Rumelhart & Ortony, 1977; Smith, 2004). Anderson and
Pearson (1984) highlight the significant role of schemata in reading comprehension pointing

out that

schemata, or knowledge already stored in memory, function in the process of
interpreting new information and allowing it to enter and become part of
knowledge store. Whether we are aware it or not, it is this interaction of new
information with old knowledge that we mean when we use the term

comprehension. (p. 255)

A schema is an abstract, conceptual representation of a person’s knowledge and
experience in the memory structure (Novak & Gowin, 1984; Rumelhart, 1980; Smith, 2004).
“A schema is abstract in the sense that it summarizes what is known about a variety of cases
that differ in many particulars. A schema is structured in the sense that it represents the
relationship among its component parts” (Anderson & Pearson, 1988, p. 42). Schema is
formed and used without conscious awareness (Anderson, 1978, 2004; Anderson & Pearson,
1984).

According to cognitive learning theory, schema anchors or subsumes the new knowledge
by providing “ideational scaffolding” for assimilation of the new information through
associations with existing knowledge structure (Ausubel, 1963). By using existing schema,
new information that fits in readers’ schema can be learned with less effort (Anderson, 2004).
Wittrock (1990) suggests that if a learner can provide relevant schemata to link the new
knowledge, this knowledge will be incorporated into the existing structure effectively. Once
the incorporation is completed, the new knowledge will be placed in the schematic network

for retention and retrieval (Rumelhart & Ortony, 1977). Extensive research has shown that if
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the reader lacks schemata or fails to activate appropriate schema, comprehension will be
impeded (Bensoussan, 1998; Eskey, 2005; Grabe, 2004; McDonough, 1995; O’Donnell &
Wood, 2004; Scarcella & Oxford, 1992).

Schema theory accounts for the way “in which how human beings store and recognize
information in networks of related notions called schemata” (Eskey, 2005, p. 565). Schema
theorists suggest that human memory may be organized as a network consisting of concepts
and relationships between the concepts in a two-dimensional manner (Holley & Dansereau,
1984; Kintsch & van Dijk, 1978; Novak & Gowin, 1984). A schema can be differentiated into
subschemata. Subschemata are thought to be interrelated and hierarchically organized (Adams
& Collins, 1979; Anderson, 1978, 2004; Kintsch & van Dijk, 1978; Rumelhart, 1980).

The advantage of the propositional network is that contextual clues facilitate association
and inference (Anderson, 1978, 2004; O’Malley & Chamot, 1990). Schema guides the readers
to allocate their attention to selecting important text elements and skipping unimportant
information (Anderson, 2004; Brunning et al., 1999). Rumelhart (1980) points out that
comprehension and remembering is “presumed to be identical to the process of selecting and
verifying conceptual schemata to account for the situation to be understood” (p. 50).

As a reader gains new knowledge and information, the mind creates a new schema or
links pre-existing schemata in new way (Anderson & Pearson, 1984; Rumelhart, 1977, 1980).
New information may be assimilated and acquired quickly through inferential elaboration
(Anderson, 1978, 2004). Beissner et al. (1993) state that, “Elaboration strategies are an
important part of learning because as new information is linked to prior knowledge it becomes
embedded in existing knowledge structures, making it easier to recall and use the
information” (p. 9).

According to Carrell and Eisterhold (1988), this principle results in two modes of
information processing, often referred to as the terms “bottom-up” and “top-down”. Carrell

and Fisterhold state that
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Bottom-up processing is evoked by the incoming data; the features of the data enter
the system through the best fitting, bottom-up schemata. Schemata are hierarchically
organized, from most general at the top to most specific at the bottom. As these
bottom-level schemata converge into higher level, more general schemata, these too
become activated. (p. 76)

Therefore, the existing knowledge structure (schema) is dynamic and flexible (Anderson,
1978, 2004; Anderson & Pearson, 1984, 1988; Eskey, 2005; Pehrsson & Denner, 1989).
Schemata can be revised and developed to include more specific concepts when an individual
gains more experience and knowledge (Anderson, 1978; Ausubel, 1968; Ausubel, Novak, &
Hanesian, 1978). It has been pointed out that learners not only actively relate schema to the
new information, but also modify the existing schemata to accommodate the new knowledge
(Ausubel, 1968; Aderson & Pearson, 1984, 1988; Eskey, 2005; Rumelhart, 1980). Therefore,
reading involves active mental activity—thinking (Smith, 2004).

In summary, schema theory describes how the human mind interprets and stores
information. Schemata are believed to be organized in propositional networks. Such networks
facilitate selecting, organizing, and integrating important information into a coherent state
(Mayer, 1989, 1996). Although there has been much debate about schema theory (Alderson,
2000; Grabe, 1995), schema theory is useful in understanding how we interpret information

(Nuttall, 1982).

Graphic Organizers and Schema Theory

According to cognitive psychologists, graphic organizers have their root in schema
theory (Anderson & Armbruster, 1984; Barron, 1969; Dye, 2000; Long & Aldersley, 1984;
Pehrsson & Denner, 1989). The graphic representations mimic the cognitive view of how
information is structured in a networking fashion in the memory (Bromley et al., 1995; Holley
& Dansereau, 1984). This network helps a learner conceptualize a word or a concept through

the related words or concepts (Oxford, 1990; Rumelhart & Ortony, 1977). The linking of the
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words or concepts makes a learning task easier by focusing on important information and
omitting extraneous information (Bromley et al., 1995).

Graphic organizers are often used to assist readers to organize their ideas with graphic
representations of what they read (Harris & Hodges, 1995). Graphic organizers have been
viewed as both cognitive tools and language tools. As cognitive tools, a graphic organizer
organizes information and ideas (Pehrsson & Denner, 1989). As readers are not able to
remember everything they read, it is important to identify the most important ideas (Abraham,
2000; Pressley, 1998). Therefore, summarizing text information is an important and useful
strategy. O’Donnell and Wood (2004) assert that “one of the major principles of
comprehension is that organizing and classifying new information facilitates understanding
and remembering” (p. 190).

As language tools, the graphic organizer not only emphasizes semantic relationships, but
also offers opportunities for the learners to exercise the use of language (Pehrsson & Denner,
1989). It requires the learner’s active interaction with information and explicit examination of
what he/she knows and does not know (Bromley et al., 1995). Hence, it has been suggested
that less successful learners seem to obtain greater benefit from graphic representations
(Holley et al., 1979; Holley & Dansereau, 1984; Long & Aldersley, 1984; Mayer, 1989;
Sinatra et al., 1984).

In summary, studies show that active engagement and interaction with material enhances
learning. In addition, studies point out that a clear organization of knowledge promotes
retention. Finally, studies suggest that converting prose presentations into visual displays

facilitates comprehension.

Dual Coding Theory

The strengths of graphic representations have been supported by dual coding theory.

Dual coding theory, proposed by Paivio (1971), assumes that the human cognition consists of



Chapter 3: Theoretical and Methodological Framework of the Present Study 60

sub-systems for the representing and processing of information in the brain. One of the
systems directs verbal processing and deals with linguistic information (words) in the
long-term memory, which is stored in a linear fashion (Rieber, 1994). The other system
governs non-verbal processing and deals with visual (mental-picture) information, which is
believed to be holistic (Rieber, 1994). These two systems can be activated independently, but
they are interrelated and process information simultaneously. The connection of the two
systems allows the dual coding of information. Paivio (1986) summarizes these ideas in the

following passage:

Human cognition is unique in that it has become specialized for dealing

simultaneously with language and with nonverbal objects or events. Moreover,

the language system is peculiar in that it deals directly with linguistic input and

output (in the form of speech and writing) while at the same time serving a

symbolic function with respect to nonverbal objects, events, and behaviors.

Any representational theory must accommodate this dual functionality. (p. 53)

Research in educational and cognitive psychology has revealed that learning will be
easier when information is coded by using both visual and verbal modes (Darch & Carnine,
1986; Mastropiero & Scruggs, 1997; Mayer, Bove, Bryman, Mars, & Tapango, 1996). In their
review of “best practice” in reading comprehension for students with learning difficulties,
Mastropiero and Scruggs (1997) suggest that visual spatial organization provides additional
visual codes for the organization and presentation of information, which results in reading
comprehension. “The more we use both systems of representation the better we are able to

think about and recall knowledge . . . the effects on achievement are strong” (Marzano,

Pickering, & Pollock, 2001, p. 73).

In summary, research in both educational and cognitive psychology, supports the use of
graphic organizers in reading. Visual learning techniques stimulate a dual coding effect,
which allows students to comprehend more information, associate it with other ideas, and

incorporate new insights into their prior knowledge.
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Cooperative Learning

In recent years, the incorporation of cooperative learning and graphic organizers has
been strongly supported by a wide range of researchers (Avery & Avery, 1994; Baxendell,
2003; Bromley et al., 1995; Irwin-DeVitis et al., 1999; Egan, 1999; Scarcella & Oxford, 1992).
The pedagogical premise underlying this notion is that cognitive psychology views learners as
being placed in the center of learning and emphasizes the learner’s active engagement with
the learning process. “The responsibility for success rests with individual learners and with
their ability to take full advantage of opportunity to learn” (Oxford, 1990, p. 11). Hence,
students should gradually view themselves “not as an empty vessel to be filled, but explorers,
perhaps, as information-seekers” (Day & Bamford, 1998, p. 166).

Graphic organizers can be constructed individually, in pairs and in group-work under
various learning conditions. However, research suggests that pair- and group-work, in
particular, should be encouraged (Avery & Avery, 1994; Egan, 1999). When students map in
small groups, it promotes active engagement, reduces class tension, enhances learning, and
promotes social interaction (Bromley et al., 1995; Egan, 1999; Irwin-DeVitis et al., 1999;
National Reading Panel, 2000; Novak & Gowin, 1984). Bromley et al. suggest that students
first generate a graphic organizer in groups, and then apply it independently. Hence, a graphic
organizer can be seen as a highly effective tool for improving social interaction because it
facilitates group work between students and teachers and among collaborative peers (Bromley
et al., 1995, p. 6). Through collaborative activity, students learn how to organize their
knowledge and, eventually, can use the graphic organizer independently as a learning strategy.

From the Vygotskian point of view, social interaction plays a significant role in
individual cognitive development (Vygotsky, 1978). Students not only learn from the
textbooks, but also benefit from some more knowledgeable peers to provide scaffolding to
support their understanding (Marzano, Pickering, & Pollock, 2001; Pehrsson & Denner, 1989;

Pressley & Hilden, 2002). Students learn to participate in learning activities that fall within
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their zone of proximal development (Vygotsky, 1962). “In the group work mode of
organization, much of the guidance comes from fellow students. The effort to understand the
text is made jointly—that is, individual efforts are pooled and discussed in the hope of
arriving together at the best interpretation” (Nuttall, 1996, p. 162).

Even though there are drawbacks to cooperative learning, for instance, some students do
not work, or some keep providing wrong ideas, or students may get stuck sometimes, or this
approach does not suit everyone, the advantages are great, particularly in terms of students’
motivation (Nuttall, 1996).

Bromley et al. (1995) claim that when used in group-work, graphic organizers enhance
cooperation and that in turn facilitates discussion and sharing of ideas and information. This is
important for the development of social skills in learning. “The process of creating, discussing,
sharing, and evaluating a graphic organizer is more important that the organizer itself”
(Bromley et al., 1995). As a result, linking cooperative learning and graphic organizers
enhances reading comprehension and motivates students to learn (Avery & Avery, 1994,
Bromley et al., 1995). “Students develop more positive attitudes toward the subject and the
experience of learning because of the social aspect of working cooperatively. They are
motivated to learn about the subject and are more actively engaged in their own learning”
(Bromley et al., 1995, p. 42).

In recent years, the use of cooperative learning has been proven to have facilitative
effects on EFL reading from secondary schools to colleges (Ghaith, 2003; Wang, 2003).
However, as the use of graphic organizers in EFL reading is new, few studies have provided
empirical evidence for the use of linking cooperative learning and graphic organizers in the

EFL context.

Affective Learning

Research has shown that having learners generate their own graphic organizers improves
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their learning attitudes (Governale, 1997). Brown (1994) suggests that if learners in
classrooms have opportunities to “do” language to achieve competence and autonomy,
learners have better chance of success. Additionally, Brown further points out that
comprehending the big picture, learning cooperatively, and risk-taking can foster intrinsic
motivation. Intrinsic motivation can be developed as an “internal process—a desire to learn
because learning is a satisfying process for its own sake and is useful and applicable to many
analogous situations” (Pehrsson & Denner, 1989, p. 203).

According to Alderson (2000), the reader’s motivation can relate to the quality of the
outcome of reading. He points out that students who are extrinsically motivated tend to read
“at a surface level, paying attention to facts and details rather than to the main ideas” (p. 53).
However, more proficient students are generally intrinsically motivated to focus on
higher-level understanding of how information parts in the text are related and how the
information relates to the relevant knowledge structures.

In his book 4 Theory of Education (1977), Novak states:

Cognitive learning is accompanied by emotional experience, therefore affective
development will be a necessary concomitant of cognitive learning. Emotional
experience is most likely to be positive when instruction is planned to maximize
cognitive learning, and hence positive affective development is greater when

conditions that favor cognitive growth are present” (p.158).

In summary, cognitive learning theory emphasizes not only learners’ cognitive
development, but also the role of emotional experience in learning. Learning will be enhanced

when there is a positive interaction of cognition and affect.

The Drawbacks of Constructing a Graphic Organizer

As mentioned above, the effects of graphic organizers on promoting learning are due to

the students’ active involvement in the mapping process. Accordingly, considerable effort and
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time need to be invested (Jones et al., 1988). Therefore, in spite of the advantages of
constructing a graphic organizer, there can be some drawbacks. First of all, constructing a
graphic organizer consumes a great deal of time, since students must spend time and effort to
think about what to include in the map (Anderson & Armbruster, 1984). McKeachie (1984)
describes both the “drudgery” (p. 308) and the struggle that take place when students think
about what ideas to include and what relationships to involve in order to portray them in a
map.

Wandersee (1990) points out that when students identify relationships among the ideas,
they sometimes need to paraphrase or create words or phrases to label these relationships
appropriately. This may increase the difficulty students have when mapping.

Research has suggested that constructing a graphic organizer may increase cognitive
load (Novak & Gowin, 1984). Nevertheless, McKeachie (1984) argues that it is this process
of thinking and analyzing which leads to deep process and elaboration. This is important for
comprehension, summarizing, and synthesizing. Therefore, Jones et al. (1988) argue that less
successful students, in particular, derive greater benefit.

In summary, as Jones points out in the foreword to Heimlich and Pittleman (1986),
semantic mapping “embraces a variety of strategies designed to display graphically
information within categories related to a central concept” (p. v). Hence, while the graphic
organizer promotes multi-faceted learning, research has also indicated there are some

drawbacks when students are encouraged to generate their own graphic organizers.

Methodological Framework

In this section, the methodological framework based on second language (L2) acquisition
research methods is discussed. This section consists of three parts. The first part addresses the
complexity of conducting research on L2 acquisition. The second part discusses an overview

of the methodological framework regarding .2 acquisition research. The final part focuses on
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a personal account of the methods used in the present study.

According to Seliger and Shohamy (1989), the complexity of L2 acquisition makes it
almost impossible to investigate L2 learning from a single perspective. The same writers
argue that L2 research needs to consider many interrelated issues, including circumstances,
research methods, tools, and measurements. The researcher’s philosophy, the theoretical basis,
research questions and research conditions may influence the selection of research methods.
The tools used for data collection include observation, tests, interviews and measuring
instrumentation (Brown, 1989).

Accordingly, it has been suggested that researchers need to draw on multiple-disciplinary
knowledge to provide insights into the phenomena of L2 teaching and learning in order to
consider appropriate methods and tools to explore different perspectives of L2 acquisition

(Brown & Rogers, 2002; Seliger & Shohamy, 1989).

An Overview of Research Methods

Typical of the methods used in social studies, L2 acquisition research generally consists

of both quantitative and qualitative research methods depending on the data collection, data

analysis, and the degree to which the factors involved are controlled or manipulated (Bloland,

1992).

Quantitative Research Methods

Quantitative research design is based on the guidance of theory and explicates the results
in precise detail (Neuman, 1997; Seliger and Shohamy, 1989). The researcher first decides on
the topic, forms research questions and hypotheses, and then tests the hypotheses (Seliger &
Shohamy, 1989). According to Dérnyei (2003), the main characteristic of quantitative

research is that “it employs categories, viewpoints, and models that have been precisely
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defined by the researcher in advance and numerical or directly quantifiable data are collected
to determine the relationship between these categories and to test the research hypotheses” (p.
14). In other words, the researcher elucidates relationships among a number of variables
statistically and is concerned with facts, prediction, and causation rather than the subjective
nature of the participants (Bloland, 1992).

Seliger and Shahomy (1989) argue that experimental research controls or manipulates
three factors: population, treatments and measurements of the treatments. The population and
the treatment are viewed as independent variables. The population includes the types and
number of participants. The treatment refers to controlled or intentional experience, such as
teaching methods. The measurements of the treatments, which are considered as dependent
variables, involve how the effects of the treatments will be assessed. The focus of quantitative
research is on investigating specific aspects of L2 acquisition by means of tests or other
measurements.

Wisker (2001) points out that quantitative research methods are a logical and easy option
for data collection. These methods are generally used to investigate people’s attitudes,
behavior, activities, or attitudes to a specific event. According to Dérnyei (2003), surveys
regarding L2 research generally involve three categories: personal data, behavior, and
attitudes. The personal data involves participants’ personal background relevant to the goals
of the research, such as age, gender, residence, proficiency level, materials, parents’ language
background, history of language learning, amount of time spent on L2 learning, etc.
Behavioral questions concern participants’ behavior while learning an L2 or the frequency of
using particular approaches. Attitudinal questions generally refer to attitudes, opinions, beliefs,
interests and values.

Neuman (1997) suggests that measurements are indicators which are related to the
construct and that the researcher must pay attention to reliability and validity. The researcher
must first think about how to record and analyze data. The issues of reliability and validity

have been noted in the context of L2 acquisition research as well (Brown & Rogers, 2002).
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Dérnyei (2003) points out that due to the complexity of L2 acquisition, researchers usually
tend to measure different aspects of L2 learning in one questionnaire. The scales should not be
too long. Even when researchers use a short scale, Dornyei suggests that the Cronbach alpha
coefficient should not be lower that .60; otherwise the measuring instrument may not be
reliable.

The advantages of applying quantitative methods are mainly cost-benefit. It is an easy
option for the researchers as experimental methods consume less time, less effort, and less
cost. Cost-benefit considerations are very important, particularly when researchers have a
full-time job (Démyei, 2003).

The limitations of quantitative research methods are, however, that they tend to measure
surface-level feelings (Coady, 2001). Therefore, these methods cannot probe an issue more
deeply (D6myei, 2003). Similarly, Wisker (2001) states that, “statistics and number crunching
are not the answers to understanding meanings, beliefs, and experience, which are better
understood through qualitative data” (p. 137). It is suggested that researchers apply qualitative
methods to capture, for example, students’ learning styles and approaches, as statistics may
not be able to demonstrate the reasons of why and how students succeed or fail in their
learning (Wisker, 2001).

In summary, quantitative methods are frequently used in L2 acquisition research for data
collection. The major characteristic of quantitative methods is that they are hypothesis-driven.
A complementary research method needs to be utilized if the researcher wishes to explore an

issue deeply.

Qualitative Research Methods

According to Seliger and Shohamy (1989), a major contrast between quantitative and
qualitative research is that the manipulation of factors in qualitative research is low. The

researcher in qualitative study observes and describes participants’ behaviors and activities in
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a natural setting. In recent years, qualitative research methods have been applied to the study
of L2 acquisition. Seliger and Shohamy point out that the major reason is that most L2
acquisition concerns classroom learning, which is not easily controlled for experimental
purposes. Hence, various sources of data collection are utilized to provide insights into
specific behaviors or phenomena.

Interview is the one of the frequently used method in qualitative research (Rogers &
Bouley, 1996). According to Patton (2002), interview is a face-to-face conversation, and is
therefore a two-way communication and observation. “Qualitative interviewing is a kind of
guided conversation in which the researcher carefully listens” (Gubrium & Holstein, 2001, p.
85). The purpose is to understand the participants’ experiences, perspectives, or feelings
(Krueger & Casey, 2000). Accordingly, interviews “focus on a narrow range of topics and try
to learn about these in details” in order to discover the meaning of what interviewees say
(Rubin & Rubin, 2005, p. 13). Therefore, interviews are “complex, structured, interactive, and
controlled” (Wisker, 2001, p. 168).

There are three main types of interviews, structured, semi-structured, and non-structured.
Each type has different objectives. Nunan (1992) suggests that semi-structured interviews are
frequently used by 1.2 researchers since semi-structured interviews provide a framework and
allow for flexibility to probe for clarification and additional information (McDonaugh &
McDonaugh, 1997). The chief characteristic of semi-structured interviews is that each
interviewee is asked about the same issues (Flick, 1998). The advantages are that interviewees
express various ideas and feelings (Patton, 2002). As a result, data will be rich and rewarding
(Wisker, 2001).

Interviews can involve individual, face-to-face verbal interchange or face-to-face group
interviewing (Fontana & Frey, 1998). Krueger and Casey (2000) have suggested that small
groups consisting of six to eight participants are preferable. They allow the participants to
share more experiences with the researcher and have more discussion about the topics raised

during the interview. According to Fontana and Frey (1994, 2005), there are several



Chapter 3; Theoretical and Methodological Framework of the Present Study 69

advantages of group interviews. Firstly, group interviews are time-efficient and inexpensive.
In addition, the interaction between the respondents can help individual participants to
remember issues that they may have otherwise forgotten, thereby yielding richer data. Finally,
the skills needed by the researcher are not significantly different from those needed to conduct
individual interviews.

However, Fontana and Frey (1994, 1998, 2005) also point out that the challenge of group
interviews is greater due to the group dynamics. Therefore, the interviewer needs to have
three specific skills. First, the interviewer should be able to prevent the domination of one
person or a small group of people during the interview. Secondly, the interviewer must
encourage silent respondents to participate. Thirdly, the interview should cover the topic and
obtain information from the each member in the group.

Ethics is another issue to be noted (Gubrium & Holstein, 2001). Wisker (2001) suggests
that the researcher needs to ask for consent, and explain the purpose of the research and
functions of the transcript. McDonough and McDonough (1997) note that the researcher
should pay attention to confidentiality and privacy when dealing with the personal data.

With respect to the techniques used during the interview, Bogdan and Biklen (2003)
remind the researcher to pay attention to the quality of data taping and transcribing. The
researcher needs to ensure that recording is of sufficiently clear quality. When transcribing the
data, in addition to recording respondents’ words, some space should be left for researchers’
comments or coding to weight the respondents’ remarks appropriately (Krueger & Casey,
2000).

Although some researchers consider qualitative research approaches to be
time-consuming (Lynch, 1992; Brown & Rogers, 2002), Patton (2002) argues that qualitative
research can supplement quantitative findings in order to “add depth and detail to complete
studies that use quantitative data where the statistical results indicate global patterns

generalizable across settings or populations” (p. 193). In particular, Patton notes that



Chapter 3: Theoretical and Methodological Framework of the Present Study 70

follow-up interviews can provide meaningful data to help with the interpretation of
quantitative results.

In summary, qualitative research methods offer researchers deep insights into an issue.
Interviews are one of the most common methods for collecting qualitative data. As suggested,
semi-structured interviews are frequently used by L2 researchers. Interviews can be
conducted individually or in groups. Regardless of the context or the purpose of the research,

the issue of ethics should be understood and taken up by the researcher.

Research Methods Used in the Present Study

In the present study, both quantitative and qualitative methods were utilized in order to
explore participants’ L2 learning experience with the use of graphic organizers. The
quantitative methods used were two reading comprehension tests and two attitudes
questionnaires. These investigated the participants’ attitudes toward English reading and
graphic organizers. The qualitative methods used were face-to-face, group-interviews. The use
of these research methods took both the methodological guidelines and the context of the

present study into consideration.

Reading Comprehension Test

Alderson (2000) points out that a researcher’s understanding of the construct of reading
is crucial for the assessment of reading abilities. As most reading courses and reading teachers
attempt to improve students’ reading abilities rather than focusing on specific texts, reading
tests focus more on how well the students can understand the texts rather then how well they
can memorize the texts (Alderson, 1996).

Current reading theories support the view that the reading process involves the

continuous and simultaneous interaction of various knowledge sources. This reading process
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should be reflected in reading tests (Eskey, 1988). Moreover, tests also need to mirror the
teacher’s teaching style as reflected in the syllabus (Hefferman, 2004). Brown (1994) suggests
that teaching and testing are interdependent. Reading tests should take into account the
students’ prior knowledge by including actual texts that have been learned in class (Alderson,
1996; Hefferman, 2004; Sequera, 1995).

The “gapped summary” (Alderson, 1996) and provision of a “word bank™ (Cross, 1991)
were used as the principle guidelines for the design of reading comprehension tests in the
present study. The characteristic of gapped summary tests, a sort of cloze test proposed by
Alderson (1996), is that the teacher summarizes the content of a material and leaves the key
words or phrases blank. The students are required to fill in the blanks with appropriate words
or phrases from the contextual clues. The testing skills require both top-down and bottom-up
processing. The test-takers must not only know the meaning of the words, but also have a “big
picture” of the content.

Personal perspectives. Prior to this study, the researcher had used gapped summary in

different classes to assess students’ EFL reading comprehension. Hence, the researcher had
accumulated a certain amount of experience in this kind of test design. The advantages of

gapped summary tests are stated as follows:

1. These tests require the students to understand the text content and integrate
information parts into a complete picture rather than just memorizing.

2.  These tests require students to infer and think in order to figure out appropriate
words or phrases from the contextual clues.

3.  These tests reduce cheating during tests, as thinking takes time.

4.  These tests can form “washback effects” on students’ learning to focus student’s
attention not only on important information presented in the text, but also on

macro-understanding.
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The accompanying word bank, as suggested by Cross (1991), provides necessary words
and phrases to fill in the blanks. However, the words are arranged in a mixed order. The
test-takers must know the exact meanings of the words or phrases to be able to fill in the

blanks. The advantages of providing a word bank are as follows.

1. As the nature of the tests causes anxiety (Brown, 1994), the provision of a word
bank reduces test anxiety.

2. The word bank decreases the load of memorizing vocabulary for EFL students. For
many EFL learners, memorizing vocabulary is a painful experience, as words
learnt by rote are easily forgotten (Goetz, 1984; Wittrock, 1990).

3. As graphic organizers focus on important information in a text, words included in
a word bank are key words or phrases. The bank helps the students to focus on the

important words in a text and thereby reduces the density of word coverage.

However, although there are so many advantages of gapped summaries, they are not

without their difficulties and limitations. The difficulties are stated as follows.

1.  When linking the key information of the text, paraphrasing or creating
linking words and phrases is a necessity. The researcher took the participants’
English proficiency into careful consideration. As a teacher’s English proficiency
level is generally higher than that of the students, the linking words or phrases may
go beyond the average student’s vocabulary range. Therefore, the researcher added
Chinese translation to the words in the tests (See Appendix 10).

2.  As the gapped summary tests emphasize the interactive view of reading, they may
be very different from traditional tests, which focus on the bottom-up mode of
learning. Practice tests will be necessary to assist students to adapt to this type of

test.
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The limitations are that the tests may be subjectively determined by the teacher as the
key ideas are selected and organized based on the teacher’s interpretation. According to
schema theory, reading comprehension is closely related to the reader’s prior knowledge and
experience, and is, therefore, an interaction between the reader and the text (Alderson, 2000,
Rumelhart, 2004). The reader’s background knowledge and experiences influence his/her
interpretation of the information encountered, as “different readers will develop somewhat
different understandings of what a text ‘means’” (Alderson, 2000, p. 6). Therefore, a teacher’s
understanding of a text may differ from that of the learner. This may affect the outcomes of
the students’ reading performance.

In summary, in the context of EFL reading in the present study, several perspectives
drawn from the researcher’s experience of constructing gapped summary tests to assess the
students’ EFL reading comprehension has been discussed. However, in reviewing the relevant
literature, no studies of this kind of test have been empirically conducted in the EFL context.

Therefore, this issue is open and further investigation is required.

Second Language Reading Attitude Model

In the present study, the investigation of English reading attitudes was conducted both
quantitatively and qualitatively. The fundamental principle upon which the research was
based is that which underlies the Second Language Reading Attitudes Model developed by
Day and Bamford (1998).

