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Abstract

This study investigated the effect of individualn€ept Mapping (CM) as
a pre-writing planning strategy on English Langudgmarners’ (ELL) writing
performance on different modes of writing. Thegem study also intended to
investigate the effect of the explicit teaching@f on ELL’s knowledge and
skills pertaining to vocabulary, organization, graar and punctuation. An
experimental design study was implemented at a leefigh-school in Palestine.
Fifty six eleventh grade students were dividedwn equal groups: non-mapping
group (Control) and mapping group (Experimentalup)o The study focused on
differences in the effect of individual paper-arghpil CMs under three
conditions: in-class writing tasks, exams and hassgnments. A pre-assessment
on writing was administered before treatment. riredston was focused on the use
of CM as a prewriting strategy for expository armduenentative essays for the
Experimental Group while the Control Group follow#te traditional way of
writing to write these modes. To analyze the tssdihe study used Independent
Sample T-Test and ANOVA Test on composition scoréle results of the pre-
tests and posttests of the two groups scored bydtess based on predetermined
criteria (an analytical rubric) were compared. @ggive statistics was also used
to analyze the student survey responses. The f{adimdicated that the
Experimental Group who used CMs scored signifigahigher than the Control
Group in all areas of writingAnalysis of the questionnaire results regarding the
usefulness of CMs indicated that the majority aflsints were satisfied with using
CMs activities for writing. The study provided expnental evidence that using
CMs as a pre-writing planning strategy is very Wieied in teaching English as a
foreign language. It was concluded that CMs udtztively have the potential
to enhance students’ writing skills. As a resdltttee study some pedagogical
implications and recommendations for using CMsaaching writing to ELL

learners are discussed.
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Chapter one
Introduction

Writing is the most complex language process. ddramand of writing
is supposed to be based on rational thought amatiohal language. Indeed, it
incites students, whether in elementary schoolotlege, to behave as having an
ache whenever they have a task to write. A lot ofiva students face a
momentary paralysis of mind and muscles whenewey Hre asked to tackle a
blank page. They are seen with pens solid in haidss blocked in minds,
worries growing and rapidly retreating from thelready small store of self-
confidence (Buckley & Boyle, 1981). On the othendhawriting is a great tool for
students to use, to state their thoughts and fgemd to wrap up what they have
read, seen, or experienced. As learners keep erp@nd their comprehension of
the writing process and the components of writthgy will be able to articulate
themselves more assertively and efficiently (A @uid Effective Instruction in
Writing, 2005).

Thus, the question that needs to be raised is wénatbe done to help
students become assertive and effective writersddidt that writing can be
taught. Indeed, writing is a skill that can be eleped and a craft that can be
learned. Many teachers believe that writing ikid that should be taught and
that pre-writing should be taught since it facti#s its acquisition (Antonazzi,
2005). To some extent, writing handicaps can leranme and native talent can
be enhanced by thoughtful and skilled instructidierhan, 1980). Creating
writers is mainly based on this assumption thatkinig and writing have a very
strong connection. Smith (1982) argues that waithyn’t think then they write.
Yet, these happen at the same time. Flores (20€li8vies that the act of writing
generates thoughts and, thus, can guide writeow/ &if thought. He also believes
that critical thinking, in contrast to rote memation, includes active and clever
display of higher-order thinking skills (analyssynthesis, and evaluation) among
students. Thus, Schultz (1991) argues that teactieosld be aware of the

cognitive processes involved in learning differamddes of writing. Basically, the



descriptive, narrative, and expository modes carbalclassified as empirical
forms of writing that fundamentally describe lineaignitive processes.

Even though exposition needs to some extent ldeget of abstraction, a
child is in the same way able to clarify gradudity to carry out some task or to
write his or her observations. The descriptive,ratare, and expository types
accordingly portray mainly lower-level, linear thking methods. Also, so as to
create such essays, writers frequently think cHomically or hierarchically
associating together events, descriptions or egprg@sa methodical clarification,
but with no essentially having to request subottifomaof ideas or predication
which is referred to sentence- making (Miles,197%)e organizational layout of
such essays is basically indicated by the assighitsetf. On the other hand, the
argumentative essay relies on more complicatedehifgivel cognitive processes.
In generating an argumentative paper, writers fingtk of a central concept.
Then, writers from there produce any number of eoted and sometimes
unconnected ideas. Doing this might cause writersevise and even drop the
original central idea as they think deeply uponliogtions and check the validity
of their assumptions (Schultz, 1991). Thereforghaprocess of drafting the first
draft of an essay, writers usually construct whaower (1987) calls a
multidimensional association of ideas. Thus, ths/ement from lower to higher
level of thinking required in writing argumentatiessays demand from language
teachers to become aware of students’ command rgfuéye and grammar
(Schultz, 1991).

All higher- order thinking skills could be seers (areviously illustrated)
in writing essays. Essay writing is believed to éelistinctive way of learning
because it entails a dynamic (learning by doing)onic (learning by
representation in a picture) and figurative leagnirThat is, learning by
restatement in words. One condition which guarantesting well (any mode of
writing including writing essays) is to think wellhe method of mapping aids in
that it teaches the most important thinking slofisecalling ideas, arranging them
and constructing thoughts (Villalano & Calvo, 2011f students use mapping,

these three cognitive skills which are crucial tatimg can be willingly adopted



and to some degree done in a perfect way. BuckhelyBoyle (1981) stress the
importance of recalling ideas as they believe teatners do not write writing.

They write thoughts. If thoughts are not to besimg, they have to be written
and fastened down so that they could be seen, miegkeand reachable to the
writer. However, the amount of thoughts, regamsllbew rich they are and of
little benefit if not, are arranged and classifieth sets and named.

While moving from the first skill to the second lskis stated by Villalano
and Calvo (2011), the learners will inquire abdtse two issues. Which of these
thoughts go together? And what shall | name thi& searners will translate their
record of words into kinds of meanings that matoh theme. The learners are
now prepared to move from general theme to defihiésis statement. By over
viewing the classifications and all the thoughis¢a with them, the learners can
choose one that they in person wish for to writeutb These classifications will
be detached paragraphs of the writing. Choosingsiflaations and organizing
them in a series will facilitate the learners thierbuild or map their thoughts or
their themes. Reaching the third skill and ohees of paper, the learners portray
a large geometric form. They begin dividing frotmoae central smaller lines.
Throughout this, learners achieve a sense of sslirance and manage when they
complete an inclusive map. Both the learners aArddacher get from mapping.
While learners map, their instructor can move amtegearners in the room and
can see the students’ suggested building of theuayind the previews of events to
come. At this prewriting phase which consists oditstorming followed by
planning, the teacher can inquire, distribute thsigand direct the learners’
plans.

According to Bloom’s traditional taxonomy, writirapuld be listed on the
top of the taxonomy before the last one which isedaon synthesis. Even
sometime, writing could be on the top of Bloom'sxaaomy which requires
analysis that demands the most of one’s own th@kBchultz’ (1991) states
mapping is one of the most fundamental tools fohageing organizational,
logical and analytic thinking for a dynamic writindesides, it includes a

complicated use of both grammar and vocabulary kvimplies that the cognitive



process is involved. It also encourages languageisition itself and as Avery,
Baker and Gross (1996) emphasizes that mapping Hetther the intellectual
personal growth of the learner. Mapping, especi@tbncept Mapping (CM), is a
pre-writing technique which combines the verbal #imel visual abilities of the
learners. It takes place after brainstorming. Te@hnigue which takes places in
the planning phase increases the flow of ideasstnetigthens writers’ essays. It
is easy to use at any grade / ability level. tampletely an effective new tool for
both teachers and learners to use. CM is an efteatiethod that aids students to
organize their thinking. This graphic scheme-magpnot only visual but it is
also verbal and therefore has all the benefitshofé¢ two symbolic modes, the
presentational and the discursive (Buckley & Boy/@81). CMs were developed
in 1972 in the course of Novak's research progranCarnell where he and
Musonda wanted to follow and comprehend the chamgekildren’s knowledge
of science (Novak & Musonda, 1991& Novak, 1990heTprogram was based on
the learning psychology of David Ausubel (1963)eTore principle in Ausubel’s
cognitive psychology is that learning happens leyabsimilation of new concepts
and propositions into present concepts and prapositstructure seized by the
learner. It is referred to as the individual’s oitiye structure.

Out of the need to find a better method to represkiidren’s conceptual
understanding appeared the idea of representindrehis knowledge in the
shape of a CM. Therefore a new instrument appeaoctdonly to be used in
research, but also to be used in other fields (K&aCafias, 2008). Concept
Maps are created to represent non-verbal meaniagfdciations among concepts
in the shape of propositions (Novak & Gowin, 198¥3.Novak and Cafias (2006)
point out propositions are statements about sonpecbbr event in the world,
either naturally happening or built. Propositianslude two or more concepts
joined using linking words or phrases to form a megful statement. The
propositions are the factor that makes CMs diffefesm other similar graphic
organizers such as mind maps. A CM is based omskamption that the main
principle of education is to empower learners. &bwer, learners have to be

responsible for their learning and creating thewnaunderstanding of the world



around them. CMs are knowledge representation dsvithey should be read
from the top to the bottom ensuing from the “higbeder” more general concepts
at the top to “the lower order” more specific coptseat the bottom.

CMs have cross links that illustrate associatiogtsveen ideas at different
levels of hierarchy (Novak & Cafias, 2006). Buckdeyl Boyle (1981) argue that
in mapping, the mnemonic power of the visual i®rsgthened by the verbal
naming to label each classification. Novak and Gaf2®06) point out that the
label is the name that activates the mind to renegral the features included in
the classification. These maps are hierarchicas meinsist of concept terms
(nodes) and lines that link pairs of nodes. Théitig lines are labeled with
clarifications of the relationship between noderpaCMs offer a window into
learners’ minds. In fact, they reflect students’oWtedge schema. As an
instructional instrument, CMs support students xplieitly arrange and reveal
their existing account of knowledge (Novak, 2010).

Statement of the Problem

Despite the fact that writing is one of the rfdanguage skills that
students must learn, it has long been the mostinaized skill. Writing has been
regarded either not essential enough, comparedspehking, to be worth of any
exceptional treatment or only too difficult to téag®eqi, 2005). Mourtaga (2010)
states that Palestinian English language learmers/@ak writers. He argues that
English Language teachers misunderstand the wrifimgcess and that the
Palestinian English learner lack the linguistic petence in general, and practice
of writing in particular. He states that many Hsiglinstructors and supervisors in
Gaza still use traditional strategies based oninsttieuction and drilling since they
do not get fully the essence of the writing procede points out that most studies
concerning the English writing of Arab learnergihtite students’ weakness in
writing to insufficient knowledge in grammar andtima language interference.
Unfortunately, these studies neglected many siamfi reasons behind Arab

students’ weakness in writing.



Actually, teaching writing is hard and often fraing. For decades,
teachers have assigned writing, graded it, andheat@ages covered in red ink
stuffed into the backs of notebooks, never to lzel regain. Many teachers will
admit to being uncomfortable teaching writing ire tfirst place: while early
grades teacher education programs spend hoursaohing reading, they spend
far less time on teaching writing and secondarghees may have no preparation
for this work at all. Students too, can easily groustrated as they are asked to
write more and are assessed more thoroughly on (Bemen & Cali, 2003).

Moreover, after many years of foreign languagerutsion, one would
expect to find efficient ways for teaching the kkWnluckily, examining and
analyzing writing tasks and exams do not sustaih gxpectation. Many students
with several years of foreign language instructame still unable to express
themselves in an obvious, well-organized, and wstdadable manner in writing
(Pishgadam & Ghanizadeh, 2006). The researchenbised that students in
high schools have poor writing skills. Also, theyr® not performing on their
grade level in regards to the writing componenBesides, students are mostly
desperate and unmotivated to write. This is, irt,faormal since difficulties in
writing can be like all learning problems, destietto a child’s education and
self-esteem (Bardos & Maybury, 2012). What compéisahe problem, too, is the
lack of the teachers’ knowledge about the usefthriegues which help students
overcome their weakness. Bejarano et al (Citdglaia, 2007) draws our attention
to the fact that teachers are embarrassed by thelamt of their students about
their inability to write because of their (the stmts™) lack of the linguistic and
cognitive strategies. Shin (2003) points out thaahy prospective teachers lack
confidence in their own writing, they often avohthing writing skills, because
they do not feel comfortable with writing” (p, 3).

Actually, English teachers never stop complainithgu their students’
inability to write a short well- organized paragnaghe sad part of my story of
teaching writing composition in our public scho@ghe stereotypical perception
of teachers about students as becoming hopelegs @ssit is put in some

comments of teachers. In a study conducted by(2@@8), a teacher believes that



students do not and cannot learn from their mistaReachers keep repeating
how important it is to use the past tense in staiting, but students keep making

the same mistakes. As for another more pessintisticher in the same study
done by Lee, he argues that weaker students aleays to the first square and

repeat their mistakes again and again. Consegusnthe teachers, as noticed by
the researcher, fall in the trap of dictating tlmmposition to students and tell

them to memorize it for the writing test.

This happens because our teachers and studeniseatdo rote learning
in which low levels of knowledge are encouraged studients are only passive
learners. Writing instruction has come a long wiiyhas evolved from a rote
traditional method with an emphasis on writing cections. Students learn best
when they are connected with the course materidlaaively participate in the
learning process. Yet, the traditional teaching et®chave placed students as
passive receptors to which teachers transfer césmcapd information (Using
Instruction at FSU Handbook, 2011). The researbleéeves in the importance
of changing the way we teach to change the rotee&tudents and make it more
active. Active learning move the focus from theder delivery of course
content to the student active interaction withriegerial.

Learning to write is very challenging particujafor those writing in a
second or a foreign language as they do not knawugin about how to create
ideas for writing. As effective writing is consi@er to be a major problem for
EFL students, this study is considered an effortnvestigate whether or not the
implementation of CMs in teaching writing compasitiwill have positive effects
on the Female Eleventh Graders’ achievement asaseaheir perceptions towards

learning writing composition by using concept mangpi



Research Questions

The research questions that guided this study wetie following:

. Are there any significant differences between thgags that students write when
taught writing using the Concept Mapping strategg the essays they write when

taught writing using the traditional way?

