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Abstract

This research aims to investigate how the ninth graders’ perspectives towards the
implementation of English electronic picture books in English class. In particular, it explores
not only the affordance perceived by learners in the process of reading electronic English picture
books but also observes learners’ cognitive and affective changes of English learning across time.

Adopting a qualitative case study design, this research recruited two Taiwanese male
ninth graders from one class in a private high school in New Taipei City taught by the teacher
researcher. This class was taught how to read electronic picture books once a month for four
months. Every reading class was divided into two parts: (1) in shared reading, the instructor
guided reading through employing an electronic English picture book with distinct levels of
multimedia features (a total of four picture books were used); (2) in extensive reading, the
instructor provided leaners with websites where there were different electronic English
picture books for learners to choose so that they could read materials autonomously. The data
collected for the research included questionnaires, semi-structured interviews, stimulated
recalls, student written feedback, and classroom observations.

The important findings are listed as follows. First, learners’ English was facilitated
through interaction with the instructor, the peers, and the reading materials and assessment.
Second, through the interdependent function of the three affordances, learners have changed
in the presence of cognitive domain (phonological awareness, auditory impact, lexical
development, and trans-literacy) and affective domain (interest, motivation, confidence and
autonomy). Although there were positive and negative changes in the reading process of the
implementation of electronic English picture books with different multimedia levels, the three

affordances functioned consistently, fostering English learning.
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Based on the research findings, six pedagogical suggestions are provided. First, the two
participants advised to incorporate electronic picture books English reading into English
curriculum so that learners would have more chances for being immersed in electronic
English picture books when learning English in regular courses. Second, it is necessary for
instructors to provide learners with electronic English picture books close to their real life and
corresponding to their levels, which is helpful in increasing learners’ opportunities of English
reading and learning as well. Third, the instructors were advised to change their roles
according to learners’ learning conditions. Fourth, the instructors should provide learners
more self-reading time in class. Fifth, they could arrange seats according to leaners’ English
proficiency and learning attitude. Sixth, the instructors could activate teaching activities with
electronic English picture books, such as small-group discussions, competitions, role-play,

reader’s theater, and dramas.

Key words: affordance, electronic English picture books, shared reading, extensive reading






CHAPTER 1
INTRODUCTION
Background and Motivation

There is no doubt that English has been of great importance for the academic
field in Taiwan. Given the primacy of reading, writers for English textbooks adopt
articles which contain a wide variety of topics to make it accessible for students to
broaden their horizons and enhance their literary experience. However, these texts are
often criticized for their lack of authenticity. Accordingly, supplementary teaching
materials are needed to provide learners with authentic texts which may increase their
motivation and interest. One of the useful authentic materials is picture books. The
books with vivid and dramatic illustrations have “the potential to act as a magnifying
glass that enlarges and enhances the reader’s personal interactions with a subject
(Vacca & Vacca, 2005, p. 161). In particular, the use of electronic picture books may
better boost teenagers’ reading motivation, interest, and comprehension, as teenagers
nowadays are getting accustomed to using multimedia to gain knowledge.

Viewed as “the digital equivalent of a printed page” (Cahill & McGill-Franzen,
2013, p.31), electronic picture books with diverse designs and interactive functions
offer a supportive, intriguing, and stimulating digital learning world for students to
explore. Lin and Lin (2012) noted that the combination of visual and auditory input
“not only offers students an escape from routine lectures in traditional classrooms but
also promotes and encourages interest in learning” (p. 54). Thus, it is believed that
electronic picture books engage students in meaningful pleasure learning.

A great number of studies related to electronic picture books have been
conducted on toddlers or elementary school students. For example, Trushell, Burrell,
and Maitland (2001, 2003) contended that interactive features in-built in electronic

picture books appeal to young learners. Hoffman and Paciga (2014) also supported
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that electronic picture books facilitate the development of kids’ language and
literacies “at least to the same extent as printed books” (p.386). As such, reading
electronic picture books may provide them with a relaxing learning environment to
reduce their stress as well as help develop literary skills and strategies. Although with
few exceptions (Fu, 2008; Lee, 2008; Liu, 2006), the research mostly focus on young
learners, there has been little research focusing on the investigation of integrating
English electronic picture books into the curricula for adolescents in Taiwan,
especially the ninth graders who are under increasing academic pressure. It is believed
that animation, sound effects, and hypermedia (Fu, 2008; Lee, 2008) incorporated in
reading electronic picture books may flavor these adolescents’ learning styles, lower
their anxiety, and facilitate their performance.

In addition, prior research on electronic picture books has focused on the effects
of distinctive levels of interactive digitalized picture books on reading achievement
and motivation (Chang, 1998; Chen, 2002; Huang, 1996; Huang, 1997; Lee, 2008;
Lin, 2002; Tseng, 2003; Wu, 1999; Yang, 2010; Yokota & Teale, 2014). Nevertheless,
there was disagreement among the past studies carried out to analyze the contents,
visual and aural functions, and interactive effects in the digital reading process.
Multimedia features embedded in electronic picture books were highly recommended
(Chera &Wood, 2003; Davis, 1995; Day & Bamford, 2002; Doty et al.,2001; Fry,
1991; Hung, 1997; Kim & Hall, 2002; Labbo, 2000; Smith, 2001; Tseng, 2003;
Underwood & Underwood, 1998 ) to increase students’ reading comprehension and
word recognition, while those features were regarded as impediments distracting
students’ attention from the development of the textual relationship (Bus, Verhallen &
de Jong, 2009; de Jong & Bus, 2003; Labbo, 2000; Lefever-Davis and Pearman, 2005;
Lewin, 2000; Lin, 2002; Trushell et al., 2003). Such contradictory claims supported

by quantitative evidence may simplify the underlying factors, such as the topics of the
2



texts, the intervention of multimedia, teachers’ teaching methods, students’ learning
history, and peer interaction. Therefore, further detailed information and implied
reasons are discovered through qualitative research in this study.

Previous research on electronic picture books has also examined the acquisition
of such basic language capabilities as phonological awareness (Chera & Wood, 2003;
Lewin, 2000; Segal-Drori et al., 2010), word recognition ( Chiou, 2009; Hsu, 2005;
Huang, 2004; Korat, 2010; Korat & Shamir, 2007, 2008; Lee, 2003; Lefever-Davis &
Pearman, 2005; Lewin, 2000; Liu, 2009; Segers & Verhoeven, 2002; Segal-Drori et
al., 2010; Tang, 2004) and traditional literacies (Lubke, 2012). A large number of
studies have focused on cognitive domain, thus examining the influence of electronic
picture books on reading comprehension (Bus, Verhallen, & de Jong, 2009; Doty,
Popplewell & Byers, 2001; Greenlee & Smith, 1996; Ju, 2004; Labba & Kuhn, 2000;
Lin, 2002; Mathew, 1996; Moody, Justice, & Cabell, 2010; Ricci, 1998; Tseng, 2003;
Underwood & Underwood, 1998; Vacca, Vacca, & Mraz, 2005; Yang, 2005). Such
research has found that electronic picture books positively foster the development of
not only bottom-up skills but also top-down abilities.

In addition to the aforementioned competences from a cognitive perspective,
some researchers have investigated the influence of electronic picture books on
reading attitudes, interest, and motivation in regards with affective domain. Matthew
(1996) advocated that interacting with digitalized books “has the potential to be a
powerful motivating force for even the most reluctant readers” (p.380). Chu (1995)
also claimed that it was an “exciting, meaningful, and most of all, enjoyable” reading
experience for learners to utilize digitalized picture books (p.361). Although many
investigators have highlighted the multiple and stimulating functions of electronic
picture books, the dynamic relationship between the environment and the learners is

less presented in the prior research. The importance of such action-oriented mutual
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interaction has been recognized as affordance by van Lier (2000, 2004a, 2004b, 2007,
2008b) and cannot be captured without a qualitative research method.
Purpose of the Study
In order to fill these gaps, the present study aims to explore the learning process
of the Taiwanese ninth graders’ use of electronic picture books through a qualitative
case study approach under van Lier’s notion of affordance. The research question is
presented as follows:

(1) What kinds of learning chances and milieu perceived by learners are afforded
in the process of implementing electronic picture books in learning English
and how did they change across time?

It is hoped that this study may give a holistic and in-depth understanding of the

ninth graders’ thoughts and make some suggestions to both instructors and students

who are interested in using English electronic picture books.



CHAPTER 2
LITERATURE REVIEW

This section presents the literature relevant to the present study in
five parts: (1) the definition of electronic picture books, (2) types of electronic picture
books, (3) significance of electronic books, (4) the implementation of electronic
picture books in teaching, and (5) the framework of van Lier.

It is noticeable that electronic picture books have already changed the nature of
reading. They are regarded as “the e-equivalent to picture books — have become a
major force” (Yokata & Teale, 2014, p.577). In other words, the prominent trend of
using electronic picture books may change the publishing industry and influence the
readers. The following section starts with the definition of electronic picture books,
elaborate their distinct features, and then demonstrates why employing electronic
picture books is important and helpful in complementing the learning context.

Electronic Picture Books
The Definition of Electronic Picture Books

Electronic picture books refer to digitalized picture books which are available in
many forms, including online, CD-ROM, and even in download applications, or the
so-called “app.” They share some features with traditional printed picture books;
namely, the combination of printed text and illustrations are intertwined to make
stories progress. Compared to the static printed ones, electronic picture books are
equipped with distinct multimedia features. Animations, music, sound effects, sound
files, highlighting effects, and other user-activated hotpots in electronic picture books
enable students to explore their reading by increasing the “level of user interactivity
and the extent of user control in choosing directions” (Chera & Wood, 2003, p.35). In
addition to the typical multimedia functions, some electronic picture books have

supportive hotpots which enable students to read photographs or maps, to watch extra
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video clips, and to navigate attached texts so to develop an in-depth understanding of

the subject matter.
Types of Electronic Picture Books

Generally, electronic picture books are presented in multifaceted formats with
different purposes and functions. In the following session, three types of electronic
picture books are discussed.

First, Tseng (2003) categorized electronic picture books into two aspects:
non-interactive and interactive. The former presents the content in a sequential order,
in which users could not change the ending of the story; while the latter utilized the
interactive features accessible with games and activities, in which the story
development controlled by learners may be diverse.

Secondly, Huang (1996) stated that based on the process of the plot of stories,
electronic picture books may appear in four types: (1) single point, (2) single line, (3)
multiple line, and (4) conditional line. Single point electronic picture books refer to
the electronic books with stories developed from the beginning to a single ending and
so readers can start, stop, pause, forward, and rewind in the process. Single line
electronic picture books refer to the electronic picture books with fixed scenes
presented in the stories. Different from the previous two types, multiple line electronic
picture books allow readers to transfer different scenes in the books, thereby resulting
in different endings. Last, in the fourth type, learners’ interactive speeches and
response to the digitalized texts may influence the plots and change the endings.

Last, in terms of forms, electronic picture books can be classified into four
categories: (1) printed text presented visually on a screen, (2) digitalized printed
picture books with built-in digital features, (3) book-like configuration with
multimedia enhancement, and (4) specially made in the digital format (Anderson-

Inman, Horney, & Anderson-Inman, 1997; Buckleitner, 2011; Unsworth, 2006;
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Yokota & Teale, 2014). Specifically, in the first category, the printed text presented
visually on a screen means digitalized the printed electronic picture books without any
additional multisensory information. In the second category, technology is employed
effectively to add animations, music, sound effects as stimulations to foster the
development of students’ comprehension and interests. In the third category,
electronic picture books with multimedia enhancement are incorporated not only with
aforementioned technology but also with personalized interactive devices, such as
rates of scene and character change to conform to individual requirements. In the
fourth category, electronic picture books are only published in a digitalized format or
designed as apps widely accessible for users. This classification scheme was exploited
in this study to investigate how the ninth graders respond to electronic picture books
with distinct density of digitalization. That is, the four types of digitalized storybooks
were distributed from the basic digital level to the advanced one according to the
intervention and reinforcement of multimedia.
Significance of Electronic Picture Books

Although some investigators argued that there are some drawbacks in reading
electronic picture books such as lack of well-organized e-picture books, distracting
learners’ attention, impeding English learning in reading electronic picture books
(Bus, Verhallen & de Jong, 2009; de Jong & Bus, 2003; Labbo, 2000; Lefever-Davis
and Pearman, 2005; Lewin, 2000; Lin, 2002; Trushell et al., 2003), many other
researchers claimed that electronic picture books made students engaged in learning
and fueled their interests if selected and mediated well (Chera &Wood, 2003; Davis,
1995; Day & Bamford, 2002; Doty et al.,2001; Fry, 1991; Hung, 1997; Kim & Hall,
2002; Labbo, 2000; Smith, 2001; Tseng, 2003; Underwood & Underwood, 1998).
Furthermore, Lin and Lin (2012) also suggested that electronic picture books with

interactive features are appealing to ninth graders in northern Taiwan, thereby
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stimulating their motivation and competence towards English reading. Indeed, picture
books with the multimedia functions provided by technology may foster language
learning.

In the following section, the significance of electronic picture books is discussed
in two domains: the cognitive domain, including (1) phonological awareness, (2)
auditory impact, (3) lexical development, (4) reading comprehension, and (5)
trans-literacies, and the affective domain, or (1) interest, (2) motivation, (3)

confidence, and (4) autonomy.
Cognitive Domain

In the cognitive domain, five aspects of the significance of electronic picture
books are partially of interest. First, some researchers considered that auditory
features implemented in electronic picture books may support authentic conversations
about story elements and raise students’ phonological awareness (Chera & Wood,
2003; Lewin, 2000; Segal-Drori et al., 2010).

Second, the remarks made by different characters in the books made static
dialogue come alive, which may engage students in comprehensible and meaningful
texts. For example, Verhallen, Bus, and de Jong (2006) claimed that students were
able to make inferences from the characters” movements, emotions, and mentality
through multimedia features. Consequently, it was supported that learners constructed
the psychological guessing game (Goodman, 1970) relying on the auditory impact of
electronic picture books, which can encourage learners’ investment as well as
improve their comprehension.

Third, distinctive components and functions in electronic picture books allowed
learners to develop traditional literacy skills such as phonological awareness, lexical
development, and reading comprehension (Bus & de Jong, 2012). Additionally,

Larson (2010) and Lubke (2012) claimed that the development of children’s
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traditional literacy was advanced by reading well-organized electronic picture books.
In traditional literacy skills, lexical development can be viewed as one of the
sub-components of language acquisition. Electronic picture books were supportive in
the area of lexical development. (Hsu, 2005; Korat, 2010; Korat & Shamir, 2007,
2008; Lefever-Davis & Pearman, 2005; Lewin, 2000; Segal-Drori et al., 2010; Segers
& Verhoeven, 2002; Tang, 2004). For example, Tang (2004) indicated that acquiring
English vocabulary with electronic picture books was highly supported by her study
with a group of seventh graders in her study.

Fourth, animations and interactivity helped deepen the understanding of
significant story events. In this regard, the benefits of foreign language learning
through electronic picture books facilitated the development reading comprehension
(Bus, Verhallen, & de Jong, 2009; Lin, 2002; Ju, 2004; Moody, Justice, & Cabell,
2010; Tseng, 2003; Vacca, Vacca, & Mraz, 2005; Yang, 2005). Many researchers
strongly recommended that the audio element be incorporated with reading input
(Boone & Higgins, 2003; Bus et al., 2009; Davis, 1995; Day & Bamford, 2002; de
Jong & Bus, 2004; Doty et al., 2001; Fry, 1991; Grimshaw et al., 2007; Kim & Hall,
2002; Korat & Shamir, 2007, 2008; Korat, 2010; Labbo, 2000; Lefever-Davis &
Pearman, 2005; Lewin, 2000; Matthew, 1996; Shamir et al., 2008; Segal-Drori et al.,
2010; Smith, 2001; Trushell et al., 2013; Underwood & Underwood, 1998; Verhallen
et al, 2006) because it supports students to interpret audio and visual cues for better
reading comprehension. For instance, Verhallen, Bus, and de Jong (2006) noticed that
the capability and strategies of reading printed text could be positively transferred to
foster digital reading comprehension, and vice versa. Specifically, visual and auditory
features incorporated into electronic picture books add the creation of mood in a story,

thus fostering learners’ reading comprehension.



Fifth, in addition to those traditional literacy skills, trans-literacies which could
not be perceived by reading printed books (Buckleitner, 2011; Moody et al., 2010;
Smith, 2001; Unsworth, 2003) were also facilitated through the employment of
electronic picture books. To be more specific, trans-literacy is the repertoire that
enables readers to understand or communicate in a wide variety of media platforms. It
is also closely related to digital reading or online reading. Provided with authentic
reading texts on-screen, learners are introduced to the real society where picture
books have gradually been digitalized (Roskos & Brueck, 2009) so that they can
apply what they acquire in the digitalized reading to the genuine world as well as
increase the ability to communicate and comprehend across all communications
platforms.

In conclusion, cognitive development, such as phonological awareness, auditory
impact, lexical development, reading comprehension, and trans-literacies can be

enhanced through reading electronic picture books.
Affective Domain

Electronic picture books not only help students with those cognitive elements
indicated above but also provide opportunities for learners to be stimulated and
motivated. To be more precise, auditory components effectively made a contribution
to the mood of the story (Hoffman & Paciga, 2014) and thus they are highly
recommended to be incorporated into electronic picture books to make learners
involved in the texts. Besides music and sound effects, Ho (2002) claimed that
animations could directly convey emotions and elicit compassion to learners.
Electronic picture books comprising a wide variety of topics are beneficial for
students to develop individual interests and acquire life experiences, and make
connections to their genuine life experiences (Blake et al., 2006; McAurthur et al.,

2006). Learners can echo with the characters and stories in the electronic picture
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books and feel some connections with the materials, which promote meaningfulness
for them. Furthermore, learners can escape from tedious lectures and get motivated in
pleasure reading (Davis, 1995; Day & Bamford, 2002; Fry, 1991; Kim & Hall, 2002;
Labbo, 2000; Smith, 2001; Underwood & Underwood, 1998). In this respect, learners
can gain supports with animations and auditory features supplemented because they
do not have to totally rely on semantic and syntactic components.

Students get bored easily by reading traditional books; however, electronic
picture books transfer “reading” to “watching”. “Watching” the digitalized texts can
satisfy learners’ psychological needs (Feng, 1998). Labbo (2009) and Smith (2001)
claimed that reading electronic picture books could be “highly engaging and
enjoyable learning experience for both adult and child” (Hoffman & Paciga, 2014,
p.379) to trigger users’ motivation to read. Therefore, the results showed that
electronic picture books could support students’ emotional requirements.

Learners’ autonomy is another crucial affective factor for language learning. In
some electronic picture books, individuals can make adjustments to turn on or off
some multimedia features while reading (Hoffman & Paciga, 2014). Likewise,
personalized digital reading gives learners chances to choose suitable interactive
features (Reinking & Schreiner, 1985). That is, learners are empowered to have
alternatives to decide where to begin the exploration of the story. In this respect,
students are motivated to read and their reading attitude became more positive (Adam
& Wild, 1997; Arnold, 2009; Chu, 1995; Huang, 2004; Lefever-Davis & Pearman,
2005; Matthew, 1996; Segers & Verhoeven, 2002; Smith, 2001; Underwood &
Underwood, 1998).

Furthermore, Asraf and Ahmad (2003) and David (1995) concluded that readers’
self-selection and the implied philosophy of enjoyment from reading in large quantity

made the use of e-books suitable for independent readers. Arnold (2009) also
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explained that electronic picture books not merely increased motivation to read but
enhanced confidence and ability in L2 reading.

In sum, the previous studies have focused on the behavioral outcomes of learning
from either cognitive or affective dimensions. However, there is no clear cut in the
process of language learning. Instead, it is in a continuous, progressive, and dynamic
nature, which is in line with the claim that language learning was “influenced by the
past history, interacted with the present exposure, and expected for the future” (van
Lier, 2007, p.58). This illustrated that students did not only learn from the past (That
is “this is where I come from”) but also the present and the future (That is “this is
what | am doing right now; this is where I want to go”). Therefore, research on
language learning cannot overlook its complex evolution or overemphasize learners’
immediate responses. In this respect, the current study aimed to explore the
interaction of implementation of English electronic picture books in a

multi-dimensional and holistic perspective.
The Implementation of Electronic Picture Books in Teaching

The employment of electronic picture books will be discussed in the three

sequential stages of teaching: pre-teaching, in-teaching, and post-teaching.
Pre-teaching: How to Select a Quality Electronic Picture Book

High quality multimedia features embedded in electronic picture books will
enrich and extend the plot and information to assist readers better understand story
elements and concepts presented. Cahill and McGill-Franzen (2013) advocated that
“quality literature interactions start with quality literature” (p.33); likewise, poor
quality reading materials gave rise to bad reading experience (Ciampa, 2012; de Jong
& Bus, 2003; Vardell, 2008a). Labbo and Kuhn (2000) contended that “considerate”
electronic picture books “include multimedia effects that are congruent with and

integral to the [text]” (p. 187), which facilitated students’ comprehension and other
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capabilities mentioned above. Without “considerate” electronic picture books,
multimedia and interactive features would be deemed as hindrance distracting
students’ attention from the texts and led to seductive interaction effect (Garner,
Gillingham, & White, 1989; Mayer & Anderson, 1991; Ozdemir & Doolittle, 2015;
Park, Moreno, Seufert, & Bruken, 2011; Schugar, Smith, & Schugar, 2013).

It is little surprise that the quality of electronic picture books varied (de Jong &
Bus, 2003; Korat & Shamir, 2004; Labbo, 2000); consequently, “considerate” digital
picture books must be evaluated and chosen carefully before incorporating into
curricula. Well-constructed electronic books should be tailored to meet not only
teachers’ demands but also students’ needs. It is advisable to take the following
considerations into account (Schugar, Smith, and Schugar, 2013, p. 620).