Day and Bamford’s model (1998) is possibly the only one relevant to L2 reading
attitudes (Mori, 2002; Yamashita, 2004). This model was developed based on reading
attitudes models developed by Mathewson (2004) and McKenna (1994) in first language
reading (L.1). The former stresses the interaction of affective factors with cognitive factors
during reading (Mathewson, 2004). The latter suggests that reading attitudes are influenced by

both the present environment and past reading experiences, while the reading experience is of
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greater importance than environment (McKenna, 1994). Similarly, Day and Bamford’s model
also emphasizes the critical role of attitudes in second language reading (L2).

Day and Bamford’s (1998) model suggests that four sources influence the acquisition
and development of second language reading attitudes. The sources are: (a) first language
reading attitudes; (b) previous experiences with learning to read other languages; (c) attitudes
toward the second language, culture, and people; and (d) the second language classroom
environment.

Masgoret and Gardner (2003) define attitudes in the classroom environment as:
“Attitudes toward the learning situation refer to individual reaction to anything associated
with the immediate context in which the language is taught” (p. 127). Mathewson (2004) and
McKenna (1994) suggest that classroom activities, teaching/learning strategies, and teacher’s
attitudes toward reading have crucial impact on the learner’s reading attitudes. With respect to

the second language classroom environment, Day and Bamford (1998) state:

Favorable feelings for and experiences with the teacher, classmates, materials,
activities, tasks, and so on, can forge positive attitudes toward reading in the
second language. Unfavorable feelings and ongoing experiences can lead to
negative attitudes. (p. 25)

It has also been suggested that attitudes are not set in concrete, but can be changed (Day
& Bamford, 1998; Scarcella &Oxford, 1992). In order to make attitude change successful,
Day and Bamford suggest that teachers need to understand the sources of the students’
positive or negative attitudes, as many variables are associated with attitude change.

The collection of qualitative data enables researchers to gain a deeper understanding of
an issue. Therefore, semi-structured group interviews were utilized in the present study. The
interview questions were based on two sources in Day and Bamford’s (1998) Second
Language Reading Attitude Model. The two sources are (a) previous experiences with

learning to read other languages, and (b) the second language classroom environment.
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In the present study, the students’ attitude towards reading in English and their attitudes
towards the use of the two generating types of graphic organizers were investigated both
quantitatively and qualitatively. The quantitative data was collected via the English Reading
Attitudes Questionnaire (ERAQ) developed by Hung’s (2000) master’s thesis. The ERAQ
used in the present study was the revised version based on Chiu (1999). An outstanding EFL
reading educator in Taiwan supervised both theses. Therefore, this questionnaire was seen as
the best available instrument developed in Taiwan. The qualitative data was collected by
means of semi-structured, group-interviews.

Regarding the participants’ attitudes toward the use of the two generating types of
graphic organizers, a questionnaire was developed by the researcher based on Chyuan (1992).
Qualitative data was also collected via semi-structured, group interviews in order to
understand the students’ attitudes towards the use of graphic organizers in EFL reading.

Personal perspectives. The use of semi-structured group interviews in the present study

took the following aspects into consideration.

1. The semi-structured interview provides a framework and allows for
flexibility (McDonough, 1997). In the pilot study prior to the present study,
semi-structured focus-group interviews were conducted. The researcher found the
data rich and rewarding, as suggested by Wisker (2001).

2. Based on the researcher’s experience of teaching, less proficient students were
recognized to be afraid to talk to the teacher. Therefore, it was thought that
individual face-to-face interview might frighten these students.

3.  When students are interviewed in groups, similar and different experiences or
ideas can be evoked and active discussion encouraged, as suggested by Fontana
and Frey (1998, 2005).

4.  Inthe present study, as forty-six students agreed to accept the interview,

group-interviews were time-efficient.
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In addition to the above aspects, preparations in advance of the interview such as the
selection of interview sites, the interview questions, as well as the choice of the interviewer

should be taken into consideration.

1.  Selection of interview sites. Patton (2002) has suggested that interviews uncover
the interviewees’ experiences. Therefore, privacy and confidentiality are important.
Therefore, in order to protect the interviewees’ privacy, the interview sites selected
in the present study were quiet and secure. Moreover, Creswell (1997) points out
that quiet settings also assure the accurate recording of information.

To make the interview climate easy and comfortable, soft drinks and snacks were
also prepared by the researcher before the interview and participants were invited
to snack as they talked. Krueger and Casey (2000) have suggested that eating
together tends to promote communication and conversation.

2. Several copies of the interview questions with clear wording and short questions
(Patton, 2002) were prepared and given to the students before the interview so that
the students would know what the interview topic would cover.

3. Fontana and Frey (1998, 2005) suggest that group-interviews are more challenging,
as more skills are required due to group dynamics. The researcher in the present
study had received sound training in counseling and worked as a volunteer school
counselor for more than ten years. This experience was helpful in conducting
group interviews.

4.  The researcher discovered that empathetic listening was crucial when conducting
interviews. This encouraged the students to recount their experience in much
greater detail that they might have in another context.

5.  The researcher discovered that a small number of students remained silent. But

these students eventually joined the discussion when encouraged by their friends.
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6.  Few dominant persons were found in the interviews, as each group consisted of
four to six students and each one was encouraged by their friends to speak.

7. However, as the students usually came with their friends, they sometimes chatted
about something irrelevant to the interview topic. Under these circumstances, the
researcher had to wait patiently and before moving the conversation back to the

topic of the interview.

In summary, in the present study, English reading attitudes were investigated both
quantitatively and qualitatively. The quantitative data was collected via a questionnaire, while
the qualitative data was collected by means of semi-structured group interviews. Both
quantitative and qualitative data collections were based on Day and Bamford’s (1998) Second

Language Reading Attitude Model.

Research Hypotheses

Based on the literature review in Chapter 2 and the theoretical and methodological

framework, the following hypotheses are addressed according to the research questions given

in Chapter 1

Hypothesis 1.1 stated that there would be a significant difference between the use of

teacher- and student-generated graphic organizer on participants’ reading comprehension, as
measured by the Pre- and Post-reading Comprehension Test.

Hypothesis 1.2 stated that there would be a significant difference between teacher- and

student-generated graphic organizers on high-scorers’ reading comprehension, as measured by

the Pre- and Post-reading Comprehension Test.

Hypothesis 1.3 stated that there would be a significant difference between teacher- and

student-generated graphic organizers on low-scorers’ reading comprehension, as measured by
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the Pre- and Post-reading Comprehension Test.

Hypothesis 1.4 stated that there would be a significant difference between high- and

low-scorers’ reading comprehension after the use of teacher-generated graphic organizers, as
measured by the Pre -reading Comprehension Test.

Hypothesis 1.5 stated that there would be a significant difference between high- and

low-scorers’ reading comprehension after the use of student-generated graphic organizers, as
measured by the Pre-reading Comprehension Test.

Hypothesis 2.1 stated that the teacher-generated graphic organizers would have a

significantly positive impact on all participants’ attitudes towards EFL reading when
compared to the none use of graphic organizers as measured by the English Reading Attitudes
Questionnaire.

Hypothesis 2.2 stated that the student-generated graphic organizers would have a

significantly positive impact on all participants’ attitudes towards EFL reading when
compared to the teacher-generated graphic organizers, as measured by the English Reading
Attitudes Questionnaire.

Hypothesis 2.3 stated that the teacher-generated graphic organizers would have a

significantly positive impact on high-scorers’ attitudes towards EFL reading when compared
to none use of graphic organizers, as measured by the English Reading Attitudes
Questionnaire.

Hypothesis 2.4 stated that the student-generated graphic organizers would have a

significantly positive impact on high-scorers’ attitudes towards EFL reading when compared
to teacher-graphic organizers, as measured by the English Reading Attitudes Questionnaire.

Hypothesis 2.5 stated that the teacher-generated graphic organizers would have a

significantly positive impact on low-scorers’ attitudes towards EFL reading when compared to
none use of graphic organizers, as measured by the English Reading Attitudes Questionnaire.

Hypothesis 2.6 stated that the student-generated graphic organizers would have a

significantly positive impact on low-scorers’ attitudes towards EFL reading when compared to



Chapter 3: Theoretical and Methodological Framework of the Present Study 79

the teacher-graphic organizers, as measured by the English Reading Attitudes Questionnaire.

Hypothesis 2.7 stated that there would be a significant difference between high- and

low-scorers’ attitudes towards EFL reading at the initial stage when none use of graphic
organizers, were employed as measured by the Graphic Organizers Attitudes Questionnaire. .

Hypothesis 2.8 stated that there would be a significant difference between high- and
low-scorers’ attitudes towards EFL reading after the use of teacher-generated graphic
organizers, as measured by the Graphic Organizers Attitudes Questionnaire.

Hypothesis 2.9 stated that there would be a significant difference between high- and

low-scorers’ attitudes towards EFL reading after the use of student-generated graphic

organizers, as measured by the Graphic Organizers Attitudes Questionnaire.

Hypothesis 3.1 stated that there would be a significant difference in all participants’
attitudes towards the use of teacher- and student-generated graphic organizer, as measured by
the Graphic Organizers Attitudes Questionnaire.

Hypothesis 3.2 stated that there would be a significant difference in high-scorers’

attitudes towards the use of the two types of graphic organizer, as measured by the Graphic
Organizers Attitudes Questionnaire.

Hypothesis 3.3 stated that there would be a significant difference in low-scorers’

attitudes towards the use of the two types of graphic organizer, as measured by the Graphic
Organizers Attitudes Questionnaire.

Hypothesis 3.4 stated that low-scorers’ attitudes to teacher-generated graphic organizers
would be significantly different from that of the high-scorers, as measured by the Graphic
Organizers Attitudes Questionnaire.

Hypothesis 3.5 stated that low-scorers’ attitudes to student-generated graphic organizers

would be significantly different from that of the high-scorers, as measured by the Graphic

Organizers Attitudes Questionnaire.
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Summary

Cognitive psychology has broad applications to much research on reading. The core
concept of cognitive psychology is that the learner plays a central role in learning. Cognitive
theorists believe that reading is an active process of meaning construction. During this process,
the learner’s prior knowledge, experience, motivation, and strategies operate simultaneously.
Therefore, cognitive learning theories not only pay attention to the cognitive dimension, but
also social and affective elements of learning. These three elements are interdependent and
need to be explored in a balanced way.

Schema theory explains the process of how human minds store and interpret information.
Schema theory emphasizes the critical role of prior knowledge in learning. Prior knowledge is
stored in human memories as schemata or concepts. Schemata can be differentiated into more
specific concepts, which are interrelated in propositional networks. These networks assist
learning by means of association and inference, and thereby enhance retention, retrieval, and
comprehension. Failure to activate appropriate schemata will hinder comprehension.

Dual coding theory assumes that the human mind has two different systems—one verbal
and the other visual. These two systems direct information processing in different ways.
Although the two systems can be activated independently, they are interconnected. The
operation of the connections promotes retention and recall.

In recent years, educators have noted the importance of social interaction in learning.
Even though there are some drawbacks to cooperative learning, the important advantages are
that discussion among, and guidance from, group members not only reduce anxiety, but also
enhance motivation. Since the activity of generating graphic organizers suits cooperative
learning, the incorporation of these strategies has been advocated strongly by the research
community.

Due to the complexity of L2 acquisition, experts in this area suggest that L2 learning

should be investigated using multiple perspectives and methods. Both quantitative and
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qualitative methods are applicable to L2 acquisition research. The characteristics of
quantitative methods are that these methods are deductive, based on theory, and the degree of
manipulation is high. The advantages of quantitative methods are that they are not only
cost-efficient, but also can be used in large-scale studies. The limitation of quantitative
research is that deeper understandings of a complex issue may be hindered.

The characteristics of qualitative methods are that they are inductive and are based on the
participants’ perceptions. The degree of manipulation is low. A common method of collecting
data is by means of interviews. The major advantage of qualitative research is that a question
can be explored deeply. Qualitative findings can supplement quantitative results by providing
significant details for a deeper understanding of specific phenomena in L2 acquisition.

Based on the aforementioned theoretical framework and the methodological guidelines,
the research design of the present study takes multiple perspectives into consideration. On the
conceptual level, the present study paid attention to the cognitive, social, and affective aspects
that impinge on EFL reading. With respect to methodology, both quantitative and qualitative
methods were utilized in the present study in order to capture a complex understanding of the

use of graphic organizers in EFL reading.
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CHAPTER 4

THE PRESENT STUDY

“Using both qualitative and quantitative methods may provide alternative views

of the same classroom phenomena.” (Ross, 1992, p. 169)

In order to address the research questions and hypotheses, both quantitative and
qualitative data were collected (three measuring instruments, one questionnaire, and student
interviews) in the present study. Following are details of the context of the course, the
characteristics of the sample, description of the measuring instruments, and procedures

followed to collect the data.

Participants

Participants in this study were 50 female students enrolled in the nursing department of a
college of medical technology in Taiwan. It was a natural group in that the group existed prior
to the commencement of the study. Participants’ mother tongue was Mandarin, and all
participants had been learning English as a foreign language for at least six years.
Participants’ background information was collected via the Personal Data Questionnaire
(PDQ) (see Appendix 1). The setting of the present study was a compulsory English course
for all tertiary first-year students in an intensive program of General English during 2003. The
duration of the course was four hours per week over sixteen weeks. The course instructor was

the researcher.

Personal Data Questionnaire (PDQ)

The Personal Data Questionnaire consisted of seven variables inquiring about
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participants’ background information. The variables included three categorical variables and
four continuous variables. The categorical variables contained participants’ residence, high
schools they had attended and whether or not they had attended cram school. The continuous
variables were comprised of participants’ age, number of years English had been studied,
number of weekly English hours at high schools, and their English score on the standardized
Joint College Entrance Examination (JCEE) in 2003 (see Appendix 2 for details of the JCEE).
Participants’ age ranged from eighteen to twenty-one years of age, and the average was
nineteen years old. Participants had graduated from ten different schools in eight cities
throughout Taiwan. Participants had studied English from six to ten years. This is an
indication that the majority of the students had started learning English at cram schools since
they were at primary schools, while a small minority started learning English only when they
entered junior high schools. The average years of studying English was seven years.
Participants’ English hours per week ranged from two to eight hours, and the average weekly
English hours was approximately four hours. For details of comprehensive descriptive

statistics, refer to Table A3.1 to Table A.3.7 in Appendix 3.

Classification of English Proficiency Level

Participants’ JCEE score was used to classify the participants into two groups of
approximately equal numbers. The English proficiency group classification (high- versus
low-scorers) was used in order to compare differential effects of the two different graphic
organizers strategies on reading comprehension, attitudes towards English reading, and
responses to the use of graphic organizers.

Participants who scored 38 and below were designated to be in the low-scorer group
(48% of the participants), while participants who scored higher than 38 were designated as
high-scorers (52%). Additionally, according to You’s study (2004) the average JCEE English

score of tertiary students of the Technological Vocational Education System (TVES) in year
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2003 was 37. Refer to Table A3.7, in Appendix 3, for detailed descriptive statistics.

Utilizing an Independent T-test (SPSS, 2004), it was found that there is a significant
JCEE score difference between the two groups of students (t = 10.72, df = 48, p <. 05). As
shown in Table 4.1 the mean score of the high-scorers’ JCEE was higher by 20.22 points than
that of the low-scorers. See Table A3.8 in Appendix 3 for details of descriptive statistics of the

two group students.

Table 4.1
Independent t-test of High- and Low-Scorers’ JCEE English Score

Group N Mean SD
Low-scorer 23 28.22 5.78
High-scorer 27 48.44 7.30

In summary, the Personal Data Questionnaire (PDQ) was utilized to collect participants’
background information. One variable—English score of Joint College Entrance Examination
(JCEE)—was used to categorize the participants into the groups of high- and low-scorers. The
statistical analysis indicated that was significant difference in JCEE English scores between

the high- and low scorers.

Textbook

The 2003 textbook by Soars and Soars, American Headway 3, was used in the present

study. The selection of this textbook took into consideration the following perspectives of

reading specialists.

1. McDonough (2002) points out that a textbook plays a significant role for teachers and
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students in an L2 classroom. He states:

For many learners, [textbooks] contain the only samples of the language they
are exposed to, the range of modes of the delivery depending on the
modernity and sophistication of the materials . . .In some contexts,
particularly, where the teachers do not have confidence in their own
proficiency in the L2, the materials represent both the language and the
syllabus through which the language is delivered . . . Materials also embody
the representation of culture, both of the L2 and often of the L1, in the tension
that exists between giving language that learners can imagine using in
familiar situations and language that is typically used in the L2 culture or
cultures. (pp 118-119)

2. Similarly, Eskey (1997) and Day (1994) also emphasize that the selection of an
appropriate text is critical. They claim that reading teachers should give great
consideration to language and content when selecting reading passages, since a
textbook is probably the major source of learning for L2 students. The texts enable
learners to utilize linguistic knowledge and relevant background knowledge to
construct meaning from the text. Students, who have difficulties with either source
of knowledge, will have problems in reading.

3.  Furthermore, L2 reading specialists (Carrell, 1984b; Coady, 1979; Davies, 1995;
Farnan, Flood, & Lapp, 1994; Nuttall, 1982, 1996; Scarcella & Oxford, 1992) point
out that interest is a very significant factor in choosing a textbook, as interest is
important in relation to motivation (Day, 1994; Kristmanson, 2000; Smith, 1991). In
terms of selecting texts that interest L2 learners, Nuttall recommends that the texts
should take the following aspects into consideration: (a) the texts should contain
reasonable amount of information that students may not know; (b) the new
information should stimulate the students to explore new ideas; (c) and the text
should enable students to understand how people from different cultures think or feel

and motivate students to read further.
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Readability of the Textbook

Readability refers to the structural and lexical difficulty of reading passages (Nuttall,
1996). Carrell (1987b) views readability as an important factor other than interest. She points
out that the text should be meaningful, that is, the text should be relevant the learner’s
background knowledge, including language schemata, content schemata, and formal schemata.
Background knowledge and interest have been considered as two of the most important
factors in selecting a text (Coady, 1979).

The textbook, selected in the present study, is assessed at being at the seventh grade level,
based on Fry’s Readability Formula (Fry, 1977). Besides taking account of learners’ interest
and relevant background knowledge in selecting a suitable text, as suggested by reading
specialists (Carrell, 1984b; Coady, 1979; Davies, 1995; Day, 1994; McDonough, 2002;
Nuttall, 1982, 1996), the textbook used in this study was also chosen for following reasons:

First, the textbook contained colorful pictures with topics, which might interest the

students;

Secondly, each unit contains headings which help the readers identify the main ideas of

the proceeding section (Askov, 1991); and

Finally, as the transition from high school to college involves greater complexity and

quantity in English, the selected English reading material for first-year tertiary students

needs to bridge the gap.

Contents of the Textbook

The textbook was accompanied by a Student Book, a Workbook, a Teacher’s Book, and a
Teacher’s Resource Book. The Student Book consisted of twelve units and a CD. From
these twelve units, eight were selected by the researcher and the students (Mizokawa &

Hansen-Krening, 2000). The units selected were 1, 2, 4, 5, 6, 7, 8, and 9 (see Appendix 4 for
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content of these texts). Each unit contained three main sections: grammatical features of each
unit, the reading passage and vocabulary. The instruction of each unit followed this sequence.
Extra grammatical exercises were provided from the exercises in the Workbook. These

reading passages were all expository texts.

Instructional Procedure

In order to avoid the drawbacks of the grammar-translation method and, in particular, to

guide the students in constructing a graphic organizer, the instruction procedures adopted both

bottom-up and top-down approaches. The instructions consisted of three stages, including

pre-reading, during-reading, and post-reading.

Pre-reading Stage

At the beginning of learning each reading passage, the pre-reading activities provided in
the textbook were used. In addition, the students were required to look at the title and pictures
to predict the content of the text. Following this procedure students brainstormed possible key
ideas contained in the text. These key ideas were written on the blackboard, translated into
English, and categorized into groups.

In relation to the reading passage, the researcher offered a vocabulary list in the present
study (an example is provided in Appendix 5). The supply of the vocabulary was based on
two major reasons. First, L2 reading specialists have constantly emphasized the critical role of
word recognition and vocabulary knowledge with regard to reading comprehension (Eskey,
2005; Grabe, 2004; Scarcella & Oxford, 1992). Therefore, it is important for teachers to
pre-teach unfamiliar words to foster the acquisition of the second language (Carrell, 1988a;
Grabe, 1995; O’Donnell & Wood, 2004; Rost, 2005). Similarly, Nation (2005) points out the

importance of pre-teaching vocabulary to provide word definitions, especially if the learners
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are familiar with less than 95% of the sight words in a text. Cross (1991) also suggests that
teachers can show the verbal meanings of the words by means of synonyms in the target
language. Sometimes translations in the learners’ mother tongue when explaining the word
meanings can save much time.

Second, research findings reported by English educators at technological colleges in
Taiwan indicated that tertiary students at technological colleges are weak at pronunciation and
have insufficient vocabulary size (Hsu, 2003; Huang, 2001, 2004; Lin, 1996; Lee, 2004).
Hence, a vocabulary list was supplied and taught as part of the pre-reading activities. This
enabled the teacher to lead the students to practise pronunciation and supply appropriate word
meanings.

However, in order to prohibit students’ passive listening and copying the teacher’s
explanations, two major steps were adopted. First, new vocabulary/idioms were selected and
handed out to the students at least one week before learning the new unit so that the students
were required to prepare in advance. Secondly, the new vocabulary was explained using as
many English synonyms as possible. Chinese translation was also used if the vocabulary was

too complex and too time-consuming to explain in English (Allford, 1995).

During-reading Stage

In the during-reading stage, the instruction proceeded basically through silent reading or
reading aloud, and questions and answers (see Appendix 5 for an example of the questions). If
the paragraphs in each unit were short and did not contain many new words, the students
could read either silently or practise in pairs or groups. The instructor moved around and
provided assistance, if needed. If the paragraph was long and contained many new words, the
teacher read aloud, and the students repeated what was read to them. After that, the students
were checked for their pronunciation.

The questions and answers were used to assist students’ literal and global comprehension.
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The students had to understand facts and details (key ideas) as well as main ideas of each
paragraph. This procedure led to the post-reading activities—the construction of graphic

organizers.

Post-reading Stage

In the present study, both teacher- and student-generated graphic organizers were used as
post-reading activities. Barron and Schwartz (1984) suggest that graphic post-organizers help
students not only to review and re-learn the new vocabulary but also to relate the concepts to
the existing knowledge structure in an organized manner.

The hierarchical format was used in the present study. This was based on the following
notions suggested by the relevant literature. First, it has been suggested that expository texts
are hierarchically constructed with main ideas, subordinate ideas and supporting details
(Askov, 1991; Sinatra, 2000; Sinatra & Pizzo, 1992). In addition, Vacca and Vecca (1999)
point out that the tree diagram is a common configuration that represents the hierarchical
relationships among concepts.

The teacher-generated graphic organizers were constructed during the first phase of the
experiment as a post-reading activity (see Appendix 6 for teacher-generated graphic
organizers). The purpose was to help students understand the functions of graphic organizers.
The other two teacher-constructed graphic organizers were partially completed with key
vocabulary and/or linking phrases/words left blank (Appendix 6). The students were required
to fill in the blanks with appropriate words/phrases. The purpose was to help the students to
select key ideas and identify relationships between those ideas in order to organize the text
information into a complete picture (Alvermann & Boothy, 1982). After the maps were
completed, the teacher read aloud the content of the map as a summary of the text learned.

In the second phase of the experiment, the students constructed graphic organizers

independently, in small groups. The training procedure followed the scaffolding principles of
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modeling, guided practice, and independent application (Sinatra, 2000) (see Appendix 7 for
the training procedure). The students were allowed to form their own groups. Eventually, each
group was made up of high-, average-, and low-scorers.

The independently completed graphic organizers were handed in for the teacher to check
whether there were any misunderstandings, errors, or even difficulties revealed in the
students’ maps. The teacher then discussed with the students any problems shown in their
maps, after which the students were required to revise their maps (see Appendix 8 for
examples of student-generated graphic organizers). After the discussion, some of the
completed graphic organizers were randomly selected to be presented in front of the class as a
retelling and summarizing activity, considered important for language development (Sinatra &
Pizzo, 1992).

Additionally, in order to ensure that each student was familiar with the mapping
techniques and could transfer these mapping skills to further readings, individual graphic
organizers were generated after each session of group-graphic organizers. During class, the
individual students were required to map the textbook’s passages entitled “Debbie’s Problem
Page” and “Finally He Passes!” (see Appendix 4 for the contents of the two reading passages
and Appendix 8 for the students’ individually generated graphic organizers).

In summary, the selection of the textbook used in the present study took the perspectives
of interests, background knowledge, and readability into consideration. The instructional
procedures were designed to assist the participants to capture main ideas and supporting
details necessary for the construction of graphic organizers as post-reading activity. The

mapping procedures followed the scaffolding principles.

Data Collection

The present study was a one-group, pre- and post-treatment tests design. Seliger and

Shohamy (1989) claim that while this type of research design is effective and efficient,
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disadvantages such as extraneous factors may impact on the results of the treatment. However,
Seliger and Shohamy point out the influence of extraneous factors was less powerful in EFL
than in ESL settings, due to the amount of language input.

Moreover, Nunan (1992) notes that it is inevitable that a one-group study be conducted
in terms of L2 study, as: (a) it was difficult to find two equivalent groups, a control and an
experimental; and (b) it was not feasible to assign participants randomly to a experimental and
control group. Nevertheless, Nunan suggests that two aspects should be taken into
consideration by the one-group pre- and post-treatment research design. First of all, the pre-
and post-treatment tests should be managed carefully. Secondly, it is important to collect
qualitative data. “Such qualitative information is often crucial for the interpretation of
quantitative data” (Nunan, 1992, p. 41).

Accordingly, the data collection in the present study adopted both quantitative and
qualitative research methods. As for quantitative collection, three measurements were utilized.
With respect of qualitative data collection, participants were interviewed for their experiences
in terms of their previous English learning and of experiences with the two different types of

graphic organizers used as post-reading activities.

Quantitative Data

The quantitative data collection consisted of three measurements, including two reading

comprehension tests, English Reading Attitudes Questionnaire and Graphic Organizers

Attitudes Questionnaire. Detailed descriptions of the measurements are presented in the

following sections.

Reading Comprehension Tests

Comprehension test results were reported as the most frequently investigated learning
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measure in the studies of graphic organizers (Strangman et al., 2002). Several previous studies
employed teacher-made reading comprehension tests (Bulgren et al., 1988; Willerman & Mac
Harg, 1991).

In the present study two reading comprehension tests (a mid-term and a final
examination) were employed. The mid-term examination (the pre-reading comprehension
test) was administered after the teacher-generated graphic organizer post-reading activity. The
final examination (the post-reading comprehension test) was conducted after the
student-generated graphic organizers. Both pre- and post-comprehension tests consisted of
different contents based on Ebel and Friesbie’s (1991) notion that repeated use of the same
test may result in students’ memorization of the test items.

The mid-tem and final examinations consisted of two major sections testing reading
comprehension and grammar knowledge. The reading comprehension test contained two units.
According to Aebersold and Field (1997), teachers can construct a completion task, such as
gapped summary. Aebersold and Filed suggest that this kind of completion exercise can be
useful as “it demands production of language and may reveal a good deal about the student’s
comprehension of the full text” (p. 168). Likewise, Burns, Roe, and Ross (1999) also suggest
that this sort of cloze procedure creates a situation in which students are required to use their
linguistic and semantic knowledge to fill in the blanks.

Before conducting the tests, practice with comparable tests was conducted to assist
participants to become familiar with the test forms (Brown, 1994).

Preparation for the test. Ebel and Frisbie (1991) point out “If a test is to have the

desirable effects in motivating and directing efforts to learn, students need to know . . . what
kinds of achievement the test will require them to demonstrate™ (p. 199). Additionally,
according to Hsu (2003), mapping techniques were not sound in high schools in Taiwan. On
the basis that the students might not have had experience with this sort of test before, one
assignment and one quiz were provided in advance of the reading comprehension tests as

practice (see Appendix 9).
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The reading comprehension tests consisted of pre- and post-comprehension tests. The
test construction had clear objectives and was carefully edited and revised (Brown, 1994;
Nunan, 1992).

Pre-reading comprehension test. The pre-reading comprehension test (RCT) was

employed after the teacher-generated graphic organizers. The pre-reading comprehension test
was conducted as the mid-term examination (see Appendix 10) based on the reading texts of
“World Guide to Good Manners” and “My kind of Vacation” (see Appendix 4). The graphic
organizers of the two texts constructed by the researcher are presented in Appendix 6.