. Does Concept Mapping have any effect on studemigityato recall learned and

acquired vocabulary as a result of teaching essayg/using this strategy?

. Does teaching essay writing using the Concept Muappstrategy improve

students ‘ability to recall significant ideas nesay to write acceptable essays?

. Does teaching students essay writing using the €unk®apping strategy have
any effects on improving students ability to wriggammatically correct

sentences?

. Does teaching students essay writing using the €uminklapping strategy have

any effect on improving students’ ability using {henctuation marks?

. What is the effect of using the Concept Mappin@tstgy in teaching essay
writing on students’ perceptions of learning wigfis a result of using this

strategy?

. Does Concept Mapping strategy have an effect on pduicipants’ writing

performance when writing tasks are conditioned?



The Purpose of the Study

The purpose of the present study is dual. Thedimg is to find out if there
is a difference in the achievement of the studeriits learn essay writing using
the Concept Mapping strategy and those who leaitmgiin the traditional way.
The other is to investigate the effect of using @@ncept Mapping strategy in
teaching writing on students’ perceptions of leagniwriting using the

aforementioned strategy.

Significance of the study

The importance of this study is embedded in itsugoon using CMs in
teaching writing composition. Most of the previaiadies were concerned with
the effect of using CMs or other graphic organiaergeneral in teaching reading
comprehension or vocabulary. Few researches warducted to see the CMs
‘effect on teaching writing. They were mostly stsli examining writing
summaries. Thus reading is a necessary construgtittua confounding effect at
the same time for students who have difficulty omprehending texts. Extra
research is needed to examine the effects of CMs @ewriting strategy when
reading comprehension is not necessary to prodwagiag quality. To the best
of the researcher’ knowledge, this study is unigipmee nobody in this region has
tried to investigate the effect of using CMs onctéag writing. The study is
special since it tries to study whether or not Culd be a helpful technique in
creating confident and promising writers in Pal@ati public schools. In fact, the
reason behind choosing eleventh graders as thegimpufor this study is also
significant and indicating. No wonder that evergp@ssumes that by reaching
this level, eleventh grade students should be abherite well- organized and
impressive essays. Surprisingly, this is not theec Besides, students of this age
are able to evaluate the usefulness of the straisgygl to develop their abilities
and to have such awareness of the developmeneindapabilities as a result of

using the new strategy. Consequently, this studyiattempt to change the status
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quo of the writing ability of those students whe dooking forward to seeing

some hope of change in the horizon they are trigrmgach.

Definition of Terms

Writing Composition: “Using and Producing Language on Paper to
communicate something to the world, to a readeratpublic, or for self-
expression..... the last step of a process whosematds the finished product”
(Antonainzzi, 2005). Writing composition is wrigrthe short essays required in
the eleventh grade’s English Textbooks or in thecher's writing exams that
replicates the ones required in the units specibedhe study. Compositions and
essays are used interchangeably throughout thes thgsch term refers to either

the expository or the argumentative writing of ademnt.

Concept Mapping: Novak and Cafas (2008) define Concept Maps gshipal
tools for organizing and representing knowledgéeylinclude concepts, usually
enclosed in circles or boxes of some type, andiogiships between concepts or
propositions, indicated by a connecting line betwie concepts. Words on the
line specify the relationship between the two caitge Concept Mapping will be
used as a helpful pre-writing planning tool fordieiag writing composition.

Students’ achievemenin writing is their scores which are assigned adiog to

a specific rubric.

Strategy: It is defined as a series of activities to reddmedamount of information
held in working memory during composition and toxingize the efficiency of
memory (Cited in Shin, 2008).

Propositions They are two or more words linked to form a steat about an
event, object, or idea. Propositions can be vatidnvalid. In a concept map,

propositions are the basic semantic units (NovaBdwvin, 1984).
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The Writing Process It involves four main stages: prewriting, draffjrrevising,
and publishing. These stages can be noticed thoaighe grades at different
levels of difficulty. The first stage is the pretirg stage of the process. This is
where the author decides on the topic which thedeguthem to the probable
sequence of events and/or connected thoughts aipie This “thinking” stage
aids the author to bring the details that sustantopic. It also makes the author

evaluate the chain of events that will happen withie writing (Meyer, 1995).

Schema: Schema is a psychological term widely used in prieting people’s
understanding of the world. A schema is a pack&nowledge containing both

data and information about the interconnectionsragribe data (Harrel, 2008).



12

Chapter Two

Theoretical Framework

This chapter presents the theories underlying #eeaf CMs. It focuses
on cognitive theories of CMs to facilitate foreitanguage learning in a school
setting. Some writing theories that provide exptary value for understanding
the investigation of CMs as a prewriting technigue presented, as well. The
connections among these salient sections relevanthe current study are
established throughout the chapter. The introdyaection presents many issues
regarding the writing task performance such as gssing theory (Flower &
Hayes, 1981).

Cognitivism

The first theory which relates to the human meni®gognitivism. As the
literal meaning proposes, cognivitism stressescthgnitive process of learning
such as how people recognize, remember and thiokitatihe environmental
incidents they go througfArni & Outcomes, 2008) Whatever goes on in the
mind is the central objective to a cognitive st@8taley, 2001). Within cognitive
implications, Novak developed a Concept Map (CM)aatol for representing
knowledge. From a cognitive perspective, CMs Hasen applied in all branches
of science as a psychological tool to structuradJeand transform knowledge.
The three features of CMs include hierarchicalcitmes, cross links, and specific
examples. By selecting concepts and defining tmnections between them, one
finds the schema that needs to be developed sw ashteve the goal. Again, to
achieve individual meaning making, cognitive theriemphasize the need for
conscious thinking. As for cognitive psychologg, ¢hief principle is how people
think, understand and learn, and how their compreiba of the world is reflected
in their behavior (Arni & Outcomes, 2008).
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The Information Processing Theory

Memory is crucial for learning and how informatisnlearned determines
how it is stored and retrieved from memory. Themgnitive theorists stress the
need for introducing material in a way learnersl| Wi able to organize and
connect it to what they already know and retrievénia meaningful manner.
Many propose that a person’s memory goes througtetltages: the sensory
registers, Short Term Memory (STM) and Long- Ternemvbry (LTM). The
second memory according to Arni & Outcomes (20@8kalled the conscious
working memory and it is only connected to our tenapy thoughts. The role of
working memory is to do all nonautomatized cogeitprocesses (Shin, 2008).
Novak (1990) points out that in working memory miegrmaking takes place.

On the other hand, long-term memory keeps thesaimgzafor a lifetime.
This kind of memory is believed to be divided iritwo kinds: the procedural
memory and the declarative memory. The former fienonamed “implicit
memory” or “knowing how” while the latter is calletexplicit memory” or
“knowing that” which is thought to have another dwision of two parts that are
the episodic memory for times and places and theaséc memory for facts as
well as concepts learned in school (Arni & Outcon2308). The writer's long
term memory includes three related knowledge fieldBirstly, is the common
text topic (field- knowledge). Secondly, therelie tommunicative act (pragmatic
knowledge-knowledge of audience), and finally, liric knowledge about

definite text plans (Alamargot & Chanquoy, 2001).

Constructivism

Another theory that has long served as a psychmbdiasis for CMs is
constructivism. Constructivism paved the way fanyto make contributions to
cognitive psychology and initiated a new revisidith@ concepts of learning. For
constructivism, people are thought to be suppliétl wleas and concepts before

learning takes place (Goltry, 2011). Constructivis a means of thinking about
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knowing. It supports the belief in the necessityuwilding models for learning

and teaching (Tobin, 1993). It is widely arguedbtoone of the most effective
methods of teaching and learning in schools. Thus,important for teachers to
know the level of knowledge their students haveched. This will enable

students to make meaning of their own while reocgivany new information.

Consequently, since teachers should be followergdrfcational reform, they
should also be aware of the policies and pract¢esnstructivism so as to apply
constructivist teaching in classrooms (Katherin€&dy, 2009).

In this context, constructivist teaching and leagnienvironments are
defined as learning environments where the studamnés actively engaged
cognitively and operatively (“hands on”) in refla@ly processing information.
This information should be presented in a way #matourages the learner to
relate new knowledge to prior existing knowleddkhis also goes beyond some
“traditional” approaches where students sit pa$giand receive information
largely delivered by the teacher. This construtsibteaching approach means
that the teacher should use techniques that erg@ustudents’ participation
individually and collectively in learning. Learrsetin cognitive constructivism, as
Katherine and Cody (2009) suggest, should indivigubuild ideas from
experience through a personal procedure. On ther dtand, teachers should
communicate concepts and ideas plainly and away frate learning so as to
enable students to build personal bridges of umaleding to these ideas and
concepts. This, in turn, will keep them away froguiting.

Ausubel (1968) believes that three conditions naxsst for meaningful
learning to occur: (a) the learner must senseaioekhip among the concepts to
be learned, (b) the learner must own definite eelahoughts to which this new
material can be linked, and (c) the learner mustiadly intend to learn these
ideas. Novak and Cafias (2006) argue that stutksnts definitions for concepts,
but they don’t acquire meanings for the conceptsmamy schools. CM can
promote the learners meaningful learning processesit assists learners make
sense of concepts by relating new concepts withr @xisting concepts in their

memory and then organizing them hierarchically hape an integrated, logical
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framework of the material learned (Novak, 1990n addition, CM promotes
meaningful learning by aiding the learner procegsrmation efficiently through
adopting procedures such as positive transfer, dodihg and memory devices.
First, concerning positive transfer, teachers mag suitable plans to help in
transferring knowledge or in improving learnersareing as the schema theory
proposes that teachers trigger and connect fornmwledge with new
knowledge. Second, regarding dual theory, theohstieve that if teachers use
visual learning in addition to verbal learning,dstats’ recall ability will improve.
Finally, in addition to the two methods are memadevices such as graphic
organizers. They help students to have a bettéenstanding, a better memory
(Arni & Outcomes. 2008). Moreover, Schunk (2012)guss that graphic
organizers assist teachers to draw their studest€ntion to the material,
increasing their concentration. These organizelishelp learners discriminate
between important and trivial information (an adaptprocess) and so makes

their perception meaningful.

Ausubel ‘s (1963) Assimilation Theory: Meaningful learning

The idea of graphic organizers stems originallyrfrABusubel’s Advance
organizers. Ausubel is a remarkable theorist gndove psychology. His theory
is based on illustrating school-based learning. sHews how teachers should
organize and facilitate learning for their studentsusubel (1963) believes that
knowledge is hierarchically organized. This is daehaving new information
meaningfully to the limit it could be related to athis previously known. He is
after meaningful learning as opposed to rote learaind reception in contrast to
discovery learning. Ivie (1998) explains that Abels learning theory is
constructed around the concept of subsumption.iNéiis later writings, Ausubel
preferred to use the term assimilation instead.ofdiog to Driscoll (1999),
Ausubel suggested four procedures by which meaninghrning can take place.
First is derivative subsumption through which trewvriearned information is an

example of a concept previously learned. Mintzed Wandersee (2005) state



16

that in this process, learners relate the broadeuts they have in their cognitive
structure to the particular, less inclusive consemwly learned.

The second procedure is the correlative subsumptionthis stage, one
has to alter or extend the new concept in ordesicmommodate the new data.
This kind of learning is more precious since it @mtes the higher- level concept.
Thirdly is superordinate learning. This means kimgwexamples of the concept,
but not the concept itself until learners are tawdjout it. In this process, newer
broader and stronger concepts will be placed inoeencomprehensive category
with existing thoughts which will end in highly mehed levels of hierarchy in the
learner’'s framework of knowledge. Finally, comhovéal learning is different
from the three levels previously mentioned. TRidbeécause it expresses a level
by which the new concept is neither below the lesfethe acquired knowledge
nor above it. On the contrary, it is one samellet/@ierarchy (Driscoll, 1999).

Mintzes, Wandersee and Novak (2005) elaborate dtyngtthat Ausubel
developed two more concepts to give explanatiomsitathe changes that take
place while knowledge is rebuilt throughout meafuhdearning. They are
“progressive differentiation” and “integrative rewiliation”. The former is the
step-by-step developing and explaining of concepamngs which occurs while
the process of subsumption and superordinate legamakes place. Indeed, it is
the reason behind the dividing and branching otreéroncepts. On the other
hand, “integrative reconciliation” is the proces$®atlining the similarities and/or
differences between related concepts. This wiltuin, enable learners to develop
cross-connections between related concepts endiraphesive knowledge that
will help learners infer and make possible analaigtbinking. Careful study of
Ausubel’'s ideas reveals three important featurese Tirst is “the advance
organizer” which helps to personify the new infotima and show the “big
picture” before indulging in the details. Secofal, comparing and contrasting
new ideas there is the “comparative organizerhaHy, there is the “progressive
differentiation” that is used when teaching threartected subjects. By using this

organizer, students will be taught the highest mdeas in hierarchy, then, in
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order, they would begin to add more ideas. Thiy m&olve a spiral method
(Driscoll, 1999).

The Schema Theory

How are schemata formed and adjusted? Schemasagesitional webs
which embody small pieces of knowledge. Structsimbodied with a course of
“slots”, each of which matches a characteristic.the schema or slot for houses,
some characteristics could be material such as wamttents such as rooms and
function as a human residence. Schemas are alsodiieal. They are connected
to super-ordinate ideas similar to building andassdmate ones, such as the roof
(Shunk, 2012). Schemata are formed after a regpeatperience with people,
objects and events in the world. This helps usetoegalize our experiences and
extend our expectations in an abstract and gemeyc Thus, we become able to
fill any missing information, although not everylyodill be able to completely
fill the gaps correctly. Besides, it is not neeggsto have all the information
experienced included to one’s schema (Driscoll,9)99Xiao (2008) points out
that if students learn schemas, teachers can siienthis knowledge when they
teach a new content that is relevant to this scherhés is why it is called
“content Schemata”. There is also the” Formal Scitain which is the
background knowledge of rhetorical structure, whiotains features connected
to the purpose topic of the text.