(1) Do the interactions provide support that would help a reader make a

text-based inference or understand difficult vocabulary?

(2) Are there more supporting and extending interaction than distracting

interactions?

(3) Are the interactions time-consuming, or are they relatively brief in nature?

(4) How often are interactions used in the book? Are the interactions strategically

placed to enhance motivation without distracting the reader from the text? Do the

interactions occur within the text, or are readers directed to another screen while
reading?

Hoffman and Paciga (2014, p.386) who adapted Yokota and Teale’s version and
claimed that additional considerations should be taken into account for selecting
high-quality e-books:

(2) Is the text appropriately presented in digital format?

(2) Does the story take appropriate advantage of features the digital world allows

beyond what is possible in print?
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(3) Do the interactive features within the text maintain the integrity of central

meanings of the text?

(4) Do any supplementary features (add-ons to the text) align with central

meanings of the text?

In addition to these criteria for selecting quality electronic picture books,
teachers should be mindful of providing various types of the books to meet
individuals’ requirements some to construct the learner-friendly environment and
meaningful teaching activities. Normally, class members are heterogeneous; in other
words, low-achievers as well as high-achievers come in the same class. As for
struggling readers, electronic picture books are beneficial for them to read more
challenging texts with the aid of digital medium which creates an easy and enjoyable
atmosphere (Neuman, 2009). Specifically, film-like electronic picture books were
more appealing to struggling readers and second language learners than conventional
printed books (Jeong, 2012; Zipke, 2013). Nevertheless, the shorter literary texts
don’t necessarily lead to easier comprehension; thus, “the readability of picture books
often exceeds the age level for which they are intended due to their complexity of
vocabulary and density of information” (Costello & Kolodziej, 2006, p.28) In other
words, electronic picture books can facilitate high-achievers’ comprehension as well.

To conclude, the recommendations made by Schugar, Smith, and Schugar, and
Hoffman and Paciga will be taken into account to exclude inconsiderate electronic
picture books for fear that they may divert students’ attention. Those sub-questions
will be treated carefully as the criteria so as to provide students with considerate
electronic picture books in this study.

In-teaching
Despite pedagogical approaches which will be elaborated later (see 4.2.1 &

4.2.2), there are five identical teaching principles for teachers to bear in mind and
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apply to teaching.

First, teachers have to teach students some strategies to make them familiar with
the digital devices, even the basic multimedia functions. Teachers may follow the
following suggested routine (Schugar, Smith, & Schugar, 2013, p.618):

(1) Show students how to turn on the device and access the apps they will need.

(2) Show students how to orient the screen.

(3) Demonstrate how to open an e-book, turn the page, and access interactive

features.

(4) Set expectations for students’ interactions.

Second, teachers can model how to transfer print-based reading skills gained
from prior experience, such as inference, prediction, summary, and comprehension
monitoring. It is advisable that teachers offer their e-reading strategies to support
students. For example, teachers can ask students to guess the content from the
illustrations on the cover. Moreover, students are encouraged to gain visual and
auditory cues to determine the main idea and the words they do not comprehend.
Third, teachers should have warm-up activities with some guided instructions
regarding the electronic picture book which is going to be taught, which activate
students’ schema and construct some background knowledge. Fourth, in the process
of teaching, teachers need to observe students’ eye contact, emergent feedback, and
interaction with teachers and peers to adjust their instruction and the pace of teaching.
For instance, teachers may switch off the ongoing narration or auditory features
whenever they become deterrents. Fifth, most importantly, prompting questions are
essential to assure if students get comprehension or require extra aids (Schugar, Smith,
& Schugar, 2013).

In the next section, two pedagogical methods in accordance with reading

electronic picture books will be illustrated: one is sharing reading and the other is
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extensive reading. The former one is scaffolded by teachers’ facilitation and
elicitation along with teacher-student interaction while the latter one is independent
reading on one’s own. In this study, the first session of the lesson will use shared
reading to give students some scaffolding and the last part of the lesson will ask
students to do extensive reading for the purpose of stimulating their autonomy as well
as extending their knowledge.

Shared Reading

Shared reading is defined as a scaffolding reading experience where adults
operate as facilitators to interact with children so that negotiated meanings are
collaboratively made from texts. Roskos et al. (2009) supported that shared reading
can enhance the construction of language skills and literacies. Labbo (2009) and other
investigators (Fisch et al., 2002; Kim and Anderson, 2008; Smith, 2001; and Zucker
et al., 2009) found that electronic picture books can advance learners’ language and
literacies with the adults’ mediation during sharing reading. In the reading process,
teachers are supposed to use contextualization to provide comprehensible input
(Krashen, 1985, 2003) and stimulate students to produce output (Swain, 2005). It is
believed that continuous questions and prompts are necessary in the process of shared
reading (Blake et al., 2006; Deckner et al., 2006; McArthur et al., 2005; Whitehurst et
al., 1988).

Extensive Reading

In addition to immediate class observations and emergent evaluation after each
lesson, extensive reading with electronic picture books can be treated as a long-term
method to evaluate the interrelationship connected in the whole process to cultivate
students’ reading habits. For example, Sun (2003) utilized an online reading program
with electronic picture books to enhance autonomous and independent learners with

long-term reading interest. It is thus hoped that autonomous learners will be on the
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increase by reading electronic picture books out of lesson with quality multimedia

incorporated.
Post-teaching

According to much previous research which has been devoted to the effects of
electronic picture books, a number of assessments are created and utilized to evaluate
the product-oriented effectiveness. For young learners, colloquial response, physical
reaction, and drawings are regarded as the evaluation tools (Lin, 2002). In terms of
young students in elementary schools, evaluation forms, such as reading
comprehension with multiple choices, picture sequences, retelling, are utilized to see
the variance is significant. Namely, reading electronic picture books is proved
statistically to be helpful to lexical development and reading capabilities (Chen, 2003;
Ju, 2004; Tseng, 2003; Yan, 2005).

However, few studies have been done on the ecological approach to English
electronic picture books on Taiwanese adolescents. It is necessary to do this study
because many prior studies regarding English electronic picture books were
constructed in the English-speaking countries, not in the EFL learning context. And
some only focused on learning outcomes of young learners in Taiwan after reading
English digitalized storybooks. In consequence, this study will employ the qualitative
methodology to get the whole picture of the organismic learning process. Because the
contextualized factors involving in the dynamic learning process, the notion of
affordance and agency (van Lier, 1997, 2000, 2004, 2007, 2008) should be weighed.

The Framework of van Lier

van Lier (1997, 2000, 2004, 2007, and 2008) adopted the notion of affordance
coined by James Gibson (1979) to investigate language learning. Affordance is
referred to “the fit between an animal’s capabilities and the environmental supports

and opportunities (both good and bad) that make possible a given activity” (Gibson &
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Pick, 2000, p.15), which is coordinated with the interactive relationship between
learners and their environments. Furthermore, good affordances can “provide
potential for action,” while bad affordances are considered “complementary and
equally necessary for activity to take place” (Kennewell, 2001, p. 106). Hence, the
construction of language learning results from not only good but also bad affordances.

Affordance in language teaching does not make linear causal relationship but
affords further actions and learning opportunities. van Lier (2000) emphasized that
language learning cannot be achieved only by outcome-driven activities paying
attention merely to linguistic components and structures but through “contextualized
and process-oriented thinking” and “contextualizing language into other semiotic
systems, and into the contextual world as a whole” (p.259). Because other factors may
interfere with the construction of language learning, the combination of linguistic and
non-linguistic affordances should be treated as a whole not separately (van Lier,
2007).

van Lier (2000) also argued that affordance is the bond among the participants in
learning and the environment and consists of “what the organism does, what it wants,
and what is useful for it” (p.252). To put it differently, it is what the agent wants and
what is useful for the agent that determine the route of learning. The main principle of
agency relies on learners’ initiative as well as the activity (van Lier, 2008).
Specifically, agency is not an isolated element but an active organism; it refers to “the
socialculturally mediated capacity to act” (Ahearn, 2001, p. 112). This notion is
closely related to self-selection, initiative, autonomy, and motivation. For instance, if
a language learner is active and engaged, he or she will perceive linguistic affordances
and make use of them for language learning. On the contrary, some learners are likely
to be ignorant of the given affordances rather than viewing them as learning chances.

Due to the reflexive characteristic of the notion of agency, factors towards language
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learning become multiplied and complicated. In other words, different properties of
affordances are perceived and acted upon by different learners, which may contribute
to distinct learning process.

The concepts of affordances and agency have increasingly been researched in
educational literature. Day and Lloyd (2007) attributed learning to such affordances as
learning history, styles, volition, and the milieu. Kim and Kim (2013) contended that
the same environment provides learners with affordances in diversity in their research
on four learners in the EFL context. Huang and Jhuang (2014) noted that individual,
contextual, and the reciprocal interactions between them play a vital role in English
learning. Moreover, a number of studies have been focused on the implementation of
the notion of affordances on CALL. Anderson (2004) supported that “the greatest
affordance of the web for educational use is the profound and multifaceted increase in
communication and interaction capability” (p.42). Kashihara, Sakamoto, Hasegawa,
and Toyoda (2001) supported that the notion of affordances fosters the exploratory
development of knowledge through hypertext resources on the Web.

Although many studies have been done on affordances, little information is
available on the employment of English electronic picture books in Taiwan. Given
that the dynamic process of reading English electronic picture books in this study is
closely aligned with the core concepts of affordances and agency, the present study
attempts to navigate how the learning chances and milieu afforded by employing
English electronic picture books on the ninth graders with van Lier’s framework of

affordance through a qualitative case study methodology.
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CHAPTER 3
METHODOLOGY

This study adopted a qualitative case study approach to explore, describe, and
explain the scenarios and processes in a holistic perspective (Fraenkel & Wallen,
2006; Meyer, 2001; McMiillan, 2004; Yin, 2009). Yin (2009) mentioned that the case
study is “an empirical inquiry that investigates a contemporary phenomenon in-depth
and within its real-life context” (p.18). The fundamental purpose of implementing a
case study is thus to collect various data, to detect subtle and continual changes, and
to provide in-depth interpretations in response to my research question. This section
includes (1) context and participants, (2) selection of electronic picture books, (3)
teaching procedure, (4) data collection, and (5) data analysis.

Context and Participants

This research was conducted in a private high school consisting of students
ranging from the 7™ graders to the 9" graders in Xin Chuang in New Taipei City and
focused on the forty-six participants in one lesson in the ninth grade: fourteen are
females while thirty-two are males. Due to individual differences, the lesson was
designed for heterogeneous students with different levels of English capacity.

According to the background information from the questionnaire (see Appendix
A), most (n=42) of the forty-six participants have read printed picture books either in
English or in Chinese while a number of the participants (n=31) have not had the
experience of reading English electronic picture books. To eliminate limitations of
generalizability and information-processing biases (Eisenhardt, 1989) from qualitative
methodology, multi-case approach advocated by Leonard Barton (1990) was adopted.
The researcher used purposive sampling (Miles & Huberman, 1994) by choosing
three from those who had had experiences of reading English electronic books and

another three from those who had not had the experience. These six participants were
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interviewed individually by the researcher in order to choose two target participants
for this study. The two focal participants were Rain and Prince (all names are
pseudonyms). They were chosen on account of their willingness to share their
learning experiences and their verbal expression ability to elaborate their thoughts in
the process of learning English through reading electronic picture books. Additionally,
they were also chosen for this research based on two other characteristics. First, the
two participants had similar English ability according to their academic scores in
order to eliminate the discrepancy of English capacity. In doing so, this study could
focus on the following characteristic. The second characteristic was that they had
different experiences of reading English digitalized books. That is, Prince had the
experience of reading digitalized English storybooks, while Rain did not. In this
respect, the data analysis was more likely to navigate holistically through the
digitalized reading process to investigate both of them who had different reading
history.

After selecting the two students as participants, the researcher informed them
that they could choose to (or not to) join in this study. Furthermore, a letter of consent
(see it in Appendix B) was provided and respectively signed by the two participants
and their parents. Most importantly, it was clearly stated that although the researcher
was the participants’ teacher, none of the data would influence the participants’
scores.

Rain has been learning English since he was five years old in kindergarten. After
being an elementary school student, he was exposed to English not only in the regular
school but also in cram schools. During those years, he was stimulated by native
English-speaking teachers in cram schools to get more involved to learning activities
as well as was confronted with some discouraging experiences of learning English in

the regular school. However, he still remained positive and passionate about acquiring
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English even though the learning context in his first and second years in junior high
school did not seem appropriate to support the construction of learning.

On the other hand, Prince has been learning English since he was in elementary
school. Like Rain, Prince learned English in the elementary school and private cram
schools. It was in his fifth grader in elementary school that he was exposed to
electronic English picture books which were served as reading materials in class by
his native English-speaking teacher. What made him feel confident in his English
ability was the experience in the second cram school in his sixth grade in elementary
school. After he got into the cram school, it appeared that his English capacity and
self-identification on English learning were improved and motivated. Due to the
increasing confidence, he began to love English and devote himself to learning the
language. With abundant but different learning experiences, each of the two
participants demonstrated distinctive learning attitude. Rain could be viewed as an
active learner while Prince, a passive one. Their English learning history and prior
experiences would be elaborately illustrated more in Chapter Four and Chapter Five
respectively to provide background information about both participants.

Selection of Electronic Picture Books

This section is divided into two parts: The first discusses the criteria on which
the selection of four electronic English picture books in the study was based. The
second is a brief introduction of the digitalized storybooks implemented in the four
classes.

Criteria for Electronic Picture Books Selection

In this study, electronic picture books were selected based on the following four

criteria: (1) types and quality of electronic picture books, (2) free of charge and

presented on the Internet, (3) students’ interests, and (4) difficulty levels.
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Types and Quality of Electronic Picture Books

The first criteria was types and quality of the four English electronic picture
books. All of the four books in this study were selected based on the combination of
the criteria questions proposed by Hoffman and Paciga (2014) and Schugar, Smith,
and Schugar (2013) and on the four categories with different intervention of
multimedia (Yokota & Teale, 2014). In this respect, the electronic picture books used
in this research were in accordance with the first three main criteria items. First, “is
the text appropriately presented in digital format?”” Second, “does the story take
appropriate advantage of features the digital world allows beyond what is possible in
print?” Third, “do the interactive features within the text maintain the integrity of
central meanings of the text?”” (Hoffman and Paciga, 2014, p.386). For the purpose of
investigating the process of employing different digitalized English storybooks, the
books with different levels of digital functions were employed in four classes
respectively. The first book used in the research contained less digitalized components
than the second one. The book utilized in the fourth class contained multiple
electronic elements and extra games or exercises. In addition to the first three required
criteria, the last one, “do any supplementary features (add-ons to the text) align with
central meanings of the text?” (Hoffman and Paciga, 2014, p.386), was considered
optional. The adaptive criteria for this research were represented in Appendix C.
Free of Charge and Presented on the Internet

Second, this study chose electronic picture books which were free of charge and
presented visually on the Internet as well as incorporated with animations and
auditory functions, enhanced by multimedia with hotspots, and supplemented with
hyperlinks and activities. It was because some of electronic picture books with
high-quality interactive functions were not free, which would lead to extra costs.

Furthermore, these electronic picture books could only be used in one single computer
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after downloading, which would make it impossible for students to use not only in
class but also after class.
Students’ Interests

The third criterion was based on the students’ preference for reading topics. This
data was collected from the 46 students’ background information questionnaire
conducted in August 2015. The survey results revealed that the students preferred
science fiction (n=21), fantasies (n=15), adventures (n=13), romance (n=11),
encouragement (n=8), stories in campus and friendship (n=8), social science (n=7),
science (n=7), family relationships (n=6), and sports (n=5). This study thus
incorporated fantasies, adventures along with friendship, encouragement, and
relationships among family members. Science fiction and romance, despite their
popularity among students, were not chosen because few free and well-designed
Web-based English digitalized books on these topics were accessible.
Difficulty Levels

Last, electronic picture books with similar readability and difficulty levels were
chosen. Considering these two aspects, the researcher adopted the Flesch—Kincaid
readability scale. The grade-level range spanned from 0 to 12, and it could function
automatically in Microsoft Word. The Flesch—Kincaid scale was employed to
evaluate the readability of the four assigned electronic picture books and to make sure
their levels are similar. This test rated text on a U.S. school grade level based on the
average quantity of syllables per word as well as words per sentence (Paasche-Orlow,
Taylor, and Brancati, 2003). For example, a score of 8.0 meant that an eighth grader
could understand the document. The result shows that the grade-level of all of the four
books in this research was 9.0, which means they provide a comprehensible reading

materials in line with the ninth graders’ reading level.
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Based on the four criteria: (1) types and quality of electronic picture books, (2)
free of charge and presented on the internet, (3) students’ interests, and (4) difficulty
levels, the four electronic English picture books were chosen and arranged for the
teacher-guided reading session of the four classes. Overall, the four electronic books
met all of the four criteria. To provide more information, the illustrations of the four
books are presented in the subsequent section.

Brief Introduction to the Digitalized Storybooks Implemented in the Four Classes

The first book was Sniffy and Fluffy, written and illustrated by Aimee Bruneau
(2000). It was an adventurous expedition completed by two friends with the most
basic digitalization level among the four books utilized in the research. That is, the
content was digitalized to be seen on a screen without any additional multimedia
enhancements, such as animations, sound effects, background music, and interactive
hotpots. The second book was Harry, the Dirty Dog, written by Gene Zion and
illustrated by Margaret Bloy Graham (1956). It was a story of a pet dog who was
regarded as one of the family members. Unlike the first book, it provided not only
visual features but also auditory elements with the help of storyreaders. The third
book, Abra Cadabra and the Tooth Witch, written and illustrated by Nurit Karlin
(1999), was a fantasy where the main character was entitled as a tooth witch. After the
empowerment, she was confronted with a series of challenges. Not giving up, she
eventually became a tooth witch with great reputation. In addition to the book-like
configuration, more multimedia enhancements were built in the story. The fourth
book was the Dot, written and illustrated by Peter Raynolds (2003). The storyline
revolved the transformation and growth of a girl who used to be lack of confidence in
painting. With her teacher’s encouragement and persistence, she turned out to be an
outstanding artist. She also did what her teacher had done to her to encourage another

student who was just as unconfident as she used to be. Moreover, the information of
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the four English electronic picture books with such additional details as sources, links,
the quantity of words and sentences, readability was demonstrated in Appendix D.
Teaching Procedures

There were four lessons conducted from September to December 2015. That is,
one electronic English picture book was introduced by the instructor in a
ninety-minute class every month. All of the four ninety-minute classes were
composed of shared reading and extensive reading. In shared reading, the teacher
provided learners with the digitalized picture book along with warm-up activities and
instruction. By contrast, in extensive reading, after the instructor’s brief introduction
to the websites of electronic English picture books, from which learners chose one
book they were interested in by reading on their own (For detailed illustrations, see
Appendix E).

Shared Reading

In shared reading, the students were offered an English electronic picture book.
At first, the instructor presented the cover of the book and encouraged learners to start
brainstorming. In order to stimulate learners’ background knowledge which would be
applied to reading the story, the instructor prompted thought-provoking questions
with which the leaners’ were expected to create knowledge which was associated with
the story. The instructor elicited queries and carefully observed learners’ involvement
and feedback. Above all, the instructor showed the website of the book where the
book was accessible and basic digitalized functions such as some hotpot icons that
allowed users to turn to the next page, move to the previous page, pause, and stop.

After the warm-up activity, the instructor guided the reading session by oral
reading or playing the story when there was digitalized supplement. Because of
different digital features, the teacher introduced the contents of books differently. The

teacher guided the reading along with supplementary multisensory features. If
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necessary, the teacher would pause for a while for students to ponder, ask some
questions to make sure students’ comprehension, clarify unclear statements, or even
turn off distracting multimedia functions. Specifically, in the first class, the teacher
read the story out loud if there were no animated or sound effects. In the next three
classes, the teacher played the story since more digitalized properties were embedded
in the books. In the process of guided reading, the instructor scaffolded the reading
through numerous inquiries to facilitate learners’ thinking, to clarify confusion, and to
make sure that learners comprehended the stories. After the shared reading session,
the students were expected to fill out the worksheet deemed as evaluation to make
sure that the learners have a clear picture of the stories (see Appendix F). In addition,
the learners needed to complete a student written report to express their own views on
the shared reading session (see Appendix G).
Extensive Reading

During the extensive reading session, the students were recommended some
sources for them to find English electronic picture books they would like to read. As
such, the students could make good use of the resources or to explore the reading for
themselves. The content of the book which they chose for extensive reading had to be
documented in the worksheet. The instructor walked around the classroom to
supervise the students’ learning and to help them tackle problems generated in the
process.

Data Collection

Based on the convention of case study (Yin, 2009), multiple sources of data were
gathered through these five methods: (1) a questionnaire for background information,
(2) semi-structured interviews, (3) a stimulated recall, (4) student written feedback,
and (5) class observations. These qualitative data collection methods are elaborated in

the following section.
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A Questionnaire for Background Information

This survey inquired about (1) individual information, (2) experience of English
learning, (3) reading habits and preference, and (4) experience of utilizing high-tech
device (see Appendix A). The results from the questionnaire revealed the participants’
previous history regarding English learning, reading, and technological utilizing,
which were viewed as not only the basis for the selection of participants but also the
database for the first face-to-face semi-structured interview with the two participants.