The mid-term examination contained two sections, including two comprehension tests
and one grammar test made by the researcher. The reading comprehension tests were in the
form of a “gapped summary” (Alderson, 1996) with a “word bank™ (Cross, 1991) provided.
According to Alderson, in a test of gapped summary, the key ideas are removed and the
students fill in the missing words. The task requires students to understand the main ideas to
restore the missing words. Marking is straightforward and the student’s need to write is
reduced to the minimum.

In the mid-term examination, the reading comprehension tests had thirty-two blanks with
a total score of sixty-four points. The grammar section consisted of eighteen multiple-choice
questions and with a total score of thirty-six points. The grammar test was a mixture of
grammar exercises in the Student Book and Workbook. The students had to be familiar with
the usage of the grammatical rules. The total score of the mid-term examination was one
hundred points.

Post-reading comprehension test. The final examination was a post-reading
comprehension test, which was used to assess the impact of students-generated graphic
organizers on the students’ reading comprehension. The final examination (see Appendix 10)
consisted of the same sections as the mid-term examination. The two reading comprehension
tests were based on reading texts of “The Trapeze Artists” and “Who wants to be millionaire?

We do.” (see Appendix 4). The content of the mid-term and final examinations was examined
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by the English Teachers Committee of the researcher’s college. The examinations took place

in the classroom and the testing time was 50 minutes.

English Reading Attitudes Questionnaire (ERAQ)

The ERAQ (Appendix 11) was adopted from Hung’s (2000) master’s thesis, who
investigated the effects of Constructive Reading Courseware (CRC) on junior high school
students’ English reading comprehension, reading attitudes towards English, perception of
reading and response to CRC after the experiment.

Based on Day and Bamford (1998), Hung’s (2000) English Reading Attitudes
Questionnaire was employed in the present study to explore participants’ attitude toward EFL
reading. The ERAQ contained twenty-two items. However, item seven was removed, as it
was irrelevant to the purpose of the questionnaire. The reliability of the ERAQ in the pilot
study was .89. (See Appendix 12 for the descriptive statistic of the pilot study.)

The ERAQ was administered three times in the present study. The pre-ERAQ test was
conducted at the beginning of this study, while the mid- and post-ERAQ were conducted after
the implementation of teacher-generated and student-generated graphic organizers. The

purpose was to explore probable changes in the participants’ attitudes towards EFL reading.

Graphic Organizer Attitudes Questionnaire (GOAQ)

The GOAQ in the present study (see Appendix 13) was developed from Chyuan’s (1992)
Concept Mapping Attitudes Questionnaire (CMAQ). In Chyuan’s (1992) study, the
questionnaire (see Appendix 14) was used to investigate the learning attitudes of non-science
students after studying a physics concept map in the National Taipei Teachers College
(NTTC). In addition, the differences of the attitudes between non-science students at the

NTTC and at Ohio State University (OSU) in the United States were compared.
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Chyuan’s (1992) Concept Mapping Attitudes Questionnaire (CMAQ). Chyuan’s CMAQ

consisted of twenty-one items measured by seven scales. The seven scales were: (a) “strongly
disagree”; (b) “disagree”; (c) “slightly disagree”; (d) “neutral”; (¢) “slightly agree”; (f)
“agree”; and (g) “strongly agree”. The scoring weights were 1 to 7, namely “strongly

disagree” scored “17; “disagree” scored “2”; “slightly disagree” scored “3”; “neutral” scored
“4; “slightly agree” scored “5”; “agree” scored “6”; and “strongly agree” scored “7”. The
items were categorized into three factors: (a) attitudes towards constructing a concept map; (b)
attitudes towards using concept mapping in learning; and (c) attitudes towards using concept
maps to learn key concepts.

The descriptive statistics in Table 4.2 show the concept-mapping attitudes of participants
from National Taipei Teachers College (NTTC) and Ohio State University (OSU), while Table
4.3 depicts the descriptive statistics of the three factors described above. Table 4.4 shows the
comparison of the participants’ attitudes towards concept mapping from the two universities.

Development of Graphic Organizer Attitudes Questionnaire (GOAQ). Permission to use

Chyuan’s (1992) questionnaire in the present study was obtained from Professor Chyuan
personally in 2002. The terms of “physics™ and “concept mapping” were converted into
“English reading” and “graphic organizers”. Chyuan’s questionnaire was piloted (see
Appendix 15 for the descriptive statistics summary of Chyuan’s questionnaire in the pilot
study).

In addition to the questionnaire, the students were also asked to provide their evaluation
on the use of graphic organizers in English reading. Based on the students’ comments, eleven
items (1, 3,4, 8,9, 10, 11, 12, 13, 20, and 21) in Chyuan’s (1992) questionnaire were kept,
while the others were replaced by thirteen items (2, 5, 6, 7, 14, 15, 16, 17, 18, 19, 22, 23, and
24). The reliability of GOAQ in the pilot study was .82. (See Appendix 16 for the descriptive

statistic summary of the GOAQ in the pilot study).
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Table 4.2

Descriptive Statistics of Concept-Mapping Attitudes Questionnaire
(CMAQ) of Participants from NTTC and OSU

University N Mean SD
NTTC 128 88.36 16.21
OSU 106 63.26 22.56
Chyuan (1992)

Table 4.3

Descriptive Statistics of Three Factors of Concept-Mapping Attitudes Questionnaire
(CMAQ) of Participants from NTTC and OSU

Variables NTTC Students OSU Students
N=128 N =106

Factor 1

Attitudes Towards Constructing a CM

Mean 21.59 19.77

SD 5.69 8.28

Factor 2

Attitudes Towards Using CM in Learning

Mean 54.77 35.74

SD 10.61 15.29

Factor 3

Attitudes towards Using CM to Learn Concepts

Mean 12.39 6.23

SD 3.72 3.53

Chyuan (1992)
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Table 4.4
MANOVA of Three Factors of Concept-Mapping Attitudes Questionnaire (CMAQ)
of Participants from NTTC and OSU

Variables MS Hypoth. Error MS F (1,232) Sig. of F
Factor 1 192.08 48.76 3.94 .05
Factor 2 21014.73 167.44 125.51 .00
Factor 3 2203.20 13.18 167.20 .00
Chyuan (1992)

In the present study, the GOAQ was administered twice. The pre-GOAQ was
administered after teacher-generated graphic organizers, and the post-GOAQ was conducted
after student-generated graphic organizers. The purpose was to explore the participants’
responses to uses of the two types of graphic organizers in EFL reading.

In summary, four measurements were utilized to collect quantitative data. The Personal
Data Questionnaire (PDQ) was employed to collect participants’ background information. The
Reading Achievement Test probed participants’ reading performance after the incorporation of
the two types of graphic post-organizers as post-reading activity. The English Reading
Attitudes Questionnaire (ERAQ) examined the impact of graphic organizers on participants’
attitudes towards EFL reading. The Graphic Organizer Attitudes Questionnaire (GOAQ) was
administered to understand participants’ responses to the two types of graphic post-organizers.

The research procedure is shown in Appendix 17.

Qualitative Data

The qualitative data in this study was collected through face-to-face group interviews
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conducted by the researcher. The purposes and procedures of the interviewing will be

illustrated, as follows.

Interview

In order to understand in depth the students’ experience of the implementation of graphic
organizers in the English course, a face-to-face interview with the students was conducted as a
further data collection method after the experiment was completed. In conducting the
interviews, the researcher herself served as the interviewer.

The language used in the interview was participants’ first language, i.e. Mandarin. The
consent of the students was obtained (see Appendix 18). The students could come in pairs or
groups if they found it difficult to speak with the interviewer face-to-face. Forty-six students
accepted the interview. In advance of each interview, the researcher explained the purpose of
the study and an interview question list was provided. The students were free to start with any
interview questions they felt like talking. Each interview was taped and transcribed by the
researcher.

The interview was semi-structured with six interview questions based on two sources of

Day and Bamford (1998) Second Language Reading Attitudes Model.

1. Please state your previous experiences in reading in English.
2. Please state the reading difficulties you have had.

3. Please state the reading methods you have used.

4. Please state your attitudes towards reading in English.

5. Please provide your viewpoints of graphic organizers.

6. Please provide your comments on the reading material.
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The Chinese as well as the English version of the interview questions can be found in
Appendix 19. Following Patton’s (2002) interview guidelines, the wording and the focus of
the interview questions were short and clear.

Settings of the interviews. The interviewed were conducted in the researchers’ office or
the students’ places at participants’ convenience. The setting needed to be quiet and
interviewees’ privacy was protected.

Time of the interviews. The interviews were conducted after the research was completed

in order not to affect interviewees’ feelings and opinions, as the researcher was their teacher.
Participants could negotiate the interview time at their convenience, either after school or
during the hours in school when they were free. Each interview lasted for at least one hour.
Sometimes it lasted for more than one hour to complete the conversation. Some participants
came more than once as they had more to say. Twenty-one interviews were conducted. (See

Appendix 20 for an example of the interview data in both Chinese and English.)

Data Collection Procedure

In 2003, after receiving the consent from the college to conduct the research on the
students (see Appendix 21) and Ethics Clearance from Australian Catholic University
Research Committee the present study commenced (see Appendix 22). Students enrolled in
the Nursing Department of a TVES college, which is located in a major city in southern
Taiwan, were invited to participate in this study. Participants were given informed consent
forms and details of the study and were instructed on how to complete the PDQ and the
ERAQ at the beginning of the experiment. Individuals responding to the measurement used a
four-point scale to report their attitudes towards English reading. The time required to
complete the measurements was approximately 20 minutes. The four scales were: (a) strongly
disagree”; (b) “disagree”; (c) “agree”; and (d) “strongly agree”. The scoring weights were 1 to

4, namely “strongly disagree” was scored “1”; “disagree” was scored “2”; “agree” was scored
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“3”; and “strongly agree” was scored “4”.
In the middle of the research period, a mid-test of ERAQ with the pre-test of GOAQ was
conducted. The post-test of the two measurements was held at the end of the research period.

The time required to complete the two measurements was approximately fifteen minutes.

Data Analysis

Quantitative Data Analysis

Following the data input, analyses were conducted using the Statistical Package for
Social Science, Version 13 (SPSS, 2004). This statistical software package was utilized to

execute descriptive and inferential statistical analysis.

Qualitative Data Analysis

Qualitative data were first transcribed and then analyzed. The data analysis procedure
followed Patton’s (2002) three qualitative data analysis streams: data reduction, data display
and conclusion drawing and verification. The data were sorted and extracted by identifying
themes or patterns (Bogdan & Bilklen, 2003). Content analysis was used to define categories,

detect patterns, and draw conclusions (Miles & Huberman, 1994; Wiersma & Juro, 2005).

Summary

The present study was administered in the intensive program of General English Course,
one of the compulsory subjects for all freshmen at the tertiary level in Taiwan. A total of fifty
tertiary freshmen students of technological and vocational educational system (TVES), who

enrolled in the nursing department of a TVES medical college located in a city in southern
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Taiwan, participated in the study.

Both quantitative data and qualitative data were collected. With respect to quantitative
data, participants completed three measuring instruments—Reading Comprehension Tests
(RCT), English Reading Attitudes Questionnaire (ERAQ), Graphic Organizer Attitudes
Questionnaire (GOAQ) and one questionnaire—Personal Data questionnaire (PDQ). In terms
of qualitative data, semi-structured interviews were conducted. The researcher served as

interviewer.
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CHAPTER 5

QUANTITATIVE RESULTS

“Graphic organizers are a means to an end, that of enhanced motivation and

greater satisfaction and success in learning.” (Egan, 1999, p. 644)

This study examined the effects of graphic organizers on EFL reading comprehension
and attitudes towards English reading of college freshmen students in the Technological
Vocational Education System (TVES) in Taiwan. The different types of graphic organizers,
teacher-generated and student-generated, were probed for the impact on a number of
dependent measures. Additionally, students’ attitudes to the utilization of the two different
types of graphic organizers were also explored. This chapter reports the results of the
quantitative data collected in the present study.

This chapter consists of four major sections in terms of the measuring instruments
utilized in this study. The first section deals with the results of Personal Data Questionnaire
(PDQ). The second section discusses the students’ performance on the two Reading
Comprehension Tests (RCT). The third section reports the findings of the students’ attitudes
towards reading in English as measured by the English Reading Attitudes Questionnaire
(ERAQ), and the fourth section presents the students’ attitudes to the use of the two types of

graphic organizers as measured by the Graphic Organizers Attitudes Questionnaire (GOAQ).

Personal Data Questionnaire (PDQ)

The Personal Data Questionnaire consisted of seven variables requiring participants’

background information. The variables consisted of three categorical variables and four

continuous variables. The categorical variables included participants’ residence, high schools
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they had attended and whether they had visited cram schools or not. The continuous variables
contained participants’ age, years of studying English, weekly English hours at high schools,
and their 2003 English score obtained from the Joint College Entrance Examination (JCEE).

The JCEE score was used to classify the participants into high- and low-scorer groups.
Among the seven variables in PDQ, four of them—residence, high schools attended, age,
JCEE English score—have been discussed in the section of Participants of Chapter 4.The
Present Study. In this section, the other three variables-—years studied English, weekly
English hours, and whether attended cram school or not—are analyzed to probe whether there
are any relationships between these variables and JCEE English score. The categorical
variable was evaluated by cross-tabulations, while the group difference of the high- and
low-scorers on the continuous variables were assessed by independent t-tests.

Table 5.1 shows that no significant association was found between the two variables of
JCEE English score level and whether participants had attended cram schools or not. Note
that this result should be considered in association with the variable of years of studying
English. In Taiwan, if students have learned English for more than six years (which is the
officially regulated length of learning English from junior high to senior high schools), they
attended cram schools prior to the officially regulated age of learning English (approximately
at the age of twelve).

With respect to the two variables, years studied English and high and low English score
levels, a significant difference was found. That is, the more years participants studied English,
the higher the JCEE English score. No significant differences were found in terms of weekly

English hours and high and low English scores.
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Table 5.1

JCEE English Score Level Association and Difference on the Personal Data
Questionnaire (PDQ) Variable

Variables JCEE English Score

High Low
Attended Cram School No significant Association
Years studied English Significant Difference
Weekly English Hours No Significant Difference

Criterion of significant association is p < .05.

Reading Comprehension Tests

This section consists of two parts. The first part compares the results of the two reading
comprehension tests (pre-RCT and post-RCT) to probe the effects of teacher-generated and
student-generated organizers strategies on all participants’ EFL reading comprehension. The
pre-RCT was administered as the mid-term examination, which was conducted following the
implementation of teacher-generated graphic organizers. The post-RCT, which was
administered as the final examination, was conducted following the incorporation of
student-generated graphic organizers.

The purpose of these analyses was to explore the effects of the use of two types of graphic

organizer on English reading comprehension on high- and low-scorers.

Participants’ Pre- and Post-reading Comprehension Tests

Hypothesis 1.1 stated that there would be significant difference between the use of
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teacher- and student-generated graphic organizer on participants’ reading comprehension,

as measured by the Pre- and Post-reading Comprehension Test.

Table 5.2 shows the result of the paired sample statistics. The comparison of the mean
scores shows a gain of 8.40 points for all participants on the Post-reading Comprehension Test
(post-RCT). The paired-t test shows that there was a significant difference between the two
comprehension tests (t = 8.66, p <.001, df = 49). Hypothesis 1.1 was accepted. See Table

A23.1 in Appendix 23 for details on the descriptive statistics.

Table 5.2
Descriptive Statistics of All Participants’ Pre- and Post-RCT

Variable N Mean SD
Pre-RCT 50 41.28 12.40
Post-RCT 50 49.68 9.63

High Scorers’ Pre- and Post-reading Comprehension Tests

Hypothesis 1.2 stated that there would be significant difference between teacher- and

student-generated graphic organizers on high-scorers’ reading comprehension, as

measured by the Pre- and Post-reading Comprehension Test.

In Table 5.3, the analysis of paired sample t-tests shows that the mean score of high-
scorers’ Pre- and Post-reading Comprehension Test increased by 7.56 points after the use of

student-generated graphic organizers. In addition, a significant difference indicates (t = 6.96, p



Chapter 5: Quantitative Results 106

<.001, df = 26) that the use of student-generated graphic organizers had a significant and
positive impact on the high-scorers’ reading comprehension. Therefore, Hypothesis 1.2 was

accepted. See Table A23.2 in Appendix 23 for summary on descriptive statistics.

Table 5.3
Descriptive Statistics of High-Scorers’ Pre- and Post-RCT

Test N Mean SD
Pre-RCT 27 45.70 11.03
Post-RTC 27 53.26 7.68

Low-Scorers’ Pre- and Post-reading Comprehension Tests

Hypothesis 1.3 stated that there would be significant difference between teacher- and

student-generated graphic organizers on low-scorers’ reading comprehension, as

measured by the Pre- and Post-reading Comprehension Test.

Table 5.4 shows the results of paired sample t-tests. The mean score of the low-scorers’
Pre- and Post-reading Comprehension Test increased by 9.39 points after the use of
student-generated graphic organizers. In addition, the result, which shows a statistically
significant difference (t = 5.57, p <.001, df = 22), suggests that the use of student-generated
graphic organizer seemed to a produce a significantly positive effect on low-scorers’ EFL
reading comprehension. Hypothesis 1.3 was accepted. See Table A23.3 in Appendix 23 for

summary on descriptive statistics.
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Table 5.4

Descriptive Statistics of Low-Scorers’ Pre- and Post-RCT

Test N Mean SD
Pre-RCT 23 36.09 12.09
Post-RCT 23 45.48 10.13

Comparison of High- and Low-Scorers’ Pre- and Post-reading Comprehension Tests

Hypothesis 1.4 stated that there would be significant difference between high- and

low-scorers’ reading comprehension after the use of teacher-generated graphic organizers,

as measured by the Pre -reading Comprehension Test.

Hypothesis 1.5 stated that there would be significant difference between high- and

low-scorers’ reading comprehension after the use of student-generated graphic organizers,

as measured by the Pre-reading Comprehension Test.

The comparison of high- and low-scorers’ Pre-reading Comprehension Test, conducted
by the Independent t-test, shows a significant difference (t = 2.93, p< .01, df = 48) in favor of
high-scorers. Similarly, the high-scorers outperformed low-scorers on the Post-reading
Comprehension Test after the use of student-generated graphic organizers (t = 3.08, p <.01, df
= 48). Even though the comparison of the mean score of Post-reading Comprehension Test
showed that the low-scorers had a gain greater than that of the high-scorers (9.39 versus 7.56
respectively) the low-scorers did not surpass the high-scorers. Hypotheses 1.3 and 1.4 were

supported.
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The results indicate that the reading comprehension performance of the participants
increased after the use of student-generated graphic organizers. Furthermore, the high-scorers
outperformed the low-scorers on both Pre- and Post-reading Comprehension Test. However,
the results should be interpreted cautiously as further evidence is required from the results of

the qualitative data analysis.

English Reading Attitudes Questionnaire (ERAQ)

The English Reading Attitudes Questionnaire consists of twenty-one questions
measuring the students’ attitudes towards reading in English during the research. The ERAQ
was conducted at three different stages in this study, termed as pre-ERAQ, mid-ERAQ, and
post-ERAQ. The pre-ERAQ was conducted prior to the use of any types of graphic organizers;
the mid-ERAQ was administered after the use of teacher-generated graphic organizers; and
the post-ERAQ was employed after the use of student-generated graphic organizers.

As the English Reading Attitudes Questionnaire was administered three times in this
study, a one-way multivariate repeated measures analysis of variance (MANOVA) was

utilized to analyze the statistical data.

Participants’ Attitudes Towards Reading in English

Hypothesis 2.1 stated that the teacher-generated graphic organizers would have

significantly positive impact on all participants’ attitudes towards reading in English
when compared to none use of graphic organizers as measured by the English Reading

Attitudes Questionnaire.

Hypothesis 2.2 stated that the student-generated graphic organizers would have

significantly positive impact on all participants’ attitudes towards reading in English
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when compared to the teacher-generated graphic organizers, as measured by the English

Reading Attitudes Questionnaire.

Table 5.5 depicts ERAQ raw score total means and standard deviation. As can be seen in
the MANOVA summary statistical table (Table 5.6), Pillai’s multivariate test for the effect of
student-generated graphic organizers was significant (Pillai’s Trace = .35, F =13.04, p <.001,

(f) = .32). See Table A24.1 in Appendix 24 for the summary on the descriptive statistics.

Table 5.5

Descriptive Statistics of All Participants’ Pre-, Mid-. and Post-ERAQ

Scale N Mean SD
Pre- ERAQ 50 57.16 6.13
Mid-ERAQ 50 57.74 7.42
Post-ERAQ 50 61.90 6.74
Table 5.6

One Way Multivariate Analysis of Variance (MANOVA) Summary
for Pre-. Mid-. and Post-ERAQ of All Participants

Pillai’s Trace F p Eta’

35 13.04 .00 35

df=2,4
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The pairwise comparisons, as shown in Table 5.7, revealed that there was no significant
difference between none use of graphic organizers and teacher-generated graphic organizers
(F = .58, p > .05), but a significant difference was found between student- and
teacher-generated graphic organizers (F = 4.16, p <.001). Comparisons between
student-generated and none use of graphic organizers also showed a significant difference (F

=4.74, p <.001). Hypothesis 2.2 was supported, whereas Hypothesis 2.1 was not accepted.

Table 5.7
Pairwise Comparisons of Pre-. Mid-. and Post-ERAQ for All Participants

Scale Mean Difference p
Pre- vs. Mid-ERAQ 58 .55
Mid- vs. Post-ERAQ 4.16 .00
Post- vs. Pre-ERAQ 4.74 .00
df = 2,48

High-Scorers’ Attitudes towards Reading in English

Hypothesis 2.3 stated that the teacher-generated graphic organizers would have a

significant positive impact on high-scorers’ attitudes towards reading in English when
compared to none use of graphic organizers, as measured by the English Reading

Attitudes Questionnaire.

Hypothesis 2.4 stated that the student-generated graphic organizers would have a

significant positive impact on high-scorers’ attitudes towards reading in English when
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compared to teacher-graphic organizers, as measured by the English Reading Attitudes

Questionnaire.

Table 5.8
Descriptive Statistics of Pre-. Mid-, and Post-ERAQ for High-scorers

Scale N Mean SD

Pre-ERAQ 27 59.00 6.38
Mid-ERAQ 27 58.78 7.45
Post-ERAQ 27 63.22 7.49

Table 5.8 depicts high-scorers’ ERAQ raw score total means and standard deviation. As
can be seen in the repeated measures statistic table (Table 5.9), Pillai’s multivariate test for the
main effect of student-generated graphic organizers was significant (Pillai’s Trace = .36,

F =6.89, p <.01, (f) =.35). See Table A24.2 in Appendix 24 for detailed information on the
descriptive statistics.

The pairwise comparisons, shown in Table 5.10, revealed that there was no significant
difference between none use of graphic organizers and teacher-generated graphic organizers
(F = .22, p > .05), but a significant difference was found between student- and
teacher-generated graphic organizers (F = 4.22, p <.01) on high-scorer’s attitudes towards
reading in English. Comparisons between student-generated and non-graphic organizers also
showed a significant difference (F = 4.44, p <.01). Hypothesis 2.4 was supported, whereas

Hypothesis 2.3 was not accepted.
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Table 5.9

One Way Multivariate Analysis of Variance (MANOVA) Summary for
Pre-, Mid-, and Post-ERAQ of High-scorers

Pillai’s Trace F p Eta’
.36 6.89 .004 35
df=2,25

Table 5.10

Pairwise Comparisons of Pre-, Mid-. and Post-ERAQ for High-scorers

Scale Mean

Difference p
Pre-& Mid-ERAQ 22 .88
Mid- & Post-ERAQ 4.22 01
Post- & Pre-ERAQ 4.44 .01
df =2,25

Low-scorer’s Attitudes towards Reading in English

Hypothesis 2.5 stated that the teacher-generated graphic organizers would have

significantly positive impact on low-scorers’ attitudes towards reading in English when
compared to none use of graphic organizers, as measured by the English Reading

Attitudes Questionnaire.
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Hypothesis 2.6 stated that the student-generated graphic organizers would have

significantly positive impact on low-scorers’ attitudes towards reading in English when

compared to the teacher-graphic organizers, as measured by the English Reading

Attitudes Questionnaire.

Table 5.11 depicts low-scorers’ ERAQ raw score total means and standard deviation. As

can be seen in the repeated measures statistic table (Table 5.12), among the three trials Pillai’s

multivariate test for the main effect of student-generated graphic organizers was significant

(Pillai’s Trace = .35, F =5.67, p < .05, (f) = .35). See Table A24.3 in Appendix 24 for detailed

information on the descriptive statistics.

The pairwise comparisons, shown in Table 5.13, revealed that there was no significant

difference between none use of graphic organizer strategy and teacher-generated graphic

organizers (F = 1.52, p > .05), but a significant difference was found between student- and

teacher-generated graphic organizers (F = 3.83, p <.01). Comparisons between

student-generated and non-graphic organizers also showed a significant difference (F = 5.35,

p <.01). Hypothesis 2.6 was supported, whereas Hypothesis 2.5 was not accepted.

Table 5.11

Descriptive Statistics of Pre-,. Mid-, and Post-ERAQ for Low-scorers

Scale N Mean SD

Pre- ERAQ 23 55.00 5.15
Mid- ERAQ 23 56.52 7.36
Post-ERAQ 23 60.35 5.49
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Comparison of High- and Low-scorers’ Attitudes towards Reading in English

Hypothesis 2.7 stated that there was a significant difference between high- and

low-scorers’ attitudes towards reading in English at the initial stage when none use of
graphic organizers were employed, as measured by the Graphic Organizers Attitudes

Questionnaire.

Hypothesis 2.8 stated that there was a significant difference between high- and

low-scorers’ attitudes towards reading in English after the use of teacher-generated

graphic organizers, as measured by the Graphic Organizers Attitudes Questionnaire.

Hypothesis 2.9 stated that there was a significant difference between high- and

low-scorers’ attitudes towards reading in English after the use of student-generated

graphic organizers, as measured by the Graphic Organizers Attitudes Questionnaire.

The data analysis indicates that there was a significant difference (F=4.08, p <.05,
df = 1,48) between high- and low-scorers’ attitudes towards reading in English at the initial
stage of the research, before the use of any types of graphic organizers. The result revealed
that the low-scorers’ held significantly less positive attitudes towards reading in English at the
beginning. However, after the employment of the two types of graphic organizers, no
significant difference was found between high- and low-scorer’s attitudes towards reading in
English (F= .41, p > .05, df = 2, 47). Hypothesis 2.7 was supported, while Hypotheses 2.8 and
2.9 were not accepted.

It is also noteworthy that the mean score of high scorers dropped by 0.22 points, while
that of the low-scorers increased by 1.52 points after the use of teacher-generated graphic
organizers. Following the use of student-generated graphic organizers, the comparisons show

that the high-scorers’ mean score was greater than that of the low-scorers (4.44 and 3.82
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points respectively). This indicates student-graphic organizers appeared to have more positive
impact on high-scorers’ attitudes towards reading in English than those of the low-scorers.
Finally, comparison of the mean scores of the Pre- and Post-ERAQs of high— and low-scorers
suggests that the facilitative effects of the intervention on low-scorers’ attitudes towards

reading in English were greater than that of high-scorers.

Table 5.12

One Way Multivariate Analysis of Variance (MANOVA) Summary for
Pre-, Mid-, and Post-ERAQ of Low-scorers

Pillai’s Trace F p Eta
35 5.67 .011 35
df=2,21

Table 5.13

Pairwise Comparisons of Pre-. Mid-, and Post-ERAQ F tests for Low-scorers

Scale F p
Pre- vs. Mid-ERAQ 1.52 25
Mid- vs. Post-ERAQ 3.83 .01
Post- vs. Pre-ERAQ 5.35 .01
df =2,21

The aforementioned data analyses indicate that the use of student-generated graphic

organizers yielded significantly positive impact on high- and low-scorers’ attitudes towards
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reading in English, whereas the teacher-generated graphic organizers did not. However, as
noted earlier, the results should be interpreted with caution, as more evidence will be required

from the qualitative data analysis.

Graphic Organizers Attitudes Questionnaire (GOAQ)

This section presents the data analysis of the participants’ attitudes to the utilization of
two graphic organizer strategies. The Graphic Organizer Attitudes Questionnaire (GOAQ)
was employed twice in this study, termed as pre-GOAQ and post-GOAQ. The pre-GOAQ was
conducted after the use of teacher-generated graphic organizers, while the post-GOAQ was
administered after the use of student-generated graphic organizers.

As in previous sections, all participants’ as well as high- and low-scorers’ attitudes to the
use of the different types of graphic organizer were probed. To assess differences, the paired-t
test and Independent-t test were employed. Before analyzing the collected data, negatively

worded items were recoded.