There are three procedures in relation to the icreatf schemata. First,
there is the “accretion” where the new data is maimered within the limits of the
already present schema without any change. Thieig similar to Ausuble’s
derivative subsumption. Then comes “tuning” in whane has to change in order
to accommodate it under the present schema sooabe ttonsistent with the
experience (this is similar to Ausubel’s correlatsubsumption). Finally, there is
restructuring, and here one has to generate neanstlas tuning is not enough.
This is the same as Ausuble’s superordinate legrgidmiscoll, 1999). According

to Ausubel (1963), meaningful learning is the edaémon-absolute, non word
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for- word- incorporation of new ideas into a leatsestructured design of
knowledge (cognitive structure). Novak (2002) bedie that if knowledge is
obtained meaningfully, it will be kept longer arndnill ease future learning so as
to be used in new problem solving or creative timgk For meaningful learning
to take place, the material itself must have pdssiteaning (e.g. is not a list of

meaningless syllables).

Concept Mapsas Graphic Organizers

Teachers, according to Mintzes, Wandersee and N¢28R5) should
facilitate learning by using novel meta-cognitieels such as graphic organizers.
If teachers consider the students careful buildihgraphic organizations in terms
of human visualization and perception, they wiltrease cognitive achievement
(Trowbridge,Wandersee & Novak, 1998). A good eplnof graphic organizers
is CMs. According to Novak and Cafas (2006), CMa suffice as advance
organizers, particularly when the more general dnolad concepts that are
common to the learner come at the top and the meeific and less inclusive
concepts and propositions are lower in hierarchpvak adopts Ausubel’s
theories of learning which are based on meaningfatning and the learner’s
previous knowledge. Novak set forth the psycholalgioundations for CMs as
the source of our first concepts. Machamara (CitetNovak & Cafias, 2008)
points out that these are acquired by children eetwthe ages of birth to three
years, when they recognize regularities in the evarlound them and begin to
identify language labels or symbols for these ragiiks. After age three, new
concept and propositional learning is strongly aeguby language and occurs
mainly by a receptive learning process. In thiscpss, new meanings are gained
by asking questions and receiving explanationgrdps, concrete experience, or”
hands on” activities are available in this acqigsit this will ease the ability to
see the relationships existing between old andcwmwepts.

Novak and Cafias (2006) state that the idea oNtheakian CMs stems

from Ausubel’s Advance organizers which is seea aognitive bridge’ between
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the learner's already existing knowledge and the hearned data. Based on
Ausubel’s assimilation theory, Novak developed dMselation to the following
three factors. First, meaningful learning incluttes assimilation of new concepts
and propositions into an available cognitive suitet adjusting those structures.
Secondly, knowledge is arranged hierarchically amast new learning includes
subsumption of concepts and propositions into ctrtd@erarchies. Finally,
knowledge acquired by rote learning is expectedtodbe assimilated into an
existing propositional framework. A CM portrays taechy and relationships
among concepts. It commands clarity of meaning iandrporation of central
details. The CM structure process needs one tk tim multiple ways and to
switch back and forth between different levels @iteaction. In trying to
recognize the key and connected concepts of acpkatitopic or sub-topic, one
will usually acquire a deeper understanding of thigc and explanation of any
prior misconceptions. The CM is a kind of knowledgpresentation (Stoica,
Moraru & Miron, 2011).

CMs are pictographic instruments for arranging arepresenting
knowledge. They, either simple or more complexistst of concepts, commonly
written inside circles or boxes, and relations lestw concepts are marked by a
joint connecting two concepts. Words on the line @nnecting words or phrases
that indicate the relationship between two concdplsvak & Cafias, 2008).
Concepts according to Novak (2010) are visual feeqy in events or objects, or
registers of events or objects, shown by a labe. dfgues that all meaning
making starts with objects or events viewed, oworés of objects and events.
New knowledge is created when using the "thinkilegnents™ on the left part of
the brain. When one succeeds in perceiving a rguiarity or a new relationship
between previously known regularities and novelutadgties in one’s view of
events, a new concept is created. Since it is@dtared individually, however, it
supplies a lot of information about the subjectslarstanding of the concepts and
their links, as well as the subjects’ thinking gsses (Anderson & Huang, 1989).
In addition, concepts are preferred to be betwesmm tb fifteen concepts,

especially when presenting a new area of study.akof2010) also defines
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principles as two or more concepts connected tonfan account about how
something works or seems to be. Kinchin (1998)iesghat the CM is a practical
technique. It shows what knowledge a student hashaw it is ordered in the
students’ minds. The structure and the links tetiie future of learning.

Crane (1998) argues that CMs help their userstsgedssays as a series
of ideas rather than a mere string of words dividggunctuation marks. They
also help writers see new connections and novehings that they didn’'t see
before drawing their maps. Moreover, it is muckieafor teachers to discuss
with their students who have a large amount ofeiguential rough notes. These
maps will help students see the big image througtimidiscussion and not only
focus on sentence-level errors. Moreover, Novak @adias (2006 & 2008)
believe that the hierarchical structure for a sieerea of knowledge relies on
specific context particular to that knowledge. Tfeifere, when constructing a
CM, it is advisable to define the context and toeha specific question for the
learners to search for an answer. This questiocailed “a focus question”.
Kinchin (1998) states that CMs depict knowledgextswer the focus question.
Novak (1998) points out that the first step in tirgpa CM is to construct the
focus question. He argues that a good and spegiféstion guides students to
build a good map that holds key concepts. AntanigZ005) argues that teachers
should be setting a good question. This questiayuldhalso conform to the
students ‘interests and capacities. It should éliggdefinite reaction so as to keep
them focused on one area. Moreover, it shouldubleeatic which means it must
be related to classroom work, syllables and thewedd and enable them to join
old knowledge with new.

Cafas et. al. (2003) states that the following steidentifying the most
important concepts strongly related to the areknofwledge which are going to
be arranged in a hierarchy from the broadest tdethst inclusive. According to
Lanzing (1997), links in a CM could be drawn in matirections, For example,
they could be non-directional, bi-directional oii-usfirectional. Novak and Gowin
(1984) also explain the necessity of having crogss|between concepts. These

are indeed drawn so as to help learners observeahoancept in one area of
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knowledge represented on the map is joined to aegirin another area displayed
on the map. Kinchin (1998) argues that learneosilshmake, locate and relocate
the cross-links until the map is refined and a gpoaposition is formed. He
stresses that links shouldn’t be valid since inbdlnks expose the way of
thinking that lead learners to a special way of pmghension. Valid links can also
be problematic. Valid refers to the true factyabf the term while it may be
contextually unacceptable within the central cocep

The definite examples of events or objects helpxgain the meaning of
a given concept which is normally not embodied irale or boxes. This is
because they are particular events or objects dbahot stand for a concept
(Novak, 2010). Novak (1990) believe that CMs hé&dprners produce new
meanings because they serve to help learners arthegknowledge which they
put in long-term memory. CMs could serve many fiond, such as creating ideas
(e.g. brainstorming, etc.), planning a complicatducture (i.e. long text),
expressing intricate thoughts, and strengtheniagnlag by means of evaluating
understanding and diagnosing comprehension (Lan2i®g7). The initial point
from which the map is built differs in relying orhe predicted prior
comprehension of the learners, the complexity awness of the subject to be
taught, and the teacher’s self-assurance in thecufNovak, 2002). Cafas et al.
(2003) argue that from the review of many studilksre is a suggestion that CM
could be especially useful for lower ability stutkenThis is true to some extent
because it does encourage the active, analyticddrly approach to learning that

is possibly a more natural part of the higher bigarner’s approach to learning.

The Application of Concept Maps in Writing Classes

Aiming to describe the application of CMs insideasdrooms, Schultz
(1991) summarizes the technique in two stagesst,F@achers come to class with
a list of words. If not, teachers guide a word-itstorming. The other stage then
follows. While discussing the meanings of thesedspstudents, with the help of

their teachers cluster the words. They end togethth a meaningful complete
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visual map that shows the relations existing antbegdeas as well as the words
themselves. Novak (2002) gives more emphasiseadte of words and to the
power of the linking arrows between concepts sotasform meaningful
statements. He points out that CMs meant to reptesieaningful connections
between concepts in the shape of propositions. dBitipns are two or more
concept labels joined by words in a semantic uitovak and Gowin (1984)
define concept maps as schematic tools for reptiegem group of concept

meanings set in a framework of propositions.

Brainstorming, Outlining and Mapping

Brainstorming is a technique which is the startpaint for constructing
field knowledge by deciding what is known aboutubject topic and what new
knowledge needs to be explored and arranged tapdpr efficient writing. It
allows students to hear and share information &wdghts (New South Wales
Department of Education and Training, 2007). Bsgwrming can be loud or
silent (Buckley & Boyle, 1979). Schultz (1991) asees that inside classrooms,
students are supposed to have finished discussirigxtawith a complete
understanding of it. Avery et al (1997), Cronina¢t(1990) and Gauet (2000)
support the notion that discussion would be esakestnce it is based on the
assumption that students come to class with a gnowledge. Thus, it should be
activated to relate the existing ideas and wordhéonew ones. After that, the
teacher chooses a particular theme to be discuSdesl.teacher, then, asks
students for their ideas. His/her role, which eérsimilar to the role of the
secretary, is to write these ideas randomly. Mieeeg (2009) argues that no one
can deny that this stage bisects the brainstorratage in many areas. This
strategy as Rao (2007) shows is important in impigpgtudent’s performance in
writing. Both Schultz (1991) and Nierenberg (20@9pue that when ideas
become weak, students are asked to correct theasidn an attempt to get
something meaningful out of them. Meanwhile, studesuggest relations and the

teacher draws lines between ides clusters andttritmap” them. At this point,
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all ideas are mapped, and students are asked ttw tisame their theoretical
generalization. Finally, using the standard oetlirelps students organize their
sensible elements to work on whatever topic thegtw@write about.

Schultz (1991) examined a second year college IErabich course. CM
was introduced as a pre-writing strategy in whithdents started by suggesting
ideas and creating links between idea clustersenTthey used a theoretical
statement or group essay based on clusters. Sclagtrted improvement in
students’ writing performance, readiness to shardiscussion, and satisfaction
with their work. Schultz (1991) states the reasdrehind mapping being
distinguished from the standard outline (i.e. aeystic listing of a concept with
its subordinate concepts and with their attributdues) and from the usual
brainstorming. He mentions that mapping helpsnlear to ‘see’ the ideas in a
multidimensional form. This is seen as being veimilar to the movement of
thought itself. On the other hand, Berkenkotter8@)9argues that outlining is
inflexible and strict. It hinders setting aims aradining plans to match them
which are supposed to be flexible. He stressdstlileaact of writing is based on
generating ideas that will be transformed into vgordrhese words are tucked
away in our long —term memory putting these thosighta list. He argues that
brainstorming is a good technique to do so. Ydtetser and more powerful way
is to put thoughts on paper and make connectiomsgnaeas. Once familiarized
with the technique, students need to find wayddwelop an idea structure, to
create ideas, arrange them and represent themwiwvich hierarchical structure
that starts from the most inclusive which is supelinate into less inclusive,
which are the subordinate ideas. If the strucisiteare, students need to arrange
and fix it till it becomes understood by the reader

Another reason behind this uniqueness is that mgpgenlarges
intellectual input without hindering the flow ofdhghts with a fixed rigid form.
It is worth mentioning that using this techniquekems students highly motivated
to produce their own ideas and share them withr ttlessmates. Cronin et al
(1990) state that the original purpose of CMs istiow the relationship between

main ideas and details (e.g. the main idea woulthkzlarger box than a minor
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idea). This happens when the concept with itstioelawith the ideas gets more
hierarchical. Finally, Avery et al. (1997) poinitahat mapping draws teachers’
attention to students’ abilities as individuals motcomparison to their peers.
Teachers will be able to differentiate between siitsl based on how students will
document their learning through producing their anaps. As a result, this will

enable teachers to use mapping as a diagnostic tool

Mapping and Activating Vocabulary

Vocabulary is empowered by use (Brylnidssen, 20D0ffy, 2009 &
Manning, 1998). Brylindssen (2000) states thatdéscriptiveness, accuracy and
quality of a students’ own writing will be greatigfluenced by the breadth and
depth of a student's own vocabulary. Yet, mouthimgyds does not have the
same potential to increase vocabulary. Besidegudents are unable to use their
vocabulary, then these words have, possibly, lieaning to them. Thus, if
vocabulary is to be effective, it shouldn't be a#st, memorized, unrealistic or
boring (Brylindssen, 2000; Laflame, 1997 and Magni©998). According to
them, vocabulary should be personalized to makeesiis word conscious. This
could be achieved by linking the vocabulary learteestudents’ own experiences,
visualization and backgrounds. In order to enahlelents to transfer vocabulary
and so create their own context, their prior knalgke of vocabulary should be
activated. Brylnidssen (2000); Cronin et al. (199Duffy (2009), Manning
(1998); Nienberge (2009) and Vaughan (2003) belteaé CM helps students to
add new words to their existing schemas by makiognections among the
learned words about a specific topic.

In addition, Buzan (1974) states that that worsisduin maps should be
key recall words or phrases. A key recall word ne ¢hat brings back the same
images when it is activated. It is more likelyh® a strong noun or verb and on
occasion will be encircled by extra key adjectivesdverbs. A creative word is
one that is mainly suggestive and image formingwlich is far more general

than the more directed key recall word. Moreowuzan (1974) believes that
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every word is multi-ordinate. This simply meanattieach word is like a small
centre on which there are many little hooks. Ehobk can connect to other

words to give both words in the new pair differerganings.