Semi-Structured Interviews

Three 30-minute individual semi-structured interviews were adopted in this
study. The semi-structured interviews were constructed with a view to elicit
elaborative responses (Creswell, 2005). The interview protocols were developed on
the basis of the framework of van Lier (1997, 2000, 2004, 2007, 2008), and Kim and
Kim’s (2013) sample interview questions. The first interview aimed to understand the
students’ background information, as well as reading habits, experiences and thoughts.
It was also used to confirm the written data in the questionnaire and to find the two
suitable participants based on their willingness of participation as well as verbal
expression ability. The second interview attempted to probe into students’ reading
experiences and opinions during the first and second lessons; the third interview
intended to understand students’ reading experiences and opinions in the third and
fourth lessons, as well as to understand the experiences of the participants across the
time. Please note that slight modifications were made according to the data from
lesson observations and student written feedback after each lesson. For the three
interview protocols, please see Appendix G. All the interviews were conducted in

Chinese, recorded, and transcribed verbatim for data analysis.
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Stimulated Recall

Stimulated recall is a kind of introspection technique in qualitative methodology.
Bloom (1954, p.25) supported that “a subject may be enabled to relive an original
situation with great vividness and accuracy if he is presented with a large number of
the cues or stimuli which occurred during the original situation.” In this study, each
participant was expected to verbalize his thoughts at the time of the event in the
process of stimulated recall while sitting down and watching the video-taped reading
sessions recorded in class with the researcher. In each stimulated recall, the researcher
interviewed the participants with some stimuli to prompt them to recall what they
were doing, thinking, and feeling during the reading process. During the process, the
respondent could pause the video if he wanted to provide had information in order to
make clarification. The protocol of the prompts for the stimulated recall adapted from
Gass and Mackey (2000, p.19) was presented in Appendix H. The process of the
stimulated recall was audio-recorded and transcribed in written forms afterwards.

In this study, stimulated recalls was employed four times. Each stimulated recall
was at least fifteen minutes for per participant. Because the accuracy of the data
obtained from stimulated recall would decline due to the issue of memory (Bloom,
1954; Gass & Mackey, 2000), the four stimulated recalls were conducted within the
intervening time of less than 48 hours. By doing so, the investigator could gather the
most genuine feedback and interaction from the participants.

Student Written Feedback

The reciprocal interaction of using electronic picture books in English learning
was examined by means of post-teaching questionnaires, so-called student written
feedback. After each lesson, the students were given 10 minutes to fill out the student
written feedback form which was adapted from Lin and Lin (2012) to obtain feedback

towards the electronic picture book employed in the lesson (For the sheet of student
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written feedback, see Appendix I). Such responses were used not simply as a means to
evaluate the effectiveness of teaching but also to generate questions for follow-up
individual interviews.

Class Observations

Four class observations were conducted; that is, both participants were observed
and their actions were videotaped. The participants sat beside each other so the video
could be set near them and faced towards both of them in order not to miss any scenes
or mutual interactions in class. During the process, the researcher also took field notes
of what the participants were doing and how they were interacting with others in the
process of reading. Class observations mainly focused on the following six items to
investigate how the two participants interacted in class, including (1) paying attention,
(2) giving spontaneous verbal feedback, (3) answering the teacher’s questions, (4)
asking questions, (5) interacting with classmates, and (6) engagement in learning (see
Appendix J). After every class, the investigator wrote down what she was observing
during the class, from which some of the questions for semi-structured interviews
were derived.

After each class, the researcher would also conduct informal talks with each
participant when necessary. Informal talks contained questions initiated by the
researcher after rereading the data collected from stimulated recalls and
semi-structured interviews. In so doing, the researcher aimed to confirm her
interpretation of the data and even generate relevant topics or questions.

The above-mentioned data of class observations and informal talks functioned as
supplementary data, meaning that they were used to clarify questions left unanswered
in interviews. All of the contents of the video clips, field-notes, and informal talks

were member-checked with the participants during the second and last interviews.
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Procedures for Data Collection

Questionnaire for Background Information

1% Semi-Structured Interview

T

Student Written Feedback (1) / Stimulated Recall (1)

1L

Student Written Feedback (2) / Stimulated Recall (2)

J

2" Semi-Structured Interview

Student Written Feedback (3) / Stimulated Recall (3)

Student Written Feedback (4) / Stimulated Recall (4)

I

3" Semi-Structured Interview

Figure 1: Procedures for Data Collection

Figure 1 shows the procedures for data collection. At the beginning of the
semester, a questionnaire and an interview were conducted in early September 2015;
then, the first student written feedback and stimulated recall were carried out in the
middle of September; after two weeks, the second data of student written feedback
and stimulated recall were collected in October; after the first monthly exam, the
second interview was carried out in October as well. The third student written
feedback and stimulated recall were expected to be in November; the fourth student
written feedback and stimulated recall were about to be conducted in December.
Finally, the third interview was conducted in January 2016 (see Figure 1). The

process of this research will be presented in Appendix K.
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Data Analysis

Because “affordances” in this study were considered dynamic, the empirical
method taken to analyze voluminous unstructured data was inductive analysis.
Parsons and Brown supported that it was “systematically organizing and presenting
the findings in ways that facilitate the understanding of these data” (Parsons and
Brown, 2002, p.55). For the purpose of this study, data were reread numerous times
carefully and analyzed throughout the research by (1) reducing the volume of data, (2)
segmenting the database, (3) constructing categories, (4) coding segments, (5)
grouping category segments by identifying themes and matching patterns, and (6)
drawing conclusions by describing and interpreting accordingly (Yin, 2009).

In terms of viewing the development of learning a language as a contextual
whole process, not an incidental fragment (van Lier, 2007), class observations,
semi-structured interviews, stimulated recalls, and self-evaluation were employed as
the main sources of the data while subsequent informal talks were seductively used as
the supplementary to offer more information. Three themes emerging from data
analysis included interaction with the instructor, interaction with peers, and
interaction with the reading materials and assessment, which were used to support the
statement that English learning may not be oversimplified as a causal effect but be
referred as a multitude of factors.

On account of categories identified from the literature and the
perceived-affordances emerging in the phenomenon within the investigation, the
coding scheme was comprised of such categories as not only (a) interaction with the
instructor, interaction with peers, and interaction with the reading materials and
assessment ( see Appendix L), but also (b) phonological awareness, auditory impact,
lexical development, reading comprehension, trans-literacies, interest, motivation,

confidence, and autonomy (see Appendix M). It was expected that the findings would
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reveal how the agents’ dynamic interaction within affordances was activated in the
process of implementing electronic picture books in learning English.

For the purpose of trustworthiness, all of the data collected from aforementioned
data collection methods were used to construct thick description (Carspecken, 1996)
and to undergo member checking (Lincoln & Guba, 1985). The bulk of data collected
from multiple sources are often employed in conjunction with the other data
collection methods, as a means of triangulation to support internal validity (Lincoln &
Guba, 1985; Miles & Huberman, 1994; Nunan, 1992) and to “provide stronger

substantiation of constructs” (Meyer, 2001, p. 336).

34



CHAPTER 4
FINDINGS (CASE ONE: RAIN)

Rain’s case will be discussed in Chapter 4, while chapter 5, Prince’s. The two
cases will be presented in the same sequence: the participant’s background
information and his reading process in the first, the second, the third, and the fourth
class. In each class, interaction with the instructor, peers, the reading materials and
assessment will be explained and concluded with a brief summary.

Rain’s experiences in his prior histories of English learning will first be
introduced in a chronological order from the starting point to the latest phase of
English learning before this research was conducted. In so doing, | hope his individual
English learning background could be portrayed as primary information that would be
compared with the subsequent findings from this research to see if there were any

changes during the investigation process.

Rain’s Background Information

Rain is a ninth grader who has learned English since he was around five years
old in the kindergarten where he first encountered the target language, English. He
was exposed to learning it through games and activities that were conducted by native
English-speaking teachers at that time. Within the two years’ learning in the preschool,
phonological awareness as well as basic vocabulary building started to be implanted
inside of Rain in a natural way. After enrolling in elementary school, he not only had
English class in the daily regular school but also learned it in cram schools. During
the six years of elementary school, he had attended two different cram schools,
respectively four years and two years. In addition to the lessons on a regular basis, he
had the chance to participate in a story-telling competition when learning English in

the second cram school. Despite the fact that he eventually lost the competition, the
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unique experience gave him the unforgettable memory. After his mother’s
encouragement, he has not attended any cram schools since the first year in junior
high school. Instead, he chose to learn English by paying attention to the daily courses
and self-learning from reading such supplementary materials as magazines and short
stories for learning English.

Interaction with the Instructor

Rain had many experiences of interacting with different instructors in different
learning contexts, not merely with non-native speakers in regular schools but also
with native speakers in cram schools. When Rain was five years old, it was his first
time to be given a thirty-minute English class every day before lunch break. The
English teacher was a non-native speaker. The teacher tended to speak English and at
times explained in Chinese when students had comprehension problems. Before each
class, she would stick to the whiteboard such teaching aids as flashcards and posters
about sentence structures. Due to Rain’s inadequate competence in either Chinese
characters or English words resulting from his young age, the teacher wrote English
words along with the Mandarin phonetic alphabet, Bopomofo. In this period, Rain
tried to understand English by listening to the teacher with care, given that if he could
not recognize the sound, he would miss the word and have trouble comprehending his
teacher’s expressions.

Rain also recalled that the English teacher in kindergarten devoted most of the
time to making him and other classmates familiar with basic vocabulary with
abundant pictures. The teacher particularly conducted quick answer races for students
to spell the vocabulary learned in that class. During the races, the students who were
able to spell the words fast and accurately got the point. However, Rain used to be so
introvert that he was less likely to volunteer opinions in public.

Being an elementary student, Rain acquired English not only in the regular
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school but also in cram schools after school. When he was the first grader in
elementary school, it was his first time to be exposed to the learning environment
where instructors were native speakers. Comparing to the non-native teacher in
preschool and elementary school, Rain had a sense of novelty. Out of curiosity, he
concentrated on the teaching methods the native speakers utilized. What impressed
him during the English learning was the teaching style of the teacher from America.

As Rain noted,

When we were reading the storybooks, | remembered there was a puppet in my
American teacher’s hand. My American teacher would speak in a funny voice
and do hilarious movements. | still remember when we were talking about
washing machines; he acted as if the puppet had fallen into the washing machine
with a loud scream. He wanted us to utter the vocabulary, “washing
machines”...Besides, he would write vocabulary on the whiteboard. When the
word on the board was hit, we were expected to spell it out.

From this excerpt, it is clear that the teacher created a relaxing learning context,
inspiring students to be involved in English with the help of exaggerating gestures
along with entertaining intonation and interesting auditory components. Under such a
learner-friendly context, Rain was triggered to pronounce the word and to assemble
words into meaningful sentences in response to the teacher’s questions. Immersed in
the partially authentic English environments, Rain used to be sensitive to what was
happening in class, what the foreign teacher was saying, how people were interacting
during the class. Accordingly, he regarded English as a tool for communication. When
needed and required, the language functioned naturally.

Nevertheless, the learning context changed when he encountered another native
speaker from the UK when he was in 3" grade. Rain found it difficult to get used to
the British accent. Not giving up, he spent time getting adapted to the differences

between American English and British English. As he explained,
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In the beginning, | could not understand what the British teacher was talking
about because | had gotten used to the accent of American English. | got
confused all the time during the class. What the teacher said was like a bluster of
sounds which meant nothing to me...After several weeks, | found I could pick up
some words from his expressions, realizing the meaning gradually. In addition to
the sound, | also discovered that they [the American teacher and the British
teacher] used different words to refer to the same thing.

Rather than being defeated by the difficulties resulting from the differences of
American and British Englishes, Rain treated them as chances for learning. In order to
understand what the teacher had said in British accent, he paid much attention to the
pronunciation of delicate nuances in class. In the end, he was even capable of
differentiating between American terms and British ones.

Due to the frequency of changing native teachers, his mother decided to make
him leave his first English cram school. He transferred into his second cram school
when he was a fifth grader in elementary school. The teacher’s deductive methods of
teaching English grammar made Rain feel learning English a boring thing. That is,
different from his previous activities-oriented learning experiences, the teaching
approaches in Rain’s second cram school were duller than the former ones. As Rain

noted,

Unlike the teachers [in the previous years], the teacher [in the second one] gave
me more elaborations on vocabulary and grammar, especially the grammatical
parts...The way in which he taught to explain grammatical rules was kind of
boring. Probably because he was a foreign teacher [was incapable of explaining
in Chinese], | found it hard to understand and practice in real life. Even now, |
still know not that much about some of the usages. How to use it properly and
well still puzzles me...And the boredom of his teaching style made me less
interested in learning the language. However, it did not really change my ways of
learning English.

Learning English in activity-based contexts in the kindergarten and in the first five
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years of the elementary school was considered much more intriguing and meaningful
than the grammar-oriented course in the second cram school. It was emphasized in the
excerpt above that such realization of Rain’s requirement to create a well-structured
learning environment in which learners were able to participate in with ease;
otherwise, the learning context became less lively and vivacious, which made Rain
feel bored and monotonous. In this case, Rain’s affective change played a part in the
process of English learning when he was in elementary school.

After entering the elementary school, Rain, who used to sit back and let other
classmates take center stage, was forced by the English teacher in his sixth grade to be
engaged in the class activities and group discussions. He mentioned that he tried
raising hands to convey his ideas. With much more chances of practice and
encouragement from the teacher, he became accustomed to the learning context where

learners could directly converse with the teacher on stage. As Rain explained,

| still remembered that | felt uneasy in the beginning [answering questions in
class]. I was always among the last two or three students in my class to raise
hand when the teacher asked for a response from groups. But for the teacher’s
requirement, | would not have had the courage to ask questions in English,
especially in public. With more practice and experiences, | felt it [answering
questions of the teacher in English] not that hard and embarrassing anymore.
Probably, it was because of the experience that | tended to promptly answer
teachers’ questions in class right now.

This excerpt showed that Rain who used to be quiet and wait for others to be
responsible for responding to the teacher’s questions turned to be a student who was
willing to express his inner thoughts. Owing to his teacher’s positive feedback and
persistence, he adjusted his attitude towards the mutual interaction with his English
teacher. The passive learning habit was replaced with more active involvement in the
class under the right situation and learning context.

After being a junior student in a private Catholic high school where teachers put
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much emphasis on English learning, he kept the notion that acquiring good English
was necessary in terms of academic purposes. However, according to Rain, in the past
two years, the learning environment filled with loud noises, distracting behaviors, and
less student-teacher interaction was not beneficial to learners. Rain, one of the few
students who would like to pay attention in class, learned English by the teacher’s

lectures and sometimes would ask questions after class. As Rain explained,

Most of my classmates did not like the teacher so they talked in class and did
everything to irritate her. The teacher was always angry... | was sitting near the
front, therefore, | tried to listen to her teaching. By the way, | found the teacher
was nice to me because she would explain grammar with patience. Thus, | would
ask questions to clarify some misunderstanding after class.

This excerpt showed that Rain kept a good individual interaction with the teacher
when he was the seventh and eighth grader in junior high school. Although the
learning context was not friendly for learners in learning English, Rain did not give up
learning English and tried to have a good relationship with the teacher by consulting
her some questions. With the interaction with the teacher, Rain earned much
knowledge, keeping his English grades above the average.
Interaction with Peers

Rain also had different interaction with peers in different phases of English
learning. During kindergarten, Rain stated that there was little interaction with other
classmates. What he remembered was that the classmates studying in the same
kindergarten always followed the teachers’ instructions to dance and sing. The teacher
plotted a five-minute drama for the celebration of Christmas and assigned each of
their characters in the play in which he played a role with other classmates.

In Rain’s memory, the frequency of the social interaction with his classmates in
his first five academic years in elementary school was few. As for the interaction with

his classmates in cram schools, he mentioned,
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| had to pay attention to the teacher all the time. Besides, | did not know how to
speak English [to convey what | wanted to express] at that time.

Rain seldom talked to classmates in class because the teachers drew most of his
attention in class and he possessed limited English ability to share his ideas in English
with others.

However, from his last year in the elementary school, Rain was recruited as a
member of the study group in which everyone took turns for presenting each week. As

Rain said,

There were some classmates whose hands shot straight up into the air when

they were asked a question or the teacher needed someone to be the volunteer.
My classmates seemed to be well-prepared and eager to stand out in any
academic situation. On the contrary, | was still somewhat shy; thus, | would not
be the one talking [during the discussions]. If | was the one to do the presentation,
my [group] leader would help me [by writing a note for me]. | just came up to
the front to read what he had written for me.

Rain appeared passive and quiet in group discussions. To some extent, he was
dependent on his team members, especially the leader in the same group. He followed
what others did and even believed what others said, which made him less nervous
when being in front of the whole class. In sum, students with distinct characteristics as
well as in different levels earned different benefits from other classmates.
Nevertheless, the English teacher in his last year in cram school altered his
original model of mutual interaction with peers in class. He provided Rain chances to
reflect quietly on a problem, allowing him to engage in his thoughts and make
responses. In so doing, Rain not only thought deeply by himself but also showed

better ability of expression. Rain said:

Although | was not against group discussions, | was used to thinking on my own
first [in language learning]. However, in his [the English teacher in my fifth and
sixth grade] class, | was one of the twenty students. There were very few
students in my class. So when my English teacher asked us to contribute to our
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group and interact with group members, the teacher would wander around to
check if we had some discussions with one other...Because I had observed many
classmates [expressing their thoughts], | thought maybe | was able to share what
| had thought with those who would like to be my listeners just like them [my
classmates]. While talking, sometimes | would ask the person who was listening
to me that if he would like to continue the topic.

From the training in the second cram school in his sixth grade in the elementary
school, he was encouraged to present his thoughts by speaking it out. Instead of being
static and keeping everything in mind, he was converted to be a more active
participant in the learning activities. In other words, Rain who used to be quiet in the
process of learning turned to be an inquisitive student who was confident in sharing
his problems and ideas.

When it comes to the interaction with classmates in his first and second year in
junior high school, Rain noted that the interaction with his classmates in the same
class was quite different from that with his classmates in his previous experiences. As

he explained,

Few of my classmates paid attention in English class. Most of the time, they
were talking, chatting, and playing with each other. | admitted that sometimes |
would be one of them [to interrupt the class], but not that often. In fact, we
seldom discussed the problems from the content of the English textbook...But
we joined English Singing Contest two times. In the first year, we often had
different ideas; therefore, we fought all the time and lost the contest. However, in
the second year, with the help of our homeroom teacher, we realized the
importance of collaboration. Luckily, we won the first prize in the end, which
impressed me most.

From the perspective of academic performance, Rain did not gain much benefit from
other classmates; however, the interaction with peers in class seemed to be the
distractive factor to impede the learning flow. Moreover, although the first experience

of English Singing Contest was miserable with a discouraging result, the second
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experience in his second year was a turning point to make his classmates unite.
Interaction with Reading Materials and Assessment

Rain was exposed to distinctive reading materials and assessment methods for
different learning requirements and purposes. Since Rain was in the preschool, he was
given an English book which aimed to introduce basic grammar with pictures,
dialogues, and vocabulary. However, the teacher emphasized more on the
development of vocabulary. In other words, vocabulary building was essential in this
period of learning English. After reading the stories or articles in the book, he was

required to take a vocabulary quiz every two days. As Rain explained,

There were four new words on the margin of my textbook. In addition to the
words, there were dialogues designed to introduce some basic grammar, such as
the usage of auxiliary verbs, do, does, and did...I remembered I had quizzes for
spelling, but I could not really remember how they were carried out.

His first encounter with English reading materials and the subsequent assessment did
not give him an impressive memory. However, the experience was viewed as a
gateway towards his English learning.

When he learned English in regular elementary school, the teachers provided
different learning materials but no supplementary reading materials. There were
comprehensive language tests to evaluate the current level of Rain’s English,
including his phonological knowledge, vocabulary, grammar, and reading skills and

then gave him scores. Rain noted that,

The test paper was like the one we used in the present English class in junior
high school, including items such as vocabulary, multiple choices, basic sentence
making, etc. Sometimes, we were asked to take it as a quiz; sometimes, the
teacher would lead us to finish the [test] paper in class.

Therefore, Rain was used to finishing typical written tests instead of being evaluated

from in-class performance and interaction. In our informal talks, he added that the
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experience made him form a habit of taking paper-based assessment.

When he was learning English in his first cram school in elementary school, a
sheet of English questions was used by the American teacher as a handout in class.
The handout consisted of blanks in which he should fill in those words that had been
taught. Rain emphasized that the evaluation was similar to the midterm in the
elementary school. On the contrary, the British teacher started to choose some
well-known novels as teaching materials, such as Alibaba and Aladdin. Although all
of the contents were in English without any Chinese annotations and explanations,
they were specially chosen and considered readable and understandable for the

children. As Rain explained,

At that time, my teacher chose roughly thirty new words from one lesson and
asked everyone to memorize ten words per time for a pop-quiz. After the quiz,
the teacher would elaborate on grammatical rules. .. the boring teaching method
was like the one applied in junior high school. In addition to building vocabulary
which was in my prior experience, grammar is emphasized. Although my British
English teacher was not that fun, he introduced some good books for me. That
was my first time to read stories in English. Even nowadays, | would pick up one
of those stories and read it again to have a newly fresh experience.

Although Rain experienced different teaching materials and methods in kindergarten,
elementary school, and cram schools, he still found enjoyment to support his English
learning.