Participants’ Attitudes Towards Graphic Organizers

Hypothesis 3.1 stated that there would be a significant difference in all participants’

attitudes towards the use of teacher- and student-generated graphic organizer, as

measured by the Graphic Organizers Attitudes Questionnaire.

Table 5.14 shows the raw scores of the participants’ attitudes to the two types of graphic
organizers. The analysis of the paired t-tests reveals that there was no significant difference in
students’ attitudes to the use of the two graphic organizers (t = .29, p > .05, df = 49), even
though the mean score for attitudes to the student-generated graphic organizer was slightly

higher than for teacher-generated ones. Therefore, Hypothesis 3.1 was not supported. See



Chapter S: Quantitative Results 117

Table A25.1 in Appendix 25 for detailed information on descriptive statistics.

Comparison of High- and Low-scorers’ Attitudes towards Graphic Organizers

In this section, high- and low-scorers’ attitudes to the use of teacher-generated and

student-generated graphic organizers are compared.

Hypothesis 3.2 stated that there would be a significant difference in high-scorers’

attitudes towards the use of the two types of graphic organizer, as measured by the

Graphic Organizers Attitudes Questionnaire.

Hypothesis 3.3 stated that there would be a significant difference in low-scorers’

attitudes towards the use of the two types of graphic organizer, as measured by the

Graphic Organizers Attitudes Questionnaire.

Table 5.14

Descriptive Statistics of Pre- and Post-GOAQ for All Participants

Scale N Mean SD
Pre-GOAQ 50 69.10 7.57
Post-GOAQ 50 69.50 5.71

Table 5.15 shows that no significant difference was identified between the high-scorers’
attitudes to the two types of graphic-organizers (t = .19, p > .05, df = 26); nor was any
significant difference found between low-scorers’ attitudes to the two different graphic

organizer strategies (t = .21, p > .05, df = 22) as shown in Table 5.16. Therefore, both
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Hypotheses 3.2 and 3.3 were not accepted. See Table A25.2 and A25.3 in Appendix 25 for

detailed information on descriptive statistics.

Table 5.15
Descriptive Statistics of Pre-GOAQ and Post-GOAQ for High-scorers

Scale N Mean SD
Pre-GOAQ 27 68.22 8.57
Post-GOAQ 27 68.59 4.11
Table 5.16

Descriptive Statistics of Pre-GOAQ and Post-GOAQ for Low-scorers

Scale N Mean SD
Pre-GOAQ 23 70.13 6.23
Post-GOAQ 23 70.57 7.12

Hypothesis 3.4 stated that low-scorers’ attitudes to teacher-generated graphic organizers

would be significantly different from that of the high-scorers, as measured by the

Graphic Organizers Attitudes Questionnaire.

Hypothesis 3.5 stated that low-scorers’ attitudes to student-generated graphic organizers
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would be significantly different from that of the high-scorers, as measured by the

Graphic Organizers Attitudes Questionnaire.

Even though the comparison of the mean scores shows that low-scorers’ attitudes to the
two graphic organizer strategies were slightly higher than those of the high-scorers, no
significant differences were found between high- and low-scorers’ attitudes to the
teacher-generated (t = .87, p > .05, df = 48) and student-generated graphic organizers (t = .38,
p > .05, df = 48). As a result, both Hypotheses 3.4 and 3.5 were not supported.

However, when comparing the single item in the Pre and Post GOAQs, several items
show significant differences between high- and low-scorers. The high- and low-scorers’
attitudes to item No. 7, which states, “Graphic organizers can help me with vocabulary
retention” and item No. 19 stating that, “A Chinese translation is necessary” in the Pre-GOAQ
showed significant difference. The mean scores of the low-and high-scorers for item No 7
were 3.26 and 2.93 respectively (t = 2.55, p< .05, df = 48). The mean scores of low- and
high-scorers for item No. 19 were 3.13 and 2.59 respectively (t = 2.33, p <.05, df = 48). The
results indicate that the low scorers found graphic organizers helped with remembering
vocabulary and they needed Chinese translation more than the high-scorers.

In the Post-GOAQ, a significant difference was found on item No.10, which states,
“Graphic organizers can decrease my problems with English grammar”. The mean scores of
the low- and high- scorers were 3.17 and 2.85 respectively (t = 2.05, p < .05, df = 48). The
result suggests that graphic organizers could eliminate language barriers, such as grammatical
difficulties, for the low-scorers in reading in English.

In summary, the comparison of the students’ attitudes to the two types of graphic
organizers did not demonstrate any significant difference. Neither did the comparison of high-
and low-scorers’ attitudes towards the two graphic organizers depict any significant difference.

Possible explanations will be derived from the qualitative data analysis.
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Summary

In this chapter, the statistical analyses of the measuring instruments utilized in this study
were discussed. Particular attention was given to whether there were any statistically
significant differences between the high- and low-scorer groups.

The findings from three variables analyzed in the Personal Data Questionnaire revealed
that the two groups of students differed significantly on only one variable: years studying
English. The results reported that the longer the students had learned English, the better their
English score obtained from the Joint College Entrance Examination.

With respect to the Reading Comprehension Tests, Independent-t test results showed that
the EFL reading comprehension of both student groups increased significantly after the use of
student-generated graphic organizers. When comparing reading comprehension between high-
and low-scorers, paired-t test results indicated that the former outperformed the latter in both
comprehension tests.

Multivariate analysis of variance (MANOVA) results reported that all participants’
attitudes towards reading in English improved significantly after the use of student-generated
graphic organizers. When comparing the students’ attitudes towards reading in English
through the three stages of the research, the low-scorer’s attitudes increased continuously with
time, whereas the high-scorers’ attitudes declined slightly after the use of teacher-generated
graphic organizers.

In terms of participants’ attitudes towards the use of the two types of graphic organizers,
paired-t test results showed that no significant difference was found. The results of the
Independent-t test did not report any significant difference between high- and low-scorers’
attitudes towards the use of the two types of graphic organizers.

However, the comparison of several single items in the Pre- and Post-Graphic Organizer
Attitudes Questionnaires showed significant differences. The results indicated that the

low-scorers found that the student-generated graphic organizers were particularly helpful for
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vocabulary retention and decreased their difficulties with English grammar. In addition, the
low-scorers found that Chinese translation was necessary to help them to understand the

English texts.
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CHAPTER 6

QUALITATIVE RESULTS

“...different levels of success may be explained by a complex and dynamic
interplay of internal cognition and emotion, external incentives, and social context.”
(Gan, Humphreys, Hamp-Lyons, 2004, p. 229)

The qualitative data analysis had two purposes. The first was to provide answers to the
research questions; the second was to supplement the quantitative results. The major assertion
generated from the qualitative data analysis was that teachers, teaching strategies, and reading
materials influenced not only the students’ reading abilities but also their attitudes to reading
in English.

Two themes emerged that conceptualize the participants’ attitudes to both reading in
English and to the use of graphic organizers in English reading. The first theme regarding
attitudes towards EFL consists of three subthemes: (a) at secondary schools, (b) at tertiary
level, and (c) future English reading. The second major theme concerning attitudes towards
the use of graphic organizers in English reading, also has the three subthemes: (a) the effects
of graphic organizers, (b) the cost of generating a graphic organizer, and (c) the difficulties of

constructing a graphic organizer. Table 6.1 presents a summary of themes and subthemes.

Attitudes Towards Reading in English

In this section, the students’ attitudes towards reading in English will be discussed.
Interview data revealed the students’ EFL reading experiences in the past, their experiences at
tertiary level (in the present study), and their attitudes towards future English reading. Typical

statements have extracted in the following material to represent a range of perspectives.
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Table 6.1

Emerging Themes and Subthemes

Themes Subthemes

Attitudes Towards Reading in English Secondary School
At Tertiary Level
Future EFL Reading

Attitudes Towards Graphic Organizers Effects of GOs

Drawbacks of Generating a GO
Difficulties of Generating a GO

Attitudes Towards Reading in English at Secondary Schools

All students (100%) interviewed reported that the dominant teaching strategy at

secondary school was the grammar-translation method (GTM). Typical teaching activities

included vocabulary teaching, the explanation of grammatical rules and translation of texts

123

into the Chinese. The students pointed out the GTM had had a significant influence on their

reading strategies. They memorized everything in the textbook as well as what the teacher

taught in the class. The following extracted responses typify the features of the learning

strategies applied.

(Student JY): Tests items focused on the text content. We memorized

everything in the textbook.

(Student SF): The materials were simple in junior high. I memorized the whole
texts. Teachers didn’t test anything other than the content in the
textbooks. I got high marks.
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The two statements suggested two probable reasons why students relied so heavily on
memorization. The first extract suggests that teachers and textbooks were considered as the
students’ major sources of knowledge about English. The second reason pertained to the
taking of tests. This is understandable in the EFL context, as the input of the target language
and the learners’ exposure to that language is limited. In such situations, teachers and
textbooks often become the main source of knowledge. Furthermore, as the majority of
participants started learning English at secondary school in Taiwan, teachers and textbooks at
the beginning stage served as a foundation for establishing the basic knowledge about the
English language. Some participants supported this perspective of learning, whereas other
students did not. Typical statements of the two contradictory views are presented in the

following section.

Positive Attitudes Towards the Grammar-translation Method

Six students (13%) stated explicitly that the grammar-translation method was helpful in

establishing a solid English knowledge basis.

(Student JS): I liked English at junior high. I was good at memorizing
vocabulary. I memorized words and read texts and recognized
many words I memorized when I was reading the current

material.

(Student HS): We were required to memorize vocabulary and the whole
textbook. My teacher provided various extra materials. We had to
learn Let s Talk in English and Student Post for three years at
junior high. Those materials were tested. I felt a great sense of
achievement when I had memorized the content. They
established a sound basis for my English. I still recognize a lot of

words now.
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Less Positive Attitudes Towards Grammar-translation Method

However, the majority of the students (82 %) reported less positive attitudes towards

GTM. One lengthy statement represents these perspectives.

(Student YL): The English teacher taught a lot grammatical rules and wrote the
rules on the blackboard. You had to memorize all the rules. I
didn’t like the teacher and found grammar difficult. I didn’t
understand what he was teaching. He taught parts of speech such
as noun, adjective etc., and its active or passive forms. [ became
more and more confused and disliked English more and more.

From then on, my English got poorer and poorer.

The above statements reveal the students’ contradictory viewpoints of grammar-
translation method. This indicates that the same teaching method may not suit individual
learning styles. As a result, the teaching method influences the learners’ motivation and
learning outcomes. It is interesting to note that those students who showed positive attitudes
towards GTM were high-scorers, whereas those who showed less positive attitudes towards
GTM were low-scorers.

Corporal punishment. During their interviews, six students (13 %) described the corporal

punishment they had received in the past. The students felt greatly discouraged and English
learning turned out to be a very negative experience. Two lengthy representative examples

drawn from this corpus of experiences are presented in the following.

(Student SY): English teachers would punish you corporally you if you
couldn’t do it. You were forced to memorize as much as you
could. I think learning English at junior high was a nightmare.
The teacher beat you and forced you to learn. You didn’t do it
willingly. Only for the sake of tests and exams.

(Student PY): The tests became more and more difficult. If you didn’t reach

The standard score, you were beaten. The more I was beaten, the
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less I felt like studying. The teacher was mean. We were all
beaten in front of the class. It was very embarrassing. Then I
became very upset. I didn’t want to study English any more. By
the time I realized that I had to catch up, it was too late.

One of the high-scorers mentioned in the interview that she felt sorry for some of her
classmates who were often beaten and, as a result, lost interest in learning English. However,
corporal punishment worked for some students. The researcher felt deeply troubled when she
listened to these students reporting their English language learning experiences at secondary
school. Even though there might have been other factors attributable to these students’ EFL,
reading difficulties, the teachers’ attitudes and teaching style had significantly negatively

influenced the students’ learning, particularly at the beginning stage.

Learning English at Cram Schools

Extra English learning at cram schools has been a common experience for students in
Taiwan. Most children attend crams schools to learn English before they officially start
learning it at junior high schools. The earlier they attend cram schools, the more benefit they
can derive from this extra learning. The following statements reporting on the advantages of
attending cram schools for extra English are typical of the statements the students made on

this topic.

(Student MY): I started learning English when I as small. T had had a
native-speaker teacher since the very beginning. At that time I
was required to do one reading every day and then had
conversation with him. My family valued the learning of
English.

(Student YH): I went to cram school when I was in junior high. The teacher
there taught us how to understand grammar. This teaching
method was very effective. It helped a lot. My English
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teacher at junior high — I can hardly find words to describe how
poorly he taught.

The disadvantages of not being able to attend cram school for extra English learning

were reported as follows.

(Student YL): I didn’t go to cram school to learn English prior to junior high

due to the family economic circumstances. I remember the first
English class in junior high. The teacher asked how many of us
had not learned phonetics. I wouldn’t dare to raise my hand, as
nobody did. From then on, the teacher taught very fast, as he
assumed that we all knew that. I didn’t understand anything, and
I didn’t have a chance to ask questions. When I came to the
second-grade, my parents allowed me to go to cram school. It
was too late. I fell far behind the others.

(Student PY): I went to cram school prior to entering junior high. At first I did
well. Later the parts of speech became confusing. My family
was poor to afford me to have extra lessons at cram schools. I
tried to study it myself but couldn’t find the right ways. [ don’t
think that I tried hard enough.

In summary, according to the interview data, the dominant instruction method was
grammar-translation (GTM) at secondary schools. As a result, both the teaching styles and the
teacher’s attitudes had a significant influence on the students’ attitudes towards, and their
performance in, learning English. Attending cram schools for extra learning also had an

impact on the students’ English language learning.

Impact of the Grammar-translation Method on Learning

In the interviews, the students commented on the influence of the grammar-translation
method on their English language learning, as grammar-translation was the major

instructional method the students encountered. The majority of the students (90 %) found the
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traditional teaching method ineffective in improving their English proficiency.

Perspectives on Memorization. All the students (100%) mentioned that they used to

memorize a great amount of vocabulary, but forgot the lexical items that they had learned.

The following are typical responses by students on the attitudes to rote learning.

(Student LL): Not only at high schools, but also at junior high, and even at
cram schools, teachers all taught us in the same way they taught
in a traditional manner. We had to memorize vocabulary, only
memorizing. Teachers told us that the more you memorize, the
better you understand. Sometimes we memorized the whole text.
But you couldn’t remember anything you had memorized. We
have wasted plenty of time on memorizing. Often I encounter
words, I know I have memorized them before, but I simply can’t

remember the meanings.

(Student CF): Teachers said that learning English is memorizing, just
memorizing. I didn’t like the dull teaching method. I became
less interested in learning English. As a result, my English

became poorer.

These statements, one of which was made by a high-scorer, the other by a low-scorer,
indicated that the students did not favor memorization. Since no other learning strategies were

provided, they did not have the opportunities to learn any alternative strategies.

Perspectives on the Provision of Chinese Translation

The students expressed their opinions regarding the provision of Chinese translation and
its negative impact on their reading abilities in English. The students stated that they were
heavily dependent on Chinese and that this impeded their reading abilities. Two representative
comments from the interviews with all thirty-eight students are presented in the following

extracts from the interview transcripts.
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(Student HJ):

(Student LL):

Teachers provided you with everything. You didn’t need to
worry. All you had to do was to read the translation and
memorize it. We were accustomed to looking for the Chinese
translation when we read in English. If there was no translation,
I couldn’t understand anything in the text. I didn’t know the
main ideas, I didn’t understand what the sentences mean.
Chinese translation decreased your abilities to think about what
a text tried to say.

You didn’t have to do anything. Teachers did everything for you.
All you had to do was listen. You didn’t even need to think as
there would be translation given to you. We received passively.
Teachers gave you everything anyway. We read and knew it.
You didn’t need to work it out by yourself. It saved teachers a lot
of trouble. Students wouldn’t complain either. But years later
you realize that it’s important to think on your own, as you have
used your brain and thought about it, you’ll understand it. If the
teacher provides everything, you know it, but after the tests you
forget everything.

The provision of a Chinese translation encouraged not only the students’ heavy
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dependence on the teachers for answers but also prevented them from risk-taking and problem

solving (Nuttall, 1996). Consequently, when the same students were required to do EFL

reading independently at a tertiary level, it became a very difficult task. As revealed by

previous Taiwanese studies, the students became stressed and frustrated when confronted with

academic English reading as no Chinese translation was provided and they needed to solve

problems by themselves.

Two students expressed their deep concern regarding their EFL reading abilities after

they realized the critical role that proficient English played in their academic success at a

tertiary level.

(Student YC):

If we didn’t learn well at high schools, we wouldn’t do well at

colleges. Because you can’t keep moving forward, and there
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would be a break. Then we would not be familiar with the
language. English is not our mother tongue, so that learning

environment is very important.

(Student YY): If we didn’t have a solid basis of English language knowledge at
secondary schools, then you can’t understand anything at a
tertiary level, many students simply give up.

In summary, in reviewing their reading learning experience in the past, the students
found that the traditional grammar-translation method strongly influenced their reading
strategies. Their statements indicate that the students were willing to learn more, but a
consistent use of the grammar-translation method at junior high schools constrained their

language knowledge acquisition and the development of efficient learning strategies.
Attitudes Towards Reading in English At Tertiary Level

This section deals with the students’ attitudes towards reading in English at a tertiary
level. According to Day and Bamford (1998), ongoing reading experience refers to classroom
environment and includes the variables of teacher, classmates, materials, activities, tasks, and
procedures. Therefore, the students’ attitudes towards reading in English at tertiary level were
closely related to these variables.

This section consists of three parts. The ﬁ?st shows how the students compared the
teaching methods used in the tertiary environment with those used at secondary schools. In
the second part, the students comment on the reading material used in the present study. The
final part shows how the students reported on two major difficulties they faced when reading

English.
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Comparison of Secondary and Tertiary English Teaching Methods

The major differences between the instructional methods used in the tertiary environment
and secondary schools were group work, graphic organizers, and no Chinese translation. The
purpose of the teaching strategies was to encourage students to understand the content of a
text by means of cooperative learning and graphic organizers. The students’ comments
highlighted these differences. The students’ perceptions of graphic organizers will be
discussed in the next section ‘Attitudes Towards the Use of Graphic Organizers’. This section
presents the statements related to the other two topics: group work and self-reported

difficulties in reading in English. Some students’ perceptions are reported below.

(Student JY): I think they were different. We used to memorize. But you
showed us how to find answers on our own. Previous teachers
gave us the answer directly, but you asked us to look for it,
although we hoped that you would offer answers so that we
could pass the tests easily. If I really wanted to learn something,
I’d select your ways. But if I wanted to have high grades, I'd
choose the traditional ways. That’s for certain.

(Student HJ): I think that I have learned methods for studying English,
actually not only English but also other subjects. Even though
my English is not good now, I’ve learned a method that captures
key ideas. Now I know there are many ways to study English.
It’s useful to apply this concept to further studies. I think I’ve

made some progress now.

It is worth noting that these statements were made by two of the low-scorers.
The high-scorers pointed out that what they learned from the teaching methods was guessing.

Two extracted statements represented this body of perspectives.

(Student CY): You taught us how to make guesses from contextual clues. We
had translation before, and we didn’t need to do anything. But
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now I guess a lot. It also saves time to look up words in the

dictionary.

(Student HS): Guessing pushed me to think. I enjoyed this way of learning. I
think it suited me.

Guessing semantically from context and organizing the information parts into a complete
picture require inference and analysis (Armbruster & Anderson, 1984). The development of
these abilities is as important as the ability to recognize words and to identify grammatical
features. All reading abilities should be developed in a balanced way. This process should
begin when students first start learning English and continue throughout the later years. As
reported by the students, this process was neglected in secondary schools.

Group Work. In the present study, the students were encouraged to sit in groups in the
English class. The students found this very different from the way the learning was organized
in previous English classes. Therefore, a great deal of comment was made on this aspect of

the classroom activities. One typical statement illustrates this corpus of perspectives.

(Student YL): When I sat with my team members, I was not so nervous. It was
like playing games. We could always discuss and answer the
questions in class or complete a learning task. If I didn’t know
the answer, another student in the group could do it. We all
helped each other. We became very close.

In summary, as revealed by the interview data, the use of instructional strategies, such as
top-down processing, cooperative learning and graphic organizers provided the students with
a wide range of flexible learning strategies appropriate for both high- and low-scorers. As
suggested by cognitive learning theories, supplying students with diverse learning strategies
enhances both cognitive and affective learning (Bromley et al., 1995; National Reading Panel,
2000). However, the teaching of learning strategies alone cannot contribute to successful

learning, the use of suitable reading materials also plays a significant role.
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Perceptions of Reading Materials

Reading specialists suggest that reading topics should relate closely to the learner’s
background knowledge and experience, which play an important role in L2 reading (Day,
1994; Eskey, 1997; McDonough, 2002; Scarcella & Oxford, 1992). The textbook used in the
present study American Headway 3 (Soar & Soar, 2003), was selected carefully with these
principles in mind. Generally, the students found the topics in the textbook stimulating,
although their interest in specific topics varied. The following two statements represented the

students’ perceptions:

(Student UZ): I found some topics interesting. I learned new information. The
new information in Unit one “It’s a Wonderful World” was
interesting. Sometimes there are many new words. I looked

them up and read the texts through. I learned something new.

(Student ZY): They are interesting. I was excited when I read about pizza and
traveling. The materials are authentic. Not dull. Some of us went
on Internet to see the Arabian hotel. It looks pretty. I sent the
picture to my friends. The “Trapeze Artist” is interesting too.
The person in the text travels with the circus. I love traveling.

Compared with the materials used in secondary classrooms, the textbook in the present
study seemed difficult, as each reading unit contained a great range of vocabulary and many
unfamiliar words. However, both low- and high-scorers found the instruction interesting. In
particular, after they generated a graphic organizer, the texts were less difficult than they had

seemed to be, at first glance. This is shown in the following extracts.

(Student YY): The texts were long and the words were printed small. There
were so many words in one text and it seemed difficult to
understand. The textbook used at high school was about one
page and with large words. There were lots of long words, too. It

seemed difficult when you first saw it. But it became easy after
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the teacher explained it, especially after we have constructed a
graphic organizer.

(Student YY): The material is challenging. A little bit hard, but not too hard. I
needed to preview the vocabulary. I paid attention in class to the
teacher’s explanation of the grammar and idiomatic expressions.
I think the graphic organizer helped a lot too.

Even though the interview data revealed that the majority of students (83%) found the
reading materials interesting, the text posed a range of difficulties, particularly for the

low-scorers, as no Chinese translation was provided.

Self-reported Difficulties of Reading in English

Two major difficulties of English reading were reported by the students. One of the
difficulties was vocabulary and grammar; the other was the students’ dependence on Chinese

translation. In fact, these two issues are related.

Vocabulary and Grammar

Thirty-one students (74 %) expressed their difficulties in relation to vocabulary and
grammar when reading in English. One student (Student PS) described the problem as a
“bottle neck” for her. Following are two extracted statements representing this body of

interview data.

(Student JY): In English reading, I think it’s the vocabulary. Sometimes I
couldn’t even understand the title, as there were new words in it.
If I could understand the title, I probably knew what the topic
was about. I would try to read it by finding the sentences I knew.
Usually I skipped the ones I didn’t know, and guessed the
meaning of the content. Vocabulary is really, really difficult for
me.
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(Student UZ): In a sentence, the present tense, the present progressive tense, the
present perfect tense. You need to decide how the forms of verbs
change. Is it present tense, or past tense? The sentence becomes
so complicated. Some verbs have the same form of past tense
and past perfect tense. You have to be able to tell the difference.
It’s very confusing.

These statements indicate the major difficulties EFL learners confront when reading in
English. According to EFL specialists (e.g. Nuttall, 1996), common English words often have
more than one meaning. Learners have to select the appropriate one based on the semantic
and syntactic clues. Thirty-four students (81%) mentioned that even though they had looked
up all the unfamiliar words, the sentences did not sound right. Two of the students’ statements
are presented below. The extracts represent the perspectives of students of high and low

proficiency levels.

(Student YS): Usually I skimmed the text first. If there were new words, I made
guesses, and I continued reading to confirm the word meaning

from context. If I was not sure, I looked it up in the dictionary.

(Student YP): I looked up the words in dictionary. Since each word had many
meanings, I copied every meaning of the word in my notebook.
Then I picked the one the teacher said in the English class, and I
put it in the text. I found that words and grammar do not exist
separately, they are connected to the context of the text.

Obviously, the first statement was made by one of the high-scorers, the second was made
by one of the low-scorers. Both statements indicate that both top-down and bottom-up
processing are important during the reading process. According to the aforementioned
viewpoints, longer texts with plenty of vocabulary and complicated grammar appeared to be
difficult for the participants. This caused difficulties when the students were generating a
graphic organizer. Thirty-two students (76%) stated that the long texts, for example “Who

wants to be Millionaire. We do” were difficult. The shorter texts, such as “The Trapeze Artist”,
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were easier (see Appendix 4). However, regardless of the length of the texts, some students

requested a Chinese translation.

The Dependence on Translation

Eight students (20%) suggested that a Chinese translation of the whole text would be
helpful. Twenty-six (62%) students stated that the teacher should not provide a Chinese
translation for the whole text, except for the key words and long sentences, otherwise they

would depend heavily on Chinese translation again. Representative statements appear below:

(Student ZL): I think Chinese translation suits me. I’'m used to it. It helps me
with reading English. With translation, when I read it over and
over, then I know the word meanings. After I understand the text,
translation will not be necessary. I think graphic organizers are
like our hair styles. Long hair suits some people, while short hair
suits others. As [ am weak in English, translation is more helpful

than graphic organizers.

(Student YS): I didn’t need the teacher to provide a Chinese translation. If the
teacher provided the translation, we wouldn’t look up the words.
We wouldn’t need to remember their meaning. We became
dependent on the translation. We didn’t learn the vocabulary.
The teacher didn’t want us to learn by rote, and I did well in
tests. I did poorly at the Joint College Entrance Examination,
and that worried me when I entered college. I'm much more
confident now. I don’t like learning by rote. I try to understand
the content. I think it would be better if the teachers hadn’t
provided Chinese translations at secondary schools. We became
heavily Chinese-dependent.

It was obvious that first statement was made by one the low-scorers, the second by one
of the high-scorers. Both statements indicate that comprehension is the fundamental purpose

of EFL reading, with or without translation. A more important message conveyed by the first
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statement was that translation was utilized mainly as a means to achieve comprehension
rather than “a means to an end”, as observed by Arden-Close (1999).

In summary, successful instruction and learning with regard to EFL reading can be
attributed to multiple factors. Based on the statements mentioned above, the teacher’s beliefs
about reading and reading instruction play a dominant role in the EFL classroom. The
teacher’s beliefs about reading influence the selection of the materials and teaching methods
and also influence the interaction between classmates (Day & Bamford, 1998). As a result, the
students’ attitudes towards the use of English in their future lives are formed during their time

in EFL classrooms.
Attitudes Towards Future Use of English
The Perceived Importance of Reading

All students (100%) acknowledged the importance of reading in English. They felt that
their academic success at a tertiary level and their future career would be affected by their
fluency in English, although some students were equivocal due the difficulties they had

already confronted.

(Student YL): It’s much more important now because we are studying nursing.
We need to use English frequently, especially the medical terms.
When we work at hospitals, doctors write in English. We use a
lot of terms in English as well. We need to read journal articles
in English. If your English is not good, you’ll have a lot of
problems. If teachers require us to read English journal articles,
because the pharmacological terms are all in English, doctor
orders are in English, that will make it difficult for me. I might

give the incorrect medicine. It’s very important.
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Seventeen students (37%) stated that they were interested in English as long as they
could understand the reading passages. They were willing to learn English but lacked
effective methods for increasing their spoken and written proficiency. However, some

students were reluctant to learn English due to the past experience.

(Student JY): I like English. It sounds beautiful. I really like learning it. It’s a
great language. However, at the same time, I don’t like it
because I don’t understand it. I'd be interested in it, if I could
understand what it tries to tell me.

(Student LL): I’m reluctant to learn it. My basic English knowledge is poor.
The learning environment is not effective. I kind of hate it. I'm
afraid of it. I run away from learning English as much as I can.

As demonstrated by the three examples above, the students’ attitudes towards reading in
English varied. It seems that both the students’ English language proficiency and their past
learning experiences influenced their attitudes towards their use of English in the future. How
to provide effective cognitive strategies and an appropriate learning environment to enhance
the learners’ EFL reading abilities and to motivate them to read seems to be a never-ending

task for EFL reading teachers in Taiwan.