Direct Instruction and Teacher’s Role in Building aConcept Map

Laflamme (1997) emphasizes the need for directrungbn to help
students develop their writing abilities and totevin context. He argues that at
first writing will be time consuming. Still, time i be recovered as students
become independent learners afterwards (BadrowhlLaong, 1998; Laflamme’s,
1997; Walker & Ri'u, 2008). Brynildssen (2000)daNaughan & Schummn
(2010) emphasize the role of the teacher in guidiegdiscussion for the whole
class. When students are busy with a writing teekchers need to support them
with explicit teaching. Teachers need to lead estisl by clarifying how to
achieve specific goals and efficient choices fagrgwvriter. They should give a
consistent feedback at all stages of writing (Nesut8 Wales Department of
Education and Training, 2007). Teachers, who aredeiso through their
enthusiastic attitudes towards developing vocapulsinould build on students’
strength and help them expand their abilitiesis the teachers role to ease their
students’ independence by helping them become raw@e of the writing
technique they use as well as to feel positive atbhgRao, 2007, Walker & R1'u,
2008).

To help teachers lead their instruction, Novak ()8resses the point that
all children start their lives as highly meaninge#érners. Yet, most, later, move
largely towards rote mode learners. Accordingito,tthe reason behind this is
that most of school instructional practices moviédcen away from meaningful
learning and towards rote learning. He believed students learn to learn in a
way that is disempowering them. Novak and GowBB@) present the following
activities to prepare for meaningful learning by:

1. Have children close their eyes and ask them if theg a
picture in their mind when you recite familiar werc.g. dog,
chair, and grass. Use object words at first.



2. Print each word on the board after the childrepaad. Ask
children for more examples.

3. Now continue with “event” words such as rainingipgkng,
and sewing, and ask children for more examplestingri
words on the board.

4. Give the children a few words that are unfamiliad @ask them
if they see a picture in their mind. (Scan throagtictionary
and find short words that are likely to be unfaarikio all, such
as “concept.”

5. Help children recognize that words convey meanmghem
when they represent pictures or meanings in theids

6. If you have bilingual students in your class, youghmh
introduce a few familiar foreign words to illusteatthat
different people use different labels for the san@aning.

7. Introduce the wordcconceptand explain that concept is the
word we use to mean some kind of object or eveitttpe.”
Review some of the words on the board and aslegélare all
concepts; ask if these all bring a picture to mind.

8. Write words on the board such as, is, are, wheat, then.
Ask if these words bring a picture to mind. Chaédrshould
recognize that those are not concept words; theyliaking
words we use in language to link concept words ttageinto
sentences that have special meaning.

9. Label your examples “linking words” and ask studefar
additional examples.

10. Construct short sentences with two concepts andkang
word, e.g. sky is blue, chairs are hard, and psruive
lead.

11. Explain to children that most of the words in thetidnary
are concept words. (You might have them in cirdecept
words) duplicated from a child ‘s dictionary). \tten and
spoken language (except that of very young childreses
concept words and linking words.

12. Point out that some words are proper nouns. Naofies

specific people, places, or things are not concepts

13. Have children construct some short sentences af ol
using the concept and linking words on the board an
some of their own words if they wish.

14. Have one child read a sentence and ask other ehildr
which are the concept words and the linking words.

15. Introduce the children to the idea that readinde&ning
how to recognize printed labels for concepts anglitig
words. Ask if it is easier to read words for whitttey
have a concept in their mind. Point to examplesgmted
earlier of the familiar and unfamiliar concepts atud
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words such as when, then, while, and there askhnduie
easier to read (pp.25-26).

The Writing Process Theory

In the past decade, significant effort has beemi@elto understanding the
role of working memory in writing. Long term merngocan store virtually
unlimited amounts of material for many years. Bwdrking memory, which
temporarily stores information necessary for cagyout tasks, is limited in the
amount of material it can hold (a few items) anthie length of time it can hold it
(a few seconds). Processing theory is chieflyceamed with the writer’s writing
process, his or her writing strategies, the compleaf planning or revision
processes, and the influence of tasks. Procesisgagy is generated from the L1
writing model (Flower & Hayes, 1981) and has beppliad to second language
(L2) writing models (Silva, 1993). A processirtgedry model (e.g., Flower &
Hayes, 1981) provides a theoretical framework fogrnitive-oriented empirical

research. The original processing model by Floavet Hayes (1981) as one can
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See in Figure 1.1 consists of three different patask environment,

cognitive writing processes, and long-term memory.

TASK ENVIRONMENT

Writing Assignment
Topic Text Produced
So Far
Audisnce
Motivating Cues

COGNITIVE WRITING PROCESSES
Monitor
Planning Text _ Revision
oides Generation Kéeding
generation
® Drganizi '
* Goal !!trﬂl'unﬂ - .} Editng
THE WRITER'S
LONG TERM MEMORY
Knowledge of Topic
Knowledge of Audience
Stored Writing Plans

Figure 1.1 The Flower — Hayes Model (1981, p. 370)
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The task environment includes elements that affeet writing task.
Cognitive writing processes represent the writegal involvement in a task and
are composed of planning, translating, and revisidhe third part, the writer’'s
long-term memory, controls knowledge of a topicowitedge of audience, and a
stored writing plan. Overall, the process of wgtiis the act of composing a
hierarchical, goal-directed thinking process witlsense of reason and careful
thought for the audience (Flower & Hayes, 1981 ne@f the limitations of the
model is that the relationship among factors se@mbe vague so that it is
difficult to examine how the task environment aadd-term memory reciprocally
work together during task completion. Moreover, Wréding process model deals
chiefly with the cognitive aspects of writing, biatls to take into consideration
the social features (Shin, 2008).

Writing is a complicated process. It starts witlirig to solve many
rhetorical problems. Students may go through ehgks in writing for several
reasons. These challenges could be in exchangorgswideas, events and
experiences due to a restricted collection of spaked written English. Other
difficulties could be challenges with the “mechaticaspects of writing such as
handwriting, punctuation and spelling (New South |&¥a Department of
Education and Training, 2007 & Isaacson 1997). fi@ifties in one or more of
these areas can inhibit writing. Children who eigrare problems with writing or
find writing an effort often try to avoid the taskd their self esteem may suffer
(Bardos & Maybury, 2012 & Isaacson, 1997).

Smith (1982) describes the writing process as atimaing tension
between the writer's two roles: the author andstheretary. The author thinks
about the message, the organization of ideas, hedlanguage in which to
articulate those thoughts. The secretary, on therdand, has to worry about the
mechanical concerns: margins, spelling, punctuatiand handwriting. The
author-secretary tension is present throughoutiiing process, from planning
to editing and writing a final draft. During thestruggle, learners plan their own
ideas, arrange them and produce a written recdkthgainto consideration

spelling and grammar (Graham & Perin, 2007). Leesrhave to know that
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writing a text is a complex task which necessitatgsiementation of a cluster of
mental activities. Writers should undoubtedly sfyethe nature of the goal and
the communicative role of the text. Writers hawevenly control the text subject
so as to produce or to denote the most relatedgtiteuthat will increasingly
constitute the text content. In addition, it is@lessential to put thoughts into
words, that is, to formulate them right through Wéting process. This activity
does not imply duplicating some words, but evident formulate a set of
coherent expressed thoughts (Alamargot & Chang2@§1).

Efficient word choices help readers to visualizd anderstand the content
more clearly. Word selection is a considerationirduthe drafting phase of the
writing process and will be refined during revisiofA Guide to Effective
Instruction in Writing, 2005). Students should d&are of the significance of
most important words in communicating meaning. Keyds hold much more
meaning than others and not being able to recogh&e meaning may impede a
student’s understanding of concept. The most inaportwords should be
investigated in context in meaningful text. Leamehould be motivated to
comprehend not just the literal meaning of the wptiit the meaning it suggests
within the passage (New South Wales Departmentchfc&tion and Training,
2007). Zinsser (1985) argues that learners castbime real writes until they
build up a respect for words and an interest abmit shades of meaning that is
almost obsessive.

Not only is it necessary to select the suitabledsdor each idea, but it is
also vital to employ very firm syntactic, grammatiand orthographic rules.
Muncie (2002) argues that grammar is just as eséentool of communication as
content, and a passage cannot be written cohesaitiput notice being paid to
how meaning is being stated through the grammar. féks syntactic and
grammatical rules, some students go through chggdkerwhile applying them.
They frequently use unclear language with basiojpE sentence models.
Learners who depend on the models of their orajuage for their writing are
inclined to write run on sentences as they are mswous of the clause structures

that are obvious in written language as senten@@sham & Perin, 2007).
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Besides, it is essential to use some important eations of writing such as
correct punctuation and connection marks in oraertranslate, in terms of
linguistic relations, the semantic associations neating these thoughts
(Alamargot & Chanquoy, 2001).

Generally speaking, “conventions” refer to the naatbs of writing and
includes spelling, grammar, punctuation, capitélima and paragraphing. The
correct use of conventions makes writing easieotbers to read. Students focus
on conventions as they proofread their writing xdgrihe editing step of the
writing process. It can be used as a means of atirafu by learners and
instructors (A Guide to Effective Instruction in Wimg, 2005). Punctuation, as
one of the writing conventions, is the system oilddg text to help reader’s
comprehension. The most frequently used marks ate stops, commas,
apostrophe, hyphen, colon, semi-colon and quotatianks. Students need to
become skilled in grammar and sentence structuteetable to carefully think
about how the English language works, to have ancom“meta-language” for
conversing about the major attributes of Englisti Bmbe able to make selections
so as to use language more effectively and prope@gnjunctions and
connectives, which is another writing mechanic, woeds or clusters of words
which join words and clauses within a sentence wldbassociations between
sentences and thoughts within a passage (New SMailes Department of
Education and Training, 2007).

Moreover, throughout writing, one should pay aftamtto text cohesion.
This term actually refers to the way the passagkeis or fastened together.
Cohesion is made through grammatical and lexicapeb. Grammatical cohesion
comprises reference substitution, ellipsis and wactjon while lexical cohesion
includes reiteration and collocation. The goaltediching writing is to supply
students with the information and skills to writeliffor a range of functions and
in a diversity of contexts. Learners may expergeasnoyance when endeavoring
to write due to challenges with spelling, punctoatand handwriting. Students
need to be taught how to deal with various writaggignments, how to spot the

goals for writing and how to structure texts torg#ie intended aims. When
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students are occupied with purposeful writing tas&achers supply support for
them through explicit teaching. Teachers alsoctlistudents by explaining how
to attain special purposes, discussing the effayieat writer's choices and giving
feedback in all phases of writing (Isaacson, 1997).

Learners also must be taught strategies to empley knowledge in
writing in order to facilitate their independend#riting effectively starts with a
pre-writing technique. Pre- writing is essential pooduce quality writing.
Research indicates that skilled writers spend Bagritly more time organizing
and planning what they are going to write than imgitit (The Writing Process:
An Overview, 2007). Prewriting is the process ofaaging and recording
thoughts. The chief difference between this preas® planning is that it is the
creative phase rather than the more critical pliigganning. In planning, the
writer considers and rejects ideas. Prewritingvagtis less decisive, given to
coming up with as much material as possible, sangetintegrated, some to be
discarded (Trupe, 2001). Indeed, planning proval&smdamental structure to the
work. Moreover, it assists the writer in clasgityithe significant thoughts and
key details he/she needs to clarify, illustratelevelop. It also decreases the risk
of excluding main arguments and facts. In addjtibfressens the burden on the
writer's short memory. Finally, it makes writingséer and the reader’s job easier
(The University of Hull, 2006). The most importante of the planning process
is to start a writing plan from field knowledge metved from long term memory
(LTM). This plan directs text writing by defininipe major aim and sub aims.
This plan can be recovered from LTM which is pilegd among the writer's
knowledge (Alamargot & Chanquoy, 2001).

An effective pre-writing technique is brainstorminghich provides a
starting point for building understanding about tbgic including subject-related
vocabulary (referred to as building field knowlefilg8rainstorming can be done
with students independently, as team work or af@evclass (New South Wales
Department of Education and Training, 2007). Br@maing in which learners
are motivated to produce as many thoughts on thgstumatter as possible

without judgment or critique, can be used in maggrhing contexts. The key
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word for brainstorming is “generating”. Learneeaise this session as a chance
to make associations, free relations, and arramfgennation in ways they may not
have been obviousdnétruction at FSU Handbopi011). To achieve a successful
and efficient brainstorming session, a teachingtefjyy should be implemented
involving graphic organizers, especially the us¢éhef Novakian CMs.

Graphic organizers are illustrative methods foraorging information and
thoughts. They can aid the understanding and agsmts of important concepts
and novel knowledge in preparation for writing. eTiise of graphic organizers is
rooted in cognitive processing on how informatieraccumulated and recovered.
This study has revealed to us the significanceeofisg students to build up an
associated body of easy -to- understand- knowlédig#l-connected and complex
knowledge structures are important because thewadhsier retrieval of formerly
learned material and facilitate the understanding &corporation of novel
information (Kinchen, 1998). The process of CM feducational aims can
promote the learning of incorporated structural idealge as contrasted to the
memorization of fragmentary, disconnected factsfi@Gaet. all 2003). New
information is piled up in long- term memory wherogessed. The quality of
storage depends on the level of processing. Psmgefesh material takes place
through a mixture of actions such as drawing cotioes. It is central for teachers
to start activities that require learners to precasd relate new information.
Bulkey and Boyle (1981) argue that as human beimgssole distinctive aspect is
our astonishing inherent gift to translate knowkedgymbolically. Symbol
building is the definitive human actions as thdd:lboks and distinguishes before
it knows how to speak.

If novel knowledge is not structured into some fasfrarrangement, it is
likely to be disjointed and not readily accessifie use. Learners often do not
have these knowledge constructions when they areiteg novel material so it is
essential for teachers to assist learners in amgngovel material. Graphic
organizers can assist students to arrange the famgocomponents of new
learning. This can smooth the progress of retriewal so help students to have

less pressure on the working memory to admit amdpcehend novel content
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(Anderson, 1989). The map provides insights nog ortb what ideas the students
know but also how they organize and link them. Tisignportant because much
of higher order learning derives from an individsabtructural knowledge
(knowledge organization patterns) (Fisher, Wanderge Wideman, 2000).
Teachers could apply this method along with gratkething, thinking aloud and
guestioning (New South Wales Department of Edunadiod Training, 2007). As
students “think aloud in writing”, they explain theaterial for themselves and see
what they understand and what they need to makeesehit (nstruction at FSU
Handbook 2011).