In addition to in-class reading materials, outside reading was another factor to
accelerate Rain’s comprehension, which was vital in learning English. He has kept a
habit of outside reading in Chinese since he was in preschool. It was in his second
grade in elementary school that he was given a series of Grimm s Fairy Tales, which
contained English as well as Chinese. Confronted with the problems of

unrecognizable words and of memorizing long ones, he learned from his father and
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elder sister about how to consult traditional Chinese-English dictionaries. Moreover,
influenced by Rain’s father who had a good reading habit, he was used to making
efforts to comprehend reading not by viewing pictures but by reading texts. No matter
in Chinese or in English, he had the tendency to read words instead of looking at
pictures for information. Rain explained that words could make his imagination go

wild and bring about infinite possibilities and pleasure. As Rain noted,

Speaking of reading, | would prefer to reading books made up of words merely.
It occurred to me that when | was the second grade in elementary school, | was
given six books of Grimm s Fairy Tales in Chinese along with English version by
my parents. Since then, | had not been interested in reading picture books
because | thought stories with more pictures than words were awkward. For me,
imagination was the best and most intriguing thing in reading.

To sum up, what Rain experienced at his young age trained him to read autonomously.
When encountering unknown words from the reading, he tended to turn to his father,
who not directly told him the accurate answers but also taught him the device to
tackle the problems. Knowing how to solve the problems, he felt it less difficult to
read English picture books. Furthermore, Rain was used to re-reading the books
which had been taught in elementary school when he had leisure time. By reading
them, he was able to recognize unfamiliar words and come up with other ideas by
reviewing grammar books. Sometimes, it was necessary for him to consult those

books so as to know how to write sentences in English. As Rain explained,

Probably because of my father, when | was in kindergarten and in elementary
school, I used to find the solutions to tackle any problems in the beginning by
thinking as well as consulting books or dictionaries. Whenever | could not
solve a problem by myself, I would ask my classmates or family.

Therefore, learners’ autonomy has been grown since he was in kindergarten. With his

knowledge and experience developed gradually, he learned the target language from
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coping with difficulties aggressively.

When he was learning English in the second cram school in elementary school,
Rain was one of the ten competitors in his class to participate in an English speech
contest hosted by a famous publisher in Taiwan. Unfortunately, he failed to join the
final round of the speech contest, and what bore in his mind was the unique and

unforgettable experience. As Rain mentioned,

Besides reading the article which was about the life of teachers in summer
vacation when teachers were also busy devising teaching plans for students in
front of judges composed of three foreign teachers and some parents invited with
fluency, | added some appropriate gestures to make the speech favorable and
impressive. Although I did not win the competition, if there had been second
chance for me, | would have been willing to participate in the contest again.

As for the reading materials in junior high school, Rain mentioned that reading
materials employed in English class included official textbooks, English magazines,
reading comprehension, and handouts. Official textbooks were designed for different
graders; therefore, vocabulary and grammatical patterns in the books were arranged
according to the complexity of learners’ cognition. In order to sharpen learners’
English ability, his teachers assigned English magazines, books (with reading
comprehension questions), and handouts as supplementary materials. In the first year
of junior high school, he felt the loading of reading was much heavier than his

experiences in elementary school. As he noted,

In addition to the textbooks, every Monday and Thursday, everyone in my school
had to watch the [broadcast of the English magazine] program on the TV. One of
us would be chosen to read the content of the magazine which played on that day
to the teacher. If we failed to read it out, we would be punished. Besides,
everything would contain in the term paper for written tests and listening
tests...Although it was not easy to prepare all of them, | believed that all of these
were good for me. Only if | studied hard could | be good at English. Thus, |
would be capable of using this language to communicate with other foreigners.
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From the excerpt, the exposure to different varieties of learning materials was referred
to as a learning chance by Rain. He gained knowledge of English not only from
textbooks but also from the supplementary materials. In addition to learning by
reading, listening was stressed through the employment of the English program which
was especially devised for the magazine users.

Since Rain learned English at the age of five, he has experienced different phases
of learning English. His English ability was developed from his experience of
interacting with native-speaking instructors from activity-oriented classes and with
non native-speaking teachers from lecture-based learning contexts. Also, interaction
with peers turned him to be an inquisitive learner. Due to different reading materials
along with assessment, he was familiar with English textbooks for different levels and
paper-delivery tests. After these years, he also became an autonomous English learner.
Although he had never read electronic English picture books, he said he was looking

forward to them.

An Overview of the Patterns Emerging from the Four Courses
Table 1 summarizes the scenarios in Rain’s reading process when electronic
English picture books were incorporated in the four classes in three themes:
interaction with the instructor, interaction with peers (public sharing and private
sharing), and interaction with reading materials and assessment. The three themes and
their relationships will be explained in a chronological order, that is, from the first to

the last course. The summary of each course will be offered as follows.
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Table 1: Rain’s Interactive Changes in the Four Classes

Interaction with

Interaction with Peers

Interaction with

the Instructor | Public Sharing | Private Sharing | Reading Materials | Assessment
Respond Facilitated by | Initiate Deep Write in
voluntarily and | self-perceived | conversations | impression and | Chinese
The | rely much on the | peer pressure | to discuss and | freshness due
1st | instructor verbal | to engage in to ask to his first
Class | guidance and sharing ideas guestions with | encounter with
pronunciation actively Prince electronic
storybooks
Less interaction | Participate in | Sharing Spend more In Chinese
The | with the public sharing | opinions with | time on
2" instructor and expect Prince reading stories
Class massive increased
mutual
discussions
Less attention to | Still compelled | Have more Spend more Still present
the instructor’s | by discussions time reading in Chinese
The | guidance self-perceived | and well- and make
3" competitive coordinated inferences to
Class atmosphere to | interaction compare and
get involved in | with Prince contrast with
public sharing his
experiences
The interaction | Keep highly Remain Take reading In Chinese
was declining involving in interactive in electronic
The | due to reliance public sharing | mutual storybooks as
4" on the instructor discussions an alternative
Class | and bad learning and found and joyful
memory their experience to
relationship learn English
closer

In the First Class

The data collected from the stimulated recall, student written feedback, class

observations, and the second semi-structured interview showed that with cognitive
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and affective engagement in this continual process, Rain developed the relationship
with the surrounding environment composed of the instructor, peers, and reading
materials and assessment. In this study, assessment refers to worksheet and student
written feedback that every learner was required to complete to share his or her
knowledge and opinions after every class. These assessment methods were also used
to evaluate what the two participants learned and how they viewed the class.

In the following section, the interaction with the instructor, peers, and reading
materials and assessment would be analyzed for the purpose of seeing if there were
any alterations on Rain, who was introduced electronic English picture books as
teaching materials for the first time and of providing possible reasons for the
differences emerging in the process of English learning in the first class.

Interaction with the Instructor

From class observations, when the teacher was introducing and demonstrating
the electronic picture books, Rain was always passionately involved in the activities
where the teacher asked some prompt questions to warm up the class or to elicit more
feedback from learners. For example, Rain voluntarily raised his hand to answer the
teacher’s questions. In addition to sharing his ideas with the whole class when he was
chosen by the teacher, he discussed with the classmate sitting next to him often to
assure his answers were correct. Specifically, he noted that he was afraid that his
teacher would have bad impression of him and his classmates would look down on
him because he provided wrong answers. Therefore, he did not utter his responses

relentlessly; instead, he would need others’ support or approval. As Rain explained,

This time, | was chosen by the instructor to answer what Sniffy and Fluffy were
sitting on and what they were doing then. Because the teacher reminded us

to respond in English, I answered in English. Actually, I already had a quick
discussion with the classmate [, Prince,] beside me.

Rain volunteered to answer the teacher’s questions and got the chance to have a good

49



beginning of the interaction with the teacher giving simultaneous feedback.
Confirmed by Rain in the second interview, the teacher’s instant feedback made Rain
feel confident in responding to her and thereby a good relationship was established
between Rain and the teacher.

Furthermore, Rain relied much on the teacher’s demonstration to know how to

pronounce the words correctly. As he explained,

During the class, | paid more attention to the words or sentences that the
teacher had taught or was explaining.... While | was reading, | was paying
attention to the teacher’s pronunciations. Whenever there was a word I did not
know, I would try to remember the sound...The teacher kept asking questions.
When asked questions, | tended to think ahead of the time and assure that my
answers were correct before raising my hands.

Without any auditory features in the first book, Sniffy and Fluffy, what he could do to
know the pronunciations of the words was to pay attention to the teacher’s oral
demonstration of certain unknown words. Rain needed to raise his own phonological
awareness lest he miss the words in the story. He even emphasized that he would
imitate the teacher’s pronunciation during the class to reinforce his memory, which
was the method he used in his past learning experience.

Rain emphasized that he benefited more from the current approach to teaching
than those used in kindergarten and elementary school. Although Rain’s foreign
teachers in elementary school made English learning exciting and interesting, he did
not get full understanding of the teachers’ expressions and the content of the books.
However, in this study, the instructor scaffolded the reading by guiding learners to
make predictions, asking thought-provoking questions, and explaining either in
English or in Chinese when needed, which were taken as verbal cues to foster Rain’s
thinking to comprehend the story.

In favor of the teacher’s guidance, Rain even expected that the teacher could
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explain practical grammatical usage shown in the electronic picture books at the first

class. As he noted,

[In my prior experiences], my native-speaking teacher did not make explicit
explanations for me to know grammar as well as the vocabulary and whole
content. Therefore, I didn’t get enough information and additional knowledge at
that time. For me, it was a hard task to read most of the words and completely
understand the content...But this time [in this study] was different, the teacher
explained and asked guiding questions. I still hope the teacher could take
advantage of the grammar rules, such as present progressive, to provide with
information which was unable to be acquired in normal English lessons.

Also, in the second semi-structured interview, Rain suggested the teacher might
ignore individual needs and neglect student-initiated interaction in the first session of
the class as a result of the big size of the class and inadequate time. Thus, he hoped
there could be more time and chances for student-teacher interaction. As Rain

explained,

Besides the teacher asked some questions, explaining the words and sentences
orally along with the story in the initial period, there seemed to be less time that
we could think on our own or exchange our ideas with the teacher and other
students than group discussions [which were conducted in Rain’s prior English
classes]. Only some or few students answered the teacher’s questions. In addition
to asking more students, if | were the teacher, | would not ask yes-no questions
or easy ones. Further questions would be better to check whether students paid
attention or understood the meanings [of words or sentences].

Although Rain enjoyed his first experience of digitalized English reading, he
perceived two problems which were supposed to be modified to make the class more
successful. The first problem was the lack of student-initiated interaction with the
instructor. The students, including Rain, were not given sufficient time and chances to
start the conversations. Thus, he chose to respond to the teacher passively. In this

respect, the instructor may need to provide learners with more time and opportunities
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to think, to pose questions, to negotiate, and even to reread the book so that they could
have the opportunities to utter what they are thinking or wondering in the future.

The second problem was that those questions which the instructor asked in class
were so simple and superficial that the students without profound knowledge or
understanding could still answer with ease. Worse, only certain students were willing
to be engaged in the conversation with the instructor. Rain was thus afraid that not
everyone in class comprehended the content and that some of the students did not pay
attention to the class. Thus, the instructor may choose students to share their answers
randomly to keep them alert or to assign some students who seemed to be
absent-minded in the process by observing while conducting the class in the future.

Interaction with Peers

After his experience in the sixth grade in elementary school, Rain has tended to
ask questions and lead further discussions with classmates. Whenever some ideas or
questions occurred to him, he could not help sharing with others, especially the peers
who were considered by him more easygoing and friendly than the teachers. Thus,
compared to the interaction with the instructor, Rain stated that he had more
interaction with his peers instead.

In the present research, his interaction with peers in public sharing and private
sharing in the first class will be presented. Public sharing refers to the class time when
one individual showed his or her responses to the instructor in public, usually
followed by other peers’ feedback, while private sharing refers to the student-student
talk in silent reading.

In public sharing, Rain mentioned that the nature of competition among
classmates compelled him to get engaged in sharing his opinions publicly. As Rain

explained,

Hearing the answers offered by my classmates, | had a feeling that I did not want
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to be inferior to my other classmates. Thus, | felt like raising up my hand as fast
as possible to answer as many questions as | could. I not only shared my answers
but listened to others as well. Sometimes, it [public sharing] made me have more
ideas after hearing others’ responses. At the same time, I was still wondering
how to answer the same question in a more complete and direct way.

Thus, the self-perceived peer pressure facilitated Rain to engage in the learning
activity where the teacher asked questions to provoke students’ thoughts based on
their background knowledge and their comprehension of the story they were reading.
Rain emphasized that if it had not been for their classmates, he might not have been
S0 eager to answer the questions and to think deeply for fear of making mistakes in
front of everyone. Consequently, the interaction with peers in public sharing may be
one positive factor for Rain in the first class.

In private sharing, Rain had only one audience, that is, Prince because no other
students sat beside him. Therefore, whenever he had the temptation to share, he would

turn to Prince without any hesitation. As Rain noted,

| was used to having discussions with others in order to make sure my answers
correct [before answering the teacher]. Prince and | would have small talks. This
class, only Prince sat next to me; therefore, he was the only | was able to share
ideas with. So whenever | had some ideas or questions, | would tell or ask him.
He would listen to me or solve my problems [during the class]. | would ask him
some questions regarding vocabulary and grammar, such as “What does this

word mean?” or “How can we utilize the word to make a sentence?”

The finding showed that Rain not only liked collective information from other
classmates through public sharing but also enjoyed telling what he was thinking to the
person sitting next to him during private sharing. This classmate was his only
audience, and he was the more talkative one of the two.

For Rain, public sharing and private sharing functioned differently, with the

former providing him with different perspectives and the latter, private sharing, the
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opportunities to express and clarify. As he noted,

Some of my classmates were picked up to share their version. | enjoyed listening
to their sharing. Whether it was wrong or not encouraged me to think about my
own answer. Although sometimes | did not speak it out in class, | had some small
discussions with the classmate sitting next to me. Compared to [public speaking],
I had more talks with Prince. In the second session, we discussed what the book
was about or what that book was about [for the self-selected book].Whenever |
encountered some words | did not know or some context | was not sure, | would
turn to Prince, one guestion after another question. Most of the time, | asked
questions of him and he would respond me in return.

In private sharing, Rain enjoyed posing problems and initiating the discussions. As
long as there was audience, he would open his arms to share personal viewpoints
towards the book passionately.

Interaction with Reading Materials and Assessment

In this study, interaction with reading materials refers to how participants
perceived and acted upon the English electronic picture books; interaction with
assessment means how they comprehended the stories, interpreted the plots, enjoyed
the readings, and the reasons via worksheet and student written feedback.

In this section, how Rain interacted with electronic English picture books and his
writing feedback will be discussed in terms of his first impression of the book, the
reading procedures which Rain adopted, his perspective towards the digitalized
English reading, and recommendations for the future reading after the first class.

In spite of a wide variety of prior English learning experiences, Rain was curious
and passionate about his first lesson in this present research due to lack of experience
in reading English electronic picture books. Because Rain did not have the experience
of reading any electronic picture books, not to mention the books in English version,

he emphasized in the second interview that he felt a sense of freshness. As Rain noted,

Since I started learning English when I was roughly five years old, I haven’t read
54



a book like that [digitally]. The experience [of electronic picture books] was
totally fresh to me, which left me a strong and impressive image...From this
experience, | found it convenient to read electronic picture books. By reading
digitally, readers would not lose reading interest by hold heavy books or interrupt
the reading flow by checking every single word.

Rain seemed to enjoy his first exploration in the digitalized reading world. The first
impression of digitalized reading materials left him a fresh and easy image which was
accessible from traditional reading strategies.

In the beginning, Rain was misled by the cover of the book before reading it. He
switched the names of the two characters. Such misunderstanding, interestingly,
activated Rain’s curiosity about the story and thereby he began to discover as much as
he could about the story. And he was focusing on reading the lines, while the teacher

was demonstrating the content by reading sentences out. As he explained,

My first impression was that the simple cover seemed easy to read. At first, |
thought Fluffy with an initial “F” was the frog. To my surprise, it turned out to be
the fish. On the other hand, Sniffy was the frog which loved to sniff [the
fragrance of] flowers. After the teacher’s explanation the definition of “sniff”
during the reading process, | realized “Sniffy” was supposed to be the frog who
liked the fragrance of flowers. I still remembered the term “to sniff” meant “to
smell.” Also, | was thinking about how the story was going to develop and how |
could tackle with the words I did not know.

The excerpt above showed that the misunderstanding resulting from the wrong
association of key words could be regarded as learning chances for Rain to pique his
interest in predicting the employment of the story and to acquire new vocabulary. He
not only rectified his error predictions but also learned English words in an inductive
way. He also came up with ideas and questions along the process by using the
previous reading strategies, i.e., seeking explanation and information.

Although Rain had been unfamiliar with Sniffy and Fluffy, he did not get
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confused with the unknown words; instead, he tried to “re-arrange the puzzles” via
synthesizing from not only the responses from the instructor and peers but also

inferences from pictures. As he mentioned,

Most of the words in the book were easy so | guessed the unknown words first
from those | had known. Sometimes, the given pictures did help to give some
cues to me. After listening to the teacher’s explanations and other classmates’
responses, or discussing with my classmate nearby, | rearranged the puzzles in
my mind, completing an organized and more comprehensible one.

In so doing, although Rain originally expressed a strong preference to read text-only
version, he started to accept the idea of reading the supplementary illustrations.

In reading process, Rain not only paid attention to unknown vocabulary, but also
spotted the grammatical rule which was being taught in his English classes at that
time. Not only did he recognize the pattern, but he also had the chance to realize how

to use such patterns authentically. As he explained,

In previous English lessons, my teacher once made an example sentence with the
name of one of my classmates to teach present progressive, which impressed me
a lot. To my amazement, present progressive was used in the story. Accordingly,
those sentences in the book caught my attention. And it appeared that | was
capable of understanding because I had learned the usage before...It greatly
helped me to read the story whose content was in relation with what | had
learned.

Although he anticipated that the teacher could teach grammar shown in the picture
book in an explicit way in the first interview, he still learned in the first class that
grammar did not have to be taught explicitly but can be learned incidentally.
Although Rain valued reading electronic picture books, he believed it would be
better if the following two problems were solved. The first problem was that the story
was so short that Rain who got used to reading novels expected to read more. He even

imagined that if he had been the author, what could have been added to magnify the
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length of the book. As he explained,

Although I liked the story personalized animals to stress the theme of the story,
the importance of friendship, 1 was not that interested in this book since I thought
it was a little bit short. I preferred to read long stories.... After reading it, [ was
wondering whether some plots might be added to enrich the story.

The excerpt suggested the instructor could choose some other reading materials in
length or prepare other well-designed digitalized English picture books with longer
stories after reading the shorter one. By doing so, Rain’s English reading abilities may
be facilitated through broadening his reading span and experiences.

The second problem was that there was inadequate auditory effect and visual
stimulates to provide more information. Therefore, Rain recommended that
digitalized English picture books be equipped with more animated features and
auditory effect. In his opinion, creating more vivid imagery in the electronic picture

stories would be more adorable. As he noted,

In spite of being shown on the computer screen, this book was like a traditional
one. If there had been animations or sounds provided, the story would have been
more appealing. For example, it would be more vivid with the lily pads floating
when it said “they swim and swim”. Or the author could exaggerate the
movements of the frog to emphasize the image of swimming.

Therefore, it occurred to Rain that electronic English picture books should integrate
animations or auditory features into their content for the purpose of adding more
elements within the book. In this respect, interactive digitalized features may support
English reading when learners are first introduced to a new book.

Speaking of the extensive reading session, Rain followed the teacher’s
instructions to search the book he was interested. His criteria for choosing the book
remained the same—that is, his interest. If he was interested in the topic based on the
title of the book, he would start reading the story. If he did not like the plot while

reading, he would choose another story book. As he said,
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| started to browse through on the Net. If the title was interesting to me, I clicked
the mouse to enter the story. If the plots still caught my attention, | would keep
reading; otherwise, | would find another one.

The above excerpt showed that both the titles of the books and the plots of the
stories played a great part in Rain’s selection of the interesting electronic picture
books. Additionally, Rain enjoyed the freedom to choose what to read which he had

never experienced before. As he noted,

I had never read electronic picture books so I thought it was fun. Choosing the
book [from a pool] was new to me. | was kind of in a rush. When I finished the
first student written feedback, | did not have enough time for the search. But |
would like to try more...I would find some other time to read The Blue Sky [ the
book I did not finish because of its lexical quantity and the time deficiency].

The excerpt proved that giving learners the power to make choices of their own
reading materials may sustain their reading interests.

The student written feedback showed that Rain did not have much difficulty
understanding the electronic picture book. Although writing in Chinese was easier for
Rain than that in English, his motivation to acquire better English was stimulated. He
wanted to improve his English to “use” it with fluency. In this respect, learning

English was meaningful and pragmatic for him. As he explained,

The student written feedback was not hard for me. | was afraid that | could not
fully express myself, so | chose Chinese to finish it. But | hoped my English
could be better to be able to use English [to complete it].

As an autonomous English learner, Rain who perceived his deficiency in English
intended to engage more in English learning for improvement than before and to
express his opinions in English.

Summary

In summary, Rain’s first interaction with the instructor, with peers, and with
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reading materials and assessment was perceived by him as a great start. For example,
he voluntarily responded to the instructor’s questions and learned from the responses
as well. He also gained information in public and private sharing. Moreover, after
reading the first digitalized English storybook, he perceived not only linguistic
affordances, i.e., vocabulary and reading comprehension, but also affective affordance,
the willingness to improve his English competence.

In addition, every interaction in his first reading experience is reciprocal and
highly related to each other. That is, although the instructor guided learners to read
electronic English picture books and allowed student-teacher and student-student
interaction, the learner, Rain, did not do so passively but rather actively, evident in his
question-posing and problem-solving in private and public sharing moments, in silent
reading, and even in selecting extensive reading materials. Without his willingness
and ability to notice and incorporate these different sources of information, Rain was
probably unable to enjoy reading electronic English picture books. His agency
underscores the primacy of learner freedom to choose and the interactive nature of

reading materials, the learner, peers, and the instructor.