Attitudes Towards the Use of Graphic Organizers

In the present study, two types of graphic organizers, teacher- and student-generated,
were used as post-reading activities in a tertiary EFL reading class. Analysis of the interview
data revealed that three subthemes emerged under the theme of “learning experience” in the
present study. The subthemes were (a) the impact of graphic organizers and (b) the students’
perspectives regarding teacher- and student-generated graphic organizers, and (c) the cost of

generating a graphic organizer.
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The Effects of Graphic Organizers

All 46 students (100%) interviewed stated that they had not seen graphic organizers
before and that this was the first time that they had used this strategy in an English reading
class. All the students informed the interviewer that the use of graphic organizers as
post-reading activity was effective in helping them with EFL reading.

The students found graphic organizers useful for two main reasons. First, graphic
organizers helped them to grasp main ideas enabling them to get the gist and learn new
vocabulary. The interview data also showed that student-generated graphic organizers
promoted interaction with classmates and active thinking. However, the students also reported
that it was difficult at times to construct a graphic organizer on their own. The students’

viewpoints will be illustrated in the following sections.

Getting the Gist

All students (100%) agreed that graphic organizers were useful in grasping key ideas and
thereby helpful in understanding the gist of a text. Some students also found it novel and
interesting when graphic organizers were first used in the present study. Two extracts from the

interview data summarize the students’ viewpoints.

(Student HS): I hadn’t had that experience before. It was fun. When it was first
used in the English class, I found it helped to grasp key ideas in
the text easily, even when you hadn’t previewed the text. You
could skip unimportant information and get the gist quickly. If I
read by myself, it’s difficult to find the main ideas, especially
when the text is long and has many new words.

(Student YY): The combination of graphic organizers and text helps you to get
the gist quickly. It helps you to grasp the key ideas. I like this

way of learning. It is very useful in EFL reading. It can be more
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effective, especially when you are reading a long text. I found it

interesting.

In addition to understanding the text easily through the organized overview of the visual

display, two students pointed out that the effect of graphic organizers was to show them the

parts they did not understand and focus their attention to those parts.

(Student CM):

(Student SW):

Graphic organizers show you the key points in a text. The
important words are placed in the boxes. It is useful to help you
pay attention to the vocabulary, idioms or main ideas that you
don’t know.

It’s good to use graphic organizers in English reading, as it
shows you the parts you are not familiar with. I don’t think you
need to use it in Chinese. We understand Chinese texts already.
It’s useful to apply it in English reading. It helps you focus on
the parts you don’t understand.

It is important to note that the above four statements were made by both high- and

low-scorers. Their statements indicate that graphic organizers seemed to be perceived as

effective strategies by both high- and low-scorers.

Overcoming Language Barriers

One of the students (Student HT) stated the graphic display reduces language barriers in

EFL reading by omitting unimportant vocabulary and grammatical features.

(Student JY):

I think graphic organizers are great. A graphic organizer omits
things like grammar and many words. Some sentences are long
and complicated. It decreases the difficulties caused by these
things. It shows you directly the key points. Some words are
omitted. Therefore, I find the strategy great.
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By displaying key ideas in an organized manner and thereby omitting the less important
information in a text, graphic organizers help to make a text more comprehensible (Tang,

1992).

Enhancing Vocabulary [ earning

In addition, the students also found graphic organizers very useful when it came to
learning vocabulary. In the following extracts are three different viewpoints drawn from

fifteen students’ (33%) comments.

(Student LL): It’s easier with graphic organizers. You don’t need to memorize
every word. You recognize the word meaning when you see it,
not like we used to do before, only memorization. Sometimes it
took me a long time to recall the word meaning. There wasn’t
any clue to make associations. But now when you see the words,
you can guess the meaning of them and often the next word as

well.

(Student CM): It used to take me a long time to memorize vocabulary. It’s
much faster now. You know the meaning and you know how to
sound them out. The words are chunked in groups. It’s easier to

remember them.

(Student WZ): The words are placed in boxes, and the boxes are connected by
lines. It helps you to think of the words by linking one to another.
I still remember plenty of words now.

The above statements represented the students’ viewpoints of the general effects of
graphic organizers in EFL reading. In the present study, two types of graphic organizers were
used, teacher- and student-generated. Hence, the following section will present the students’

comments on the use of these two types of graphic organizers.
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Perspectives of Student-generated Graphic Organizers

All of the students expressed the opinion that there was a great difference between the
teacher- and student-generated graphic organizers. The students found the graphic organizer
to be a more useful strategy when they constructed their own. Before they started to map, it
was necessary for them to understand the text, to find out key ideas and to understand the
relationships between these ideas. After that, they were able to organize them in a proper order.
During the process, they were more actively involved in comprehending the content of the
text. As a result, the mapping process also promoted thinking.

However, the use of student-generated graphic organizers was not without some
disadvantages and difficulties. Some of the students found that mapping on their own
consumed too much time, whereas some others found the time spent worthwhile. The
difficulties they encountered centered on finding key ideas and creating linking words or
phrases. The key factor that caused difficulties in constructing a graphic organizer
independently was the students’ difficulty in reading English. The students’ comments will be

presented in the following sections.

Enhancing Reading Comprehension

The main reason why student-generated graphic organizers were more useful in
promoting comprehension was that the students needed to understand the content of the text

before they started to map. The students’ perceptions are summed up in the following:

(Student PS): You need to figure out the word meanings and grammatical
features that you don’t know. If you don’t understand them, you
can not map. After you find out the key ideas, and organize them,

the text becomes crystal clear.
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Studies have pointed out that students learn in a rather passive way when the graphic
organizers are constructed by the teachers (Askov, 1990). When learners are required to
construct their own graphic organizers, it promotes better comprehension as learners are
forced to get involved in reading process more actively. Consequently, the result is more

beneficial to the learners (Barron & Schwartz, 1984).

Interaction Between Classmates

More than half of the students (70 %) stated that it was difficult when they constructed
their first graphic organizer without teacher intervention. It was necessary to exchange ideas
and see how other students constructed their maps. However, the activity promoted discussion
amongst the students and made the mapping task more manageable. The students’ views are

made quite clear in each of the following extracts.

(Student LL): It was difficult when we constructed the first one on our own.
We discussed this with one another in the group One student in
our group took charge of the mapping. We discussed the work
together. Sometimes you felt it was not right, and sometimes you
got stuck. Then you needed other students’ opinions to get
through the barriers. You couldn’t complete it alone. It was very
different from previous learning. We used to study individually,
memorizing words and texts. But now we have to work out a
problem together. We could be creative too.

(Student JY): It was difficult when we did the first one by ourselves. We
worked together to finish the first map. I think English is
something you need to sit together and discuss. You couldn’t
complete a map on your own. When we were discussing during
the mapping process, we put together the words we knew. You
knew 10 words, I knew 15 words, and she knew 10 words.
There was a lot when these words were added up together. We
asked one another for help. I do think discussion and interaction
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are important in learning English. Then I understood what the

content was about. It was not difficult to map if we worked in

groups.

As revealed by these statements, the students experienced a different way of learning
through generating a graphic organizer independently. Student-generated graphic organizers
promoted cooperative learning and active learning. In addition to that, constructing a graphic
organizer allowed the students to be creative, as no standardized answers were provided. One

student (Student WT) described the mapping process as very “challenging”.

Promoting Thinking

The third aspect of student-generated graphic organizers was their ability to promote
thinking, as reported by eighteen students (39%). They stated that, in the previous reading,
learning thinking was not required, as the Chinese translation was provided. Even with
teacher-generated graphic organizers in the first stage of the present study, they did not need
to think actively because a framework for the text content was presented. Students

commented on this aspect of the learning in the following way.

(Student HC): When you mapped on your own, you needed to read the text
carefully. You needed to think about what the text was trying to
tell you. Then you started to put the ideas into the map. We used
to have translations before. Then we knew the meaning of the
text and memorized it. That was easy. You didn’t need to think.
But mapping was very different. It took me two hours to finish
my part, which was one paragraph in the unit of “Millionaire”. It
was difficult. It took me a long time to think. I revised it over
and over. After I finished it, I found it worthwhile. A sense of
achievement. It helped less proficient students like me. The

completed organizer showed me the main ideas clearly.



Chapter 6: Qualitative Results 145

(Student HJ): You taught us not to look up words as soon as we saw one.
Graphic organizers encouraged us to guess word meaning from
context. It helped with inferring and promotes thinking. I've
never guessed meaning from context before, as word meanings

and translation in Chinese were provided.

It is interesting to note that the first statement was made by a low-scorer, the second by a
high-scoring student. Regardless of the students’ English proficiency levels, these statements
reveal that inferring and thinking were seen by the students to play an important role in

reading comprehension.

The Drawbacks of Generating Graphic Organizers

Even though the use of graphic organizer was effective in several ways, it was not
without disadvantages and difficulties. In the following section, the students commented on
the disadvantages and difficulties they experienced during the process of generating a graphic

organizer.

Time-consuming

Twelve students (22%) stated that organizing a text graphically took effort and consumed
a great deal of time. Interestingly, however, other students (78%) thought it was worth the
investment of time and effort. Here are two statements representing the opposing

perspectives.

(Student UZ): It took me a great deal of time to think about the linking words
and to find the key ideas and how they were related. If you
didn’t do it well, you felt frustrated, as the result might not be
satisfying after you had spent so much time on it. I had other
subjects to study. It was a good method. It was ok if we didn’t

have tests or exams. If we did, I wouldn’t want to do it.
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(Students MF): At first I found it complicated when we were mapping on our
own. Later it was fun. Because you had to read through the text
very carefully, then you were able to map. If you could complete
a map that meant you already understood the text. You got a

sense of achievement.

One student (Student SC) stated “It took time to think.” This supports studies
demonstrating that the mapping process can be conceptually demanding as it involves active
thinking and thinking takes time. The time required for the mapping process may have been
one of the difficulties for the participants as they had twelve other subjects to study other than
English.

Although the two statements reported contradictory views on student-generated graphic
organizers, both of them indicated that generating a graphic organizer required a lot of
preparation. It took time to figure out word meanings and also to read the text over and over
to understand the content. It also took time to search for key ideas and linking words and to

integrate them systematically.

Difficulties with Linking Words

Most students (88%) pointed out that finding key words and linking words was difficult.
Several students (12%) stated that linking words were more difficult to find since sometimes

they had to paraphrase or create appropriate words. Here is a typical statement.

(Student MY): I could grasp the key ideas, but linking words were sometimes
difficult. If there was a key point in one paragraph and another
one in the next paragraph, then you needed to create the
appropriate linking words. Sometimes it was difficult.

In summary, the students’ overall attitudes towards the use of graphic organizers in an

EFL reading class were positive, although there were some difficulties when they generated
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one on their own. Considerable time and effort investment was necessary to complete a map.
Hence, it is not surprising that one student (Student HS) pointed out that it was a great
achievement to complete a satisfactory map. What touched the researcher was that the
students tried their best to finish the mapping task even though they lacked sufficient time to

construct a sophisticated graphic organizer.

Summary

The analysis of the interview data indicates that there were advantages and disadvantages
regarding the use of graphic organizers in the EFL reading class. Students reported that they
appeared to derive greater benefit from the use of student-generated graphic organizers.
Furthermore, they reported their favorable response to the reading materials used in this study.
Comparing the students’ previous EFL reading learning experience to the experiences they
had with graphic organizers in the present study, the interview data provided insights into the
students’ perceptions. The students found the learning strategy of graphic organizers not only
novel, but also more effective in promoting reading comprehension than the
grammar-translation method. Most significantly, the students were more actively involved in
the learning process than they had been in contexts that promoted the grammar-translation

method.
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CHAPTER 7

DISCUSSION AND CONCLUSIONS

“Change is a gradual, sustained process.” (Millet, 2000, p. 115)

The purpose of the present study was threefold. The first purpose was to investigate the
effects of the different, but parallel, forms of graphic organizers, teacher- and student
generated, on tertiary students’ EFL reading comprehension in a Taiwanese tertiary context.
The second purpose was to explore the effects of the two different graphic organizer strategies
on participants’ attitudes towards reading in English. Finally, this study examined the
participants’ attitudes towards the use of the two graphic organizers in the EFL reading class.

Accordingly, this chapter consists has been divided into three major sections. Each

section consists of several subsections regarding the hypotheses.

Reading Comprehension

Summary of Findings

A number of important findings emerged from this section of the study. First, significant
difference was found between the scores obtained in Pre- and Post-reading Comprehension
Tests. The Pre-reading Comprehension Test was employed after the use of teacher-generated
graphic organizers, which the Post-reading Comprehension Test was conducted after the use
of student-generated graphic organizers. In addition, significant difference was found when a
comparison between high- and low-scorers’ reading comprehension outcomes was made. The
results indicated that the high-scorers surpassed the low-scorers in both reading

comprehension tests.
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The second finding referred to the participants’ attitudes towards reading in English at
three stages of the study: the pre-treatment stage, after the teacher-generated graphic
organizers and after the use of student-generated graphic organizers. No significant difference
was found regarding the students’ attitudes towards reading in English between the pre-
treatment stage and after the use of teacher-generated graphic organizer. However, significant
difference between attitudes was found to the use of teacher- and student-generated graphic
organizers. Moreover, the results showed that the attitudes of high- and low-scorers towards
reading in English varied.

In relation to the students’ attitudes towards the use of the two types of graphic
organizers in EFL reading, to the researcher’s surprise, no significant difference was found.
The following section presents a summary of the hypotheses postulated in Chapter 3 and the

quantitative and qualitative results reported in chapter 5 and 6.

Hypothesis 1.1 stated that there would be a significant difference between the use of

teacher- and student-generated graphic organizer on participants’ reading comprehension,

as measured by the Pre- and Post-reading Comprehension Test.

As shown in the quantitative results, this hypothesis was supported (t = 8.66, p <. 001,
df = 49). This result was consistent with emerging empirical evidence that supports the use of
graphic organizers in instruction to promote reading comprehension in both L1 (Alvermann,
1981; Boyle & Weishaar, 1997; Gobert & Clement, 1999; Horton et al., 1995) and 1.2 (Huang,
2004; Jau, 1998; Kro, 2003; Tang, 1992). The analysis of the interview data provided rich
data through which to interpret the effects of student-generated graphic organizers on reading

comprehension.
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1.  The student-generated graphic organizers required active participation in the
reading process. According to Alvermann (1981), Anderson and Armbruster
(1984), Barron and Schwartz (1984), and Tang (1992), student-generated graphic
organizers require the students’ active engagement in the text in order to portray
the pertinent ideas and relationships between these ideas into a holistic picture.
Accordingly, this process assists or forces the learners to attend to or analyze the
semantic content. This in turn leads to a deeper and more sustained level of
comprehension of the reading materials.

The interview data supported these perspectives. The students reported that they
needed to read through the text over and over to understand it in order to identify
key ideas and their relationships in preparation for generating a graphic organizer
independently. Moreover, during mapping, thinking was necessary in order to
arrange the ideas and the relationships in a proper order. As a result, the completed
graphic organizer was an extract of information contained in the text content. This
provided a good review.

The students’ viewpoints corresponded with those of Long and Aldersley (1984),
who concluded in their study on hearing-impaired students, that the effect of
networking was to assist less English proficient learners to “identify important
concepts when reading and summarizing the gist of passage” (p.

109). Consequently, the visual representation of the reading materials promoted
knowledge acquisition, storage, and retrieval.

In contrast to student-generated graphic organizers, teacher-generated organizers
may decrease the amount of student effort expended on the learning task, as
suggested by Simmon, Griffin, and Kameenui (1988). This perspective was also

supported by the interview data when the students suggested that teacher-
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generated graphic organizers might result in passive learning as they waited to be
fed with the right answers.

2.  The graphic organizer reduced language barriers by focusing on
important information, omitting extraneous information and decreasing
grammatical difficulties (Tang, 1992). This provided “comprehensible input for
students who learn English as a second language” and helped low proficiency
learners to overcome language difficulties via a form they could handle more
easily (Tang, 1992, p. 190).

3. The student-generated graphic organizer promoted vocabulary learning.
This result was consistent with the findings of Barron and Schwartz (1984).
According to Barron and Schwartz, the mapping procedure provides “a structure
whereby students simultaneously reviewed and relearned vocabulary concepts” (p.
285). Additionally, according to schema theory, knowledge in human memory is
stored in a networking manner, in which all concepts or schemata are interrelated
(Holley & Dansereau, 1984; Kintsch, 1978; Novak & Gowin, 1984). The
advantages of the network with interrelated concepts facilitate association and

inference (Anderson, 1978, 2004; O’Malley & Chamot, 1990).

Hypothesis 1.2 stated that there would be a significant difference between teacher- and

student-generated graphic organizers on high-scorers’ reading comprehension as

measured by the Pre- and Post-reading Comprehension Test.

Hypothesis 1.3 stated that there would be a significant difference between teacher- and

student-generated graphic organizers on low-scorers’ reading comprehension as

measured by the Pre- and Post-reading Comprehension Test.
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The quantitative data analysis demonstrated that significant difference was found for the
high-scorers’ Pre-and Post-Reading Comprehension Test (t = 6.96, p <.001, df = 26).
Similarly, significant difference was also found for the low-scorers’ Pre- and Post-Reading
Comprehension Test (t = 5.57, p <.001, df = 22). The results indicated that the student-
generated graphic organizer facilitated reading comprehension of both the high- and low-

SCOrers.

Hypothesis 1.4 stated that there would be a significant difference between high- and low-

scorers’ reading comprehension after the use of teacher-generated graphic organizers, as

measured by the Pre -reading Comprehension Test.

Hypothesis 1.5 stated that there would be a significant difference between high- and low-

scorers’ reading comprehension after the use of student-generated graphic organizers, as

measured by the Pre -reading Comprehension Test.

The quantitative results indicated the effect of “language competence ceiling” (Clarke,
1979) that prohibited the low-scorers from surpassing the high-scorers. In other words, the
students with better English language proficiency significantly outperformed the low-scorers
on the Pre-Reading Comprehension Test (t =2.93, p <. 01, df = 48) and Post-Reading
Comprehension Test (t = 3.08, p <.01, df = 48).

The qualitative data analysis revealed that the majority of the students (74%),
particularly the low-scorers, reported vocabulary difficulties as the major barrier to
comprehension of text. This result was congruent with previous studies of L2 learning, such
as Koda (1992, 1996), Haynes and Baker (1993), Gan et al. (2004), Huang (2004), and Park
(2004). The findings of these studies pointed out that for L2 learners, vocabulary played a

critical role in reading comprehension. Hsueh-chao and Nation (2000) suggest in their study
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that if the threshold is below 80% vocabulary coverage, comprehension will be difficult.
Additionally, Gan et al. (2004) reported in their study that all of the unsuccessful EFL Chinese
college students indicated that the major difficulty they had with reading was related to
knowledge of vocabulary.

Therefore, the students emphasized in the interviews that it was very important that the
teacher provided a vocabulary list, which covered at least the key words or phrases in the text,
and explained the word meanings in the class. The students further commented that if they
had a general idea of what the reading passage was about, it would help them to guess or
predict words and to identify adequate word meanings in a dictionary. This perception was
consistent with the perspectives of L2 reading specialists, who have emphasized the
importance of pre-teaching unfamiliar vocabulary to provide word definitions, particularly,
when the learners are less proficient (Carrell, 1988a; Cross, 1991; Grabe, 1995; Nation, 2005;
Rost, 2005).

In addition, 20% of the low-scorers requested a Chinese translation to help them
understand the meaning conveyed in the text. The result was congruent with the findings in
Saito and Ebsworth (2004). According to Oxford (1990), translation can foster comprehension
when it is used as one of the cognitive strategies at early stage in language learning. However,
research has suggested that translation can also do harm to students’ L2 learning when it
becomes the method that language learners rely on heavily (Field, 1984), and turns out to be
“a means to an end” (Arden-Close, 1999). Nuttall (1996) comments that it is an inappropriate
kind of help if teachers translate the target language into the mother tongue as the students
may view their role as passive receivers. The issue of how to use translation appropriately in
an L2 classroom probably requires further investigation.

In summary, the findings in the present study reported that the student-generated graphic
organizer encouraged better reading comprehension than did the teacher-generated graphic

organizers. As suggested earlier in this chapter: (a) student-generated graphic organizers
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involve the learner’s active engagement in the learning; (b) completed organizers provide a
summary of the learning material; (c) for L2 learners a graphic organizer decreases extraneous
information and grammatical difficulties; and (d) student networking assists with association

and inferencing, rather than rote learning.

Attitudes Towards Reading in English

The theoretical model of the present study was based on Day and Bamford’s (1998)
Second Language Reading Attitude Model. The quantitative data was collected via Hung’s
(2000) English Reading Attitudes Questionnaire (ERAQ). The questionnaire was
administered three times: as a Pre-, Mid-, and Post-ERAQ. The qualitative data was collected

through semi-structured group interviews.

Summary of Findings

The comparison of the pre- and mid-English reading attitudes questionnaire (ERAQ) did

not show any significant difference, whereas the comparison of Mid- and Post-ERAQ showed

significant difference. The interview data analysis provided probable explanations.

Hypothesis 2.1 stated that the teacher-generated graphic organizers would have a

significantly positive impact on all participants’ attitudes towards EFL reading when
compared to none use of graphic organizers as measured by the English Reading Attitude

Questionnaire.

The comparison of the Pre-English Reading Attitudes Questionnaire (ERAQ), which was

administered at the pre-treatment stage, and the Mid-ERAQ, which as employed after the
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teacher-generated graphic organizers, revealed no significant difference between the two
variables (F = .58, p > .05). The qualitative results showed that the teacher-provided
organizers offered a good summary of the reading passage. Furthermore, the students
emphasized the importance of the teacher’s modeling and guided practice prior to the
independent application. However, the disadvantages of teacher-provided organizers were

passive learning and the risk of memorizing the teacher’s organizers.

Hypothesis 2.2 stated that the student-generated graphic organizers would have a

significantly positive impact on all participants’ attitudes towards EFL reading when
compared to the teacher-generated graphic organizers, as measured by the English

Reading Attitude Questionnaire.

The quantitative results showed significant difference (F=4.16, p <. 001) regarding the
participants’ attitudes towards reading in English after using teacher- and completing student-
generated graphic organizers. The qualitative data analysis provided explanations for this
significantly positive change. The most important reason was the linking of cooperative
learning with graphic organizers. The interview data revealed that generating a graphic
organizer independently enhanced active learning, while discussion with fellow students
promoted problem solving.

The qualitative results can be summarized in the following way:

1.  During the discussion everybody had something to contribute. Several students
acknowledged that English learning should be an active activity filled with
exchange of ideas and interaction with classmates.

2. Discussion fostered thinking. The students stated that they did not need to think

when translation was provided. In contrast, in the present study, the students found



Chapter 7: Discussion and Conclusions 156

that reading in English involved active thinking.

3. Discussion decreased classroom tension and anxieties about learning, and
thereby increased the interest in learning. The students stated in the interview that
it was difficult to generate a graphic organizer independently, particularly if the
text was long. Discussion made the learning task easier to handle and
supported comprehension. After a graphic organizer had been completed, the
students felt a sense of achievement. This, in turn, motivated the students to learn

intrinsically. The results were consistent with the work of Governale (1997).

Even though research has urged the use of linking graphic organizers and cooperative
learning to promote learning attitudes (Avery & Avery, 1994; Bromley et al., 1995; Egan,
1999; National Reading Panel, 2000), few empirical studies have been conducted in an 1.2
context to examine the effects of linking cooperative learning and graphic organizers in the
EFL context. The results shown in the present study provided empirical support for the
positive impact of linking graphic organizers and cooperative learning on the students’
attitudes towards reading in English at a tertiary level. However, the findings are inconclusive

due to the small sample in the present study. Further evidence for the results is still required.

Hypothesis 2.3 stated that the teacher-generated graphic organizers would have a
significantly positive impact on high-scorers’ attitudes towards EFL reading when
compared to none use of graphic organizers, as measured by the English Reading

Attitude Questionnaire.

Hypothesis 2.4 stated that the student-generated graphic organizers would have a

significantly positive impact on high-scorers’ attitudes towards EFL reading when

compared to teacher-graphic organizers, as measured by the English Reading Attitude
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Questionnaire.

The comparison of the high-scorers’ Pre- and Mid-ERAQ did not show any significant
difference (F = 22, p > .05). This indicates that teacher-generated organizers did not affect
these students” attitudes towards reading in English. The probable reason, as suggested by the
relevant literature (Anderson, 1991; Arden-Close, 1993; Carrell, 1989; Carrell, Carson, & Zhe,
1993), was that these students had already applied various strategies when reading, so that the
graphic organizer was just one of a number of strategies available to these students.

However, these students’ attitudes towards reading in English had significantly positive
change after the use of student-generated graphic organizers (F = 4.22, p <. 01). The analysis
of the interview data showed that these students found that the top-down processing strategies
such was predicting and guessing were useful in English reading as they did not like rote
learning. However, active strategies had not been modeled or demonstrated in secondary

schools.

Hypothesis 2.5 stated that the teacher-generated graphic organizers would have a

significantly positive impact on low-scorers’ attitudes towards EFL reading when
compared to none use of graphic organizers, as measured by the English Reading

Attitude Questionnaire.

Hypothesis 2.6 stated that the student-generated graphic organizers would have a

significantly positive impact on low-scorers’ attitudes towards EFL reading when
compared to the teacher-graphic organizers, as measured by the English Reading Attitude

Questionnaire.

Similarly to the quantitative results of the high-scorers’ attitudes towards reading in
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English at the three stages, the analysis of the quantitative data of the low-scorers’ Pre- and
Mid-ERAQ did not show any significant difference (F = 1.52, p > .05), whereas the
quantitative analysis of the Mid- and Post-ERAQ indicated significant difference (F = 3.83, p
<.01).

The analysis of the interview data revealed that the students were used to memorizing the
teacher-provided graphic organizers and learning English in a rather passive manner. The
significantly positive impact of student-generated graphic organizers was mainly due to the

linking of cooperative learning and student-generated graphic organizers.

Hypothesis 2.7 stated that there would be a significant difference between high- and low-

scorers’ attitudes towards EFL reading at the initial stage when none use of graphic
organizers, were employed as measured by the Graphic Organizers Attitude

Questionnaire.

The quantitative data analysis of the high- and low-scorers’ Pre-ERAQ showed
significant difference (F = 4.08, p <.05, df = 1,48). The results indicated that the low-scorers
had significantly less positive attitudes towards reading in English prior to the treatment.

The qualitative data analysis revealed abundant information regarding the students’
reading experience in the past. These students’ experiences were closely correlated with the
teaching methods and the teachers’ support and approachably in secondary schools. Such past
experiences had not only influenced the students’ and their attitudes towards reading in
English at the tertiary level, but also their attitudes towards the use of English in the future.

According to the interview data, all of the low-scoring students reported unpleasant
learning experiences due to either the teaching styles or the teachers’ attitudes towards
individual students in secondary schools. The negative experiences had significant impact

on the low-scoring students’ attitudes towards English reading. The results were congruent
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with several studies, including Gan et al. (2004) and Hung (2000).

Yoshimura (2000) suggests that students usually have an intense interest in learning
English at the beginning stage. Gradually, they lose interest due to the monotonous teaching
methods of grammar and translation. Gan et al. (2004) reported in their study that the
unsuccessful students found that the boredom of the traditional teaching style and low-level
support of the teachers caused “a sense of helplessness and loss of confidence” (p. 236). This
learned helplessness had significantly affected not only on the students’ self-esteem, but also

their attitudes towards learning English.

Hypothesis 2.8 stated that there would be a significant difference between high- and low-

scorers’ attitudes towards EFL reading after the use of teacher-generated graphic

organizers, as measured by the Graphic Organizers Attitude Questionnaire.

Hypothesis 2.9 stated that there would be a significant difference between high- and low-
scorers’ attitudes towards EFL reading after the use of student-generated graphic

organizers, as measured by the Graphic Organizers Attitude Questionnaire.

The quantitative results reported that no significant difference was found between the
high- and low-scorers’ attitudes towards English reading after the implementation of the
graphic organizer strategy (F = .41, p> .05, df = 2.47).

The results indicated that the use of graphic organizers significantly improved the low-
scorers’ attitudes towards English reading. Likewise, the analysis of the qualitative data
reported similar results. However, the findings of the present study are inconclusive. Further
empirical support is still required.

In summary, data analysis for the present study revealed that learners’ reading attitudes

were closely correlated with classroom environment (Day & Bamford, 1998), especially in
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the EFL context where language input and exposure to reading are limited (Yoshimura, 2000).
The teachers’ styles, the teaching strategies, learning activities and materials all affect the
learners’ attitudes towards reading in an L2. Positive experiences in the classroom encourage
intrinsic motivation towards L2 reading. In contrast, unfavorable experiences may result in a

loss of interest or even very negative attitudes towards reading in English.