As an approach, CMs, show particular promise esfigcivith EFL
learners. It is based on student’s understandirgacepts by mapping them on
paper (Novak & Gowin, 1984 & Miles, 1979). Studewctn use these maps as
helpful strategies to break down the meaning ofcepts and create a visual
written brainstorming that will structure their cpositions. The power of this
approach lies in the students being able to cocistfweir own meaning by
representing the relationship among concepts omrpaparly concept learning is
likely to be context related and highly meaningfl8y contrast, much of school
learning includes the rote learning of concept rééins or statements of
principles. This method lends a hand to learnegpgéparing field knowledge for

writing (New South Wales Department of Educatiod &naining, 2007).

Summary

The theoretical framework for the use of CMs wagplieated. The
different theories that activated the developmenCbs, including cognitive
theory, information processing theory and consivissh were presented. Further
clarification was provided to give a more completage between CMs and these
theories. The benefits of using CMs are explaimed how CMs are created and
implemented in the classroom is outlined. Finalhge background information
focused on writing process theory and the variathes affect students’ writing

performance. Stages of the writing process have keeplained. Of the writing
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process, pre-writing is deemed an important paficlv provides the basis for

successful writing (Antoniazzi, 2005).
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Chapter Three

Literature Review

Concept Maps, which are based on Ausubel's meaulitegdirning theory,
are representations of meaningful associations dmtwconcepts in the form of
prepositions (Novak & Gowin, 1984). They consishodes and labeled linking
lines to externalize concepts and knowledge obanker (Lanzing, 1997). Nodes
stand for concepts that serve as units of thougtitraeaning. Lines specify the
relationships between pairs of concepts and theldatn each line explain how
two concepts are related (Novak & Gowin, 1984).v&loand his research groups
began to study the CM tool to measure the structuré organization of a
learner's knowledge. The CM strategy stems fronsukel's (1963, 1968)
Assimilation theory of meaningful learning (NovakdeCarias, 2006)

Although Concept Mapping has been suggested aswariping strategy,
research in this area is still limited (Sturm & RemErickson, 2002). Additional
research is needed to better understand how thiegy can support students and
how its effectiveness varies with different formé writing (Pishghadam &
Ghanizadeh ,2006). While CM was first developedaaway of diagramming
science concepts, the technique has been usedideaariety of other fields. To
mention just a few cases among many, Leahy (1988) €M strategy to help his
students understand literature. Several studiesrtegp the role of CM in
enhancing comprehension (among them are Kaminakeiland Bean (1993) and
Draheim ( 1983). Strategy training has been aggielanguage learning skills
such as listening (Rost and Ross1991; ThompsorRaiih 1996, both cited in
Rao, 2007). However, little has been done on mgitnd speaking. Besides,
research on CM has indicated that the use of CNbisconfined to any specific
groups of learners. It has been studied with stisdacross a range of grade
levels, including elementary (Mancinelli et al.,020 Meyer, 1995, Sharrock,
2008, Prater and Terry, 1988 & Cassata-Widera, 868ondary (Alvermann,
1988 & Kyoko & Hiroko, 2011), and university (Robon & Kiewra, 1995,
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Pishghadam & Ghanizadeh , 2006 & Lee. 2010). Bssidl has been argued that
mapping improves students’ learning attitudes (8tn011, Talebinzehad,
2007). Students of varying abilities can becomedgooncept mappers as well
(Zipprich, 1995 & Sturm & Rankin-Erickson, 2002 &a&lillo, Mosquera &
Palacios, 2008).

Concept Mapping as a Prewriting Strategy

CMs can be implemented as a prewriting techniqueedee students
thinking on their writing process and in the outesmfor foreign language
learning. Schultz (1991) argued that mapping @eaessists second- language
learners to visualize their ideas as multidimerasidiuildings that resemble the
movement of thought itself. The map layout caraegd the intellectual input,
without restraining thinking by the imposition of rigid format such as a
traditional linear outline where learners may fewced to fill in numerals and
letters. Moreover, the mapping process may hetpnbéng student writers to
focus and order their thoughts so as to begin tevessays (Buckley and Boyle,
1981). Many empirical studies were conducted tw@rthe effectiveness of the
CM as a prewriting strategy. Lin (2003) examinea thffect of CM as a
prewriting method on persuasive essay writing perémce. In her study, three
hundred nineteen eighth-grade students employe@hhe to help them produce
ideas despite the fact that the quantity of thosightCMs was not significant in
influencing students ‘writing. The quality of CM mi@nt was associated to
students’ writing performance. Comparing CM straegthe paper-based CM
groups surpassed the computer-based CM groupsrsngséve writing.

Concerning the second language learning domainmaDji(2006)
implemented CM as a pre-task planning techniqueiawnelstigated its potential
for developing English as a Second Language (E&mkers’ written production.
The researcher analyzed four compositions from eéte learners, written with
or without CMs using measures of accuracy, fluesog complexity. The study

showed that pre-task planning was linked positiveity the overall measures of
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the students’ written production during in-classnpositions, with the exclusion
of accuracy. He used holistic measures of globality, communicative quality,
organization, argumentation, linguistic accuracyl dinguistic appropriateness.
Ojima assumes that CM may assist ESL learners oevbkir composing but in
ways unique to individual experience, motivationd aask conditions. In order to
gather such data from the subjects, the study gedveparticipants on their
perception of the use of CM for their writing prese

CMs can be used as prewriting activities (Averyk@&a Gross, 1996;
Novak and Gowin, 1984). As a prewriting activi§M promotes students to
“map out” their thoughts before writing (Avery, Bak& Gross, 1996). Wan and
Omar (2008) conducted a study to investigate thegusf CMs to ease writing
assignments. A group of Master’s level was askedrite a paper. Next, they
were asked to build a CM based on their term pap&fter that, they were asked
to do a reflection about their feelings after us@igs. Results demonstrate that
most of the students realized that using CMs asbidtem to arrange their ideas
and to flow from one paragraph into another. Besidhey recognized that if they
did the CM before undertaking writing this papelptof time would be saved.
Analysis of the students’ reflection papers revedhat MA students believed that
CMs helped them to focus on the topic and in secjugrthe flow of their ideas.
Besides, it facilitates writing and helps in plammi Moreover, they see it as a
visual representation of what is going to be wnitéed so it should be constructed
prior to writing. Further, they discovered that €Melp in understanding what
need to be written and that they were be abledond®t is lacking in their papers.
From their replies, there appear to be a univexgegement that CMs are helpful
tools for communicating ideas either in formulatiog organizing writing,
evaluating or summarizing

Pishghadam and Ghanizadeh (2006) conducted a stuidyestigate the
effect of CMs as a prewriting activity on Englisk @ foreign language learners’
ability. The participants were twenty female stnideat the upper intermediate
level. Ten were trained to use CMs during prewgitstage. The results of the

pretests and posttests show that CMs develop tlkests’ writing ability. The
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scores as well as the interviews indicate a quajgyerating, arranging and
linking thoughts. The findings suggest that ad Welt CMs are efficient for both
affective and cognitive developments. In additiblegari’s (2011) study aimed
at examining the effect of CM technique on EFL teas' writing performance.
To this end, sixty Iranian students at the intenated level of language
proficiency took part in the study. The output bk tAnalysis of Covariance
revealed that the instruction of CMs strategy haghoaitive effect on EFL

learners’ writing achievements.

Prewriting Strategy Research

Research on the writing process has increasedeadiliz in recent years
(Hillocks, 1986). Of the writing process comporsmnrewriting has a critical
role for successful writing (The Writing Proces§02). Although the focus in
writing instruction over the past 40 years has geanfrom product-centered to
process-oriented approaches, the process approaatiest been fully employed
in all classrooms by the mid 1980s (Smith, 200®urthermore, instruction
stressed product analysis, such as correct usagjenachanics rather than the
students’ own thinking (Smith, 2000 & Haneda andllgye000). Besides, this
focus on the process-oriented writing instructioms Horought about positive
changes in student writing performance (Hanedavaalls, 2000).

Teaching writing in a second or foreign language passed different
trends each one has had benefits and shortcomidgjgi (2005) argued the
writing process came as a result of a reform effdrt his qualitative study, he
pointed out that the origin of the writing procéaisl in the process movement in
teaching composition to native English speakerschvitarted in the early years
of the twentieth century. Teachers at that timeswsred writing classes as
literature classes in which students were not &s5is composing. Teachers, at
that time, claimed that writing should focus onct@ag correct grammar and
style. Still, traditional writing did not improvetudents since writing was a very

arduous process of exploring thoughts that incafear several complex skills.
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Writing, as Delqgi (2005) argues, is highly subjeeti Thus, it should go through
phases such as pre-writing phase, brainstormingj,gamck writing along with
other phases. This means that student writers assidtance to reach the last
phase so as to successfully complete the writisky ta

This assistance could be achieved by adopting avptimg technique.
Prewriting is believed to help produce quality wagt This could be proved since
skilled writers spend considerably more time orgeagi and planning what they
are going to write (The Writing Process, 2007).aliazm and Perin (2007) in their
study argue that Pre- writing helps students engagetivities meant to aid them
produce or arrange their thoughts for their compmss. It may include a visual
representation. It also helps writers to arrangewwriting thoughts. Pre- writing
activities have a positive and reasonable effecttran qualities of students’
writing, as well. Indeed, the history of usingra priting technique goes back to
the time when new researches appeared to arguesadhé traditional way in
teaching writing. Modern research proposes thiadlestic way to teaching and
evaluation will give students the instruments anmdcpsses they require to
develop as writers (National Council of TeachersEwiglish, 2008). Carter,
Miller and Penrose’ (1998) study shows that thelitianal way of teaching
focuses on textual aspects at the sentence levklwas concerned with the
correction of errors as it as a textual productasoan intellectual process.

Moreover, Timen and Taspinar (2007) in their stpdint out that today,
teachers and teaching strategies have a cruckain@siarantying long-lasting and
competent learning. Traditionally, classrooms hbhgen teacher-centered areas
where students have been allocated a passive damdissive role. In these
student- centered classrooms, successful writeaghing and evaluation include
several different features of writing that have \@mtionally been taught in
separation. These are grammar, syntax, spellingzhamecs, and they even
include phases in the writing process. In contrasiucating a lot of these
features, including grammar, in context can be wesgful (National Council of
Teachers of English, 2008). However, does teadaiammar aid learners to write

well? Indeed, there was a debate over the resesirobsults that teaching of
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formal grammar such as syntax and parts of speech iop- down way is
unsuccessful. However, the teaching of sentenecebitong, which is one of
many teaching ways is successful as indicatedsindy conducted by Andrews et
al. (2004).

In addition to this, learners may face challengesvriting for different
reasons. Some of these could be problems in plgnmimiting and revising.
Others could be in communicating thoughts, eveni$ experiences due to a
narrow storage of both written and spoken EnglBirther, students may face
troubles with “mechanical” features of writing whicinclude punctuation,
handwriting and spelling (NSW State Literacy andnidwacy Plan, 2007). In a
study conducted by Fregeau (1999), one of hergyaatits who is called Bozena
faced challenges in spelling and grammar as wetless. Yet, when she writes in
her native language, she only cares about idedse other participant named
Betsy spent days writing a draft after another tfee same topic trying to be
careful with spelling and trying to modify her idetor the same topic for days.
Betsy’s instructor stressed the need for an ouytlamel so she tried to learn the
correct form for outlining. Yet, she found it a wa®f time since it blocked her
ideas instead of helping her arrange them. As foreBa, she reported that
sequencing is difficult unless the topic chosendeéenarration. In the end, the
researcher stresses the necessity of adoptingcagzdo teach writing and to be
incorporated in the curriculum.

Thus, in this writing process several mechanicsvafing composition
should be taught explicitly. For long years, fostance, the role of handwriting
effectiveness, especially of young children waslewtgd. It was suggested that
the automatic production of letters plays a role assisting higher order
composing process by lessening the load on worki@gmnory to handle the
complicated tasks of planning, arranging, revisang controlling the production
of text (National Council of Teachers of EnglisQ08). In addition to the
efficiency of handwriting, there is the significardle of teaching punctuation.
Indeed, there is hierarchy of functional punctuatioarks in giving degrees of

separation within and between clauses. This hibyaranging from the sentence
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final such as the period, the question mark anceogamation mark which is the
maximum and to end with none. This way emphadizesiotion that writing is
thinking as it supplies the tools for thinking.irtiplies meaning- based method to
punctuate. This explains the individual differemckiring application. In fact, it
is not a matter of applying worded rules insteadooavoid errors rather than to
create meaning (Dawkins, 1995).

In addition to teaching Punctuation in writing das, Delgi (2005)
stresses the importance of adopting the” think dilqarocess while planning or
composing writing. Think aloud is precisely whatnieans. The process of saying
aloud what the student is thinking during composifMew South Wales
Department of Education and Training, 2007). Dalgues that the students who
follow this technique attain good results. Thisetyished more lights on looking
at writing as a process. Similarly, the same tthagpened in teaching English
writing for learners of English as a Second languégSL). A lot of focus was
given, too, to teaching discrete grammar while $askich were supposed to
engage students in creating meaning or composg®if itvere neglected. He
clarifies how ESL students lack understanding m dinganization of patterns of
the written speech. Consequently, they needed edass which chances of
training, prearranged structures, and/or modeleweesented. Neither surface-
level correctness nor the mastery of the textuatsires in the process of creative
writing was accepted. Teachers, instead, shouldeldeaditional methods in
writing. On the other hand, they should implementeahnique where they
intervene to aid their young writers. In the psseriented instructions, ESL
learners lived in actual writing experiences. Thegre given a lot of time and
asked to write about topics they would like to weriabout and teacher-
conferencing was central as well. Finally, DelqD@3) concludes out of his
search that it was proven that ESL writers arelaimio native speakers since both
showed the need for having composing process.