In the Second Class

This section shows how Rain reacted to the second electronic English picture
book with advanced digitalized features, including sound effects and the function of
storyteller. It also focused on the changes he made after the second class and his
reasons behind such changes.

Interaction with the Instructor

Rain recalled from his previous learning experiences of elementary school in the

second stimulated recall that he had hardly inclined to ask questions of the instructors

on account of the authority of them. Hence, if necessary, he would prefer seeking help
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from classmates rather than from teachers. As Rain explained,

In addition to thinking on my own, | preferred to asking classmates questions
rather than consulting the teacher because teachers made me feel scared. Some
of my teachers in my [daytime] elementary school answered questions while
blaming on me. For example, they would like to say, “Didn’t I just explain the
questions?” in Chinese [especially in an insulting tone], which made me
embarrassed. Conversely, my classmates would explain to me in a simpler and
funnier manner, even with some jokes, which made me feel relaxed and
comprehensive. Little by little, I did not ask teachers in class what I did not
realize but ask classmates after the class.

The excerpt above suggested that consulting the instructor would be the last thing he
would do in the past after elementary school. That is, he tended to solve his problems
by finding a solution on his own or asking classmates for help since he had had an
unhappy memory from his past learning experience.

However, from the second class observations and the second interview, Rain
engaged in responding to the teacher’s questions as what he had done in the first class
when the instructor elicited thought-provoking questions to guide students’ thinking.
Moreover, Rain not only kept attention to the shared-reading session by answering the
teacher’s prompt questions but also asked questions in the extensive-reading session
when the teacher was walking around to supervise if everyone was earnest in

selecting a book and how he or she chose one. As Rain explained,

In the [second] class, | asked the teacher some technical questions to find the
method to find the book [I was interested in] more efficiently. Besides, I also
asked one or two unknown words [of the teacher]. [With the teacher’s immediate
feedback], 1 was comfortable asking [more] questions of the teacher in class.

Unlike those teachers in Rain’s elementary school, with the rapport from the
instructor in this study, he felt at ease in the learning environment. It appeared not
simply because Rain was naturally inquisitive and exploratory but more significantly

because an amiable and caring disposition in the instructor’s nature had provided Rain
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a pleasant learning context which stimulated Rain to desire to know or learn from the
instructor. Despite the fact that Rain said that he had less interaction with the
instructor in the second class than that in the first one in terms of frequency, the good
interaction with the teacher increased from the perspective of depth and profundity.
Due to the well-designed addictive animated and auditory features, Rain advised
that the teacher’s instruction could be lessen. In other words, the teacher was expected
to provide much more thought-provoking questions instead of explaining explicitly in

detail in a deductive manner. As Rain explained,

| thought the teacher did not have to read every sentence or explain every detail
in the story. If I were the teacher, | would ask some questions for students to
answer in order to strengthen their impression. Moreover, | believed the
technique of inquiry would be an intriguing and effective method [in teaching].

The digitalized functions in the second electronic English picture books changed
Rain’s original concept of anticipating more explicit lectures from the teacher. In fact,
the well-structured electronic English picture books with proper animations and
auditory functions gave Rain a context, from which he was introduced new
information during the progressive story. To put it differently, lecturing with discrete
grammatical rules was not the necessity in comprehension digitalized English stories.

What’s more, with the function of the native-speaking storyteller equipped in the
second picture book, Rain was aware of phonological cues as multifunctional
digitalized English picture books continued being employed. Explicit lectures from
the instructor should be gradually removed, so that learners would eventually have the
ability to demonstrate comprehension and develop the habit of reading independently.
As such, the instructor can devote more class time to monitoring and supporting

individuals’ learning instead.
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Interaction with Peers
Interaction with peers in public sharing at the second class was not satisfying to
Rain. He even advised that the class be divided into several teams for group
discussions where higher achievers and lower achievers may learn reciprocally. As

Rain noted that,

Only few students responded to the teacher [in the second class], some of whom
were those who had presented in the first class. | thought, the class could be
carried out like what | had in [previous] cram schools. One group was composed
of some who were better at English and some who were not. [I think] not to put
students with the same level together. It would be great to give students with
different levels chances to learn from each other.

Owing to Rain’s thirst for knowledge, group discussions with heterogeneous members
were highly recommended to be incorporated to stimulate the interaction among all
students. This recommendation reinforces Rain’s belief in the primacy of peer
collaboration in reading. Concerning private sharing with Prince, Rain mentioned that
he had more social interaction with Prince in the second class. In both shared-reading
and extensive-reading sessions, he still took the lead to speak and asked Prince
questions. He stressed that but for Prince’s help, he would not recall the memory of
the first class and would have no idea that the second book was read by a storyteller.

As Rain noted,

At first sight of the book [Harry, the Dirty Dog] on the website, I thought it was
the author of the book until Prince told me that was not the author but the
storyteller...Whenever | had no idea about the pronunciation and the

meanings in the book, I would turn to ask Prince. He would always teach me. |
liked to chat with others, so having someone to discuss with was much better
than reading by myself. Reading alone was tedious since there was no one to
share with.

According to the excerpt above, it was clear that, student-student interaction in class

62



took place spontaneously, naturally, and randomly in reading electronic picture books.
Also, Rain benefited a lot from his interaction with Prince not only by inquiring
questions but also by sharing his ideas. As a self-perceived low achiever, Rain
depended much on Prince and got much support from him.
Interaction with Reading Materials and Assessment

Rain noted that he guessed from the title of the second book, Harry, the Dirty
Dog, to predict what the story was about and discussed with Prince as usual. After that,
he had the habit to have dialogues with himself, in other words, to think first on his
own. During the self-dialogue, he tried to associate the story with his previous
learning experiences through predicting possible plots and eliminating those that did
not correspond to the story after he read the story. In particular, the plot of the story

was coincidentally similar to one incident in Rain’s life. As he explained,

| kept a dog as a pet which was like Harry in the story. It went out to play and
came back with its body dirty from top to bottom. Every time, | was just like the
boy [in the story] to take him to have a shower eventually. Sometimes, it
happened once in two or three days. Quite often. So [the plot] made me naturally
associate with what had happened before.

The story in the second class appeared to be déja vu for Rain. His remarks reflect that
meaningful plotlines are those resonate with readers.
With the aid of animations and auditory features, the story which came out alive

also gave him much more enjoyment. He said that,

There were differences between the first [reading material] and the second [one].
The story read by the storyteller was very important. Of course, the more
[features we had], the more convenient and efficient we comprehend. When |
first read this book, there were many words | did not know. However, after
reading it for the second time with animations, auditory effects, and the
storyteller, I could guess what it was.
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Hence, it proved that animated pictures along with the native-speaker tone in the
second book were taken as beneficial factors in the English reading comprehension

from Rain’s perspective. As Rain explained,

Since | was little, I have been fond of thinking without boundary before, during,
and after reading the book. So any cues may give rise to many possibilities... In
addition to asking Prince questions, | googled by myself for information.

In this respect, Rain had the ability to detect problems and find solutions to fix them
by himself. He also mentioned that searching information on the Net was helpful in
the completion of the worksheet. Using this method not only helped him resolve his
doubts from the stories, especially in the extensive-reading session, but also gave him
another opportunity to know more about English.

Rain’s second experience of reading digitalized picture books appeared to
broaden his cognition, which was perceived by himself as an opportunity not only for

English learning but also for knowledge building. As he explained,

There were variations [between the first and the second class in this study]. In
the second class, because I had time, | read more books, using different angles
to read the stories. Also, | made associations and inferences [from the
stories]...[Thus,] | felt it was not bad to use electronic picture books in learning
English.

Reading digitalized English storybook made Rain concentrate on the plots rather than
discrete elements, i.e., words and grammar, which made him read from a global
perspective. In so doing, it appeared that English learning was not learning the
language but using the language to learn.

In the extensive-reading session, from the class observations, Rain chose the
book more efficiently than in the first class so that he spent more time reading while
searching. There were two reasons confirmed in the second interview to explain this

phenomenon. First, since the previous class was his first experience of digitalized
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English reading, he was not used to the digital interface, which took him a great
amount of time to look for the book. Under the pressure of time, he abandoned the
longer book he was interested in and chose another one whose story was shorter to
finish the worksheet hastily. Second, the story in the second class was well-arranged
in alphabetical order so that it was user-friendly for Rain to browse and do the
searching process. Rain made good use of his ample time to survey the website,
discovering that it consisted of multiple stories which also accorded with his interest.
In fact, the exposure to different books enabled him to “use different angles to read
the stories” as if he were the characters in the stories he had surveyed, which was
perceived by him as a learning chance. Thus, he gained much achievement and
enjoyment in the second class.
Summary

In sum, unlike the reading experience at the first class, this time, the instructor’s
intervention was less, whereas Rain’s interaction with reading materials and
assessment and with peers (in both public and private sharings) were more. To be
more specific, Rain’s interaction with the instructor was declining when he spent
more time on the stories and peers probably because the animated and auditory
features were beneficial for independent reading; the more Rain engaged into the texts,
the more interaction he had with peers. In this sense, the book used in the second class
was not only supportive because of animations, auditory features, and well-organized
format, but also meaningful due to its content related to Rain’s real life. The decrease
of interaction with the instructor did not impede Rain’s reading; instead, Rain’s
language learning was fostered through interaction with peers, reading materials and

assessment. Thus, each interaction still functioned reciprocally at the second class.
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In the Third Class
Interaction with the Instructor
As what Rain did in the previous two classes, while the instructor was
prompting guiding questions before, during, and after the reading, Rain was following
the questions, taking them as clues to probe into the story. The instructor’s scaffolding

helped him to think what the new story was mainly about. As Rain explained,

Although I had never read the book, I tried imagining the story on my own. Like
some words the teacher put stress on would make me think further. After the
class reading, | was used to quickly going through the story in my mind in case
that | was required to make an outline of the story.

With the familiarity in the learning context, it seemed natural for Rain to have
connection with the teacher. Namely, he took teacher-activated questions and
scaffolding as beneficial factors in his language learning process.

However, the instructor made some adjustments on time arrangement; that is, she
shortened ‘Teacher Time’ to lecture so as to leave more time for learners to do
independent reading. Therefore, Rain had less interaction with the instructor. With
more engagement in the third digitalized picture book, his ideas along with questions

came out one after another like bubbles or a mobile bicycle chain. As Rain noted that,

[After reading the book], how come it was not like what I had heard about.
Where was the fairy? [The story] sounded awkward as it did not comply with the
reality. Besides, | would read it again and again for fear that I may miss some
detailed parts. [When asked the interaction with the instructor, the interaction]
this time was less than it used to be.

It was observed by the researcher and confirmed in the subsequent stimulated recall
and semi-structured interview that Rain focused more on the plot of the third
electronic picture book because the instructor gave him the chance in class. In the

extensive-reading session at the third class, since Rain was already familiar with the

66



procedure of the class constructed by the instructor, he dedicated himself to the
exploration of surveying. Rain thought doing extensive reading in the third class was
much easier, especially compared to his first experience. He even emphasized that
although the instructor did not get involved in his independent reading directly, he
knew the instructor supervising all students’ learning around was willing to render
him assistance whenever he needed.

Interaction with Peers

Although Rain was compelled by self-perceived peer pressure to respond to the
instructor’s questions in public sharing, the density of the interaction with Prince
remained higher than that with other classmates. The finding was supported by three
reasons: the arrangement of seats in the language laboratory, Prince’s acceptability,
and the plot of the reading material.

First, due to the arrangement of seats, Prince was the only audience to inquisitive
Rain, who was enthusiastic about conveying thoughts and asking for consultation.
Second, Rain-style interaction was more acceptable for Prince in this class than the
first one, which would be illustrated specifically in the description of Prince’s case in
the next chapter. Therefore, Rain, who was used to being the starter of the
conversations in the previous two classes, gained more feedback from Prince, who
used to be passive and reluctant in being the respondent. Third, topics for
conversations occurred due to the plot of the third digitalized picture books, which
would be elaborated in the subsequent session concerning the interaction between

Rain and the reading materials and assessment. As Rain explained,

[In the story,] the teeth witch scattered teeth from the moon, which was different
from what | had expected. I said to Prince, “Look, the witch dropped the teeth
which she had gathered from the moon.” He replied to me, “Didn’t she worry
that the people under the moon might get hurt?”... I also asked Prince why [the
character in the book] collected teeth. Much to our astonishment, the white moon
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turned to be yellow after the teeth witch touched it. Then, we discussed if there
was any symbolic meaning behind the change of the color of the moon. Those
illogical parts in the story pushed us to discuss, so we continued talking.

From the excerpt above, Rain and Prince’s conversations were not confined to word
meanings but also included some events from the story. For example, they talked
about the gesture of scattering, what the main character needed to do as a teeth witch,
and another bag of teeth thrown after the first one, which might hurt a great number of
people. Their conversations occurred when either Rain or Prince noticed something
irrational, showing that the participants shared some common ground in the
shared-reading session and that their private sharing took place with frequency. Prince
started to take more turns and shared the responsibility in the peer interaction with
Rain than before.

Nevertheless, in the third interview, Rain stated that their interaction decreased in
the extensive-reading session because accidentally, Prince forgot to bring his personal
earphone, so he was unable to listen while surveying and doing independent reading.
Thus, Rain, who was ardent and helpful, lent his earphone after finishing reading his
selective book. Then, Prince made good use of the rest of his time to finish his book
reading in class. Unlike what had occurred in the shared-reading session, their
concentration on their own reading shortened their time for conversations. As Rain

explained,

At that time, | was busy with searching and reading. After noticing that Prince
didn’t bring his earphone, I lent him mine when 1 finished my book. In addition
to not interrupting his reading, | was not confronted with difficulties [of
vocabulary or reading comprehension], so I didn’t talk with him that often.

Although their interaction in the extensive-reading session was interfered with an

accidental event, from the affective perspective, their well-coordinated relationships
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still benefited their language learning. Besides, thanks to this accident, both of them
focused on reading individually, thereby improving their independent reading.
Interaction with Reading Materials and Assessment
The theme of the third digitalized storybook, tooth witches, evoked Rain’s
previous knowledge about the myth of teeth, which nevertheless was different from
the plot of the storybook. Instead of becoming the barrier for Rain’s reading
comprehension, the cognitive differences created learning chances for Rain. Out of his

curiosity, he focused on nothing but the flow of the story. As Rain noted that,

The first time | read this book, it occurred to me that | used to hear about tooth
fairies, not tooth witches. Besides, | remembered that my family told me to throw
my fallen old tooth upward the roof or to hide underneath the pillow. But the
story was different. Additionally, there were unreasonable plots. For example,
how come the tooth witch could sit on the moon which was hung in the sky but
appeared flat? ...[When watching the tooth witch scatter bags of teeth], | was
wondering that its causalities had taken a large proportion thanks to the
acceleration of gravity learned from the science class. But | thought the awkward
parts made the story interesting to me and caught my more attention.

The excerpt revealed that Rain, who had anticipated elaborative explanations of
unknown words and grammar in class, transferred his focus from discrete elements to
the storyline. In this manner, digitalized storybooks with plots contrary to learners’
cognition could be introduced to students to stimulate their ideas and widen their
reading experiences.

In the extensive-reading session, the book which Rain chose was similar to his
past experience of going fishing while taking a boat. Therefore, he remained habitual
to choose the book as a consequence of self-interest. In addition to self-interest, the
similarity between the plot of the book and his previous experience was another

factor for him to make the final decision. As Rain explained,

| found it interesting [when reading this book] because I had gone fishing with
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my father and my dog... Also, the homepage [of the website] was user-friendly.
And the animations and sounds helped me to understand the story. Mostly, |
would choose the book which was similar to my experiences.

In general, topics relevant to Rain’s experience usually drew his attention. Although
those “unreasonable plots” provided him with learning opportunities by making
comparisons with his own experiences and by discussing with Prince, he still had the
preference to choose the books whose topics he was familiar with. It was because
Rain gained more confidence and security when reading new books in English.

In addition to the content, the reader-oriented design of the website where the
books used in the second class were stored was also praised by Rain because it was
easy for Rain to search what he wanted, thereby saving him quite an amount of time.
Hence, he spent more time reading, and his reading pace and comprehension were

facilitated accordingly. As Rain noted that,

What impressed me [at the third class] was that the website was better than

the previous one. | had no difficulty searching for the books because it was
designed in the order of initials, topics, and authors. [Because of this], I did not
spend much time surveying. Then I finished my worksheet and student written
feedback with efficiency in class.

It appeared that Rain had more self-control over his learning through digitalized
reading. Without the teacher’s direct intervention, Rain developed his reading through
the exposure to the well-designed website and reading materials. Due to the
supportive electronic reading materials, Rain seemed to be a fast English reader and
learner, which may benefit his future English learning from a long-term perspective.
Summary
In summary, Rain’s reading experience at the third class was similar to the

experience at the second class. That is, the interaction with the instructor was still few
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because Rain spent more time reading the third digitalized storybook, thereby
increasing more topics for peer interaction. After Rain was engaged into the learning
context and English electronic picture book, his initiative inquisitiveness and active
learning attitude were facilitated to act naturally. The instructor’s explicit guidance
and explanations were not regarded as the only way to help Rain’s English. He
perceived that he gained much knowledge and information from self-exploration of
the book and from the peers as well. Thus, in the circular reading/learning process,
whenever one interaction was declining, another interaction seemed to be enhanced to

support Rain to maintain the mobile mode of English learning.

In the Fourth Class
Interaction with the Instructor

In the fourth class of guided reading, in spite of the fact that he was encouraged
by plucking up courage to guess the meaning of the word he had no idea, the
interaction with the instructor appeared to be much less than the previous three
experiences. There were three reasons for this phenomenon. One reason was that the
teacher paused the story to explain some episodes or related words, leaving no
requirements for Rain to inquire. Another reason was that Rain still felt uncertain
about raising hands to ask questions. According to his experience of being ignored in
the elementary school, he was reluctant to elicit questions to receive responses from

the teacher. As Rain noted that,

Because the teacher would pause and explain, there was no need to raise
questions. Due to the bad experience in my elementary school, | preferred to
discussing with Prince or solving the problems on my own rather than asking the
teacher questions in public. [At that time], the teacher sometimes commented
that my voice volume was so small that she could not recognize. At times, she
didn’t notice my hand gesture [for inquiry]. Still sometimes, the [same] question
was asked by another classmate in advance. Then I thought | would not be the
71



one to raise up my hand for questions. It was a learning chance for me to train
myself to be capable of tackling my own things. This time, the teacher seemed to
ask fewer questions in the first session to instruct the lesson. But there were

still some unknown words so that I didn’t understand the joke which made by
the teacher [in the story]. With the teacher’s explanation of some words and

the abstract storyline, | was able to grasp eighty to ninety percent of the story.

Therefore, it was revealed that the frequency of the interaction between Rain and his
teacher still relied on the teacher. From this stance, the teacher still had the dominant
power to speed up or slow down the learning rate.

Still another reason was that he relied much on other agents, such as the
classmate next to him, and the electronic English picture books. For an inquisitive
leaner, like Rain, he would find another way to construct and reconstruct his cognition
by skimming and scanning by himself, conveying his ideas and gaining feedback
from Prince. In the dynamic process of learning, if Rain gained less from one agent,
he autonomously found his way to learn from other agents; that is, when Rain
interacted less with the teacher, he could make good use of the time either to read the
text or to converse with Prince, both of which might take place simultaneously. Thus,
learning was thought of as an organic mechanism where multiple agents functioned
with complexity and continuity.

Interaction with Peers

Speaking of the interaction with peers in the fourth class, Rain said that he still
got involved in public sharing and that he had tacit agreement with Prince, which
gave him quite a help and pleasure in class, although the interaction with Prince was

not increasing dramatically. As Rain noted,

We were commenting on the awkward parts in the story with a sarcastic tone.
Both of us had a lot in common. For example, how come circles [which was the
only topic] could be the topic of an exhibition of paintings?...Prince would ask
me to share my opinions first. Then | would roughly describe the story. After
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that, Prince would say okay as agreement and end up the conversation. So our
conversation sometimes was short. Mostly, | initiated the questions; compared to
me, he seldom asked questions. | thought it was because his English ability was
better than mine...The times of our [private] talks were less [in the fourth class]
than before; in fact, | thought we had better and intimate relationships [during
the class].

The quote showed that Rain remained more aggressive with regard to peer interaction
than Prince for two reasons. First, this pattern of interaction was already established in
the beginning and gradually accepted by both of them. Rain did not change his
passion about sharing his ideas and conversing with Prince; Prince got accustomed to
the interaction triggered by Rain. Although the interaction was with pauses in between,
the mutual interaction was constructed continually to confirm Rain’s ideas and dispel
his doubts. Second, Rain thought Prince had better English ability than he and thus it
was supposed that Prince had good understanding of the storybook and generate fewer
questions than Rain. Accordingly, it seemed to be the norm that Rain was the one that
often asked questions. Rain even stated that if Prince’s English had been inferior to
his, he would have imitated conversations and discussions to express his own
opinions.
Interaction with Reading Materials and Assessment

Rain would be an active learner when he had an interest in the topics or subjects.
From the collected data, it seemed that utilizing electronic English picture books to
learn English gave him a joyful experience of acquiring English. In the first session of
the fourth class, in addition to the intriguing content of the story, its website provided
users with well-designed icons. As for the second session, he still chose the book in

relation with his prior experiences. As Rain explained,

[The classes] were interesting. | thought they were fun. [They] were not like [the

daily English courses] which were confined to those for examinations. So | felt

electronic picture books [used in the four classes] more interesting...[ Among all
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of the classes], the fourth was the most convenient because it offered more
functions to make it much easier to choose from different types...In the period of
the class, | chose one book with the first impression of its lovely topic. The
poetic description was similar to my life before elementary school.