Attitudes Towards the Two Types of Graphic Organizers

The analysis of the quantitative data did not show any significant differences between
the students’ attitudes towards the teacher- and student-generated graphic organizers. The

analysis of qualitative data provided possible explanations for the results.

Summary of Findings

This section discusses the students’ attitudes towards the use of the two types of graphic
organizers in the EFL reading class. The results of quantitative analysis did now show any
significant difference overall, nor did the comparison of the attitudes of high- and low-scorers.
The analysis of the qualitative data provided possible explanations for the lack of significant

differences in these areas.

Hypothesis 3.1 stated that there would be a significant difference in all participants’

attitudes towards the use of teacher- and student-generated graphic organizer, as

measured by the Graphic Organizers Attitude Questionnaire.

The quantitative results reported that no significant difference was found regarding the

participants’ attitudes towards the use of teacher-and student-generated graphic organizers
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(t=.29, p> .05, df = 49).

Hypothesis 3.2 stated that there would be a significant difference in the high-scorers’

attitudes towards the use of the two types of graphic organizers, as measured by the

Graphic Organizers Attitude Questionnaire.

Hypothesis 3.3 stated that there would be a significant difference in the low-scorers’

attitudes towards the use of the two types of graphic organizers, as measured by the

Graphic Organizers Attitude Questionnaire.

The quantitative data analysis showed no significant difference between the high-scorers’
attitudes to the two types of graphic-organizers (t = .19, p > .05, df =,26); nor was any
significant difference found between low-scorers’ responses to the two different graphic

organizer strategies (t=.21, p > .05, df =,22).

Hypothesis 3.4 stated that low-scorers’ responses to teacher-generated graphic organizers

would be significantly different from that of the high-scorers, as measured by the

Graphic Organizers Attitude Questionnaire.

Hypothesis 3.5 stated that low-scorers’ responses to student-generated graphic organizers

would be significantly different from that of the high-scorers, as measured by the

Graphic Organizers Attitude Questionnaire.

Although comparison of the mean scores shows that low-scorers’ responses to the two
graphic organizer strategies were slightly higher than those of the high-scorers, no significant

differences were found between the high- and the low-scorers’ responses to the teacher-



Chapter 7: Discussion and Conclusions 162

generated (t = .87, p > .05, df = 48) and student-generated graphic organizers (t = .38, p > .05,
df = 48).

These results, as revealed in the interview data, can be attributed to the cognitive load
caused by language difficulties, the mapping process, and time constraints in producing a
satisfactory map. The students pointed out that repeated reading and thinking were necessary
before and during the process of mapping. In addition, constant revisions were required.
Therefore, the process could sometimes be frustrating for some students. It is not surprising to
find that some students wanted to study in their own ways instead of using a graphic organizer
and a more group-oriented method of learning.

Furthermore, all students mentioned the importance of constant practice in mapping
techniques. The students claimed that the mapping techniques were not difficult after they had
captured the principles of mapping. They could easily construct an organizer with a text
written in Chinese. Consequently, several students, especially the low-scoring students found
the graphic organizer strategy very helpful when they used it to study Chinese subjects, such
as Introduction to Nursing, Anatomy, and Physiology. They could easily transfer the skills to
studying Chinese. The result of this transfer effect was consistent with Griffin, Malone, and
Kameenui (2001). In the present study, the students transferred the mapping strategy across
disciplines.

In summary, the students’ attitudes towards the two types of graphic organizers were not
significantly different. The possible reasons for this were the cognitive load caused by the
mapping procedure, and the difficulties of the reading passages. The students suggested that
sufficient time to think and revise was vital for completing a satisfactory organizer. However,
the interview data analysis depicted the transfer effect of the graphic organizer strategy and

this alone made the strategy one worth taking seriously in all EFL contexts.
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Limitations of the Present Study

The present study was limited in terms of its size and composition as the participants
were female students and drawn from freshmen of one technological educational system
(TVES) college in Taiwan. Therefore, caution is warranted in generalizing from these results

to other colleges or universities.

CONCLUSIONS

Research into reading comprehension supports the interactive view of reading in both L1
and 1.2 to achieve reading comprehension. The process involves the interaction between the
reader and the text as well as the interaction between bottom-up and top-down strategies. The
graphic organizer is a strategy that supports the interactive model of reading.

According to cognitive psychologists, the graphic organizer falls under the rubric of
schema theory (Anderson & Pearson, 1984; Barron, 1969; Dye, 2000; Pehrsson & Denner,
1989). The graphic representations mimic the cognitive view of how information is structured
in a networking fashion in the memory (Bromley et al., 1995). This network helps the learners
to focus on important information (Bromley et al., 1995) and to select, organize, and integrate
important information into a coherent state (Mayer, 1989, 1996).

Moreover, research in both educational and cognitive psychology, supports the use of
graphic organizers in reading. Visual learning techniques stimulate a dual coding effect, which
allows students to comprehend more information, associate it with other ideas and incorporate
new insights into their prior knowledge. As a result, learning will be easier when information
is dually coded by using both visual and verbal modes (Darch & Carnine, 1986; Mastropiero
& Scruggs, 1997).

Graphic organizers have been viewed as both cognitive and language tools. As cognitive
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tools, a graphic organizer summarizes information and ideas in the text (Pehrsson & Denner,
1989). As language tools, the graphic organizer not only emphasizes semantic relationships
but also offers opportunities for the learners to exercise the use of language (Pehrsson &
Denner, 1989). Hence, it has been suggested that less successful learners obtained greater
benefit from graphic representations (Holley et al., 1979; Holley & Dansereau, 1984; Long &
Aldersley, 1984; Mayer, 1989; Mastropiero & Scruggs, 1997; Sinatra et al., 1984).

The graphic organizer has two different, but parallel, types: teacher-generated and
student-generated. Each has different functions and effects on learning. Graphic organizers
can also be flexibly implemented at different stages of learning. However, research has
pointed out that graphic organizers yield greater positive learning outcomes when used as
post-reading activities and generated by the students. This involves not only the students’
active engagement in the reading process but also produces a visual display of learned
vocabulary and knowledge.

In recent years, research on graphic organizers has recommended the use of linking
cooperative learning and graphic organizers to enhance cognitive and affective learning
(Avery & Avery, 1994; Baxendell, 2003; Bromely et al., 1995; Egan, 1999; Irwin-DeVitis et
al., 1999). If this is undertaken, students will benefit from some of their more knowledgeable
peers providing scaffolding to support their understanding (Pehrsson & Denner, 1989;
Pressley & Hilden, 2002).

Based on the above theoretical notions, the researcher conducted the present study in the
hope that student-generated graphic organizers as a post-reading activity enhance TVES
tertiary students’ EFL reading comprehension and improve their attitudes towards reading in
English.

The present study has added to the literature of L2 reading in three important ways. First,
this study involves students in a classroom environment of EFL reading to investigate the

effects of graphic organizer on reading comprehension in an EFL college reading class. The
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result indicated that the student-generated graphic organizer, which has been proven effective
for L1 students, can be successfully applied to an EFL college reading class with students of
diverse English levels. From this study, it was found that EFL college students overall reading
comprehension ability was significantly improved after they had been trained to use the
graphic organizer strategy. The results of the present study provided support for the
educational value of the student-generated graphic organizer strategy in the EFL college
reading class.

However, the results of the statistical analysis suggested that, using the same reading
passages, the high-scorers performed significantly better that the low-scorers on the two
reading comprehension tests. A “language competence ceiling” effect (Clarke, 1979) was
found in the present study. Therefore, it is not surprising that learner’s proficiency level plays
an important role in the comprehension of L2 reading texts. This finding was consistent with
current research, which suggests that L2 learners’ reading ability in English is closely related
to their level of proficiency in that language.

The present study fills a gap in the literature on graphic organizers in that it explored the
effects of two types of graphic organizers on EFL college students’ attitudes towards reading
in English. The results indicated that the use of the student-generated graphic organizer
strategy was effective in improving the students’ attitudes towards reading in English, in
particular, the attitudes of struggling readers. Research has noted that the linking of
cooperative learning and graphic organizers can motivate learning. Few studies have been
conducted in an L2 context regarding this issue. The findings in the present study provided
preliminary evidence. However, the result is somewhat inconclusive, as more empirical
support for the findings of the present study is necessary.

Finally, an added dimension of the present study was the attempt to investigate the
students’ attitudes towards the use of the two types of graphic organizer strategies in an EFL

college reading class. To the researcher’s surprise, the quantitative results did not show any
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significant difference. The analysis of the qualitative data suggested that language difficulties,
the cognitive load taken on during the mapping process, and time constraints may be the
factors affecting the students’ attitudes towards the use of student-generated graphic
organizers in an EFL reading. However, the students’ general attitudes towards the use of
graphic organizers were positive. In addition, the majority of students also supported the idea
that heavy investment in time and effort was worthwhile.

In spite of the above contributions, the present study is not without its limitations. The
first limitation was the small sample. Even though the findings of the present study provided
valuable information about a college EFL reading class, the results are inconclusive. A close
examination of the effects of graphic organizers on EFL reading in comparison with other

reading comprehension strategies is required.

PEDAGOGICAL IMPLICATIONS

The findings derived from the present study may provide several pedagogical
implications for EFL reading instruction and learning.

First, the student-generated graphic organizer as a post-reading activity is an effective
strategy to foster tertiary students’ EFL reading comprehension as the mapping process
incorporates the bottom-up and top-down approaches. This assists the students’ metacognitive
learning of summarizing and getting the gist of the text rather than relying on memorization
and Chinese translation. Researchers have remarked that this global understanding facilitates
intrinsic motivation (Alderson, 2000).

Secondly, the linking of cooperative learning and student-generated graphic organizers
improved the students’ attitudes towards reading in English. Discussion and interaction with
classmates not only creates a less tense learning climate in the classroom, but also enhances

self-esteem.
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In addition, group-work can serve as an alternative to the problem of large class sizes in
Taiwan. From the Vygotskian point of view, social interaction plays a significant role in
individual cognitive development (Vygotsky, 1978). Students learn to participate in learning
activities that fall within their zone of proximal development (Vygotsky, 1962).

Thirdly, as indicated by research that high school students in Taiwan were not familiar
with spatial learning strategies (Hsu, 2000), the training procedure plays an important role in
the success of incorporating this strategy into a repertoire of teaching and learning strategies.
Therefore, the purposes and the value of graphic organizers should be explicitly explained to
students. In addition, the sequence of the teacher’s modeling, guided practice, and
independent application should be followed with great care. Researchers suggest that the
students’ work first in small groups in order to construct graphic organizers via cooperative
learning and with the teacher acting as a facilitator. It is also important to note that constant
feedback to the students is necessary.

Fourthly, as can be seen, graphic organizers also increase the interaction between the
teacher and the students. This helps the teacher to appreciate the difficulties his/her students
confront and to provide adequate assistance in alleviating these difficulties. Students no
longer face their problems by themselves and no longer take full responsibility of their failure.
The students and the teachers work together to solve problems. This creates positive outcomes
for both teacher and learners.

Finally, as Grabe (2002) asserts, “reading efficiency is dependent on rapid and automatic
word recognition and a large recognition vocabulary, extensive exposure to L2 texts through
reading is the only learning option available to L.2 students” (p. 56). EFL reading teachers
should encourage the students’ engagement in extensive reading to increase the time and
amount of exposure to the target language. However, it is worth noting that as by Nuttall
(1996) remarked, L2 readers first develop the reading strategies in the intensive reading class

and then transfer these strategies to extensive reading contexts.



Chapter 7: Discussion and Conclusions 168

SUGGESTIONS FOR FURTHER RESEARCH

Based on the findings of the present study, some suggestions for further research are
provided as follows.

First, research should be conducted on the effects of graphic organizers as pre-reading
activities. As pre-reading activities, the teacher can pre-teach the key vocabulary via
brainstorming and association. This may reduce the students’ cognitive load of unfamiliar
vocabulary words and decrease the time the students spend on looking up words in the
dictionary.

Additionally, the graphic advance organizer can provide the students with a conceptual
framework for the information contained in the text. This may serve as a context for guessing
and predicting the content of the text. Furthermore, the use of graphic organizers as a pre-
reading activity can be used to activate or assess the students’ relevant background knowledge
of the topic or highlight cultural features of a text so that the teacher can provide further
explanation to promote reading comprehension.

Secondly, in recent years, computer mapping software has been developed extensively.
Constructing a graphic organizer using this software can reduce the time spent in revision
when mapping by pen and paper. Research regarding the effect of computer mapping software
on EFL reading is an area that deserves intensive investigation.

Thirdly, further close examination of the effect of graphic organizers on EFL reading
comprehension in comparison with other reading comprehension strategies is necessary.

Last, but not least, professional development of EFL reading teachers is important.
Research has shown that teachers’ beliefs and understandings regarding reading influence
their teaching strategies (Alderson, 2000; Barron & Schwartz, 1984; Bachers, 1998). EFL
teachers should be encouraged to attend relevant conferences and workshops in order to be

informed about the latest reading theories. Teachers should explore “best practice” methods
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and empirical studies of these theories to improve students’ English reading abilities and
foster positive attitudes towards reading in English.

In summary, reading is a complex and difficult process. Because reading in an L2 setting
is generally a more difficult task, therefore reading instruction is a more complex process.
Reading research has made consistent efforts to assist instruction and learning by providing
valuable insights. The ultimate goal of this research is to create a successful learning context
and confident learners. As the present study has shown, graphic organizers have a highly
significant role to play in the crucially important process of assisting all tertiary students to

read in English with proficiency, greater interest and understanding.
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APPENDIX 1

Personal Data Questionnaire (PDQ)

. Name/Student Number:

. Age: years

. If Attended Cram School:

. Residence:

. High School Attended:

. English Hours/Week:

. Years Studied English:

. Joint College Entrance Examination (JCEE) English Test Score:
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APPENDIX 2

English Test of the Joint College
Entrance Examination (JCEE) in 2003
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LEf R SRS 5 1-20 8 g EREANER SRk -

1.

10.

11.

Mr. Lee bought the suit at half of the original price. It was a really good
(A) loss - (B) number (C) bargain (D) goal

The womar had trouble falling asleep, so the doctor gave her some to take

s

(A) hesitated (B) delighted (C) commented (D) removed

educing taxes has now becorPe a for the new
r ,

s
ore, doctors st

. mpanies, emplg
minutes whether someone is for the job. ;
(A) different (B) stationary (C) suitable (D) vertical
Advance ‘ of seats for the train is strongly recommended when treivelers want

to have a seat on their way home. i

(A) resident (B) cancellation (C) protection ™) reservz’}tion
Eating fruit and vegetables does people good because such food is " in
vitamin C.

(A) more (B) many (C) rich (D) well

With hard work and determination, Britney Spears (#7BAB) has built a successful
in show business. ‘
(A) emotion (B) lotion (C) career (D) coward

I haven’t my brother since he moved to China last year.
(A) touched down (B) seen out (C) looked down (D) heard from
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12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

(A) broke up (B) broke out

In Taiwan, the presidential election

A fire in the hospital last night and killed 24 people.

(C) broke over (D) broke through

every four years.

(A) takes place (B) takes out

(C) takes off (D) takes in

those patients without taking a rest.

(A) leaVing for (B) turning on

(C) using up (D) caring for

(B) settle down (C) situp ' (D) throw away
The terrible train accident in Ali-Mountain (fa] (1)) the death of many
passengers.
(A) talked into (B) hung up (C) turned down (D) resulted in

CHIEERE - 21 - 25 HIREFEASEH-EREENER  FEREEEENE

Clerk: Good morning. Can I help you?

Sue: Yes, it’s about the five-day tour to Singapore you advertised in the paper.

Clerk: Yes, certainly.
Sue: Well, I haven’t really decided yet.
(A) What do you do in your leisure time?
(C) Which paper did you see it advertised?

(B) Why were you going to Singapore?
(D) When are you planning on going?
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22. John: Excuse me, Mr. Wang.
Manager: Why? What’s the matter, John?
John: It’s my father. He’s going to have an operation.

(A) You’re wanted on the phone. (B) The report is missing some pages.

(C) I'd like Eo take a few days off. (D) The operation is scheduled for Friday.

23.

24.

Julia: What about you?

W XE B EREARERER -

One day the manager of the Grand Hotel in Taipei was called upon to deal with the complaint of

a young lady. “Ican’t 26 the noise another minute,” she told the manager 27 .
“You must tell the man across the hall to stop 28 the horrible noise.” And, seeing the

look of surprise on the manager’s face, she added, “If you don’t make him stop, I’ll check out at

once.”
“I’m very sorry it’s disturbing you,” the manager said patiently. “That’s Yo-Yo Ma (BEER).”
It was the lady’s turn to look surprised. “What?” she said, much 29 . “The great

musician Yo-Yo Ma?” She was silent for a moment. ~“Well, of course, that’s different. Please

don’t say a word to him.”
Two days later, the manager happened to hear her talking to another visitor in the lobby. “It’s

SO 30 " she was saying, “I can open my door every moming and hear Yo-Yo Ma

practice.”
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26. (A) stand (B) count (C) eat (D) repair
27. (A) angrily (B) easily (C) happily (D) cheerfully
28. (A) to make (B) making (C) to have made (D) make

(C) embarrassingly (D mbarrassment

29. (A) embarrgssing

on the

has also b LiiiPtonfo - 33 in nce-Based
Industrial } [T &) south;of Taipei. '
34 economic development, Taiwan has in recent years made gréat efforts to

promote democracy, and this has also had notable _____35 on China.

People have different opinions about the dangers of children using the Internet. Some people
think that it is a good way for children to find out about things, andthat ____ 36 in this way
also helps children to get used to technology. Others, _ 37 , feel that children should not
be allowed to explore the Internet on their 38 .. They argue that unlike films and
television, 39 are carefully controlled so that parents can decide what they will l<‘at, .
their children 40, information on the Internet is open to anyone, so children may Be- .-

exposed to materials that are not appropriate for them.

36. (A) learn (B) learns (C) learned (D) learning

37. (A) however . (B) therefore (C) by the way (D) as a result -
38. (A)self (B) own (C) thing (D) way

39 (A) those " (B) these (C) which (D) what

40. (A) smell (B) taste (C) dress (D) watch
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V. B TESMEES » BHks 10 EEE - 558 41- 50 8 BHstak 2
HEEERER -

The elementary schools in Taiwan have begun teaching English, but it is difficult for those
schools in remote, rural areas to hire qualified English teachers. Now the problem seems to be
partially solved:as forty Americanzborn Chinese will be recruited to teach English in remote or rural

degree a
www.kin

41. When are the voluntary teachers going to teach English in Taiwan?
(B) During their winter break.

ents.
f

42.

43.

44. According to the article, with the forty volunteers coming to Taiwan, the problem of English

teacher shortage is . ’
(A) completely solved (B) partially solved (C) totally overcome (D) getting worse

45. Whichis N OT included in the qualifications (&%) for the job mentioned above?

(A) Being aged over twenty. (B) Having a college degree.
(C) Being Chinese Americans. (D) Having a teaching certificate.

The effect of physical and mental demands and pressures on the human body may be thought
of as stress. Everyone’s life has some stress. In day-to-day situations, your body can handle
normal stress. Even when stress continues, the body will react by demanding physical and mental
rest. After rest, it is again ready to take on stress.

In fact, a certain amount of stress is necessary. The right amount for you depends on your
individual physical and mental makeup. Alicia, for example, is always on the go. She joins in
all sorts of clubs and organizations in school. Out of school, she competes year-round in sailing
races. Keeping up with all her activities requires her to handle a great deal of physical and mental

stress.
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HRMEB ®X

Mike, on the other hand, is more easygoing. He spends time with his friends, works part-time
at a record store, and keeps up with schoolwork. However, he would not be comfortable with
Alicia’s schedule of activities. To him, too much stress means distress.

46. What is this passage mainly about?

(A) Stress and your body.

i
(C) No one suffers from stress.

(D) Some amount of stress is necessary for the human body.

BERE i e L ST,
fith schoolwork causes alot o
|
2

00d use of their taler

[LIFZzEH]
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APPENDIX 3

Personal Data Questionnaire (PDQ)

Descriptive Statistics Summary



Appendix 3: Personal Data Questionnaire (PDQ) Descriptive Statistics Summary

Table A3.1
Frequency Percentage Distribution of Age

Value N Percentage
18 21 42.0

19 15 30.0

20 12 24.0

21 2 4.0
Total 50 100.0
Table A3.2

Freguency Distribution of Cram School Attended

Value Label N Percentage
No 13 34.0
Yes 33 66.0

Total 50 100.0

217
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Table A3.3
Frequency Percentage Distribution of Residence

Residence N Percentage
Taipei County 4 8.0
Chung-hwa County 2 4.0
Tainan City 5 10.0
Tainan County 4 8.0
Kaohsiung City 14 28.0
Kaohsiung County 9 18.0
Pin-tung City 2 4.0
Pin-tung County 9 18.0
Tai-tung City 1 2.0

Total 50 100.0
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Table A3.4
Frequency Percentage Distribution of High School Attended

High School Attended N Percentage

Cardinal Tien College of Nursing 3 6.0

Chung-Jen Vocational High School of

Nursing and Midwifery 2 4.0
National Tainan Institute of Nursing 3 6.0
Min-Hwei College of Healthcare Management 1 2.0

Yuh-Ing Junior College of Healthcare

and Management 20 40.0
Shu-Jen college of Medicine and Management 2 4.0
Kao-Mei College of Healthcare and Management 1 2.0
Mei-Ho Institute of Technology 5 10.0
Tzu-Hui Institute of Technology 6 12.0
General High Schools 7 14.0

Total 50 100.0
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Table A3.5
Frequency Distribution of English Hours per Week

English Hours N Percentage
2 12 24.0
3 21 42.0
4 5 10.0
5 2 4.0
6 2 4.0
7 5 10.0
8 3 6.0

Total 50 100.0
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Table A.3.6
Frequency Percentage of Years Studied English

Years N Percentage
6 22 44.0
7 15 30.0
8 7 14.0
9 3 6.0
10 3 6.0

Total 50 100.0
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Table A3.7

Frequency Distribution of English Test Score of
the Joint College Entrance Examination JCEE

Score N Percentage
14 1 2.0
20 2 4.0
22 1 2.0
24 1 2.0
26 3 6.0
28 6 12.0
30 3 6.0
32 1 2.0
34 1 2.0
36 3 6.0
38 1 2.0
40 5 10.0
42 4 8.0
44 2 4.0

46 2 4.0
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Table A3.7 (Continued)

Frequency Distribution of English Test Score of
the Joint College Entrance Examination (JCEE)

Score N Percentage
48 1 2.0
50 5 10.0
52 1 2.0
54 2 4.0
58 1 2.0
60 2 4.0
62 2 4.0

Total 50 100.0
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Table A3.8

English Score of the Joint College Entrance Examination (JCEE)
Descriptive Statistics Summary

Level of English Proficiency

English Score of JCEE High Low
N : 27 23
Missing 0 0
Range 24 22
Minimum: 40.00 14.00
Maximum: 62.00 38.00
Mean 28.72 48.44
Std Err 1.41 1.20
Std Dev : 7.30 5.78
Variance : 53.33 33.45
Skewness: .54 - .43
S E Skew: 45 48
Kurtosis : - .88 45
S E Kurt : .87 .94

Sum: 1308.00 649.00
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Wonders of the modern world

I don’t believe that today's wonders are similar in kind to the wonders of the Ancient World.
They ere all buildings, such as the Pyramids in Egypt, or other architectural structures. In the
past 100 years, we have seen amazing technological and scientific achievements. These are

surely our modern wonders.

1. It is everywhere. More than half a billion people use it, and the number of people who are
online increase by 100 million every year. In 1994 there were only a few hundreds web
pages. Today there are billions.

It has revolutionized the way we live and work. But we are still in the early days. Soon
there will be more and more interactivity between the user and the web site, and we will be

able to give instructions using speech.

2. In 1969, Neil Armstrong stepped out of his space capsule onto the surface of the moon and
made his famous statement: “That’s one small step for a man, one giant leap for mankind.”
Since then, there have been space probes to Mars, Jupiter, Saturn, and even the sun. A space
observatory will someday study how the first stars and galaxies began.

So far, it seems that we are alone in the universe. There are no signs yet that there is
intelligent life outside our own solar system. But who knows what the future holds?

3. Surely nothing has done more for the comfort and happiness of the human race than the
advances in health care! How many millions of people have benefited from the humble
aspirin? How many lives has penicillin saved? Average life expectancy worldwide has risen

dramatically over the past 100 years, from about 47 years in 1900 about 77 years today.

4.We are a world on the move. Airlines carry more than 1.5 billion people to their destinations
every year. It is estimated that at any one time these days there are more people in airplanes
that the total number of people who traveled abroad in the whole of the nineteenth century.
(but I have no idea how they figured this out).

5. It is true that they are now commercialized, and there is greed and drug abuse. However, it
is a competition in which every country in the world takes part. Every four years, for a brief
moment, we see these countries come together in peace and friendship. We feel hope again
for the future of mankind.

6. In 1855, an American senator named Edward Everett said, “Drop a grain of California gold
into the ground, and there it will lie unchanged until the end of time. Drop a grain of wheat
into the ground and — lo! — a mystery.”
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Farming had played an important role in the economics of the United States and Canada.
Nowadays, we can’t eat all food we produce, if only politicians would find a way to share it
with those parts of the world where there is famine.

7. We are still here!
The last wonder of the modern world is simply that we are still here.
We have had nuclear weapons for over 30 years that could destroy the world, but we
haven’t used them to do it. This is surely the greatest wonder of all.
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The Clown Doctor

PEGGY VOLZ is 31 and works as a “clown doctor” for the Magdalena’s Children’s
Trust.

I’'M A CLOWN DOCTOR; I CALL MYSELF “Dr. Banana.” I spend my time in the
children’s hospitals being extremely silly. I make funny faces, tell jokes, and do magic tricks.
I blow bubbles as I walk into the wards, shake hands with the kinds. I carry a “funky” radio
and microphone, so I can do karaoke with children who are well enough to sing. We often
meet kids who look really sick one week, but who are racing around yelling, “Hi, Dr.
Banana!” when we get back a week later.

I’'m naturally a very cheerful person. I've always been a clown. In school I was always in
trouble for being the joker in class. After school I worked in a daycare center, taught drama,
and traveled the world. I became a clown doctor because of a chance meeting with someone
who works for Aid for Sick Children. I knew it was just the job for me. I still feel like a
teenager in my work. I wear a big red coat, a striped shirt, and tights with big colored dots on
them. Also I have a red rubber nose and a plastic banana in my hair.

Being a clown in hospital is very tiring, both physically and emotionally. You learn not to
show your feelings, otherwise you’d be no help at all. Clown doctors are sensitive, but it’s not
a side you often see. To other people we’re happy all the time. I’m still learning to allow
myself to feel sad occasionally. There are special kids you get really close to. Right now I'm
working with a very sick little girl from Costa Rica. We don’t have a common language, but
we communicate through laughter. She’s been in and out of the hospital so many times for
operations. She’s always in my thoughts.

At lunchtime we eat in the hospital cafeteria. That’s good because we meet the nurses
and doctors. They tell us about particular kids who they think might benefit from a visit from
us. We’re there to help nurses too. If a child is frightened — perhaps they’re getting a shot or
some nasty medicine — we can distract them so the nurses can do their job.

Being a clown doctor makes the worries of everyday life seem small. We’re not paid like
millionaires, but we’re rewarded in other ways. For me, this is definitely a millionaire job.

At six o’clock I take off my make up and change my clothes. I'm totally exhausted.
Sometimes I have a girls’ night out with my friends. I love my life. At night I really come
alive and party. I’'m a 17-hour-a-day girl. Then bang! I fall into bed and I’'m out like a light.
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A World Guide To Good Manners: how not to behave badly abroad
by Eva Vorderman

Traveling to all corners of the world gets easier and easier. We live in a global village, but this
doesn’t mean that we all behave the same way.

Greetings

How should you behave when you meet someone for the first time< An American or
Canadian shakes your hand firmly while looking you straight in the eyes. In many parts of
Asia, there is no physical contact at all. In Japan, you should bow, and the more respect you
want to show, (1) . In Thailand, the greeting is made by pressing both hands
together at the chest, as if you are praying, and bowing your head slightly. In both countries,
eye contact is avoided as a sign of respect.