Devising instructional strategies to assist lowkbiwriters is based on
viewing writing as a process. Hayes and FloweB{)%isualized the central part

of this process as producing ideas for writing. eifttheory which is based on
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cognition, stressed the interconnections betwegkitly, learning and writing.
As writing is a complicated process that includesesal cognitive strategies,
many researchers have attempted to identify theniteg components of the
writing process. For example, Hayes and Flower @13%amined a cognitive
model of the writing process using a protocol asiglyechnique. Their cognitive
processing theory rests on four key paints

1) The process of writing is best understosdaaset of
distinctive thinking processes which writers ordhete or
organize during the act of composing. 2) These guses
have a hierarchal, highly embedded organizatiowhich
any given process can be embedded within any o8)er.
The act of composing itself is a goal-directed kimg
process, guided by the writer's own growing network
goals; and (4.)Writers create their own goals i tkey
ways: by generating both high level goals and ettpmm
sub-goals which embody the writer's developing seas
purpose, and then, at times, by changing majorsgoal
even establishing entirely new ones based on wdmbben
learnedin the act of writing ( p. 366).

Prewriting strategies support the writing procemssdll types of writing
(Sturm & Rankin-Erickson, 2002). Planning befonétiwg has been described as
the “hero” of the writing process, because it suppavriters in setting goals,
brainstorming, organizing ideas, and deciding ®xticture (Flower & Hayes,
1981). The writing process is enhanced by therptanphase, which is the first
step of writing performance and a key influentiattbr on the writing quality.
Research indicates that skilled writers spend Bagmitly more time organizing
and planning what they are going to write (Hillock886). Some studies showed
the importance of planning in writing. Shin’s (B)Gtudy examined the effects
of planning on second-language written productidth wegard to proficiency
level, and task type. The subjects were 157 Koreamers of English as a
foreign language attending a four-year universityKorea. They were asked to
complete two different kinds of writing tasks (Esgtory writing task and
Argumentative writing task) in different plannednditions (Individual Planned

Condition and Collaborative Planned Condition) oeetwo-week period. The
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findings of repeated measures for the effect df tgpe revealed that significant
mean differences were only found in the Mechanggign. It is concluded that
Korean EFL learners’ written performance was a#ddby planned condition and

proficiency, but to only a small degree by the naf task type.

Studies Using Concept Maps

In order to present the effectiveness of a stratexped learning on
English as a Foreign Language (EFL) students’ratiant, Hopkins conducted a
research in 2002. His project was implemented denkeloped to assist low-
achieving tenth grade students' essay writing skilhccording to examinations
administered during the first part of the 2002 sthierm, many tenth-grade
students were not performing on their grade levelregards to the writing
process. The overall goal was to have studentslgeta successfully write and
comprehend the elements of the five-paragraph &m@ssay. The objective of
the project was for students to successfully wated understand with 70%
accuracy in the areas of prewriting, drafting, sewg, and finalization of essay
writing, as measured by teacher-made pre/post. teStsidents were presented
with a series of 18 interventions designed by thigewfor increasing basic skills
in composing and writing essays on various topMsthods for improvement
included instruction in the various stages of thetimg process such as
prewriting, drafting, revision, proofing, and pufling of five-part essays.
Additionally, graphic organizers for clustering, nfe diagrams, comparison-
contrast charts, revision charts, peer editingsaaing rubrics were used to reach
objectives. All students either met or exceededititended objectives. Eight
students attained growth at the 70% level.

Regarding strategy-based instruction, CM is agteelde one of the best
strategies employed in educational settings. Tatasusthe foundation for
implementing CM strategy in language classes, s@meious research and
studies are presented. In a study conducted Bbirezhad (2009) to investigate

the effectiveness of CM as a learning strategytodents of English as a Foreign
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Language (EFL), self regulation was examined. Siixversity learners joined the
study. They were at the intermediate level in tinglEEh proficiency. They were
studying either Literature or Translation. The tasled to collect data of the
students’ self regulation was the Motivated Stritedor Learning Questionnaire.
The results revealed that students got higher sadfalation in writing tasks as a
result of the explicit explanation of the CM stigte Students made the most of
their learning by using CM in their essay writinghus, they thought more
independently and felt more responsible for theindearning. Since CM is
easily taken on by learners, teachers may motitvegie students self regulations
in writing by acquainting them with the CM methddne more clarification for
the positive results may be that the building of iMay have helped students to
build more complex cognitive structures in relatianinformation which was
fundamental for writing. Indeed, the advantagesCM might expand beyond
attained achievements to some variables such &sregllations which is an
achievement- related variable.

Another study conducted by Talebinzedah and N€g@fi1) on the effect
of explicit teaching of CM as a learning stratedye effect was measured in
expository writing on EFL learners’ self regulatioh was found that learners
gained higher self-regulation in writing tasks dee tresult of the explicit
instruction of the CM strategy. Similarly, Charlui@nd Debacker (2003)
investigated the effectiveness of CM as a learrstrgtegy with students in
English as a Second Language (ESL). Variables tdrest were students-
achievement when learning from English languagég tdxdents- reported use of
self-regulation strategies (self-monitoring and \whexlge acquisition strategies),
and students- self-efficacy for learning from Eslgianguage text. The findings
showed a statistically significant interaction ohé, method of instruction, and
level of English proficiency for self-monitoringelé-efficacy, and achievement.
For all four outcome variables, the CM group showgphificantly greater gains
from pre-test to post-test than the individual gtgobup.

CMs effectiveness is also apparent in childrennieay as well. Cassata-

Widera (2008) conducted a qualitative study by yaia some conversations in
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teacher-guided CM activities in a single kindergartlassroom over eight weeks.
The study explored the ways in which CM enhancesetimain aspects of

developing literacy. First, expository languageirgs can be used to attain or
offer de-contextualized information. Secondly,at@nship exists between the
parts of printed or symbolic representation anddson a spoken proposition.
Finally, creating text is an innately social pragesith the aims of sharing one’s
thinking with others. Results show that CM makepgository language explicit

to young children through the arrangement and sumenaepresentation of

reasonable propositions. CM permits for interchaggiunderstanding of

experiences, including novel ways of representimd) @ranging knowledge apart
from the instant context, and new linguistic shapesonvey and talk about

concepts. Besides, the physical, componentialreatti CM makes the task a
natural tool for rising children’s awareness ofiumdiual words within sentences.

Finally, CM supplies a chance for children who ar&t yet ready to plan,

generate, and check their own literary productsthis mode, CM operates as a
“precursor” to tasks of written expression.

Moreover, Castillo, Mosquera and Palacios (2008p@rthat CMs may
also support hearing- impaired children to achiegter reading comprehension
skills. The study involved only one deaf childlayear-old girl with profound
hearing loss in a Panamanian School. The researahgue that the structure of
CMs may ease reading comprehension because segquehcimoughts, and
relationships among them, are presented in a grdphinat more accessible to
deaf students. In this exploratory study, comension of an ordinary reading
passage was compared with comprehension withaits¢ription to a CM format,
both with and without illustrations. The resultgygested that the CM format led
to a greater understanding of the reading passagevidenced by the answers of
the subject to the questions posed by the resaarche well as the questions
posed by the subject herself and her commentstdbeuopic itself. The CM
format also awakened and maintained the deaf stsdererest more than the

ordinary text format.
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To examine the effectiveness of CMs in languagssttioms, Saadati
(2011) stresses the need to use fill-in-the-mapcamdtruct a map as a pre- task
planning. He used these tools to teach Iraniare rstaldents aged between 12 to
16 years old the use of tense in oral productibhe researcher believes that this
technique will make the use of tenses meaningfuldarners and help them to
organize and improve their knowledge in this arBasults suggested that CM as
a form of pre- task is beneficial in allowing leara to make gains in use of tense
in oral accuracy. According to the researcher'tiefg this is because CM
enhances meaningful learning. Another explanatiagght be that the aim of CM
is the production of a visual design. Visuals (diegs, graphs, maps, etc.) can
play a significant role in learning. In additioApbu Nada (2008) conducted a
study to examine the effect of CMs on achievinglBhggrammar on ninth grade
male students in Gaza Governorate. The findingicated that there are
statistically significant differences in the ningnade students’ achievement of

English grammar due to the method in favor of Ciategy

Reading, Writing and Concept Mapping

The relationship between reading and writing iseapecially important
one affecting student literacy (Langer & Flihanp@D In reviewing the literature
related to reading and writing, Novak (2002) notkdt the interconnections
between reading and writing have vital implicatidios classroom instruction.
First, both reading and writing are active, measimaking operations that include
written language, with reading being the receptidnthoughts from text and
writing the expression of thoughts through the ¢mmsion of written text (Lin,
2003). Second, mapping is one of the most effedtistructional strategies to
teach and enhance comprehension (Rice, 2009).

Kaminsi, Lazer and Bean (1993) conducted a stuthg examined the
organizational processes accessed during the camgppsocess by elementary
student writers whose teacher had been instructetieb project Read/Inquiring

School Initiative at the University of Piltsburgh helping children develop
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organizational structures. Writing samples fromdsnts and transcripts of
interviews were analyzed. Results indicated that number of students using
higher levels of organization was greater in thpeexnental group and they had
greater awareness of their writing processes. ,Alkey had an easier time
verbalizing about their writing behaviors. Findinguggest that instructional
activities had an impact upon the organizationahtegies and resultant
complexity of compositions produced by writers lire texperimental group at all
ability levels, but particularly those in the low average levels. These findings
confirm those revealed in the evaluation concernireyeffect of organizational

techniques on reading comprehension. From theirkwthe researchers

concluded the necessity for flexibility in teachistydents methods of arranging
for a diversity of composition tasks.

Moreover, Draheim (1983) conducted a training sfunsisting of three
treatment cycles for a total of nine 50-minute slagssions. He did this to
determine the combined effect of Directed Readihgiking Activity (DRTA)
and conceptual mapping as organizational stratdgresollege freshmen of low
writing ability. Results revealed that the expegirtal students used significantly
more main ideas in their essays than did contualesits. The experimental group
of poor ability writers used slightly fewer subardte ideas than did control group
students. The results suggested that conceptuppingga and DRTA helped
students recall thoughts needed during the planaimwriting of thesis-support
and summary analysis writing tasks.

Oliver (2004) in his study about the effectivene$sCM on students’
comprehension of science text structure found ttatlents enjoyed CM and
would prefer to read and map rather than just widlibut mapping. It is due to
the CM which is particularly a useful graphic thetjuires students to express in
writing how to link related concepts, understandt tstructure and improve
reading comprehension Robinson and Kiewra (19%s) falund that students who
used mapping learned more hierarchical and coaslirgations than students
who studied outlines or the text alone. They wals® more successful in

applying that knowledge to essay writing. The redesrs conducted their
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experiments on three groups: the text only, thdireutonly, and the mapping
groups. The results of the two experiments revetiiat when a text is a chapter
length and well-ordered and when students are gsudiicient time to study and
review a set of CMs is more useful than a set ébrmationally equivalent
outlines or the text alone for learning hierarchiedations, coordinate relations
and relations in an incorporated manner.

A study investigated the effectiveness of CMs oindthgrade students
during creative writing were conducted by Mayerq3p The sample group was
instructed to use mapping to write personal nameatiwriting assignments
following the reading of another students’ creativating. The researchers
believe that CMs are attributed to be tools thatdiaect students through the four
stages of the writing process: prewriting, draftimgvising, publishing and
sharing. The results of the means of the holstares showed that the treatment
sample did a great improvement than the Controugrdue to the use of the

Concept Mapping strategy.

The Effect of Other Graphic Organizers on EFL Studets’ Writing

Sunseri's (2011) study aims to examine the effdciTloinking Maps
(which are kinds of graphic organizers) on elemgntstudents’ expository
writing, especially text written by English Lang@ad.-earners (ELLsS) as
compared to writing where a Thinking Map (TM) istnesed. The researcher
wanted to examine how students believe that Thqkitaps affect their writing
as well. The participants were 71 students fromgtade and a 4th/5th grade
combination in the South Bay School District. Twd the classes were
experimental as the teachers helped students kb &gl use Thinking Maps in
addressing two writing prompts. The other class e control class because
Thinking Maps were not used. The results were Tiatking Maps did not have
a statistically significant effect on students’ tvrg. However, English Language

learners in the experimental class seemed to gradjght benefit in using TMs
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compared to the non- ELL students in the controugr Despite the fact that the
evidence is weak, students seemed to profit framgubhinking Maps.

Furthermore, the benefits of graphic organizersiag mind mapping in
teaching are many. Al Nagbi (2011) in his studgd to show the effectiveness
of using mind mapping as a methodology to helpeaxév grade students to plan
for a writing task under an assessment situatida.evaluated his participants by
using qualitative data collection strategies sushnéerviews, mapping analysis,
observation checklist and reflective journals. Hisults, though the duration of
this research was very short (a matter of weekg)wsthat mapping techniques
helped learners to plan and classify their ideaswnting tasks under exam
conditions. Moreover, using the mapping technigan aid in expanding
students’ cognition skills and assist in informaticecovery in an assessment
situation. In his qualitative study of (2002), Ndwused CMs to assist meaningful
learning with ensuing adjustments of students’ keolge structures when these
knowledge structures are limited or faulty in sowey. He called them Limited
or Inappropriate Propositional Hierarchies (LIPHJonceptual change or more
accurately conceptual reconstruction entails megduitearning to adjust Limited
or Inappropriate Propositional Hierarchies (LIPH)ovak refers to Ausubel ‘s
assimilation theory of cognitive learning. He séesn appropriate basis for his
work since learners should actively seek to combiew knowledge with already
existing one.