Therefore, Rain said that the fourth class was the coziest and best of all of the
experiences in the research probably because he earned experiences in the previous
three classes and the digitalized books were introduced in an ascending order which
meant they were organized by the instructor from non-animated version in the first
class to animated one with multiple devices in the fourth class. With the elaborate
plan, Rain used to have no idea about English digitalized books would like to take
reading them as another resource of learning the language.

Moreover, Rain even stressed that he still remembered the word which he made a
correct guess in response to the teacher. The incident in the fourth class left such an
impressive memory that he could not forget the word which he had known nothing

about. As Rain noted,

After seeing the subtitle which said ‘make a jab’ and the [animated] picture, |
guessed the Chinese translation of the word, ‘jab’. I plucked up my courage to
speak it out. Out of my expectations, it was right. Then | realized the word which
had been meaningless to me. And | had confidence that | could recognize the
sound when it was pronounced sometime.

From the quote above, it revealed that unknown words in the story which Rain had
been concerned most before the employment of electronic English picture books were
seen as learning chances for Rain to immerse in the story.

Furthermore, in order to finish the student written feedback—the only evaluation
method in this study, Rain had the tendency to read the story more than one time so as
to remember the content of the story. Accordingly, he was able to summarize the story

and give his comments on it in Chinese. In particular, some words and grammar were
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kept in his mind and were used to complete worksheet and student written feedback.
In other words, Rain not only demonstrated his basic reading ability (grasping the
main idea of the story) but also showed that he noticed the details, including
vocabulary and grammar.

However, Rain wrote the worksheet and student written feedback in Chinese
thanks to his concern about his language fluency. He was afraid that he was incapable

of conveying his ideas completely and thoroughly. As Rain noted,

I would like to think the whole story again to make sure that | was able to
summarize the story and clarify the reason why I liked the work. And then |
would finish the worksheet and student written feedback in class as fast as |
could...T used Chinese to finish them because I couldn’t express myself well in
English. However, I hope someday | can make my English progress to finish all
of them in English like Prince and Sam [, another high-achiever in English].

Through writing feedback, Rain had the chances to apply what he had comprehended.
Although he noticed that he might have worse English ability in reading and writing
than his classmates, he was still motivated to learn from the high-achievers and hence
it was hoped that he was able to finish writing the feedback in English in the near
future. From this perspective, the design of student written feedback could be
considered not only as an assessment tool but also a learning opportunity and direct
practice for Rain.
Summary

In sum, in the last class, the interaction with peers and with the reading material
and assessment accounted for a large proportion of the dynamic learning, whereas the
interaction with the instructor received less attention by Rain. It was because reading
English electronic picture books provided Rain with potential affordances. Rain knew
exactly what he needed to understand the reading; therefore, he made use of the

relationships within the learning context to create learning chances. That is, learning
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did not stop no matter what happened during the process of language acquisition. Also,
what he gained from interaction with the instructor, with peers, and with reading

materials and assessment benefited Rain’s investment on English learning.
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CHAPTER 5
FINDINGS (CASE TWO: PRINCE)
This section will present the second case, i.e., Prince’s background information,
interaction with the instructor, interaction with peers, interaction with the reading

materials and assessment in the four classes.

Prince’s Background Information

Prince is a ninth grader who had learned English since he was a first-grade
student in elementary school, in both regular school and cram school. There were two
kinds of English lessons in the regualr school in his fifth grade, that is, English and
English Conversation. Each of them was conducted by different teachers and with
distinct reading materials. In the former one, imported textbooks designed for learners
to develop their four skills in sequence were taken by NNS English teachers as the
teaching materials. In the latter one, picture books were utilized by NS English
teachers. Besides ordinary paper books, electronic English picture books were
introduced by the foreign teacher to Prince. It was in his sixth grade in elementary
school that his confidence on English learning was built up. From then on, he
remained confident of his English proficiency. That is, he considered, and was
considered, as a high-achiever in English classes.

To have an in-depth understanding of the changes of Prince in the process of this
research, the collected data were analyzed and three themes emerged, that is,
interaction with the instructor, interaction with peers, interaction with reading
materials and assessment.

Interaction with the Instructor
Prince’s English learning experiences could be categorized into five parts; that is,

English in regular school, the first English cram school he attended when he was the
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first grader, English Conversation in his fifth and sixth grade in day school, the other
cram school which he enrolled as he was in the sixth grade, and English courses in
junior high school.

In the regular elementary school, Prince had little interaction with the instructors
due to the teacher-dominant teaching method. Specifically, the instructors lectured in
English classes where Prince was inclined to listen passively, which made him feel

bored. As Prince explained,

The teachers [in my English Class in elementary school] taught in the way which
was like that used by my English teacher in junior high school. In other words,
they would like to teach vocabulary and grammar by talking and explaining. In
addition to the difficult textbooks, the way the teachers used was boring.

The finding above showed that traditional lectures might decrease student-teacher
interaction. In consequence, activity-oriented approaches seemed to be attractive to
Prince when English storybooks were introduced and brought into learning English in
English Conversation which was integrated into the curriculum when Prince was a
fifth grader.

The teacher in Prince’s first cram school constructed more English activities than
the instructor in regular school. For example, the former played games with balls and
taught English through English songs with balls. The student had to throw a sticky
ball to hit the correct word written in the column on the whiteboard which was in
response to the questions elicited by the teacher. If the answer was accurate, the group

which the student belonged to got credits. As Prince noted,

| had a happy learning experience because the teacher taught English by playing

games. He wrote some words in the nine blanks on the whiteboard. The words

were related to the content of the textbook [which I was using]. He would ask

one question, and if you knew the answer, just throw the ball at the word. |

remembered that the class was full of fun. We often talked and laughed in class.

Frankly speaking, English was difficult for me in the beginning because it was
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my first experience to get in touch with [English] words.

The descriptive statement showed that the instructor facilitated students’ English
learning in an interactive manner. By making good use of the nature of games, the
instructor made students be stimulated by the teacher, classmates, and the learning
context.

In this cram school, singing English songs along with passing a ball was one
method used to decide who answered the question in the learning process. After the
students in the class made a circle, they sang an English song while passing a ball.
The progressive pattern would stop without precaution. When the song stopped, the
student holding the ball was expected to be responsible for answering the question. As

Prince explained,

The teacher would ask questions related to the textbook. For example, the
question might be what he did. Or what did John [the character in the textbook]
like? Such easy questions. In the beginning, the teacher would use Chinese to ask
questions. Later, he spoke English completely. But we may use Chinese when we
did not know how to answer the questions in English. So | felt it fun and easy [to
learn English].

After the exciting warm-up activity to choose the respondent, the instructor in
Prince’s first cram school prompted easy questions to help learners comprehend the
textbook. The teacher allowed learners to use both L1 and L2. It seemed that Prince
had a nice interaction with the instructor, thereby enjoying learning English.

During the period, Prince discovered that learning English was fun but hard. It
was because he was novel in learning English then; consequently, the lack of English
vocabulary was perceived by Prince as the preliminary factor for his deficiency of
English proficiency then. Thus, English vocabulary became the main objective of
learning the language for Prince since his first grade in elementary school.

However, what Prince learned in the cram school did not meet his requirements
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needed in regular school and so he quit going to the cram school when he was nine
years old. Compared to his interaction with the instructor in the cram school, the

interactive actions in regular school were less. As he noted,

We used a textbook which was all in English, the grammar of which was like
what I learned [in junior high school]. Super difficult. The teacher lectured and
explained words and grammatical rules. In my first five years in elementary
school, my English was poor. Therefore, | seldom talked to the teachers or asked
questions.

Prince hardly had interaction with the teacher in English class in regular school. This
could be explained in three dimensions. First, the English textbook did not meet
Prince’s English level at that time. Without familiarity of English, Prince felt it
difficult. Second, he was afraid to practice English in front of the instructor because
other classmates’ English ability surpassed his. In this respect, Prince hardly reacted
to the teacher lest he make mistakes. Last but not least, the teacher who dominated the
class did not give ample chances and time for student-teacher interaction.

In the English Conversation in Prince’s fifth grade, Prince was first introduced

electronic English picture books by a native-speaking teacher. As he noted,

Two books were introduced in one semester. Before reading the content, the
teacher would play the film adapted from the book and asked us to consult our
unknown words before the class. In class, after projecting the content on the big
screen hanging in front of the classroom, the teacher explained some new or
difficult words [from the story], and then took the lead to introduce the first and
second paragraphs of the storybooks. After that, she guided us who had been
divided into seven small groups to race for the honor to be the champion among
the forty-two students. At times, the teacher spoke easy Chinese to help us.
Besides, she would pronounce the words, asking us to repeat after her
demonstration.

In the first semi-structured interview, Prince depicted how his teacher conducted the

English Conversation with digitalized storybooks. The vivid descriptions may prove
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that Prince engaged in the activity and that the teacher-student interaction in his fifth
grade seemed to be teacher-oriented. In other words, Prince did not activate their
interaction but followed it. Additionally, in Prince’s English Conversation Class,
vocabulary appeared to be emphasized in the class. The instructor taught not only

meanings but also phonics to enhance students’ vocabulary. As Prince added,

The teacher would teach vocabulary first and sometimes she would write kk next
to the word. If I knew the answer to the question the teacher had asked, | would
raise up my hand [to answer the meaning of the word]. However, as for me who
was unable to identify the symbols, kk was not a help for me. Therefore, I used
to pay attention to the teacher. | followed how the teacher pronounced the word.
By imitating the sounds, | found it difficult for me to memorize words because it
was easy on the ear but forgettable. Forgetting vocabulary impeded my
realization of my English [text]books.

From the excerpt, Prince benefited from the teacher-activated instruction and verbal
demonstration, especially the lexical pronunciation. In order to remember the words,
Prince wanted to imitate the sounds to strengthen his memory, enhance his ability to
learn new information, and increase his cognitive capabilities needed to read the
storybooks.

Besides teaching vocabulary, the teacher would underline the sentences from the
story with an interactive pen which was digitalized connected with the big screen. She
would offer the opportunities for learners to race for scores by translating one English
sentence into appropriate Chinese. If there was no answer from learners, the teacher

would take the responsibility to solve the problem. As Prince explained,

The teacher would ask if anyone could translate the sentence [which had been
underlined by the teacher]. The team which got the most scores would get the
candies as awards. | would raise my hands not only to answer but also to ask
questions of the teacher. The game-like activity added to the gaiety of the class.
Additionally, the teacher would extend some questions which were related to
our lives. Most of the time, the teacher spoke English; she would spoke little
Chinese when there was no response from us.
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Compared to the one-directed learning environment in English Class Prince had, the
instructor in English Conversation employed interactive projective screen along with
an interactive pen. In this respect, the interaction with the NS teacher was more
frequent and better than that with the NNS teacher. The NS instructor brought some
welcome comic relief to a static reading process.

After learning English in his second cram school in sixth grade, Prince was
transformed from an unconfident English learner into an assertive one because the
instructor designed the curriculum based on learners’ English levels. The NS teaching
assistants as well as the NS teacher supervised Prince’s learning with quizzes in oral
and written forms before and during the class. The most important event in the second
cram school was that Prince learned phonics which was called “kk” by many
Taiwanese learners. It was crucial for him to acquire this capability. As Prince

explained,

“Kk” [Phonics] was important for me. The teacher taught me “kk” in my sixth
grade. From then on, | was able to consult traditional dictionary when I did not
know the pronunciation [of one unknown word]. With the help of the teacher, I
learned “kk” successfully so that | could remember words more efficiently and
have longer memory.

Prince was grateful that the teacher taught him useful learning methods so that he
could become an independent learner. He was also aware that his phonological
awareness, word development, and reading comprehension were benefited from the

teacher. As Prince noted,

The teacher taught me “kk” and grammar, which gave me a great help. For
example, I could recognize the sounds which were composed of vowels and
consonants, and write the combination [of the sounds] down to create the word. |
was also able to decode the syllables of the words. What she had taught me was
useful and made my English much better. To learn more, | studied harder in her
class and asked questions of the teacher or the teaching assistants.
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Despite the fact that there were no attractive activities like his experiences in the first
cram school or interesting interactive digitalized storybooks in the English
Conversation in regular school, Prince got stimulated to acquire English and so gained
self-assurance. As such, learning English was not a difficult task for Prince anymore.
In addition, he developed better interaction with not only the teacher but also the
teaching assistants, both of whom were resources for him to search for supportive
English information.

After getting into junior high school, Prince still learned English in the same
cram school where he established his confidence and improved his English abilities.
However, Prince put the least focus on the English class in regular school. Namely, he
had little interaction with his English teacher in the first and second year in junior

high school. As Prince explained,

Mostly, I was doing nothing but being in a daze [in English class]. [The main
reason was] because | had learned the content of the [English] class [in my cram
school] before. Besides, the teacher did most of the talking in class, which made
me feel bored as well.

Prince was distracted in English class in regular class. He did not get involved in the
learning environment, not to mention the interaction with the instructor who was
lecturing the same content as what he had learned in the cram school.
Interaction with Peers
In regular elementary school, Prince perceived himself inferior to others in
English. When he had difficulties doing his exercises, he would ask those who had

better English performance than he. As Prince noted,

Some of my classmates were excellent at English because they went to cram
schools in which they had learned English before our normal class. Sometimes, if
| had problems with my exercises, | would ask them.

Prince evaluated himself as a low-achiever in English learning and once in a while
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turned to his classmates for help. Due to his deficiency of English, he only kept his
scores on average. His parents and surrounding high-achievers made him keep the
concept that learning English was of importance. Thus, although he did not do well in
his first five years of learning English in elementary school, he was not defeated;
instead, his hope to have good English remained.

In his fifth and sixth year in elementary school, the whole students in the English
Conversation Class were divided into two groups for competitions. During the
competitive learning activities, Prince, who had no faith in his English capability,
depended much on his classmates who shared answers with him so that he was able to
be the one answering the teachers’ questions with accuracy. With the exciting
atmosphere of learning context, Prince started to have discussions with his team

members and respond to the teacher. As Prince explained,

The teacher [in English Conversation] would give my team scores, so | would
raise my hand more frequently if | knew the answers. If | had no idea, my team
members would support me with possibly correct answers. Besides, | joined the
discussions about the story as well as consulted with the outstanding classmates.

Prince’s interaction with peers was developed by being involved in group discussions.
With the support and dependable information from his team members, Prince not only
learned English but also changed his English learning attitude. That is, he cognitively
and affectively benefited from English Conversation through student-student
interaction.

In Prince’s first and second grades, he was immersed into the joyful learning
context in his first cram school where he got involvement in group discussions and
competitions. Meanwhile, Prince had chances to talk about the content and
vocabulary from the textbooks with classmates and volunteered to answer for his team

to win the game. Under such a competitive atmosphere, the accumulation of peer
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collaboration naturally worked in Prince’s English learning. That is, he had more
relationships with his classmates in the cram school than those in English Class.

With three-year suspension, Prince went to the second cram school when he was
a sixth grader. After his self-assurance in English learning increased, he perceived
himself as a capable English learner. Then, he started to teach others instead of being
taught by his classmates; that is, he changed from a passive learner to a dependable
helper. In so doing, he gained much respect and admiration from his classmates not
only in the cram school but also in the regular one.

However, when he was in junior high school, peer interaction became a

hindrance for his English learning in regular school. As Prince explained,

In my first and second year of junior high school, the classmates did not
concentrate on the class. Some monkeyed around, making trouble. Others did
something irrelevant to the [English] class, such as reading novels, drawing on
the margin of textbooks. Still others listened to the teacher, but few.

The learning context in Prince’s past two years in junior high school failed to create
an ideal place for Prince to replicate his interactive experiences in his last two years in
elementary school. Prince admitted that he did not have good interaction with his
classmates from the perspective of English learning and so his interaction with peers
did not facilitate his English learning at that time.
Interaction with Reading Materials and Assessment

When Prince was a first grader in elementary school, he went to a cram school
where he used the textbook designed for young learners with few words and big
illustrations. Prince’s responses and engagement in the learning context were
evaluated by the instructor. In addition, he was required to complete simple written
quizzes by spelling words derived from the textbook or matching them to the

corresponding pictures.
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In his first four years of elementary school, the textbooks NNS English teacher
used in English Class were designed for ESL learners, including vocabulary,
dialogues, and grammar. For a student who had no exposure to English, everything in

the textbook was hard for Prince. As Prince noted,

There was no Chinese explanation on the margin of the book. All of the pictures
were foreigners. Some of the grammatical rules were like what | learned in
junior high school, such as [the conjunctions] either or and neither nor. Every
semester, | had two examinations consisted of spelling and multiple choice.
English was so difficult that I did not do well on them.

The excerpt showed that the reading materials were above Prince’s level. He did not
fully understand his textbooks, which were obstacles for his English learning at that
time.

When he was a fifth grader, movies and picture books were implemented in
English learning in English Conversation. The NS English teacher played the movie
before introducing the book and Prince was assigned to preview vocabulary for

preparation. As Prince explained,

Before reading the book, we watched the movie first. The speaking rate in the
movie was fast. However, | could understand from the interaction among the
characters and the Chinese subtitles. Besides, [I found] there was linking sound
but no special visual or aural effects...After watching it, | had a rough
understanding of the story...We had competitions with an interactive pen during
reading the projected book.

Prince used to read electronic English picture books with background knowledge
from watching the film based on the book of the same name. With the integration of
visual and auditory stimulus from the movie watching, he was able to get involved in
the story.

The interaction with the reading materials was reinforced by using the interactive
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pen. As Prince said,

The teacher had a pen, an interactive pen. It was cool and advanced. We would
use the pen in turn to answer the teacher’s questions...Because my word quantity
was small, I kept looking for words in the dictionary to figure them out.

Despite the static form of the digitalized picture books, the interactive pen created
more chances for Prince to have more interaction with the books instead of reading
only.

Also, Prince stated that he enjoyed reading picture books. As such, he would

browse the book upon receiving the book. As Prince mentioned,

I couldn’t help reading the book as soon as it was handed. I liked reading
picture books because | felt interested [in reading them]. When | was a fifth
grader, | would consult [new words in the] electronic dictionary, and then read
the story again. Because I did not learn “kk” at that time, I guessed the meaning
through context and pictures. The pictures helped me to understand the general
story before reading sentences [in detail].

In order to realize the content of the story and to take part in the group discussions
and competitions, Prince previewed the unknown words before the class, which meant
that he could solve the hindrance through independent reading. While he was reading
the story, his memory of those words was reinforced. After reading, he needed to take

quizzes. As Prince added,

The small quiz consisted of the sentences from the picture book. One person
from groups took turn coming up to fill in the blank with a suitable word.
Because [there was] interaction, [I felt] it was interesting.

The reading material Prince read in his fifth grade was supplemented with interactive
device, an interactive pen. With it, learners could have a chance to demonstrate what

they learned from the picture book, not just reading passively. After reading the book,
Prince’s reading comprehension and vocabulary accumulated at the same time. As

Prince said,
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At that time, | memorized a lot of words. The teacher would deliver handouts
consisted of the well-organized vocabulary related to the content of the book.
Every time before the class, | had to pass the oral test constructed by the teacher
or the teaching assistant. Also, | also had written quiz in class. | would ask
questions [of the teacher] and study harder for fear that I might be left behind.
Now, I did well on my English. My English was excellent.

Rain appeared to be well-prepared to be engaged in the learning materials. Not only
written tests but also oral quizzes were conducted to keep track of Prince’s English
learning. Instantaneous feedback and suggestion were given to facilitate Prince’s
English learning. Prince was conscious of the fact that had made a great progress in
English learning and also applied his success to other learning context regarding

English. As Prince explained,

With the help of “kk,” I looked up words in the dictionary and read the

picture book more efficiently. Because | was regulated to use paper dictionary in
school, “kk” helped me a lot to know the word and sentences [in the picture
books]. I would turn to dictionaries to look up the words | did not know how to
read, which helped my memory.

The excerpt showed that “kk” was important and helpful to Prince and that his
application of the kk to reading picture books was beneficial to his lexical
development and reading comprehension. He did not have to merely rely on the
instructor’s oral demonstration and explanations; instead, he was able to search and
explore independently in the process of English learning rather than waited for others’
assistance.

Speaking of his interaction with reading materials in junior high school, Prince
mentioned that he seldom made good use of them, including official textbooks and
such supplementary teaching materials as English magazines and instructor-designed

handouts. As Prince explained,

Because | had learned everything in my cram school, | did not study hard in
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[junior high] school. I did not take notes on textbooks or magazines. What |
only did was to read them just when the monthly tests approached.

Prince took reading materials in junior high so lightly that he did not have much
interaction with them unless they were linked to examinations. He was not interested
in English extensive reading promoted in his school, so he rarely read at his leisure
time and did not change his attitude towards reading. Electronic devices such as
tablets, smartphones were the main sources for information, not reading.

Prince also mentioned that he felt digitalized English books were like traditional
paper storybooks since he thought the contents were the same; what made them
different were the distinct presented forms. Moreover, using digitalized books lost the
feeling of writing which he hoped in the learning process. Although he enjoyed
reading digitalized picture books, he did not keep digitalized reading as a habit

because he was a passive reader. As Prince explained,

Because of my laziness, | did not read picture books after getting into junior high
school. I was lazy to find something to read. In fact, | was not active to learn. I
got accustomed to accept passively...As for my expectations for electronic
picture books, | worried about my vocabulary. So | hoped the teacher could
provide with wordlists like my first experience in the fifth grade. With a scope of
vocabulary, I felt much secured. Otherwise, reading stories in a direct way
sounded challenging for me.

As such, Prince preferred to learn English with the bottom-up strategy and that
vocabulary was expected to be demonstrated before reading by him. He believed that
the recognition of words may boost reading comprehension and make him less

stressful when he encountered the text.