Food and Drink

In Italy, Spain, and Latin America, lunch is the biggest meal of the day, and can last two or
three hours. For this reason many people eat a light breakfast and a late dinner. In the United
States, you might have a business lunch and do business as you eat. In Mexico and Japan, (2)
. Lunch is the time to relax and socialize, and the Japanese rarely drink alcohol at
lunch. In the United States and Britain, it’s not unusual to have a business meeting over
breakfast, and in China it’s common to have business banquets, but you shouldn’t discuss

during the meal.

Clothes

Many countries have rules about what you should and shouldn’t wear. In Asian and Muslim
countries, you shouldn’t reveal the body, especially women who (3) . In Japan you
should take off your shoes when entering a house or a restaurant. Remember to place them
neatly together facing the door you came in. This is also true in China, Korea, and Thailand.

Doing business

In most countries, an exchange of business cards is essential for all introductions. You should
include your company name and your position. If you are going to a country where your
language is not widely spoken, you can get the reverse side of your card printed in the local
language. In Japan, you must present your card with both hands, with the writing facing the

person you are giving to it.
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In many countries, business hours are from 9 or 10 A.M. to 5 or 6 P.M. However, in some
countries, such as Greece, Italy, and Spain, (4) . Japanese business people
consider it their professional duty to go out after work with colleagues to restaurants, bars, or
nightclubs. If you are invited, you shouldn’t refuse, even if you don’t feel like staying out late.

* Read the text “A World Guide to Good Manners.” These lines have been taken out of the
text. Where do they go?

many people prefer not to discuss business while eating

some businesses close in the early afternoon for a couple of hours
for greeting, eating, and drinking

the deeper you should bow

o a0 TP

should wear long-sleeved blouses and skirts below the knee
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My kind of vacation

She travels for her job, but when it’s her own vacation,

Karen Saunders stays home.

Karen Sanders has her own travel agency in San Francisco that sends people all over the
world on their dream vacations. She needs to know where she's sending them, so she goes on

working vacations four or five times a year.

My ideal vacation

My ideal vacation has a little bit of everything. I like lazing on a beach with a pile of
books, but then I get bored and I need to do something. I love exploring new places,
especially on foot, and poling around in churches, stores, museums, and restaurants. I'm very
into cooling, so I love going around markets and food stores.

However, I must confess that my favorite “vacation resort” is home. I travel so much in
my job that just waking up in my own bed is heaven. I putter around the house in my pajamas,
read the paper, do some gardening, shop for some food, then make a delicious meal in the

evening.
My business vacations

I have three trips coming up. I’'m looking forward to going to Canada soon, where I’'m
staying for four nights at the ice hotel. This is a giant igloo situated in Montmorency Fall Park,
just 10 minutes from downtown Quebec. It is made from 4,500 tons of snow and 250 tons of
ice, and it takes five weeks to build. It will stay open for three months. When the spring
arrives, it will melt. Then it will be built again next year—maybe in a different location! Each
room is supplied with a sleeping bag made from deer pelts. The hotel has two art galleries
featuring ice scriptures, and an ice movie theater. It also has a bar where all the drinks come in
glasses made of ice. Of course, I'll visit them all!

In complete contrast to the Ice Hotel, I’'m going to Dubai the following month, to stay a
few days at the spectacular Burj al-Arab, which means the Arabian Tower. It’s shaped like a
giant sail, but it rises dramatically out of the Arabian Gulf. Each room has its views. I really
want to try the restaurant in the tube at the top next to the helipad. Other must-dos include
shopping in the markets, called souks. (You can buy designer clothes, perfumes, and spices,
but what I want is some gold jewelry.) I’'m going to visit the camel races.

The Baobab Rives Lodge in Selous, Tanzania—so remote, you arrive by boat.
What to see: Each tree-top room has views over the vast forested banks of the Rufiji River,
which runs through one of the largest game reserves in Africa.
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What to do: Safari by Land Rover in search of elephants, rhinos, and lions; or by boat along
the Rufiji River in search of crocodiles, hippopotamus, and rare birds.

GLOBAL PIZZA
By Connie Odone

So you thought the hamburger was the world’s most popular fast food? After,
McDoanld’s Golden Arches span the globe. But no, there is another truly universal fast food,
the ultimate fast food. It’s easy to make, easy to serve, much more varied
then the hamburger, can be eaten with the hands, and it’s delivered to your front door or
served in fancy restaurants. It’s been one of America’s favorite foods for over 50 years. It is,

of course, the pizza.

It’s kind of silly to talk about the moment when pizza was “invented.” It gradually
evolved over the years, but one thing’s for sure—it existed long before the discovery of the
Americas. The ideas of using pieces of flat, round bread as plates came from the Greeks. They
called them “plakuntos” and ate them with various simple toppings such as oil, garlic, onions,
and herbs. The Romans enjoyed eating something similar and called it “picea.” By about 1000
A.D. in the city of Naples, “picea” had become “pizza” and people were experimenting with
more toppings: cheese, ham, anchovies, and finally the tomato, brought to Italy from Mexico
and Peru in the sixteenth century. Naples became the pizza capital of the world. In 1889, King
Umberto I and Queen Margherita heard about pizza and asked to try it. The invited pizza
maker Rafaele Esposito to make it for them. He decided to make the pizza like the Italian flag,
so he used red tomato, white mozzarella cheese, and green basil leaves. The queen loves it

and the new pizza was named “Pizza Margherita” in her honor.

Pizza migrated to America with the Italians at the end of the nineteenth century. The first
pizzeria in the United States was opened in 1905 at 531/2 Spring Street, New York City, by
Genera Lombardi. But the popularity of pizza really exploded when American soldiers
returned from Italy after World War II and raved about “that great Italian dish.” Americans are

now the greatest producers and consumers of pizza in the world.
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THE TRAPEZE ARTIST

“You only live once, so why stay in a boring job?”

LINDA SPELMAN was a lawyer who found a new career in a circus. She now works as a
trapeze artist, traveling with circuses throughout Canada, Europe, and East Asia.

How did you get the job? That’s quite a long story. My father’s a lawyer, so I thought
I’d become one, too. Law school was really, really hard, so I took up gymnastics in the
evenings to help me relax. When I finally pass my exams, I thought, “I need a break. I want to
travel and learn a language.” I’d heard of the Ecole Naitotnale du Cirque in Montreal, so I
thought,” I’ll joint the circus.” I went to Canada and took a trapeze class and, amazingly, I

was good at it.

What do you like most about it? The excitement and the travel. I always wanted to
travel and learn languages and I’ve done all of that. Also, I get along really well with circus
people. They’re all nationalities. I've learned so much about life from them.

What’s an average day like? Everyone has to help in the circus, so you begin the day in
a new town hanging our flyers. In the afternoon, you work in the box office and rehearse.
Then you do the act in the evening. At the end of a week, I’'m so tired I spend a day in bed.
Last month I twisted my shoulder and couldn’t work for a week.

Have you made any sacrifices to do this job? No, I haven’t, not really. I quit doing
something that I hated and I’m doing something that I love. I so miss my family sometimes,
but that’s all. And of course I earn a lot less than a lawyer.

What would you like to do next? I’'m 34 now. I’d like to carry on doing this until I'm
least 50. /there are /Russian trapeze artists still going strong in their fifties.

What advice would you give to someone who wanted to do your job? You need to
have in good shape and string and have a good head for heights. But generally, I'd say to
anyone with a dream, “Go for it! You only live once, so why stay in a boring Job?”
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Who wants to be a millionaire? We do.

All over the world, lotteries create new millionaires every week. But what is it actually

like to wake up one day with more money than you can imagine?

Nearly all of us have fantasized about winning the big prize in a lottery. We dream about we
would do with the money, but we rarely stop to think about (1) e ?

For most of us, our way of life is closely linked to our economic circumstances. The
different parts of our lives fit together like a jigsaw—work, home, friends, hobbies, and sports
make up our world. This is where we belong and where
2) . A sudden huge windfall would dramatically change it all and smash the
jigsaw.

For example, most people like the idea of not having to work but winners have found
that without work there is no purpose to their day and no reason to get up in the morning. It is
tempting (3) in a wealthy neighborhood, but in so doing, you leave old friends
and routines behind.

Winners are usually advised not to publicize their address and phone number, but charity
requests and begging letters still arrive. If they are not careful, (4) _ onlawyers’
fees to protect them from demanding relatives, guards to protect their homes and swimming

pools, and psychiatrists to protect their sanity!

Winners who lost it all

There are many stories about people who couldn’t learn how to be rich. In 1999 Abby
Wilson from Lake City, Minnesota, won 514 million on Powerball, and it brought her (5)

. She immediately went on a spending spree that lasted for four years and five
marriages. She is now broke and alone. “I’m a miserable person,” she says. “Winning that
money was the most awful thing that happened to me.”

Then there is the story of William Church, 37, a cafeteria cook from Boston. He won the
Massachusetts lottery, but it turned out to be (6) . Three weeks after winning, he
dropped dead of a heart attack, brought on by ceaseless hounding from the press, the public,
and relatives after his $3.6 million win was made public.

Winners who survived

For some people, the easiest thing is to get rid of the money (7) . Jim
Calhoun, a seaman from Canada, won $2 million, and blew the money in 77 days. He
withdrew thousands of dollars a day from the bank and handed it to former shipmates and
strangers in the street. On one occasion, he handed out $150,000 to homeless people in a
Toronto park, Later he said he had no regrets about his wasted fortune.
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Michael Kovaleski was the biggest lottery winner at the time when he won $40 million
in the Illinois lottery. It has taken years to get used to the changes in his life. “I couldn’t have
done it without my family,” he says. “Three were so many lies about me in the press. They
said I had dumped my girlfriend, bought an island in the Caribbean and become a drug addict.
All wrong.” His fortune has been divided (8)

A final thought
When you next buy a lottery ticket, just stop for a minute and ask yourself why you’re
doing it. Do you actually want to win? Or are you doing it for the excitement of thinking

about winning?
® These phrases have been taken out of the text. Where do they go?

his unluckiest bet

to move to a bigger house

we feel at home

among all the members of the family
what the money would do to us

as soon as possible

most of their money will be spent

R0 Ao o

nothing but misery
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Debbie’s Problem Page

Dear Debbie:

I’'m 16 years old and totally depressed. I'm in love with Leon Rossi, the movie star. I
think of him night and day. I just sit in room and watch videos of his movies over and over.
I’ve written hundreds of letters to him and sent e-mails to his fan club, but all I get back are
autographed photos. I dream that someday I’ll meet him and that he’ll feel that same way bout
me. My friends think I’m crazy, so I don’t see them anymore. I can’t concentrate on my
homework, and I have final exam next month. I’ve tried to talk to my Mom and Dad, but
they’re both lawyers and much too busy to listen to me.

Please, please help me! I’'m desperate. I’m thinking of running to Hollywood to meet
him.

Yours in misery,

Lucy

Finally He Passes!

PRIEST PASSES DRIVING TEST AFTER 632 L2SSONS OVER 17 YEARS

Father Daniel Hernandez is celebrating. He has finally passed his driving test. He has
been learning to drive for the past 17 years, and he has had a total of 632 lessons.

Father Dan, 34, has spent over $15,000 on driving lessons, he has had 8 different
instructors, and he has crashed his car 5 times. Then last week he finally manages to pass.
Father Dan, a parish priest in San Antonio, Texas, began driving at the age of 17. “My
instructors have been telling me for years that I would never pass, but I was determined to
prove them wrong.”

Father Dan’s luck changed when he took his test for the 5 6" time. He said, “When I was
told that I"d passed, I got down on my knees and thanked God.”

So how has he been celebrating? “I’ve been visiting all my friends and relatives and
people who live in the small towns around here. I haven’t seen some of them for years,

'97

because [ haven’t been able to get to them. Now I can go everywhere
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FAMILY MATTERS
Two points of view on a family relationship
OLIVER DARROW, actor, talks about his daughter, Carmen.

“My first wife and I only had one child. It might have been nice to have more. I would
have liked a son, but we just had Carmen.

I see her as my best friend. I think she always comes to me first if she ahs a problem. We
have the same sense of humor and share many interests, except that she’s crazy about animals,
obsessed with them—she has always had dogs, cats, and horses in her life.

We were closest when she was about four, which I think is a wonderful age for a child.
That’s when they need their parents most. But as soon
as Carmen went to school, she seemed to grow up and “I see her as
grow apart from her family, and any father finds it my best friend.”
difficult with a teenage daughter. She is very moody
and had an odd group of friends. There was endless stream of strange young men coming to
our house. I remember I once got annoyed with her in front of her friends and she didn’t talk
to me for days.

I’ve always wanted the best for her. We sent her to a good school, but she wasn’t happy
there. She left because she wanted to become an actress, so with my connections I got her into
drama school, but she didn’t like that either. She worked for a while doing small roles in
movies, but she must have found it boring because she gave it up, though she never really said
why. She got married a few years ago; her husband’s a veterinarian. They must be happy
because they work together, and she loves animal.

We have the same tastes in books and music. When she was younger, I used to take her
to the opera—that’s my passion—but she can’t have liked it very much because she hasn’t
come with me for years. I don’t think she goes to the movies or watches TV much. She might
watch my movies, but I don’t know. It’s not the kind of thing she talks to me about.

I’m very pleased to have Carmen. She’s a good daughter, but I don’t think she likes my
new wife very much because she doesn’t visit very often. I’m looking forward to being a
grandfather someday. I hope she’ll have a son.”

CARMEN DARROW, an assistant vet in
Vermont, talks about her father, Oliver.

“ I don’t really know my father. He isn’t easy to get along with. I’ve always found him
difficult to talk to. He’s kind of reserved, but he loves to be recognized and asked for his
autograph. I think people see his movies and think he’s very easygoing, but he really isn’t.

He’s won some awards for his movies, and he’s really proud of them. He used to show them



Appendix 4: Texts 238

to my friends when they came to the house and that really embarrassed me.

He can’t have been home much when I was a small child because I don’t remember
much about him. He mostly stayed away from family life. His work always came first, and he
was often away from home making movies. I wasn’t surprised when he and my mother split
up.

He must have wanted the best for me, but the best was always what he wanted. He chose
my school and I hated it. I had no friends there, I was miserable and didn’t do well, so I was
asked to leave. He must have been very disappointed, but he said nothing to me. He wanted
me to be an actor like him but I’m not at all like him. I tried it for a while, but I was miserable
until I met my husband. He’s a veterinarian and I’m his assistant. I’'m now doing what I
always wanted to do, work with animals.

My father and I have always been so different. I love animals and he loves books and
music, and above all opera, which I hate. If he comes to see us (we live on a farm),

he always wears the totally wrong clothes, but we don’t see much
“He's like a of each other these days. It’s because he really didn’t want me to
stranger.” marry George. He wanted me to marry a famous movie star or
something, but of course I didn’t. George and I don’t want children,
we have our animals, but my father would love to have a grandson. Maybe his new wife will
give him the son he wants, but probably not. She cares too much about being slim and
beautiful.
I occasionally see one of his movies on TV. I find it hard to believe he’s my father. He’s

like a stranger.”
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I Vocabulary list
lawyer career circus trapeze artist throughout
gymnastics amazingly  be good at something get along with
an average day hang out flyer box office rehearse
twist quit sacrifice carry on Russian give advice
II. Questions and answers

1. What did her father do?

2. Why did she take up gymnastics?

3. Did she pass the exam?

4. Did she work as a lawyer?

5. Why did she join the circus?

6. What’s the main idea of this paragraph?

1. Did she enjoy her work? And why?

2. Where are the circus people from?
3. What’s the main idea of this paragraph?

1. What’s an average day like in the circus?
2. Does she sometimes get hurt?
3. What’s the main idea of this paragraph?

1. Does she think she makes sacrifices for her work?
2. Does she make more money as a trapeze artist?
3. What’s the main idea of this paragraph?

How old is she now?
How many more years does she want to work as a trapeze artist?
What qualities are necessary to be a trapeze artist?

Ll ol

What’s the main idea of this paragraph?

On your own
What is your dream job? What are the qualities required for this job?

240

take up

nationality

do the act

in good shape
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Training Procedure

1. The instructor explained the functions, purposes and components of graphic organizers.

2. The students read a short passage in Chinese provided by the instructor and identified key
ideas and their relationships.

3. The students organized the ideas and links in a hierarchy according to the inclusiveness of
the ideas.

4. The students read a short and simple passage in English provided by the instructor and
repeated the mapping techniques.

Table A7.1 depicts the training procedure in the classroom.
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Table A7.1
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Unit Texts. Unit Activities and Corresponding Scaffolding Provided

Unit Text Unit Activities

Scaffolding Degree

1. Wonders of the Students read the text
Modern World

2.  The Clown doctor Students read the text

3. World Guide to Students read the text
Good Manners and fill in the blanks

4. My kind of Students read the text
vacation and fill in the blanks
5. Global Pizza Student supplement

the missing paragraph

6. The Trapeze Artist Only the text itself

7. The Trapeze Artist Only the text itself

8. Who Wants Tobe  Only the text itself
Millionaire? We Do.

9. Debbie’s Problem  Only the text itself
Page/ Finally he

Passes!

Teacher-generated graphic organizer

Teacher-generated graphic organizer

Partially completed teacher-generated
graphic organizer with key ideas
and/or links blanked out

Partially completed teacher-generated
graphic organizer with key ideas
and/or links blanked out

Incomplete teacher-generated
graphic organizer that requires reader’s

supplementation (group work)

Student construct graphic organizers
(group work)

Student construct graphic organizers
(individual)

Student construct graphic organizers
(group work)

Student construct graphic organizers
(individual)
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Examples of Student-generated Graphic Organizers
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Practice Tests before the Reading Comprehension Tests
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Wonders of the Modern World

1. drug abuse 2. travel abroad 3. solar systems 4. life expectancy
5. interactivity 6. galaxies 7. online 8. Nuclear weapons
9. famine 10. destinations  11. destroy 12. commercialized
13. health care 14. surface 15. Farming 16. revolutionized
17. Pyramids 18. benefited from 19. peace and friendship

20. technological and scientific

The ancient world wonders were all buildings, such as the in Egypt. The modern
wonders in the past 100 years are all achievements.

Internet, for example, has the way we live and work. Today, more than a
billion people are every day. There is more and more between the user and

the website.

In 1969, Neil Armstrong landed on the of the moon. Since then scientists have
tried to study stars and . They even tried to find out if there is any life in other

The advance in science had done much comfort and happiness for mankind.
Millions of people have aspirin and penicillin. Average has risen from 47 to
77 in the past 100 years.

Because of development of the aviation industry (122 T_2£), people more often
than in the last century. Airlines carry billions of people to their in every part of the
world.

Every four years more than 100 countries come together in to take part in the
competition. Although the Olympic Games are now , and there is greedy and

, it is the moment we feel hope for the future of mankind.
is important in the economics in the USA and Canada.
We should share food with other parts of the world, where there is
have been invented for more than 50 years. These weapons could easily
the world. We are lucky that we haven’t used them.
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The Clown Doctor

1. do karaoke 2. cheerful. 3. for operations 4. funny faces

5. cafeteria 6. colored dots 7. joker 8. sensitive

9. their feelings 10. magic tricks ~ 11. distract 12. wards

13. benefit from  14. striped shirt ~ 15. young 16. plastic banana

17. agirl’s night  18. nasty medicine 19. physically and emotionally

20. in Peggy’s thought

Peggy Volz is a clown doctor in a children’s hospital. She calls herself “Dr Banana”,

because she wears a in her hair and a red robber nose. She also puts on a big red
coat,a . and tights with on them.

When she works in the hospital, she makes , tell jokes, does . In the

. She has a “funky” radio with microphone, so that she can with children

who are well enough to sing.

Peggyisa person. She was a when she was at school. She loves to
work for children. The work as a clown doctor makes her feel

Being a clown doctor is not an easy job. It’s a tiring work both . Clown doctors
are , but they have to learn not to show . Now a very sick girl is_

The girl has been in and out of the hospital many times
Clown doctors help doctors and nurses. At lunchtime they meet at the hospital
The doctors and nurses tell them that some special kids might their visit. Clown
doctors the children’s attention (732 JJ) when nurses are giving shots and
to frightened children.
After work, Peggy has with her friends and party. Then she goes to bed and
have a good rest.
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Midterm Examination

\]

I HEAEENTFEAZRNA GRS 64%

i

A. World Guide to Good Manners 32%

1. eye contact 2. do business 3. bow deeply 4. shake hands

5. take off shoes 6. press both hands 7. lunch 8. colleagues
9. reveal the body 10. manners 11. introductions  12. local language
13. greet 14. business banquet  15. relax and socialize

16. long-sleeved blouses

The world is a global village (#ERA]) now,but _ are different in many
countries.

People each other in different ways in many countries. In America and Canada,
people and look into your eyes. But in some Asian countries, there is no physical
contact. For example, in Japan, people to show respect. In Thailand, people bow
slightly and together at the chest. In both countries, is avoided.

Eating and drinking are different from country to country. In Italy, Spain, and Latin
America, s the biggest meal in a day. In the United States and Britain, people
during lunchtime and over breakfast. However, in Japan and Mexico, lunch is the
time to . In China, it is usual to have a , but people do not discuss business
during the meal.

When doing business, an exchange of name cards is important for . The name
cards should include name, position, and printed in your language and the
Japanese business people like to go out with after work. You should go if you are

invited.

There are different customs (Z{4) for clothing too. In some Asian countries, it is not
right to . In Muslim countries, womenwear __ and skirts below their knees.
In Japan, China, Korea, and Thailand, people when entering a house or restaurant.
The shoes should be placed neatly.
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B. My Kind of Vacation 32%

1. giant sail 2. Land Rover 3. business trips 4. is very into

5. vacation resort 6. giant igloo 7. camel race 8. supplied with

9. remote 10. location 11. puttering around 12. gold jewelry
13. melts 14. ice sculptures 15. forested banks 16. dream vacations

Karen Saunders owns a travel agency in San Francisco. She sends people all over the
world to their . So she travels a lot for her business. There are three

coming up.

First, she is going to visit the ice hotel in Quebec, Canada. The hotel is a ,
made from tons of snow and ice. It stays for three months and when spring comes.
Next year, people build a new one, maybe in another . Each room in the hotel is

a sleeping bag made from deer pelts. The hotel has two art galleries featuring
. In the bar all drinks come in ice glasses.

Then she’ll go to Dubai to visit the Buri al-Arab. The hotel is shaped like a

She’1l visit the restaurant in the tube next to the helipad. She will also buy some in
markets to. She’ll visit the too.

The last stop is the Baobab River Lodge in Tazania. The hotel is very , SO you
have to arrive by boat. The tree-top rooms have views over the of the Rufiji River.
She’ll go on Safari by in search for wild animals.

But Karen’s ideal is home. She likes in her pajamas, reading paper,
and does gardening in the house. Because she cooking, she’ll shop some food

and make a delicious dinner.

. 3 36%
A. FREREENER 16%

1. A: Why are you wearing your old clothes?

B: Because I (am, will, am going to) wash my car.
2. A:Don’t forget to call me if you need help.

B: Thanks. I (will, can, am going to).
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3. A: Why are you making sandwiches?
B: Because we (will have, are having, can have) a picnic at the beach.
4. A:T’m going now.
B: What time (will you come, do you coming, have you come) back?
5. A:Please don’t tell anyone. It’s a secret (F%).
B: Don’t’ worry. We (can’t tell, won’t tell, are not telling) anybody.
6. A:Idon’t have enough money to pay for my car.
B: I (will, am going to, have) lend you some.
7. A:Can you meet me after school?
B: I’d love to. But John (has taken, will take, is taking me) out this evening.
8. A: What are you doing?
B: I (prepared, am preparing, will prepare) a surprise party for Mary. It’s her birthday.

B. AEEHEENER 20%
1. A:Excuse me. You (can’t, can, should) smoke in the hospital.
B: I'm sorry.
2. A:1 (can, mustn’t, have to) go now. I have an appointment with my dentist.
B: OK. See you tomorrow.
3. A: Do you have a minute? (Must, Should, Can) I ask you a question?
B: Sure. What is it?
A: I called you last night, but I (shouldn’t, couldn’t, can’t) get any answer.
B: Sorry. I was out with some friends.
5. A:(Can, Would, Could) you speak Japanese before you moved to Japan?
B: No. I learned it when I was in Japan.
A: 1 feel terrible. I have a bad headache.
B: You (have to, ought no to, shouldn’t) go to see the doctor.
7. A:Iwant to get good grades at school.

B: Then you (can’t, ought to, has to) study hard.

8. A:My father usually (has to, have to, could) work in the evening.
B: Why?
A: Because he teaches evening school.
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9. A:The exam starts at 8:20 A.M. tomorrow.
B: Then I (must, could, can) get up early tomorrow.
10. A: My car always breaks down.

B: You (should, can, must not) buy a new one
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Final Examination

I HEEEENTEAZRA (CEAFWEHIR) 64%

i

A. The Trapeze Artist 30%

1. sacrifices 2. rehearses 3. does the act 4. nationalities
5. circus 6. carry on 7. earns much less 8. average day life
9. good shape 10. gymnastics 11. height 12. gets well along with

13. trapeze class  14. traveling and learning languages  15. lawyer

Linda Spelman is a trapeze artist.

How did she become a trapeze artist? She said that her father is a so she
studied to become one too. But the law school was very hard so she took up to relax.
After she passed the exam, she wanted to travel and learn languages. She took a ,
and she found herself good at it. Later, she joineda __ in Canada. The circus people
are all . But she them. She loves working as a trapeze artist, as she

always loves .An in the circus is quite routine. She hands out flyers,

works and in the box office, and in the evening. On weekends, she

usually rests for a whole day.

Has Linda made any to do her work? She doesn’t think so. The only things are
that she misses her family and she than a lawyer. But she loves her work.

As for her future plan, she’d like to the work until she is 50. For the ones who

are interested in her work, her advice is that a trapeze artist must have a , be strong,
and a good head for

B. Who wants to be a millionaire? We do. 34%

1. broke and alone 2. former shipmates 3. Lottery winners 4. spending spree
5. lies 6. ceaseless hounding 7. drug addict 8. homeless people
9. jigsaw 10. fortune 11. protect 12. heart attack
13. survived 14. made public 15. smash and change

16. unluckiest bet 17. wealthy neighborhood
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Many people have dreamed about winning a big prize in a lottery. But they never know

how the money could change their life. Most people’s life is like a , which is made
up of work, hobbies, home, friends, and sports. But winning a lottery might the
jigsaw. might quit their work. They might move into a big house in a

They might need to spend plenty of money on lawyers, guards, and psychiatrists to

them if their names and phone number are

In the following are some examples. Some winners lost everything. Abby Wilson won
$14 million. She went on a for four years and had five marriages. But now she is
. William Church won $3.6 million. But it turned out to be his . Three weeks

later, he dropped dead of a because of the from the press, the public and his

relatives.

Some people because they shared the money with others. Jim Calhoun, who
was a seaman, won $2 million. He gave the money to his , strangers on the street
and in a park. But he had no regrets. Michael Kovaleski
won $40 million. He shared his with his family members. He said there were many

about him in the press. In fact (252 ), he didn’t buy any Caribbean islands and

he didn’t become a
I *EHEE 36%

A. fEERYE 20%

—

If I (am, will be, were) taller, I (could be, will be, must be) a baseball player.

2. I work 80 hours a week. But if I (had, have, will have) more time, I (had played, can play,
would play) golf.

3. You’re a great cook! If I (can, could, must) cook like you, I (would open, will open,
open) a restaurant.

4. Ifyou (are, be, were) from the USA, you (could speak, must speak, will speak) good
English.

5. You neighbors are very noisy. If my neighbors (were, are, would be) so noisy, I (go,

would go, will go) crazy.

w

SERAEBRER 16%

1. A:How long (did you know, have you known, do you know) the teacher?
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B: Since 2000.

2. A: How many years (will you study, you study, have you studied) English?
B: 6 years already.

3. A: Where is Peter? Have you seen him?
B: He (goes, went, had gone) to the movies.

4.  A:(Have you ever been, Did you go, Will you go) to Australia?
B: Never. But I’d love to.

5. A: Where (do you go, did you go, have you been) for your vacation?
B: We went to Hawaii.

6. A: When (did you come, have you gone, do you come) back from Hawaii?
B: Last night.

7.  A:Have you seen any good movies recently?
B: I (saw, have seen, see) one last week.

8.  A:You went shopping today. What (did you buy, do you buy, have you bought)?
B: I bought a pair of shoes.
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10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

English Reading Attitudes Questionnaire

I feel it interesting to read English.
I like the content in English class.

I actively join the reading activities in class.

I like to exchange opinions or ideas with others when reading English.

Discussing with others can improve my comprehension.
I like to do outside reading in English.
I like the teaching method in the English class.

I adopt the reading method learnt in class to my English reading.

I often observe my understanding to an article when reading English.

I summarize the content of an article when reading English.

I predict the content of an article when reading English.