Also Sharrok (2008) carried out an action researolfect. The aim of the
study was to study the effects of graphic orgasizepecifically a CM, on
students’ writing particularly personal narrative writing prompts @jivin the
classroom. This study examined whether there wdwad any significant
difference in scores between students’ writing Wite use of graphic organizers
and students’ writing without the use of graphigaoiizers. One third-grade class
participated in the 6-week study. Findings indéchthat students using the
graphic organizers showed a development in thesatore writing. Besides,
Delrose (2011) in his study explored the efficatgraphic organizers as a tool to

ease higher complexity of syntactic and discoutsgtires in sentence and story
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formation. After seven weeks of intervention, #féect of graphic organizers
was evaluated by comparing spontaneously writtemnest to scaffolded stories as
well as comparing sentence combining joining sKisn pre- to post-test. The
findings proposed that graphic organizers can beféective tool used in the
writing process to produce sentences and narratieetaining more complicated

structure of syntax and discourse.

Effects of Computer-Based Concept Mapping on Prewting

Computer-based CM is a useful tool for prewritiagks. In their study
examining the effects of CM as a prewriting strgiteg the expository writing of
middle school students with learning disabiliti€&urm and Rankin-Erickson
(2002) found that the students using hand-drawrcamnputer-generated maps
made improvements in several aspects of writingnvhging either computer-
generated or hand-drawn CM as a prewriting strategihey believe that
composing is an advanced academic task within edued settings and parts of
the students’ difficulties in writing related toffitulties in applying several
cognitive strategies. Sturm and Rankin-Ericksorthier stated that strategy
instruction is a teaching approach that assistiesits in developing strategies for
all phases of the writing processes by breakingrdawiting tasks and making the
sub- processes and skills much more explicit.

Moreover, a study conducted by Ahangari & Behz@di2) investigated
the effect of explicit teaching of computer-medthteM. It was conducted on
EFL learners’ writing skill in general and parts wfiting (in terms of content,
organization, vocabulary, language use, and mecgpnn particular. The
findings indicated that the learners in the experital group surpassed the
learners in the control group in their writing perhance. The explicit teaching
of computer-mediated CM had a positive effect om writing skill in general.
This training also developed the content, orgamratvocabulary, and language

usage components except the mechanics of theingurit
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Zipprich (1995) carried out a study using a muétifdaseline design to
investigate the usefulness of the use of pre-stradtstory web procedures. A
prewriting strategy in teaching writing to 13 stotke with learning disabilities
instructed in three groups: planning time, numbkthought units and words
produced. Types of sentences (fragment, simpliesees, compound sentences,
and complex sentences), holistic scores, and meashate.g., spelling,
punctuation, and density factor) were used to nreashe effectiveness of
instruction on the web technique. The results lié tstudy revealed that
instruction in the story web technique had a pesitffect on the planning and
holistic score, but did not make a difference intsace structure and mechanics
of writing. Although, after intervention, studentgreased their holistic scores
and their stories included components of a goodystbeir writing was still of
poor quality. The results suggest that structuirestruction using the web

technique provide students with a strategy for oiggtion and planning time.

Students’ Attitudes towards Strategy-based Learning

One of the roles of teachers is to get rid of tleudents’ worries and
create instead confident writers (New South Walepddtment of Education and
Training, 2007). Talebinzehad in his (2007) stuwlined the advantages of
using CMs in all students’ writings where studethismselves enrich and expand
the learning process. Besides, it will make thezel fpositive since mapping
helped them handle writing tasks and direct theariing more successfully.
Thus this familiarizing with CMs has helped studeimave self- regulation in their
writing. Sunseri (2011) points out those studevit® were interviewed felt that
maps helped them write. The researcher argueshbatxperimental group who
kept consulting the maps has drawn regularly wiviléing their essays. This, in
turn, strengthened the evidence that their scoess fetter than the control group
because of their reliance on this strategy whilemposing. Moreover,
Pishghadam & Ghanizadeh'’s (2006) study of invesitigathe influence of CMs
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on EFL’s writing ability, also, revealed that theeuof CMs was not only effective
but it was also affective, as well.

In addition, Chularut and DeBacker (2004) examitiexleffectiveness of
CMs as a learning strategy with ESL students. Tdréigipants were seventy-nine
ESL students. The results showed a significamtcefdf CM on self-efficacy and
achievement of students. For all variables, the @bup showed significantly
greater performance from pre-test to posttest thantraditional method group.
Attitudes can have a strong effect on whether stisdengage actively and
positively in tasks they find challenging. For lcability writers, a positive
change in attitude toward writing, regardless @ tbason, could be the first step
toward improved writing skills. The whole ExperintehGroup were positive
about the usefulness of CM in promoting writingeetfveness after they used
CMs as a pre-writing planning strategy. Talebinezhend Negari (2001)
examined the effect of explicit teaching of CM dearning strategy in expository
writing on EFL learners’ self-regulation. They falrthat the learners gained
higher self-regulation in writing task as the resdlthe explicit instruction of the
CM strategy.

As discussed in this chapter, during the past yeagrowing amount of
research has stressed the emergence of writingpexass. It also focused on the
nature of composing and the variables that infleerstudents’ writing
performance. Of the writing process, prewritingcisnsidered an important
element which is the basis for successful writiNgW South Wales Department
of Education and Training, 2007). In line with odge learning theories (i.e.
Ausubel, 1963) CM strategy has been developed aiklyv employed in
educational settings. The literature research lnh@s presented positive effects
of mapping in easing the learning process in lagguskills (Ojima, 2006 &
Schultz, 1991). The current study examined the afsS€M as a prewriting
strategy in foreign language learning context. Titezature review sustains the
CM strategy: CMs can help students learn more énfigslld of knowledge. The
researcher has offered a variety of experimentadiss relating to CM

educational applications for English reading andtimg. Electronic CMs are



54

likely beneficial to students learning. Consequenthe implementation of CM
may prove to be a successful learning strategyhen pire-writing process in
English Language. However, empirical study on Cdslg used in foreign
language writing process is limited. This studieis to provide the empirical
evidence of the effect of individual CM in forei¢ggnguage writing process, and
suggest practical implication to assist learneralile to comprehend how the CM

strategy help in foreign language writing learning.
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Chapter Four

Research Method
Methods and Procedures

The present study investigated the effectivenessioilg CMs in teaching
writing to secondary school students. From therditee reviewed in chapter
three, it is obvious that CMs strategies can bdieghpo school- level students as
a prewriting planning strategy to aid foreign laage writers’ cognitive process
in composition. This chapter describes the re$edssign, and procedures for
collecting and analyzing data, based on the stegedarch questions stated in
Chapter One. A quantitative data was collectedafaalytical rubric, a perception
guestionnaire, and some of Experimental Group’s @Md essays). Following
are description of the measuring instruments, treracteristics of the samples,

and procedures followed to collect the data.
Location of the Study

The study purpose was to investigate the effedCif as a pre-writing
planning strategy to assist foreign language stisdewriting process and
development in their English compositions. Spealfy, this CM tool was used
in English language classes at a public schooliimeB area in the West Bank.
The sample school is a medium-sized secondary scAte target population of
the study consists of 11th grade students studyimmublic schools in Ramallah
and Al Bireh District. These included 108 schdwwing both male and female
eleventh grade students. The number of male efle\gmade students was 1598
and the number of female eleventh grade studenss2241. The total number
was 3839. These schools were the only ones ththtelelventh grade in the
district. The study participants included 56 eldhemgrade students. Data
collection was conducted for a whole scholastia @&€4.1-2012.
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The researcher's school was chosen for the follgwieasons. The
researcher works as one of its teachers. In flaetresearcher was the teacher of
both the control and experimental groups. Moreotee researcher couldn’t
leave the school during the day because she hadj@ teaching load. A random
sample consisted of 56 female students who wersethérom eleventh grade
students in Al Majida Secondary Girls School in Rédlah and Al-Bireh district.
The school didn’'t have another two sections from ghientific stream available
for research. Thus, the scientific class was exadudom the study. The students
of the literary stream classes were evenly disteidinto A or B on the basis of
their English marks from the previous year. Thee, choice of the experimental
and the control groups was randomly assigned. ide@h) was the control group
and section (B) was the experimental group, eath 28 students. After that,

they had their pre-test writing exam to make shes¢ they were equivalent.

Research Design

The purpose of the study was to examine the effe€tM strategy on the
Palestinian eleventh grade students’ writing pentonce. Particularly, the study
focused on differences in the effect of individgaper-and-pencil CMs under
three conditions: in-class writing tasks, exams dmine assignments. In
addition, the study looked at the Experimental @isiperceptions of the CM
process.

To accomplish the research goal, this study emplogequantitative
research method. After a pilot test of trainingtenals and students survey
instruments, the researcher conducted a main siadihe first phase, with a
guasi-experimental design. This design was apfataprfor this study, and
according to McMillan (2000), was best suited wimrbjects were in intact
classes. The classic method of assuring compayabdi to assign students
randomly to classes or take into account existiffgreénces (Hillock, 1986).

The study investigated two groups in seventeetingrisessions. The

subjects were randomly assigned into two groupenTthe Experimental and the
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Control Groups have a pre- test of writing. Segentcompositions per each
subject were scored with eight component scalekidimg Thesis Statement,
Organization, Vocabulary, Spelling, Grammar Usendduation, Writing Process
and Handwriting. Eight subscales and total scofesomposition were used in
analysis as dependent variables. The Independenpl8 T-Test was used to
examine the statistical difference between the f@brand the Experimental
groups. The writing tasks produced by the subjett®th groups were scored by
two raters.

In terms of internal validity, the study attemptedsupply an instructional
conditions equal in the Experimental and contraugs except for the direct
treatment variable: using the CMs. The researshemstructional protocols for
each writing class. The researcher led and madtatl the training sessions and
writing sessions. The subjects of the study hadnbeeposed to the same
textbooks and same instructional plan. In termessay scoring, the researcher,
as well as another experienced English teacher, tanght the pilot study were
trained with a scoring rubric. A pilot test of thegting rubric revealed that there
was high inter-rater reliability (Cronbach’s Alph&/5).

Procedures

Both Experimental and Control groups participatedai pre-test, which
used a 40-minute-in-class writing session to gdeean essay based on the given
writing prompt. Both groups, then, participatedtlie next 17 writing sessions.
Both in the Experimental and the Control group® itfistructor introduced the
composition rubric and informed students that thedmposition would be
evaluated based on the rubric. At the end of Aptie subjects of the
Experimental Group filled in a questionnaire onittiperceptions of the individual
paper-based CM.
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Pre-assessment of Writing

Though this study employed a quasi-experimentalive¢gnt control
group design in which the Experiment and the Cdrgroups were randomly
assigned, a pre-assessment measure of pre-learitied skill was used to ensure
their equivalence. As a pre-assessment of writihg, subjects wrote an essay
based on the writing prompt provided by the redearc Without any specific
instructions on the writing process, the subjectyewasked to develop short
essays in class, which took approximately 40 miuteuring the pre-test,
students were not allowed to discuss their toptb weers. Students were allowed

to ask the instructor for the meaning or spellihgmmy word they wanted to use.

Concept Mapping Training

For the Experimental Group, the CM training invalva presentation of
CM techniques, followed by two guided practice s@ss At first, the researcher
introduced the general idea of CM technique andntie¢hods for constructing
CMs and using maps as a pre-writing planning sgsatelhe instructor provided
the participants with some CMs about the writingnponents (Hogue, 1996). In
the first class, a CM was introduced about “The @onents of a Good Essay”, in
general. Then, each component was taught sepaiatel separate CM. This
way, CMs were presented to the Experimental Gro8pe(Appendix D).
Regarding the Control Group, they had the sameuctidon but without the aid of
using CMs. Moreover, the second practice focusedamstructing a CM to plan
an argumentative essay. The researcher modeleddhimansfer ideas from maps
to written paragraphs during a whole class exercike second practice lasted

for two-weeks (See Appendix D).
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Writing Sessions

Different writing prompts were used for the mainvesgteen writing
sessions (See Appendix A). The Experimental amdGobntrol Groups were
provided with the same writing prompts. As writimgstruction, the researcher
emphasized the planning process of writing by arpig that the writing process
involves multiple tasks such as planning, draftiagd editing. The subjects of
both groups were encouraged to spend some timaiptatheir writing with or
without CMs. The researcher provided students téthdouts of the composition
rubric and briefly explained the categories of cosifion scores based on the
rubric. The writing instruction took about 20 mias. The in-class-writing tasks
were the ones that were required in the studemgligh textbooks (English for
Palestine). The types of writing targeted in 8tisgdy were expository, descriptive
and argumentative essays. The stimuli for writimgre written prompts (see
Appendix A). The writing objective, text structutiemes were defined by the
writing prompts. Prompts addressed knowledge sitisddiad some prior
information about from the reading passages thay waight at the beginning of
each unit to minimize student differences in dextlae knowledge (Sturm &
Rankin-Erickson, 2002).

Instrumentation

Instruction Protocol

An important goal in writing instruction was to pedtudent develop the
skills needed to successfully manage the compéesxaf the writing process. The
researcher developed instructional materials amgbtscfor CM training and
writing instruction, which were used with the Exipeental group. In the CM
training, the researcher showed using an overheagegbor a sample CM
designed to introduce the general ideas of thi§ t@dter the presentation, the

researcher supplied the Experimental Group withwmiting in-class assignments
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to practice CM. The training material is preseniedAppendix (D). Besides,
before the writing sessions for both groups, tremaecher explained in brief that
writing is a recursive process which includes piagn drafting, revising and
editing, focusing on the importance of the planmhgse. Besides, the researcher

provided both groups with an analytical rubric axglained its criteria.

The Analytical Rubric

The assessment of the writing assignments wascrubiérenced since
authentic assessment should be criterion-basede r@&searcher developed an
analytic richly defined five point, eight-trait rab that is believed to improve the
reliability and validity of assessment (Mueller,12). The reasons behind
choosing an analytical rubric were a) to increasesistency in grading, b) to give
students a target, c) to allow the raters to pmyigstification for grades assigned,
d) to save time in the grading process and e) lp the raters analyze students’
strengths and weaknesses. The descriptions dik#ig levels of attainment for
each of the criteria or dimensions of performanesenexplained fully enough to
make them useful for judgment. The justificati@t@a why a specific criterion is
given a specific score was very important in teohboth the rater (teacher) and
the rated (student), as well as for the objectigityhe assessment itself.