An Overview of the Patterns Emerging from the Four Courses

Table 2 summarizes the scenarios in Prince’s reading process when electronic
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English picture books were incorporated in the four classes in three themes:

interaction with the instructor, interaction with peers (public sharing and private

sharing), and interaction with reading materials and assessment. The three themes and

their relationships will be explained in a chronological order, that is, from the first to

the last course. Similar to Rain’s findings, the three themes seemed to be intricately

related in every class. However, Prince had different interpretations of the three

themes and related events.

Table 2: Prince’s Interactive Changes in the Four Classes

Interaction with

Interaction with Peers

Interaction with

the Instructor Public Sharing | Private sharing Reading Assessment
Materials
The | Listen passively | Listening and | Annoyance Little Write in
1st | tothe thinking silently | resulted from | interaction English
Class | instructor’s Rain’s with the with
explanations aggressive static spontaneity
which were inquisitiveness | illustrations
perceived as a and text
barrier to some
extent
The | The interaction | Express Conversations | More Write in
2" | was increasing | viewpoints more | were perceived | engagement | English and
Class | by sharing ideas | passionately as supportive | with the text | make use of
in response to learning read by the what was
the instructor. chances storyreader learned
The | The interaction | Less eagerness | Take Rain’s Gain topics | Still present
3 | with the to share ideas initiations for | from the in English
Class | instructor was granted and story for
decreasing. more topics private
for private sharing
sharing
The | The interaction | No sharing ideas | Private sharing | Be capable of | Change to
4" | remained less. in the perceived | with Rain was | reading write in
Class spiritless context | on the decline. | independently | Chinese
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In the First Class
Interaction with the Instructor

Prince had few interactions with the instructor at the first class; his passivity was
revealed. Although Prince would ask the teacher questions in his previous experience,
he felt no need to answer the instructor’s guiding questions in the first class. He stated
that the instruction given by the teacher was clear enough that he could understand
without questions. In addition, he thought because this was the first class, the teacher
expected to explain more explicitly, trying to make every student in the class fully
understand regardless of whether they had experiences of reading electronic English

picture books. Accordingly, Prince did not address questions. As Prince explained,

In the beginning, in addition to writing down the name of the book, | wrote
down ““lily pad” after hearing from the teacher’s explanation. I heard the sound
and directly spelled the word on my worksheet. The habit was made when |
learned “kk” from my English teacher [in the cram school] in my sixth grade. |
wrote the term down because that was something | did not know. Besides, |
thought it might be used later while | was completing the worksheet.

If the words | knew, | would not copy them down. This time, | preferred to listen
[to the teacher]. Also, the teacher would talk about life-related topics derived
from the storybook. It was fun.

In the first class, Prince chose to sit back reading while listening to the teacher’s
guided questions and explanations. Although he did not ask the teacher questions, he
transcribed some words after hearing them pronounced by the teacher so as to use
them on the feedback. It suggested that Prince was able to comprehend most of the
story with pictures so that he not only had a comprehensive knowledge but also read
consciously to obtain every possible element for completing the subsequent
assessment.

In general, the interaction with the instructor was teacher-activated. Although the

teacher used verbal cues to prompt student answers and to facilitate learners’
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participation, the teacher did the talking all the time so Prince felt “impatient”. As

Prince explained,

What the teacher said was clear for me. Thanks to the teacher’s instruction to
lead me to read the storybook, I could understand most of the content. When the
teacher began to give more explanations for the second time, I was kind of
impatient and thought that the teacher should stop talking because she had
mentioned before. Just play it!

The instructor’s guidance was direct and helpful to some degree, which scaffolded
Prince to brainstorm for rough understanding about the book he had never read before
and to ask questions while reading to encourage deeper exploration of the content.
However, in Prince’s opinion, the teacher’s lectures seemed to be excessive. Overly
lecturing was viewed by Prince as a hindrance to stop the reading pace. According to
his learning experience, he could not resist the temptation to read the story if the
presented book might be interesting to him.
Interaction with Peers

Similar to the interaction with the instructor, Prince did not have much
interaction with peers at the first class. He even felt uncomfortable and disturbed in
private sharing. In the initial stage of the first class, public sharing was constructed as
a warm-up activity to activate students’ prior knowledge. By listening to other
students’ responses, Prince tended to rethink their concepts behind their remarks and
expressive manners instead of raising hands to share what came up in his mind. It was
because he was in the agreement with his classmates’ answers; therefore, there was no

need for him to be the one who delivered the same speech. As Prince explained,

For example, when the teacher asked what the lily pad was for, one of my
classmates answered. His answer was exactly the same as mine, so [I would] let
him speak. Thus, I did not have to share my answer. If | had different point of
view, | might express mine. However, it did not happen this time.
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Prince did not want to be the first one that answered the questions prompted by the
instructor. He tended to wait for others’ responses before he gave his judgment. In the
first class, he did not exchange his opinions publicly.

As for private sharing, Prince had more interaction with the classmate who was

sitting on his right side instead of the one on his left side. As Prince explained,

Rain who was on my right side would share everything related to the book to me.
He would ask me questions as well, especially some words he did not know.
When it comes to my classmate sitting on my left side, most of the time, he was
talking with the one sitting on his left. Therefore, | had less interaction with him.

The finding showed that Prince had more interaction with Rain who sat on Prince’s
right side instead of the one sitting on Prince’s left hand because Rain was initiating
and leading the conversation. Although Rain’s inquisitiveness and enthusiasm elicited
Prince’s responses and interactions, Prince was annoyed by Rain repetitive murmur

and non-stop sharing in the process of the first class. As Prince explained,

He [Rain] was always hyper and kept on mumbling while reading the story [in
the first session of the class]. | would ignore his impenitent behaviors. [In
extensive reading], he said to me that the same book which we chose
respectively by coincidence contained a lot of words. He continued talking to
me. Some other time, he shared with me that the story could be magnified.
Shortly after saying that, he talked to me that he was unaware of the words above.
He was noisy. He shared every detail in the process of the class, which was too
trivial for me to listen to him. If asked his unknown words, | would tell him
Chinese translation. But | would neglect his other behaviors. | hated the person
who would call others whenever he or she did something.

The two participants’ different personalities led to unbalanced interaction. Prince who
was used to passive learning by following the teacher’s instructions was contradictory
to Rain who was used to active learning by his creativity to associate what he read to

what he had experienced. On account of different learning styles, Rain’s passionate
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sharing was perceived as unpleasant annoyance by Prince. Thus, Prince took a passive
attitude to tolerate Rain’s behavior.

During the break, other classmate, called Bear (pseudonym), came to Prince to
share the book he had surveyed. Bear’s descriptions of the story stimulated Prince’s
interest in the book; however, Prince did not read it by himself. Instead, Prince merely
copied what Bear had described and wrote on worksheet and student written feedback
because there was no enough time left.

In general, Prince remained passive to interact with peers not only in public
sharing but also in private sharing. He preferred to be the one listening more and
talking less during the peer interaction. In particular to the interaction with Rain, he
expressed strong dislike.

Interaction with Reading Materials and Assessment

Still, Prince had little interaction with the reading material utilized at the first
class. However, he chose English to finish all of the assessment spontaneously.
Among the forty-six students participating in the class, Prince was the only one to
write in English. In the following section, the data would be elaborated to investigate
how Prince thought of the reading materials used in the first class and how he treated
the subsequent assessment in this research. Because Prince had the experience of
reading digitalized English picture books, the similarities and differences between his
previous learning history and his present experiences were presented.

Speaking of Prince’s first impression of the book employed in the first class, it
was the picture on the cover that drew Prince’s attention at his first sight. After that,
the title with the word “adventure” gave Prince a clear image of an exciting

exploration. As Prince noted,

During the reading, besides listening to the teacher’s explanations, I tried
guessing from the supplementary pictures. For example, the word “pad” made
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me connect it with the illustration above which were two lily leaves. | also felt
the picture was related to the word because it said Sniffy and Fluffy were sitting
“on” them. Judging from the preposition “on,” my prediction was supported.

In the first class, pictures had supplementary functions for Prince to get a better
understanding of the story. With illustrations, Prince perceived some cues from the
text, thereby making predictions of the storyline. Prince associated the experience of
reading Sniffy and Fluffy with that of reading other digitalized English picture books
in his elementary school because the format was similar to those he had read; that is,
the book was presented digitally on the screen without other extra features. Therefore,
reading the book was an easy and ordinary task for him.

However, Prince with the anticipation of an extremely tense and exciting
adventure felt unsatisfactory with the story after reading it. He stated that the author
did not provide adequate information of the adventurous process, which did not meet
his expectations. Furthermore, the ending of the story was not solid or impressive. As

Prince explained,

Since the word “adventure” was used for the title, it made me excited to enjoy
such an exciting story. To my disappointment, the story was too short to

provide readers with dramatic ups and downs. For instance, the author described
both of them swam in the quest of the flower. The simple sentence, “they
swim”, were replicated twice. Furthermore, it came to a quick conclusion.

Prince anticipated more information from the book to make the adventure more
fascinating, suggesting that the lack of information book stimulated Prince to read
more from the text.

Prince who used to consult unknown words in the dictionary before the class did
not have time for previewing the content or looking up the words he did not
understand. Nonetheless, he did not get into trouble comprehending the story because

there were not so many unknown words in the book. During the process of reading,
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Prince had a tendency to take notes whenever he heard some words which were

perceived useful. As Prince explained,

| jotted down [the new words] on the back of my worksheet during the class
because | thought probably I would make use of them on my written feedback. |
did use them [on the worksheet and student written feedback] indeed. | learned
those words by writing them down because they left an impressive image in my
mind.

During the reading, Prince, who seemed to be passive in reading, had the ability to
detect and search for certain terms which were applied to the completion of
assessment. He directly made use of what he had learned from the reading, which
fostered his language learning.
Summary

In sum, Prince seemed to learn English through reading English digitalized
picture books in an implicit way. Although he remained passive in three kinds of
interaction, his English benefited from the exposure to the learning context; that is, he
did not do anything irrelevant in reading sessions. He learned not simply from the
instructor but also from his classmates. While he was listening silently, he was also
thinking synchronously. In this manner, he was active in mind not verbally. The fact
that he could complete worksheet and student written feedback in well-organized

English showed that English learning did happen to Prince at the first class.

In the Second Class
The data concerning the second class was presented in the same three
aforementioned themes in the first class. By making comparison to the first class, the
researcher hoped to investigate if there were any changes in the learning context after
utilizing the electronic English picture books with animations and auditory features

supplied.
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Interaction with the Instructor

At the second class, Prince’s interaction with the instructor was increasing. The
instructor introduced the website, from which she chose one digitalized English
picture book as the reading material called Harry, the Dirty Dog. The instructor did
not explain explicitly in the process of reading; on the contrary, she played the story
twice. The first time, she played the story in a direct way without pauses. After she
prompted some questions, guiding the students to make comparisons with the
predictions for what they had expected would occur in a story, she played the second
time. For the second time, the story was supplemented with English subtitles. Prince
suggested that he preferred the second electronic picture books due to animated

features and the function of storyteller. As Prince explained,

Compared to the first experience, I preferred this book, [Harry, the Dirty Dog].
Because there were animations along with the lady as the storyteller. The
intonations helped me to comprehend the story, so it wouldn’t be a big problem
that there were some words | did not know. As a result, that the teacher did not
make additional explanations did not matter.

Prince who used to consult new words in the dictionary or learn key vocabulary
before reading texts seemed to less dependent on lexicon. He focused on the
comprehensive knowledge rather than fragmental components like words.
Additionally, he did not rely on the teacher’s demonstration of word pronunciation. In
the process of reading the book in the second class, he not only read but also listened.
Through listening to a meaningful series of words, he understood the main idea of the
story. As such, the story became comprehensible for him even though the instructor
did not explain much about it.

Additionally, Prince began to respond to the instructor in the period of public

sharing where opportunities to talk about their reading and thinking were given.
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Despite the fact that the digitalized picture book used in the first class was in a simple
format and model, Prince was unfamiliar with teaching procedures and learning
context. Nevertheless, with the experiences of the first class, Prince gained confidence

in engaging in public sharing. As Prince explained,

I did answer the teacher’s question. Although I did not remember what my
question was, | had a strong feeling that | was more willing to share. | felt not
familiar with the method in which the teacher used the [electronic] picture book
at the first class. The method was different from that in regular [English] classes
[recently]. Therefore, after getting used to it, it was time to interact with [the
learning activities].

Prince who did not participate in public sharing in the first class began involving in
exchanging ideas publicly. His motivation to share was activated dramatically in the
second class. How he behaved differently in the second class was because his
familiarity with the teaching process and learning context increased learners’
participation in learning activities.

Interaction with Peers

Facilitated by the interaction with the instructor, Prince’s interaction with peers
in public sharing was fostered. Instead of listening to others’ sharing passively and
showing agreement privately, Prince enthusiastically expressed his opinions. It
appeared that Prince’s active interaction with the teacher may link to his interaction
with peers in public sharing.

In terms of peer interaction in private sharing, Prince remained indifferent to the
classmate on his left side because none of them tended to initiate conversations; that is,
there was no interactive relationship between both of them. Nevertheless, Prince’s
interaction with Rain made some changes at the second class. Rain’s inquisitiveness
was perceived as supportive learning chances rather than annoyance anymore. Even

s0, he did not have much time to have complete conversations with Rain. As Prince
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explained,

| focused much on the story and had less interaction with Rain. Because the book
[in the first class] had fewer [unknown] words and it [the book used at the first
class] needed turning to the next page. However, [at the first class] we had more
time talking during the discussions from one page after another slowly.

The first book with no multimedia features provided either Rain or Prince with more
time to interact with because they read each page slowly while turning every page
manually. They could have small talks during the intervals. Yet, at the second class,
the animated features were automatically functioned in the process of reading the text.
Reading the second book was similar to watching movies. Therefore, nonstop scenes
in the story of the second digitalized book did not support the two participants
sufficient time for discussions.

In addition to the different paces of the representation of stories, he paid much
attention to the story in the second class because there was a storyteller introducing
the story, briefly summarizing, and reading it loud with lively intonation. As Prince

noted,

The story was read by a storyteller. The lady changed her sound by producing the
rise and fall of her voice. Her voice made the story vivid and interesting. The
book was not so much a story as a video. In order not to get lost in the video, |
paid much focus on it.

Animated features with the supplementary storyteller attracted most of Prince’s
attention. Because attention span was limited, Prince was busy on watching the
context instead of having discussions with Rain. As such, the interaction with Rain
was not that much in terms of frequency.

Despite little interaction with Rain, Prince mentioned that he changed his attitude

towards Rain. As Prince explained,

Rain was very noisy [when I first sat next to him in the first class]. But [in the
second class], | found what he said was somehow meaningful, not something
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boring. He usually activated conversations and | would respond to him, even
with an interjection answering his questions. [When asked if | liked this kind of
interaction], | would say it was great.

The excerpt showed that Rain’s inquisitive trait was not referred to as a distractive
factor to interrupt Prince’s reading process and train of thought. Prince discovered in
the second class that Rain-activated interaction was meaningful and beneficial to

comprehending the content of the story. As Prince emphasized,

Even though sometimes we had divergence of views, he made me realize what |
was thinking was wrong and my answers were not always correct. So we learned
interactively.

It was apparent that Prince who disliked his interaction with Rain in the first class
began to enjoy their interactive relationship. Instead of being ignorant of Rain’s
remarks or making superficial effort without much care or enthusiasm, Prince
appreciated Rain’s contribution to their discussions and considered it an opportunity
for both of them to learn from each other. Whether they agreed or disagreed with each
other, their accidental and continual interactive actions that occurred between dyads
was a dynamic and beneficial changing sequence. Therefore, Prince made some
modifications of his reactions due to the responses by his interaction partner, Rain.
Furthermore, face-to-face conversations not only made Prince improve his reading
comprehension but also rectified his errors. The interaction with peers, especially
during private sharing, could be perceived positive towards English learning in this
research.

In Prince’s case, interaction was also in dual directions. The more exposure
afforded by interacting with others it was, the more likely Prince could engage into
mutual relationships. Furthermore, interaction within the learning context was

associated with one another. That is, Prince’s perception of interaction with people,
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including the instructor and peers, changed. Accordingly, he made himself get more
involved into discussions, which excited sparkles among the instructor, Rain, and
himself.
Interaction with Reading Materials and Assessment

Different from the reading experience at the first class, Prince autonomously
engaged more into reading the second digitalized storybook. In other words, he had
more interaction with reading materials and assessment. To be more specific, in the
following section, the interaction with reading materials and assessment would be
analyzed in terms of contents, animated features, subtitles, and reading strategies.

At the first glace of the book, Prince was misled and thought that there were two

individual dogs when he saw the cover of the book. As Prince noted,

There were two dogs with different colors. And | had read Fluffy and Sniffy
which was describing the adventure with good friends. So I thought they were
the same [also good friends]. However, after reading for the first time, | found
that it was only one dog which became dirty outside of its house...So | paid
more attention to the story.

Prince activated his prior knowledge which was gained from the first experiences and
made predictions of the story read in the second class. While reading, Prince’s
predictions were proved and modified in the process of constructing his
comprehension. If there was something against his original expected results, his
cognition would have changes. The unexpected outcomes occurred during the
struggling process were perceived by Prince as learning chances to improve his
reading comprehension.

Additionally, the electronic English picture book in the second class was
equipped with multimedia features, such as animations, auditory effects, and

storyteller. The combination of these multimedia features created a more vivid virtual
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reading world. As Prince noted,

It sounded when | moved the cursor across the book cover. The sound indicated
who would read the story...In addition to watching the story, the storyteller
spoke at a slow pace with rising and falling voice when encountered different
contents. Thus, | felt reading this book [, Harry, the Dirty Dog,] more interesting
than the first book [, Sniffy and Fluffy].

At the second class, not only visual effects but also auditory features caught Prince’s
attention. Moreover, the function of storyteller increased Prince’s learning interest.
Prince’s cognitive and affective abilities benefited from visual and auditory effects in
the second reading experience. However, the English subtitles were not congruent

with the content of the story. As Prince explained,

I relied much on my listening for the first time [of the reading]. The second time,
I was listening while reading the [English] subtitles. Roughly, I could
comprehend. But some sentences [of the English subtitles] were kind of weird.
But it gave me help sometimes. So [ thought] it would be better with the
[English] subtitles.

With English subtitles supplemented, Prince’s comprehension of the story was
reinforced. Even though some mistakes occurred in the English subtitles, the mistakes
were not regarded as barriers in the reading process. The reason may be that Prince’s
reading comprehension of the electronic storybook did not only come from reading
English subtitles but also stimulants such as illustrations, animations, and narrations
produced by the storyteller. All of them helped to develop Prince’s cognition in
English learning.

Compared to Prince’s reading experiences in the first class, Prince relied on the
teacher’s guidance along with static illustrations to get main idea of the story when
first introduced the storyline because there were no sound effects supplemented. His

comprehension was facilitated through the teacher’s scaffolding of modeling the
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thought process. Concerning the second class in this study, the story was under the
guidance of the storyteller. In this manner, Prince’s interest was activated and he was

capable of realizing the content with some unknown words. As Prince explained,

The second story was more fun for me because the storyteller narrated the story
with the aid of animations. The first story [used in the first class] was more
ordinary. Moreover, if there were words | did not know [while reading], roughly,
| could understand what the story was about.

Sound added interest in using the website for reading in the second class. Prince
noticed that there would be sound to indicate who the storyteller was, especially the
storyteller which was a new device for him. The sound on the video made by the
storyteller synchronized with the plots of the story. Thus, the narration from the
storyteller made it possible that there was no teacher’s guidance for the content of the

story. Additionally, animations were of great importance. As Prince explained,

| thought animations were necessary in the reading process. They could not only
suffice the lack of [my] vocabulary but also improve [my] comprehension of the
content of the story.

Unknown words did not dominate reading comprehension anymore. In other words,
Prince who used to consult or learn key vocabulary terms before reading assimilated
new information with the aid of animations. The vocabulary barrier did not limit his
capacity to employ the language to comprehend. Moreover, Prince was not distracted

by animations while reading. As Prince suggested,

Animations in the story were interesting, which caught my attention. I felt that
watching the story with animations was special. It was not reading. Instead, it
was like watching movies.

Therefore, the idea of reading electronic picture books with animations was supported
by Prince. He suggested that distraction did not take place while he was following the

pace of the story. On the contrary, he even concentrated on those animations for fear
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that he might miss some significant scenes.

With familiarity of the procedures and reading strategies, the function of
storyteller, and supplementary animations, Prince concluded that there was no need
for others’ reading guidance. That is, as long as electronic English picture books were
well-designed for learners, teachers’ invention was not a requirement for language
learning.

Regarding the second session of the second class, extensive reading, Prince did
select one picture book on his own. The reason why he picked up the book was that

the cover stimulated his interest. As Prince explained,

By chance, | chose the book whose cover was interesting. After clicking, | felt
the story was fun and extraordinary. Sleeping with a monster accompanying was
so strange that it caught my attention. The boy’s thoughts were different from
those in ordinary people’s mind. Besides, the storyteller used different
intonations to summarize the story, explain why he liked the book, and share his
private affairs which were derived from the book.

In the first class, Prince had neither feeling for nor interest in searching on his own.
However, in the second class, it was Prince’s interest that pushed him to search for
himself instead of copying his classmates’ sharing for finishing the assessment. The
possible stimulations of his interest in the second class were supportive digitalized
features built-in the second digitalized picture book. Animations fostered his willing
to use electronic English picture books. Additionally, the variation of spoken pitch
generated by the storyteller made Prince pay his attention on important elements of
the story. The pitch variation highlighted expressive emotions for readers to perceive
easily. 1t seemed that Prince was intensely absorbed in class after engaging more in
the story. As such, his thoughts towards the story and subsequent comprehension were

increased.
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Summary

Prince’s interaction with the instructor, with peers, and with reading materials
and assessment were all on the increase at the second class. Prince’s willingness to
engage in the learning activity was increased and thereby he spent more time on
interactive relationship. Most importantly, his perception of Rain’s remarks was
different from how he had treated them at the first class. Thus, his English learning
benefited from acting differently and positively on interaction with Rain in private
sharing. Prince also made good use of what he had learned from the class through the
combination of the three interactions on the assessment in English. In sum, Prince’s

interactive action was fostered during the second reading process.