I guess meaning from the context when reading English.

[ summarize the important points in English teacher’s lecture.
I circle the important points in the textbook in English class.
I often concentrate on my study in English class.

I actively ask questions in English class.

I can find answers to the teacher’s questions in English class.
I preview the English lessons.

I review the learnt content and vocabulary.

English classes improve my English ability.

English classes arouse my interests in English.
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Pilot Study of English Reading Attitudes Questionnaire

(ERAQ) Descriptive Statistics Summary
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Table A12.1

Pilot Study of English Reading Attitudes Questionnaire
(ERAQ) Descriptive Statistics Summary

Pilot ERAQ Scale

N : 50
Missing 0
Range 34
Minimum: 44.00
Maximum: 78.00
Mean : 56.19
Std Err 1.04
Std Dev 7.47
Variance : 55.85
Skewness: .54
S E Skew: 91
Kurtosis : 33
S E Kurt : 47

Sum: 2922.00
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Graphic Organizers Attitudes Questionnaire (GOAQ)
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A A

b ek ek e e e
wnm AW N~ O

16.
17.

18.
19.
20.
21.
22.
23.
24.

Graphic Organizers Attitudes Questionnaire

It is easy to find the words representing concepts in a text.

It is easy to find the linking words.

Constructing a graphic organizer is easy.

Graphic organizers decrease the difficulties of learning grammar.
Graphic organizers increase my interest to learn English.
Graphic organizers help me to understand word meaning.
Graphic organizers can help me with vocabulary retention.
Graphic organizers help me to understand the text.

I will use graphic organizers when studying other subjects.

. Constructing a graphic organizer is difficult.

. Constructing a graphic organizer is time-consuming.

. Graphic organizers help me to get the gist of the content.

. Graphic organizers help me to organize the key ideas in a text.
. Constructing a graphic organizer helps with logical thinking.

. It is easy to construct a graphic organizer if you know

the meanings of the words.

It is easy to construct a graphic organizer if you understand the text.

Graphic organizers should be used first in Chinese subjects,

then in English.

Constructing a graphic organizer changes my habit of rote learning.
A Chinese translation is necessary.

Constructing a graphic organizer is interesting.

My teacher’s graphic organizers are helpful to understand a text.

Constructing a graphic organizer is beneficial for high-level readers.

Constructing a graphic organizer is beneficial for low-level readers.

I prefer the traditional teaching method.
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Concept Mapping Attitude Questionnaire
(CMAQ) (Chyuan, 1992)
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Concept Mapping Attitude Questionnaire (Chyuan, 1992)

SD SD

(Circle your answer)

1. Itis easy to find words representing the important
concepts in physics. 1 2 3 4 5 6 7
2. Itis easy to arrange the important concepts in physics

in a proper order. 1 2 3 4 5 6 7
3. Itis easy to find the linking words. 1 2 3 45 6 7
4. It is easy to construct a concept map in physics. 1 2 3 4 5 6 7
5. Ican easily to revise my concept maps. 1 2 3 4 5 6 7
6. Iam willing to show my concept maps in the class on

the blackboard or OHP. 1

7. I will construct a concept map to understand a specific

B
W
N
o)
[
~J

topic in physics. 1 2 3 45 6 8
8. Concept maps can help me understand physics. 1 2 3 4 5 6 7
9. I will use concept mapping when studying other subjects. 1 2 3 4 5 6 7
10. Constructing a concept map is difficult. 1 2 3 4 5 6 7
11. Constructing a concept map is time-consuming. 1 23 4 5 6 7
12. Concept mapping is useful of showing how well

I understand the concepts in physics. 1 2 3 4 5 6 7
13. Concept mapping can help me organize the key ideas

of the text. 1 2 3 4 5 6 7
14. Concept mapping is useful of showing the relationships

of the concepts that I don’t understand. 1 2 3 4 5 6 7
15. Concept mapping is useful of showing the concepts

that I need to study more. 1 2 3 4 5 6 7
16. I hope my teacher would use concept mapping as

a teaching strategy. 1 2 3 4 5 6 7
17. 1 am capable of constructing a concept map. 1 2 3 4 5 6 7

18. I am willing to discuss my concept maps withmyteacher. 1 2 3 4 5 6 7
19. Concept mapping should be taken as tests as it shows

how well a student understands the content. 1 23 4 5 6 7
20. Constructing a concept map is interesting. 1 2 3 4 5 6 7
21. My teacher’s concept maps are helpful to learn physics. 1 2 3 4 5 6 7
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Pilot Study of Concept Mapping Attitude Questionnaire
(CMAQ) (Chyuan, 1992) Descriptive Statistics Summary
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(Chyuan, 1992) Descriptive Statistics Summary

Table A15.1
Pilot Study of Concept Mapping Attitude Questionnaire

(CMAQ) (Chyuan. 1992) Descriptive Statistics Summary

Pilot Study of CMAQ Scale

N : 110
Missing : 0
Range : 66
Minimum: 32.00
Maximum: 98.00
Mean 64.26
Std Err 1.73
Std Dev 11.26
Variance : 126.67
Skewness: 07
S E Skew: 23
Kurtosis : 27
S E Kurt : 46

Sum: 7068.00
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APPENDIX 16

Pilot Study of Graphic Organizers Attitudes Questionnaire

(GOAQ) Descriptive Statistics Summary
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(GOAQ) Descriptive Statistics Summary

Table Al6.1

Pilot Study of Graphic Organizers Attitudes Questionnaire
(GOAQ) Descriptive Statistics Summary

Pilot Study of GOAQ Scale

N : 52
Missing 0
Range : 48.00
Minimum: 33.00
Maximum: 81.00
Mean 59.20
Std Err 1.38
Std Dev 9.92
Variance : 98.49
Skewness: - .26
S E Skew: 33
Kurtosis : .85
S E Kurt : .65

Sum: 3069.00
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Week Focus of the Class Tasks
Ist Explained the purpose and functions of |® Personal Data
graphic organizers Questionnaire (PDQ)
Practice of mapping with a short passage |® Pre-English Reading
in Chinese Attitudes Questionnaire
‘Wonders of the modern world’ (ERAQ)
2nd ‘Wonders of the modern world’ ® Teacher-generated graphic
organizers (GOs) (wholly
completed)
3rd “The clown doctor’ ® Practice of reading
comprehension test
4th ‘The clown doctor’ © Teacher-generated GOs
(wholly completed)
5th ‘A world guide to good manners’ ® Reading comprehension
quiz on ‘The clown doctor’
6th ‘A world guide to good manners’ ® Teacher-generated GOs
‘My kind of vacation’ (partially completed and the
students filled in the blanks)
7th ‘My kind of vacation’ ® Teacher-generated GOs
(partially completed and the
students filled in the blanks)
8th Midterm Examination ® Pre-Reading
Comprehension Test (RCT)
9th ‘Global pizza’ ® Mid-ERAQ
® Pre-Graphic Organizer
Attitudes Questionnaire
(GOAQ)
® (Guided practice (students
completed the missing
paragraph of ‘Global pizza')
10th “Trapeze artist’ @® Student-generated GOs
‘Debbie’s Problem Page: Lucy’s letter’ independently on ‘Trapeze
artist’ (group work)
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11th

“Who wants to be millionaire? We do.’

® Student-generated GOs on

‘Debbie’s Problem Page:
Lucy’s letter’ (individual
work)

12th

‘Who wants to be millionaire? We do.’

® Student-generated GOs

independently on “Who
wants to be millionaire?

We do.’ (group work)

13th

‘Family matters’

@ Student-generated GOs

independently (group
work) on ‘Who wants to

be millionaire? We do.’

14th

‘Family matters’

14th

15th

‘Family matters’

‘Finally he passes!’

® Student-generated GOs

(individual) on ‘Finally he
passes!’

® Post-ERAQ

® Post-GOAQ

16th

Final examination

Post-RCT
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APPENDIX 18

CONSENT FORM

TITLE OF PROJECT: THE EFFECT OF CONCEPT MAPPING ON
TECHNOLOGICAL/VOCATIONAL COLLEGE STUDENTS’ READING
ATTITUDES TPWARD ENGLISH AS FOREIGN LANGUAGE.........cccovennee

NAMES OF STUDENT RESEARCHER: MS CHIULING CHIANG
NAME OF SUPERVISOR: DR KEN SMITH
NAME OF PROGRAMME IN WHICH ENROLLED: POSTGRADUATE

L (the participant) have read (or, where appropriate, have had read to
me) and understood the information provided in the Letter to Participants. Any questions I have asked
have been answered to my satisfaction. I agree to participate in this activity, realising that I can
withdraw at any time (or stipulate the deadline by when the participant may withdraw). 1 agree that
research data collected for the study may be published or may be provided to other researchers in a

form that does not identify me in any way.

NAME OF PARTICIPANT: oottt sttt b s bbb s s e s sn e

SIGNATURE .....oooniviiiiiriinicnne s DATE ..o,

SIGNATURE OF STUDENT RESEARCHER: ......ocoiviiiiinint s

SIGNATURE OF SUPERVISOR : ...c..coitiiiitiiiiiciniiinn st sas st s s enesaeas

TO BE RETURNED TO THE RESEARCHER
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Interview Questions

Please state your previous experiences in reading in English.

Please state the reading difficulties you have had.
Please state the reading methods you have used.
Please state your attitudes towards reading in English.
Please provide your viewpoints of graphic organizers.

Please provide your comments on the reading material.

LY SIS N B S

A UL R B R SCRF P B R -
ARG R R S SR AT (50 FHRY 53
R MIETRFERRRE
R NMREE A SERNEE -
GBS T BE FRUEM B R -
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Interview Data (An Example)
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Time: 0501, 2004
Interviewees: YC, MF, and CU
Interviewer: the researcher (RR)

RR: Thanks you for coming to the interview. Would you please talk about your experiences of
reading in English at secondary schools?

YC: The teachers taught first the vocabulary, then the text. They explained grammatical rules.
When we were at senior high, the English texts were simple with fewer words.
Compared with that, the texts at tertiary level had a lot of words. It seemed difficult
when you first looked at them.

RR: How about you, MF and CU? You felt the same way?

YC: At senior high, the texts had only on page with large word size, about 16.

RR: What teaching methods did your teachers use?

CU: They explained the whole texts.

RR: Translation.

MF: My teachers did the same as YC’s teachers. I found the textbook at senior high
easy, if you had good basic English knowledge at junior high. The texts did not have
many words. The texts at tertiary level had a great amount of vocabulary, and the texts
were long.

RR: No wonder you all said that there was too many unfamiliar words at the
beginning.

YC: There was a vocabulary list in the textbook at senior high. We could carry those
pages with us and memorize those words anytime we wanted to.

CU: Yeah, I stapled those pages together.

RR: And Chinese definitions were supplied.

YC: When we were at junior high, the teachers would explain each English sentence
in Chinese. I work part-time at a cram school. Those kids listened to the English
pronunciation and they understood the words. If you speak Chinese, they did not
understand what you were saying. They asked you to pronounce the words in English
and they knew the words.

RR: I see. The reason why this book was chosen was that you will be required to read
journal articles about Nursing when you become sophomores. If the texts were easy,
there might a big gap and you might find those articles very difficult. In addition, you
need to learn to read long texts and can’t rely on translation all the time. Now I
understand why you could not adapt to those texts at the beginning.

CU: I felt it was the way the texts were edited and the small words size. That made it
look difficult.

RR: In fact?

YC: There were long words and lots of words we had not seen before. If there had not

been too many unfamiliar words, it was ok.
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RR: Your English is good.

MF & CU: the texts were interesting.

YC: They were more authentic. Not like the texts we had before stating what Hui-ze
said.

MF, & CU: (laughed)

YC: It talked about a fish. How did you know a fish feels since you were not a fish.

Those texts were translated from Chinese into English.

MF & CU: (laughed)

RR: Did you like the English class?

CU: It was ok.

MEF: I preferred the English class at junior high. But I didn’t like it at senior high.

RR: I see.

CU: It was probably the teaching methods. Because I had been taught by the same
teacher for three years at the senior high.

RR: How did you find the teaching methods?

YC: The teachers at junior high taught first the vocabulary. He put the words on the
blackboard, read them aloud and linked the words to other words. He put everything on
the blackboard. He taught us how to analyze clauses and how to know the meanings. We
moved slowly forward, but I think he taught explicitly. The students were divided into
groups based on the English scores. There were group leaders, co-leaders, and group
members. The group leaders and co-leaders taught other students in the group. We used
to memorize vocabulary words, the phonetics as well. The teacher even tested the
phonetics. And Chinese, the whole text. If you did not do it well, you got the second
chance.

RR: How did you like this way of teaching?

YC: He did not just keep lecturing. He sometimes gave some interesting examples.

RR: How about you two, girls? ‘

MF: We used to sing English songs. We taped and played it in the class.

RR: Sound very interesting.

YC & CU: We sang as well.

CU: We picked our own songs and each group sang in front of the class.

YC: We practiced the song at home and taped it.

RR: It seems that English classes at junior high were more interesting than those at
senior high.

CU: It was dull at senior high.

YC: If we didn’t learn well at high schools, we wouldn’t do well at colleges.

Because you can’t keep moving forward, and there would be a break. Then we
would not be familiar with the language. English is not our mother tongue, so that
learning environment is very important.

RR: It seems that the teaching methods and materials do affect your interests in
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learning English.

CU & MF: Yeah.

RR: Would you stay away from learning English because of that?

MEF: No.

CU & YC: No.

RR: Could you tell me why?

YC: Because English is very important.

CU: Yes. Very important.

YC: I find the kids now are good in English. That scares me.

CU & MF: 1 think so too.

YC: I was very impressed by their English proficiency.

RR: Yeah! How did you find the English course at colleges?

MF: The teachers at senior high would teach you and repeat the text many times.
They did not teach much, they read repeatedly. I had two or three English teachers at
senior high. Some taught you how to read, some asked you to memorize and then dictate.
At colleges, you had to study on your own.

RR: Great change?

CU: I don’t think so. I found vocabulary very important. It’s also important that you
must be able to pronounce it correctly. If you know how to pronounce them, it would be
easier to remember them. Many kids learn vocabulary in that way.

RR: How was your experience at colleges? Which parts match you needs? What were
the parts missed?

CU: You provided vocabulary lists.

MF: We had opportunities to speak English.

YC: There were not many interactions. I found it kind of dull.

CU: Yeah.

RR: When we were choosing the material, we focused on authenticity and the texts
that might interest you. At the beginning, I found the texts were long for you and many
unfamiliar words.

YC: The vocabulary was the main difficulty.

RR: I realized your difficulties too. You found it difficult if there were many
unfamiliar words. I felt stressed too, and sometimes I might not realize what you needed.
I didn’t provide Chinese translation wither.

CU: But you told us what the text was generally about.

MF: Actually, if we knew the meanings of the words, and we had learned most of the
words before, we could generally know what the text was about. But we could not
translate it very correctly. But we understood the big picture.

CU & YC: Exactly. ‘

RR: How did you find the use of graphic organizers?

MF: At first I found it complicated when we were mapping on our own. Later it
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was fun. Because you had to read through the text very carefully, then you
were able to map. If you could complete a map that meant you already
understood the text. You got a sense of achievement.

CU: I think so too.

RR: Did it consume a great deal of time?

MF: It did.

RR: How did you find the investment of time?

MEF: It was worth it.

RR: Really?

CU: Yeah.

CU: I found graphic organizers helped you understand the content. You summarized
the text after you completed the graphic organizer on the blackboard. Less important
words could be omitted. It made the text easier to understand.

YC: But I think graphic organizers did not fit one of the units, the one referred to
lottery and millionaire. I didn’t know how to organize the ideas.

CU: The content was too complicated.

MEF: Too many key ideas.

YC: It was difficult to capture the main ideas.

RR: I read your map of that unit. It was correct.

CU: But the map looked complicated.

YC: Yeah, very difficult.

RR: Was it because of the content?

YC: I was puzzled.

RR: I knew your difficulties. As a matter of fact, several times I attempted to
construct a graphic organizer on the blackboard and explained the content to you. But I
didn’t do that. I would like you to try it. I really wanted to see how the results were. You
all did well. Most of the maps were correct.

RR: How did you find the use of graphic organizers in English reading?

YC: We didn’t have this kind of experience before. It was new to us. When you used
it at the beginning, I found it easy to grasp the important ideas, even though we
didn’t review the text.

CU: You wouldn’t just keep reading and reading and still didn’t understand what the
text meant.

MEF: Yes.

RR: That is the basic purpose of graphic organizers. Did you feel that other ways
may do as well?

YC: If we didn’t know this strategy, and the text was long. We probably would simply
quit.

RR: Some other classmates stated that they would just quit because there was only
English in the textbook. At last, what are your other comments of the English class at the
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tertiary level?
MF: I think it was ok.
RR: The teaching style?
MF & YC: It was ok.
RR: Any suggestions?
YC: You were too nice.
MF, & CU: (laughed)
RR: Why?

YC: If the teacher had been strict, the students would have paid more attention in the

class.

RR: Thanks for the suggestion. I’ll pay attention to that. Any comments on the
material?

CU: Not enough room for taking notes. We put a lot of 3M stickers. That was a
problem.

RR: The grammatical exercises?

MEF: Sometimes it was confusing.

RR: What other comments you’d like to make?

YC: We’d like to have more opportunities to speak in English. Our vocabulary is
limited and we often make mistakes when we speak English.

RR: How about the weekly English hours at tertiary level?

MEF: Not enough.

RR: I find that you all want to learn English well. Any difficulties of learning
English?

YC: Speaking and writing.

RR: So no problems with listening and reading?

YC & MF: Reading is ok.

RR: Thank you very much for the interview. Can you come again if there are other

questions?
YC, MF, & CU: Certainly. No problem.

292
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%R 0501, 2004
ZEHEAE 1 YC~MF -~ CU

HEf: B RIEEZEAM - SRR AR RIRT A -

YC : BfIRGLET  REFEX ORIk ERRIAE
B [LEREHE  K—HBIRERAARS  FR/ - BlAE MY »
BENERREE -

2T B RIAEERARR -

YC : ERARR AR A4 BURRAY—TE - FRERA > KL 16 38 -

AT AR AR AR s R

CU : FERE -

EHI : #RE

MF : &fﬁéﬁi?ﬁ@{% YC 3E#% BRI RAGRRA - WREFEARITAIRE

ERERURME - BEFHENAGRS  RXBERD > THAK - BREF
B8RS > MAFUREIRS -

ZHT ¢ BEERBHARITRERETARS T -

YC : ERA SR E T RH - RAOVEEFRALE  FEALHI T2k
%%d& o

CU : H¥¥% » AILISTHEZK -

AT - BRIl -

YC : SRR B2k - BATE R — a3 —Ahs GEEMERT
T /NAREERE - BBAEEE - RERT S PRI E - R
IREERRIE S TER - BT EREHMET -

HEG RTIET - SRR T8 - BRI RS - BRI ERIRTE
—EHAT]  ESAE  §E —EARIRE » BIRRFIE R > A R
FILERE BRI E - WA ACGRIERRE - FTLUERAEEEE T IR (R
TIREPE -
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EHT: EELE?
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2T - HEBBRFI=ERRERAE -

MF & CU : R BEH#H -
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MF : BBBETREE > HSPENFT -

2ATERT

CU : TRER M - RBRRFA=EHE—EZME -

Zhh  REEEEEE R ?

YC : HFEFHZEIE R ET > MeiteEEFREEERLE 55 &
AT AEE i B P A B EA R - il ERRAR SRR b - B aE
FOARGBRRIRTH - BERTIEEE - EIEERE - IR LRVRE - ATt
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EHT  RFE ?

MF : ZFILIRT L3R sGRENERK - B iEsss - 1B THEE -

ZhHL EE® -

YC & CU : FMLARTHAETX -

CU : HCZEH - AREH LEBE2IHEE -
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HAN - Bk o BRI sGRILERE S - ERREREERN -

CU : {ByIFS -
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CU & MF : Il o

ZH - AR ERIZRE N RZERL -

MF : R -

CU&YC : R o

ZHT BT ?

YC : AERBEE -

CU: % JFHEE -

YC : i AREBIRA/NIKAKAES » EFSRZDH -

CU & MF : %I -

YC : WEUHRIBE -

EHT 2 2

Zhh - KB EEREFRYB AT ? (B kb ?

MF : EMIG 2T EE  @EE—EHR > —EIR > —HRETgHESL > 5E
e KEETHuEm - ZERC2H  AREEIRE  BRIgIrE - ARRE -
K—ERETCE -
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CU: 7 g  HERBBEFEREEN > MASTEREEE  HEEIIS
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MF : BEECEEITFEES -
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CU : AR EHKRES -
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APPENDIX 21

Approval of Conducting the Present Study at
Chung-hua College of Medical Technology

To whom it may concern. 04/11/2003

The purpose of this letter is to certify that Chung-hua College of Medical
Technology (CCMT) has granted the request of Ms Chiu-ling Chiang to access the
students of CCMT to participate in her research: The Effects of Graphic Organizers
on Taiwanese Tertiary Students” EFL. Reading Comprehension and Attitudes Towards

Readiﬁg in English.

Sincerely,

Koy Pong e

King Pong Lin
Director of Academic Affairs

Chung-hua College of Medical Technology
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JACU |

Australian Catholic University

Trescowthick School of Education (Victoria)
Telephone 61-3-9953-3257 Fax 61-3-9953-3495 Email: k.smith@patrick.acu.edu.au Web: www.acu.edu.au/fed/vic

Dear Participant,

Title of Project: The Effects of Graphic Organizers on Taiwanese Tertiary Students’
EFL Reading Comprehension and Attitudes Towards Reading in English
Name of Student Researcher: Ms. Chiu-ling Chiang

Name of Supervisor: Dr Ken Smith

Name of Programme In Which Enrolled: EdD

The purpose of this research is to investigate the effect of graphic organizers on
technological/vocational college students’ EFL reading comprehension and attitudes towards
reading in English as foreign language. The potential benefit of this study is to enhance EFL
reading comprehension and cultivate positive reading attitudes of technological/vocational
college students toward English as foreign language.

As a participant you will be invited to answer two questionnaires, which are the English
Reading Attitudes Questionnaire (ERAQ) and Graphic Orgnaizers Attitudes Questionnaire
(GOAQ). The ERAQ will take place at the beginning, in the middle and the end of the
treatment, while the GOAQ will take place at the beginning and the end of the reserch period.
It is estimated that answering the questionnaires will take approximately 20 minutes.The
information provided by your questionnaires will offer valuable insights into the effect of
graphic organizers on Tiwanese tertiary students’ EFL reading and attitudes towards reading
in English.

As a participant in this study, you are free to refuse consent altogether without having to justify
that decision, or to withdraw consent and discontinue participation in the study at any time without
giving a reason. It is also important to note that any withdrawal will not prejudice your future care or
academic progress at all.

Confidentiality will be maintained, as no identification of you is required. During the
study, all the questionnaires will be locked in a cabinet in my office and data stored in my
personal computer. After the completion, your data will be kept in locked cabinets in the
supervisor’s office located at St Patrick’s campus in the Australian Catholic University,
Australia. All the questionnaires and electronic data will be destroyed after five (5) years.

Any questions regarding this project should be directed to the Student Researcher,
Chiuling Chiang on (886 6) 2671214 ex: 564 in the Nursing Department of Chung-hwa College of
Medical Technology, 51, Wen-hwa First Street, Jen-de Hsiang, Tainan Hsien, Tainan, and/or Dr. Ken
Smith on (61 3) 99533257 in the School of Education at St. Patrick’s Campus, 115 Victoria Parade,
Fitzroy, Victoria, 3065.

This study has been approved by the Human Research Ethics Committee at Australian Catholic
University.
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In the event that you have any complaint or concern about the way you have been treated during
the study, or if you have any query that the Investigator has not been able to satisfy, you may write to
the Chair of the Human Research Ethics Committee: Research Services Unit:

Chair, HREC, C/o Research Services, Australian Catholic University, St Patrick’s Campus
Locked Bag 4115, FITZROY VIC 3065, Tel: 03 9953 3157, Fax: 03 9953 3315

Any complaint or concern will be treated in confidence and fully investigated. The participant
will be informed of the outcome. If you agree to participate in this study, you need to sign both copies
of the Informed Consent Form, as one will be retained for your records and the other one will be
returned to the investigator.

Thank you for your assistance in this research activity.

Sincerely,

Chiuling Chiang
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Table A23.1
Participants’ Pre- and Post-Reading Comprehension Tests

(RCT) Descriptive Statistics Summary

Reading

Comprehension Test Pre-RCT Post-RCT
N : 50 50
Missing 0 0
Range : 46.00 38.00
Minimum: 18.00 26.00
Maximum: 64.00 64.00
Mean 41.28 49.68
Std Err 1.75 1.36
Std Dev : 12.40 9.63
Variance : 153.76 92.79
Skewness: -.04 -.49
S E Skew: 34 34
Kurtosis : -.94 -.54
SEKurt : .66 .66

Sum : 2064.00 2484.00
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Table A23.2

High-scorers’ Pre- and Post-Reading Comprehension Tests
(RCT) Descriptive Statistics Summary

Reading

Comprehension Test Pre-RCT Post-RCT
N : 27 27
Missing 0 0
Range : 42.00 28.00
Minimum: 22.00 36.00
Maximum: 64.00 64.00
Mean 45.70 53.26
Std Err 2.12 1.48
Std Dev 11.03 7.69
Variance : 121.76 59.12
Skewness: -35 -.78
S E Skew: 45 A5
Kurtosis : -.75 -.46
S E Kurt : .87 .87

Sum : 1234.00 1438.00
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Table A23.3
Low-scorers’ Pre- and Post-Reading Comprehension

Tests (RCT) Descriptive Statistics Summary

Reading

Comprehension Test Pre-RCT Post-RCT
N : 23 23
Missing 0 0
Range 44.00 38.00
Minimum: 18.00 26.00
Maximum: 62.00 64.00
Mean : 36.09 45.48
Std Err 2.52 2.11
Std Dev 12.10 10.13
Variance : 146.36 102.63
Skewness: 46 .01
S E Skew: 48 48
Kurtosis : -.32 - .41
S E Kurt : 94 .94

Sum : 830.00 1046.00
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Descriptive Statistics Summary

Table A24.1

Participants’ Pre-, Mid-, and Post-English Reading Attitudes
Questionnaire (ERAQ) Descriptive Statistics Summary

English Reading

Attitudes Questionnaire Pre-ERAQ Mid-ERAQ Post-ERAQ
N : 50 50 50
Missing 0 0 0
Range : 27.00 42.00 41.00
Minimum: 42.00 35.00 43.00
Maximum: 69.00 77.00 84.00
Mean : 57.16 57.74 61.90
Std Err .87 1.05 95
Std Dev : 6.13 7.42 6.74
Variance : 37.57 55.05 45.40
Skewness: -.06 -.06 27
S E Skew: 34 34 34
Kurtosis : - .41 1.40 2.28
S E Kurt : .66 .66 .66

Sum : 2858.00 2887.00 3095.00
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Descriptive Statistics Summary

Table A24.2

High-scorers’ Pre-, Mid-. and Post-English Reading Attitudes
Questionnaire (ERAQ) Descriptive Statistics Summary

English Reading

Attitudes Questionnaire Pre-ERAQ Mid-ERAQ Post-ERAQ
N : 27 27 27
Missing 0 0 0
Range : 20.00 32.00 32.00
Minimum: 49.00 45.00 52.00
Maximum: 69.00 77.00 84.00
Mean : 59.00 58.78 63.22
Std Err 1.23 1.43 1.44
Std Dev 6.38 7.45 7.49
Variance : 40.69 55.49 56.10
Skewness: -.11 46 71
S E Skew: 45 45 45
Kurtosis : -1.24 30 .86
S E Kurt : .87 .87 .87

Sum : 1593.00 1587.00 1707.00
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Descriptive Statistics Summary

Table A24.3

Low-scorers’ Pre-, Mid-, and Post-English Reading Attitudes
Questionnaire (ERAQ) Descriptive Statistics Summary

English Reading

Attitudes Questionnaire Pre-ERAQ Mid-ERAQ Post-ERAQ
N : 23 23 23
Missing 0 0 0
Range 21.00 36.00 25.00
Minimum: 42.00 35.00 43.00
Maximum: 63.00 71.00 68.00
Mean 55.00 56.52 60.35
Std Err 1.07 1.53 1.15
Std Dev : 5.15 7.36 5.49
Variance : 26.55 54.17 30.15
Skewness: -.71 -.73 -1.80
S E Skew: A48 48 A48
Kurtosis : .53 2.86 4.00
S E Kurt : .94 .94 .94

Sum : 1265.00 1300.00 1388.00
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