The Rubric looks at the main elements of writingl aassesses them
independently from one another. It is an influehtool that far surpasses the
restricted information a single grade or score jples. It offers a regular and
honest feedback (Culham, 2003). The rubric watighigrtaken from Fry, Kress
& Lee (2000) as well as Cbrister (2012). The redear, with the help of the
judges and the pilot study teacher, divided soneasato be scored separately.
For instance, vocabulary should be separated froetiisg to avoid confusion
while evaluating. Moreover, “thesis statement” Wbobe separated from
“organization and form” since this rubric will assedifferent kinds of essays. In
the description of the area “organization and fotmd distinctions were made;

one for assessing a paragraph and the other fessiag a whole essay. Also,
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“grammar and sentence structure” shouldn’'t be asskewith anything else such
as “punctuation”.

The final measures cover eight components of wgitperformance
including thesis statement, organization, vocalyulapelling, grammar use,
punctuation, writing process and handwriting. Tdtal mark for each component
is further broken down into numerical ranges thatrespond to five mastery
levels: excellent, good, almost good, needs workraaeds very hard work. The
scoring criteria address the objectives statedhénwviriting prompt. The scoring
rubric met criterion validity, using detailed saagithat ensures the validity of the
assessment. The two forms of reliability in classn assessment and the rubric
development involved two raters. Rater reliabiligenerally refers to the
consistency of scores that are assigned by twadependent raters (inter-rater
reliability) and that are assigned by the samer ratedifferent points in time
(intra- rater- reliability).

Evidence was gathered to support the inferencesndfieom the students’
responses on the test. Objectives were writteangure content validity because
the test clearly defined the achievements thatgékearcher measured. To increase
reliability and avoid any possible subjectivitywits decided to include two raters
in the study. The raters who participated in thedgtvoluntarily were the
researcher and the teacher of the pilot study. réklers were experienced high
school teachers (who were often assigned to coreechpositions in the
Tawajehee General Secondary Certificate). The taters always had brief
meetings to discuss the drawn CMs, writing assigrnimand the analytical rubric.
The researcher and the second rater independandig different kinds of essays
using the analytical measure. Raters were traméd sample papers using the
scoring method until inter-rater reliabilities be®n the two raters exceeded a
Pearson r correlation of 0.78. Due to the largew of papers to be corrected,
the other teacher (the teacher of the pilot stsdyhetimes corrected half of the
papers and at other times took a sample of theygessal corrected them. After
that, the teacher checked with the researcheeifrthrks were similar to those of

the researcher. Opinions were exchanged betweemthrs, whenever required.
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The Writing Tasks

Most of the writing prompts were the ones requirethe English textbooks for
the eleventh grade students. The rest were rekatezleryday topics such as
schools and Palestinian foods. The seventeen topsied:

(a) an essay about a subject they like or interested in

(b) an argumentative essay about “Health in Palestine”;

(c) an argumentative essay about “Volunteering”;

(d) an expository essay about “Malaria”;

(e) an informal reply letter;

() an argumentative essay about “Education in Pak'stin

(g) aformal business letter

(h) an argumentative essay about "Globalization”

() an argumentative essay about “Human Beings in Gfoup

() an argumentative essay about “Road Accidents”;

(k) a descriptive essay about “My School”

() a descriptive paragraph related to the learnt nt&i&s Marner”;
(m) a descriptive paragraph related to the learnt nt®i&s Marner”;
(n) a descriptive paragraph related to the learnt nt8iéds Marner”;
(o) an argumentative essay about “Bermuda Triangle”;

(p) aformal letter;

(q) Compare and contrast essay;

(r) A process-descriptive essay.

Specifically, task (a) was used for pre-test indddisses. Tasks (b) and (c)
were used in CM training. Moreover, (d), (K) and) (®@ere used as writing
exams. In addition, (I), (M) and (n) were usechame assignments. Finally, the
others were written in-class. The Experimental #ived Control groups used the

same writing prompts in each session.
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Student Survey of the Concept Map Process

After CM sessions, the subjects of the Experime@talup were asked to
complete a questionnaire to determine the effette®fCM on their perceptions of
using it. The perception questionnaire consisted3statements including; (a)
perceptions of the usefulness of the CM strategl (ah perceptions of the CM
activities. Students were asked to indicate tfemtings by selecting a numeric
choice ranged between 0-100. This scale was fidimpossible), (10 20 30)
medium, (40 50 60) sure, to completely sure (@@®@ 100). The subjects of the
Experimental Group had to show how Concept Mapiatped them perform
writing tasks on all the essays that they had to 8even judges consisted of two
university Ph. D. teachers, four teachers and agliginsupervisor evaluated the

items for validity and clarity.

Data Analysis

This study used a quasi-experimental design. Bwanthe first, second,
third, fourth and fifth questions, an independearnple t-test was used with the
total writing scores as well as the sub scorese ftal composition score is
formed from the sum of eight components scores dioguon the important
feature of composition. The eight writing compatisewere equally weighted as
follows: thesis statement (5 points), organizatmal form (5 points), vocabulary
and length (5 points), spelling (5 points), gramn{@rpoints), punctuation (5
points), the writing process (5 points) and hantiagi (5 points). With regard to
the sixth research question which looked at stii@atrceptions of their learning
of foreign language writing as a result of the uefice of using the concept
mapping strategy, descriptive statistics of stuslaesponses are presented. In
fact, 50 (as a mark) was the determiner of theesitsl perceptions. If the mark
was 50 or above perceptions were positive, butelfow, perceptions were
negative. The items #16, #17 and #18 are writtenegative statements. This is

to prevent patterns of answering (Coutinho & Jungf08). These items were
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manually converted into positive statements beéoralyzing them as follows: O
as a score became 100, 10 became 90, 20 becarié B8came 70, 40 became
60 and vice versa, the 50 score was not change8tudents’ responses were
analyzed under three themes: “Areas of Writing lygil “Writing Process” and
“ldea and Organization”. Finally, to answer thstlquestion, One Way analysis
of Variance (ANOVA) was used. The independent \@eavas the three writing
task conditions, and the dependent variable wad Th@ost-test essays scores. To
determine whether there was a significant diffeeebetween the Control and the
Experimental Groups’ gain scores under the threéingrtask conditions, an
ANOVA test followed by Post Hoc tests (i.e. LSD imad) were conducted.

The Pilot Study

A public school in Ramalah and Al Bireh District svehosen for the pilot
study. One of the English teachers at the schasl enthusiastic to participate as
a volunteer to apply CMs as a prewriting plannieghhique in teaching writing.
The researcher conducted a pilot study for the sahwde scholastic year 2011-
2012. The pilot study intended to investigate feesibility of training material
and writing prompts. Besides, the researcher adtenmed the student survey to
decide instrument reliability. The participantsrev&9 students in the scientific
stream. The students received a training sessianving a presentation of a CM
technique, followed by two guided practice sessioAfter that, the participants
started to draw CMs on papers in the pilot studyen, the students were very
motivated to draw their CMs using the computer. siBes, they asked their
teacher to teach them writing and literature clagse using this strategy. Then,
they began to design their own CMs concerning tbreehthey were taught in
their literature classes and explained the novelgutheir CMs. Besides, it is
worth mentioning that things were totally differemtith the pilot study
participants since they were in the scientific atne Their teacher didn't interfere
at all after giving the instructions and she l&ékrm to work by themselves in all

writing assignment and they never asked for ang.hel
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The student survey was administered to the 39 giaatits and the
reliability of the instrument was tested. The railidy coefficient of the
guestionnaire was in excellent range (Cronbachishal.906 and .886). Most
students answered that they enjoyed the CM activitiye overall majority in the
pilot study reported that the CM strategy was berafin learning the writing
components. Based on the feedback from the paatits in the pilot test, training

materials and the questionnaire were refined.

Instrument Validation Procedures

The questionnaire is partially a modified versidntlee Writing Self-
Efficacy Scale used by Pajares, Hartley, and V&igR000). Questions from 1-9
of the 23-item writing scale measures individualsif-confidence in their writing
abilities, including their skill in treating commigrassessed traits of writing: ideas
and organization, spelling, essay formatting, puaton, word choice, grammar
and sentence structure (Culham, 2003). Students Wstructed to rate their
confidence levels on a scale of 0-100. The 0-bdddt was chosen over the
traditional Likert-type scale because Pajares.ed@umented that a scale with a
0-100 format was psychometrically stronger thar-801scale concerning factor
structure and internal consistency. A few changelse wording of some quoted
items were made so that they would fit with thedgtu Questions 11-23 were
added by the researcher.

Validity has to do with the faithfulness of a tdetits purpose. The
consistent application of the scoring rubric isrse@s crucial to the validity and
meaningful interpretation of scores for performarassessments (Jonsson &
Svingby , 2007). To guarantee content validity,dstus were first taught the
writing mechanics through CMs. They were also taughat was meant by
modes of writing, especially the argumentative essthrough two “Master
Maps” (the first two essays). The prompts giverih® students were judged to
check for their simplicity, clarity and that theyere specific. Providing students

with questions was meant to control the ideas #mir flow so that students
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wouldn’t be lost at any moment of writing. Yet,egtions were not given in real

tests. It was felt that interference from the tescshould be limited so as to meet
the exam conditions. Also, the students were tmiyrite one paragraph. Thus,

guestions were not of great importance for therher& were no choices given in

the selection of the prompt for each writing assignt. The model answers,

having two raters as well as the analytical rulwrére meant to reduce the threat
of extraneous factors such as the subjectivitycofiag.

Moreover, this descriptive marking scheme which wagded by the
evaluator to check the subjects’ thinking qualitgsamodified two times. First, it
was to assess these sets of assessments respomsisria (Thesis statement,
Topic Sentence, Organization, Vocabulary and SpglliGrammar as well as
Sentence Structure and Punctuation. Yet, therieriteere changed into (Thesis
Statement, Organization Length and Form, Vocabul8pelling as long as the
words related to the topic, Grammar and Sententet8te, Punctuation, Writing
Process and Handwriting. The levels of performamngmlity ranged from
“excellent” which was given 5 points, to “Goodivhich was given 4, to
“Almost” which was given 3 points, to “Needs worwhich was given 2 points,
to “Needs very hard work” which was ranged fromoOL point. Then, it was
recommended that the range for the level “Needkoe from 1 to 2 and zero
for the level “Needs Very Hard Work”.

Concept Mapping is believed by the researcher tvige the students
with a prewriting technique to become skillful veris. In terms of content
validity for the maps drawn, the maps generatethbyresearcher were examined
to check for representation of important conceptsl dinkages within the
knowledge domain. Thus, some of them were seRtdéessor Joseph D. Novak,
the developer of the Concept Maps, through perscoatact, by email. The
researcher asked what he thought of these mapsepHted by saying that “your
CMs and other items present some of the challefagesi by Palestine are nicely
illustrated” (Personal Communication, Novak, 18twviN2011). He also pointed
out that
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| have looked over your concept maps and see vityati
expressed in them. Literary works lend themseleethits kind

of representation, and | see some of this in sdnyeur concept
maps (Personal communication, Novak, Nov12th, 2011)

Professor Novak also judged some of the pilot stadg the Experimental
Group’s constructed CMs. He pointed out that henébthem interesting. He
added that the students’ maps look hierarchical, (ersonal communication,
29" July, 2012).

Validation and Reliability for the First Two Master Maps

Every composition was actually a whole packageer&twas the model
answer and there were also the tips for the teasherwas going to apply the
writing composition. These tips included the giges to be asked so as to lead
the students to the right ideas. There were &lsdtainstorming sheets as well as
the CMs for all of the paragraphs. Everything \walged by seven people. For
example, with regard to brainstorming sheets, it saggested to lessen the
number of words used, specifically not to exceedv@ids, or, if not possible, to
make a separate brainstorming sheet for each pamiagiyet, the pilot study
showed that was not necessary at all. Studenkereif the pilot study or the real
study, tended from the beginning to give all thedgorelated to the topic meant
to be written about. Every writing assignment t@ikeast two weeks to make
sure that it was suitable to be applied on the exmstal group, in terms of both
the model answer and the CMs for the paragraphs f@nthe control group in
terms of the model answer alone.

Finally, the teacher of the pilot study as welltlisee other judges noted
that if the propositions in the CMs were numbetbdt would make it easier for
students and any other readers to follow the fldwhoughts presented in the
CMs. Thus, the participants were advised to nuntir propositions. Ahlberg
(2004) pointed out that sometimes it is helpfubgable to read a concept map

only in the order that you intend it to be read . mhy not always be from top to
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bottom, and the order in which propositions arelrigssignificant. Then you may
insert to each link a number illustrating the orderrelation to which the

propositions should be read.
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Chapter Five
Results

Introduction

The ultimate goal of the present study was to itigate the effect of the
explicit teaching of Concept Mapping (CMs) stratdgywriting essays on the
eleventh grade students. The effect of CMs as\arfineg technique was assessed
using the Independent Sample T-Test. The resultficated statistically
significant effect of CMs on the eleventh gradedstts’ writing ability. The
measures used were students’ rubric scores givéineta by the assessment of
two teachers. The means of these scores werela@du Mean differences for
the various data are discussed along with statlstests which were performed
using the rubric scores. Thus, this part will tém@nswer the first six questions of
the research questions. The second section \eflgmt the results of the students’
perceptions after using the CM technique. Finatbyanswer the final research
guestion, data collected from the post-test writtsisays were analyzed using

One-way Analysis of Variance (ANOVA).
Assessment of Students Writing Tasks

To assess the students’ writing, an analytical iculwas used that
measures the “thesis Statement”, “organization &rdh”, “vocabulary and
length”, “spelling”, “grammar and sentence strueturpunctuation”, “writing
process” and “handwriting” which were weighted diyuaTwo teachers assessed
students writing. The results of these assessmesTs seventeen scores for each
student. The Control Group students were ass@ssbd same way. The level of

both the Experimental and the Control Groups waditérary eleventh grade.
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The Pre- test Writing Mean Scores for the Control ad the Experimental

Groups and the Independent Sample T-Test

Clas:
Control Group Experimental Group Sig. (2-
N 