In the Third Class
Interaction with the Instructor
Unlike the reading experience in the previous class, Prince’s interaction with the
instructor was decreasing at the third class. As usual, the instructor prompted some
questions to activate students’ prior knowledge and association with the topic with the
demonstration of the cover of the book. Before the entry of the story, Prince was
thinking on his own while the instructor was leading the questions. As Prince

explained,

This time, | did not want to answer the questions. Because my other classmates
answered the questions eagerly and fast, | decided to wait for their answers.
Moreover, their answers were not wrong; therefore, | did not raise my hand [to
share my opinions]. Even if their answers were wrong, [I knew] the teacher
would help. Although this book had multimedia features, I still enjoyed the
second one [with the storyteller].

The possible reasons for the decreasing interaction with the instructor were Prince’s

familiarity with the class, other classmates’ engagement in the class, and additional
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featured embedded in the third book. First, Prince was familiar with the teaching
procedures and tempo adopted by the instructor; therefore, he may have perceived
that there was always someone who would answer the questions. If there was no one
answering the question, the instructor would provide more information or even solve
the problem herself. Therefore, responding to the teacher may not be considered a
must for him. Second, other learners may get accustomed to the teaching steps so that
they took the chance to share their opinions in a direct manner without being afraid of
making mistakes. It was not until Prince’s classmate gave a false answer or
interpretation that Prince would be more willing to offer his. Moreover, providing
inaccurate answers would not be blamed for. Instead, those false responses may be
taken as exactly proper chances for the instructor to detect learners’ misunderstanding
which needed clarifying. Last but not the least, the digitalized features were less
intriguing that they did not strike up his interest to get involved in the interaction with
the instructor. Thus, he tended to remain passive within the learning context.

In comparison with the reading experience at the second class, Prince acted
differently while interacting with the instructor. Prince’s perception of familiarity with
the learning context, referred to as a facilitator for engaging in sharing at the second
class, was turned upside down to become the reason for eliminating his interaction
with the instructor. Likewise, his interaction with peers in public sharing seemed to be
less, which will be elaborated in the next section.

Interaction with Peers

Prince’s interaction with peers in public sharing was decreasing, whereas his peer
interaction in private sharing was increasing. For instance, during the public sharing,
Prince did not show much eagerness to exchange his ideas. He only listened to the
conversations between the instructor and those who were contributing their answers

or experiences. As Prince explained,
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[During public sharing], all of the answers were not wrong [to the questions].
Therefore, there was no need for me to share my answers with my hand raising.

Through the process, he also rechecked his ideas with care and found that there were a
number of similarities between his opinions and his classmates’. In this respect,
although he did not explicitly make a statement in public, he still actively used
reflective thinking and reasoning skills in public sharing.

Concerning private sharing with Rain, Prince noted that initially he often
neglected Rain’s exaggerating reflex action in the process of reading because he
thought it was natural for Rain to do so. In his mind, Rain was a classmate who would
act or respond unexpectedly. However, their conversations took place when there
were some plots which were considered illogical or unreasonable by either of them.

As Prince explained,

He [Rain] would said to me that the [tooth]witch had only three hairs on the top
of her head and asked some questions based on the story. For example, why the
girl in the story could be assigned the [tooth]Jwitch who took the responsibility of
collecting children’s teeth? Why she scattered the teeth collected by all of the
[tooth]witch? Wouldn’t be anybody under hurt because of the bag of the teeth
falling down from the heaven? Sometimes, | told him something I read from the
book. For instance, the [tooth]witch decorated the magic wand with the star
which had been picked up.

Both of them had something in common with the topic. That is, they were inclined
toward discussing those surrealistic episodes happening in the story. As such, the
incongruous story which was comprised of fantasy events provided both of them with
a range of opportunities to talk about. Thus, it seemed that Rain who expressed
enthusiasm about idea-sharing was not regarded as an annoying interference for
impeding Prince’s reading process. In other words, Prince remained his positive

attitude towards his interaction with Rain after the second class. It was noticeable
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from the class observations that Prince had more natural and better interaction with
Rain. Rain owned magnetic power to draw Prince’s attention with continual inquiries
and discussions. Interestingly, Prince seemed to enjoy the idea-expressing moment
with Rain’s initiations or responses, which was confirmed with Prince in the
subsequent stimulated recall and interview. As for the interaction with the classmate
sitting on Prince’s left side, there seemed to be no mutual connection between both of
them. One reason for this scenario was that the classmate on Prince’s left hand did not
initiate conversations to forge the relationship between Prince and himself. Another
possible reason was that Prince was not the one who started conversations. None of
them spoke first; as a result, they had no interaction.

Although Prince had less interaction with the instructor and with peers in public
sharing, his interaction with Rain in private sharing was more than that at the previous
two classes. Not only Rain’s passion and inquisitiveness but also the content of the
reading material used at the third class enhanced Prince’s active interaction with Rain.
Thus, interaction with peers in private sharing and with reading materials and
assessment shared correlative property.

Interaction with Reading Materials and Assessment

As mentioned above, it was obvious that Prince’s interaction with reading
materials and assessment increased. The unbelievable plots excited Prince’s curiosity,
thereby fostering his eagerness to figure out what would be happening next. Therefore,
through continual information-gaining process, Prince focused on the text itself
instead of the discrete lexical or grammatical elements. However, he did not like the
book from his point of view even though it was easy for him to understand. He further

explained,

The book was easy; however, it did not interest me at all. So if it had not been for
the teacher, | would not have read the book. I would skip it directly. The story

108



was written for elementary school students. The story was too easy for me to
read. | did not like it.

The excerpt showed that one book with easy descriptions was not the primary factor
to appeal learners. In fact, the preliminary component should be learners’ interest.
That is, if the learner’s interest was stimulated, no matter how complicated the story
was or how difficult the words were, English reading could be viewed as an intriguing
exploration rather than a boring suffering.

Prince found that this book used in the third class had two models for readers:
automatic or manual. This reading experience was like watching a video clip for him.
For example, the books would be magnified when he moved the cursor over. In
addition to the visual effect, they also supplemented auditory effects which would

read the title of the book on which the reader put the cursor. As Prince explained,

When | moved my mouse and put the cursor on the book, the book became larger
and it spoke. It would read the title [of the book] for me. But I liked the second
class which had the storyteller more. | felt it was better, having the feeling of
reading a book. By the way, the level of the book [in the second class] with the
storyteller was higher [than the book used in the third class].

Although there were more unexpected plots with digitalized features in the third book
used in this research, Prince still had the preference to the second electronic English
picture book which read by a storyteller.

In the extensive-reading session, Prince maintained his criteria that the simplicity

of the design of the cover would first catch his eyes. As Prince explained,

On the homepage was the bar to select from the titles in ascendant or descendent
order. At the sight of this book, the cover seemed simple and the title appeared
easy as well. I clicked the icon and found its title was in accordance with its
content. The main reason for me to keep reading this one was that the book was
interesting to me. The girl in the story was like my younger sister with arbitrary
character. She wanted everything to be hers. Therefore, | found interest in
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reading the story.

Prince tended to choose the one which was below his English capacity in order to read
the book and finish the worksheet and student written feedback with ease and
efficiency. If needed, the instructor may introduce the book or books which were
challenging for learners in the shared reading session to magnify their reading
experiences and level up their language competence.
Summary

In sum, Prince’s interaction with the instructor and with peers in public sharing
was on the decrease, whereas his peer interaction with Rain and with the reading
material and assessment was on the increase in the third class. Such change occurred
because the instructor’s teaching method remained unchanged. In terms of the book
utilized in the third class, this fantasy created many chances for Prince to connect with
Rain and the story itself. Therefore, the design and the employment of digitalized
electronic picture books had intimate and complicated relationship with the role of the

instructor and peers, which may facilitate language learning in a versatile fashion.

In the Fourth Class
Interaction with the Instructor
Similarly, Prince’s interaction with the instructor appeared to be less at the last
class. In the third semi-structured interview, the more illustrations, words, and
auditory effected the digitalized book processed, the less interaction the instructor had
with students. Therefore, Prince suggested that moderate competitions may be one
alternative method to add some varieties to the learning process which may foster

teacher-student interaction. As Prince explained,

After the instructor presented and guided the book in the first session, [I thought]
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group competitions could be carried out in the second session, if possible...1
thought I could focus on reading one book the teacher provided. [I enjoyed
reading] the book recommended by the instructor. Those books [the teacher
chose] were great.

The excerpt above showed that Prince preferred reading books suggested by the
instructor rather than choosing at his will. Compared to the extensive-reading session,
Prince preferred to the shared-reading one, in which he found it interesting to read the
assigned books. Additionally, Prince was used to being the follower instead of being
the starter. That is, he tended to accept whatever his teacher advised or offered and
relied on the instructor to some extent in this study.

Regarding the pedagogical approaches, Prince noted that there seemed to be no
difference in the four classes and emphasized that he liked the teaching methods the
instructor employed. Although he had suggested that there would be alternative
teaching activities with competitions, he enjoyed the construction of shared reading in

the research. As Prince explained,

The teaching steps [in the fourth class] were the same [as those in the former
three classes]. Every time, [we would] read one book. Feedback would be
needed after reading it. And then [we needed to] choose one [self-selective book].
After that, one more sheet of feedback [for the second session]. In comparison
with my previous learning experiences which were full of noises when sharing
our opinions, the methods the instructor used [in these four classes] were great.
But I seldom answered the teacher’s questions.

The quote above suggested that the instructor conducted the teaching in the same way;
therefore, Prince got accustomed to the teaching pattern, being able to predict what

the teacher was going to do next. As such, his eagerness to engage in the learning
procedures by responding to the teacher or expressing his opinions in public sharing
was fading. Instead, he just followed what his experiences from previous classes had

taught him.
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In addition, Prince also emphasized that the instructor should be aware of the
order of the construction of competitive activities. Otherwise, it may waste
considerable time to conduct a lesson without orderly class management and quiet
environment, impeding students’ learning. The maintenance of order was essential for
Prince to prevent chaos or lawless confusion from ruling the whole discussion process.
Although Prince remained passive in interaction with the instructor explicitly, he
showed positive attitude towards the instructor’s pedagogical methods implicitly.

Interaction with Peers

At the fourth class, interaction with peers both in public sharing and private
sharing were less. To be more precise, Prince was following the process that the
instructor prompted questions and the subsequent answers were offered by other
classmates. In addition to the same patterns, the atmosphere in the fourth class was

spiritless. As Prince explained,

There was almost no interaction with others except Rain. And | felt those in the
back of the class were deathly still. Because it [the class] was at the first class on
Monday. None of the business of the [English] course.

The excerpt showed the massive sharing was considerably decreasing because the
research was constructed at the first class on Monday when most of the students easily
had Blue Monday Syndrome. This was the fourth time for the employment of
digitalized English book, which could not withstand the most depressing day of one
week.

Although the interaction was less frequent than that happened in previous classes,
Prince had some small talks with Rain about their misunderstanding or ridiculous
parts in the story. For example, Prince originally thought the main character in the
story was eating an orange doughnut. After reading the story, it turned out to be an

orange circle which was painted by the leading role. Prince even mistook the girl as a
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boy because of his stereotype that boys had the tendency to express their anger in the
way had presented in the story. He did not realize the character was a girl student until
he heard the narration of the story with the word, she or her. Additionally, Prince still
felt amazed at knowing that the girl’s topic of her exhibition was only a dot. It seemed
that the story was not that unrealistic than what they had read in the third class.

Prince also noticed that the interaction with Rain was on the decrease on the
whole. The primary reason for the decline was that the frequency of initiation of
conversation from Rain lessened. With decreasing interaction with Rain, Prince
remained passive to respond instead of initiating the idea-sharing. If there was no
interaction between them, he focused on his independent reading and searching. As

Prince explained,

We talked less this time. Probably it was because Rain did not talk to me that
often. Sometimes, when | had nothing to say or did not know what | should say
in reply to his request, | would give a short response, such as um, okay, right. |
found Rain did not stop speaking to me due to my short feedback.

The excerpt suggested that Prince enjoyed the interaction with Rain when Rain began
the conversation. He was used to the pattern of active sharing from Rain. In terms of
Prince’s responses, he said that he would reply to Rain’s answers which could be
taken as the indicator not only to end but also to initiate another turn of talking. In fact,
Prince mentioned in the third interview that responses did not matter in the interaction
with Rain. In other words, what Rain needed was to have the audience to share with.
He did not really expect the feedback from Prince, the respondent. Still as the same
reasons mentioned in the previous sections, there was no interaction with the other
classmate sitting next to him.

In Prince’s case, interaction with peers in public sharing was highly related to

interaction with the instructor. That is, Prince’s interaction with peers in public
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sharing increased, while his interaction with the instructor increased; the former
decreased, and so did the latter. In private sharing, Prince’s interaction with Rain had
a strong connection with Rain’s initiation of conversations. Although their interaction
was less at the last class, Prince felt it easy and natural to respond or not to respond to
Rain. In other words, there was an invisible bond between both of them. When they
needed to talk, they talked. When they did not converse with each other, either of
them was occupied with other learning chances perceived and acted on by themselves.
Interaction with Reading Materials and Assessment

At the last class, Prince’s interaction with the reading material was enhanced;
however, he used Chinese rather than English in writing worksheet and student
written feedback. In the shared-reading session of all of the fourth class, the simple
design of the cover and title engaged his attention. As for the content of the story,
Prince missed some details of the story initially when the story was presented without
the subtitles. Nonetheless, Prince knew that the instructor would play the story second
time. Thus, during the second reading, he would focus more on those parts which he

had missed in his first reading. As Prince explained,

At first, | would gain the main idea from listening to what the story was talking
about. After missing something [from the first reading], | paid a full
concentration on [the following] reading while listening to the story. [With the
subtitles supplied], I was capable of having further reading. Despite the mistakes
from the subtitles, the [English] words were helpful.

The excerpt showed that Prince realized what the story was about not only from visual
stimulation from animations or subtitles but also from auditory functions. With
auditory functions, learners could read and listen to the books independently without
the guidance of the instructor. Therefore, electronic English picture books could be

read outside of the classroom. As such, learning English with digitalized books would
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increase learners’ opportunities, facilitating autonomous language learners.

With the aid of English subtitles, Prince had more medium to depend on. He
could not only listen to but read as well to have comprehensive understanding. He
also stated that he was able to do multitasking by shifting his attention from acoustic
ability to reading the words. The combination of sounds and subtitles was not new to
Prince who often watched English movies. Although there were supplementary
digitalized functions, Prince detected none of them because he paid undivided
attention to the content. Thus, the instructor may give some reminders or instructions
for learners’ to use extra device.

In the extensive reading session, Prince who used to write in English in the past
three classes used Chinese to finish the worksheet and student written feedback.
Compared to his previous three classes, he had fewer notes during the reading process.

As Prince explained,

In the first three classes, | thought using English [to finish the student written
feedback] was cool. However, this was the last time. And | was too lazy to

write in English. Because | had to think how to develop English sentences to
express my ideas. Using Chinese was much easier and faster. So | changed to use
Chinese this time. It was okay that I had tried English before. And | had a sense
of achievement after making good use of what | had learned on writing the
worksheet and student written feedback.

Finishing worksheet and student written feedback was helpful for Prince to put into
practice what he had read. As such, he had the purpose and outlines for reading the
story, using his reading strategies to search main ideas and key elements.

Prince mentioned that completing worksheet and student written feedback did
not have to rely on knowing every single word from the story. He noticed that he was
capable of understanding the content and finishing the subsequent tasks by reading

digitalized storybooks. In this way, Prince who tended to consult every word before
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reading changed his habitual reading procedure to read the text with animated,
auditory, and other interactive digitalized features first. And he also made used of
what he had learned from the reading to conclude his ideas on worksheet and student
written feedback. Additionally, the concept that not every word had the same value
came up to him. What he needed in reading was some key words which could be
distinguished from other less important words by reading to get the whole picture of

the story. As Prince explained,

| had learned to find meanings of unknown words before reading. Unlike my
prior experiences, reading came before vocabulary. It did not matter that there
were some words [which not that important in the story] I did not know. I could
still understand the story...I found that I liked to read [the text] first and learned
some [important] new words [from reading].

From the excerpt, Prince would like to adopt a new reading strategy. After gaining
main idea from the story, he was able to make association with the words related to
the topic. Therefore, Prince learned words through digitalized reading instead of
consulting every word in the dictionary. His comprehension of words was reinforced
after reading the story as a whole rather than memorizing them with the help of
Chinese translations. Above all, learning English was considered a whole process not
acquiring fragmental components only.

Additionally, Prince depicted that visual stimulations and auditory features were
beneficial to reading. Specifically, he could gather information with the help of
fragmental illustrations and auditory effects which read complete sentences. As Prince

explained,

| did receive great help from illustrations from the book with supplementary
narrative sounds. | was listening and looking at the illustrations. | felt it would be
better with both of the functions, [visual and auditory].
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The excerpt concluded that Prince regarded more information resources as a benefit
for reading comprehension. The notion that the more was the better was supported by
Prince’s experiences in these four classes in the research. Moreover, the learning
experiences facilitated him to be more likely to read digitalized picture books because
the books engaged his attention and interest. His reading attitude towards English
reading was broadened, not being restricted to paper books.

With the pressure of assigned assessment and limited time, he had the tendency
to choose easy books instead of selecting challenging books for himself in class.
However, after the four classes, Prince, who was a passive reader, learned there were
so ample virtual resources that he could search for what he was interested in at any
time.

Summary

Reading electronic English picture books was more intriguing than what Prince
had experienced before because he perceived that adopting electronic English picture
books in English courses had the potential to be a useful teaching tool in English
learning. Furthermore, English learning was constructed comprehensively through
interaction with the instructor, with peers, and with reading materials and assessment.
As such, the dynamic learning milieu afforded Prince numerous opportunities of

uninterrupted language learning through reciprocal and interactive relationships.
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CHAPTER 6
DISCUSSION AND CONCLUSION

This chapter will discuss the findings so as to answer the research question in
this study. Then, the pedagogical implications, the limitations of the present study, and
the suggestions for future research will be presented.

DISCUSSION

This section discusses the research question: what kinds of learning chances and
milieu perceived by learners are afforded in the process of implementing electronic
picture books in learning English and how did they change across time?

The whole learning process of the two participants suggests that language
learning is so complicated that it has been overly simplified to be viewed as a linear
relationship between comprehensive input and observable output in the previous
studies (Bus, Verhallen, & de Jong, 2009; Chang, 1998; Chen, 2002; Huang, 1996;
Huang, 1997; Labba & Kuhn, 2000; Lee, 2008; Lefever-Davis & Pearman, 2005; Lin,
2002; Tseng, 2003; Wu, 1999; Yang, 2010; Yokota & Teale, 2014). In my study;,
although the two participants were given the same reading materials by the instructor,
they sometimes perceived, interpreted, and acted on affordances differently. To gain
knowledge from the instructor, Rain tended to prompt questions directly whereas
Prince listened to the teacher passively. Moreover, even the same participant showed
different attitude towards the same affordance. For instance, Rain who appreciated the
instructor’s explicit explanations at the first class expected group-oriented discussions
with less teacher’s lectures after the second class. Prince passively obtaining
information from the instructor thought too much teacher’s intervention was an
obstacle for English learning in the shared-reading session after the instructor guided
the book at the first class.

With an eye to investigating the multiple factors which are taken as learning
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opportunities by the two participants when reading digitalized storybooks, the
investigator analyzed the qualitative data from three aspects: interaction with the
instructor, interaction with peers, and interaction with reading materials and
assessment. Among the three interactive relationships, the dynamic reading process
will be categorized into nine aspects which were the categories suggested in the prior
literature: phonological awareness, auditory impact, lexical development, reading
comprehension, trans-literacies, interest, motivation, confidence, and autonomy. Not
all of the nine categories will be discussed individually and all of them will not be
analyzed separately. Instead, the discussions will only focus on the following three
patterns emerging from the findings: the aspect from the nine categories perceived to
be facilitated by both Rain and Prince, the aspect from the nine categories interpreted
not to be enhanced by both of the two participants, the aspect from the nine categories
acted upon differently by both of them.
Interaction with the Instructor

In terms of interaction with the instructor, the findings revealed that both Rain
and Prince perceived that their reading comprehension was enhanced in all of the four
classes, that auditory impact and trans-literacies were not improved at all, and that
their confidence was not always fostered in the whole process. The subsequent section
will elaborate how the two participants “perceive, interpret, and act upon” (van Lier,
2000, 20044, 2004b, 2007, 2008b) teacher-student interaction in reading
comprehension, auditory impact and trans-literacies, and confidence.
Interaction with the Instructor vs. Reading Comprehension

Both Rain’s and Prince’s reading comprehension was facilitated in all of the four
classes. Both of them mentioned in the interviews that they could understand the
storylines by getting the main ideas without any difficulties with the intervention of

the instructor. For example, Rain said that the instructor would guide learners to
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brainstorm by prompting questions, encourage student-readers to make predictions,
and lead students to think further in shared reading. That is, teachers’ scaffolding
remarks, including questions, guidance, and explanations, may spur language learning
through pedagogical activities. Like Rain, Prince also mentioned that the instructor
would make explanations when there were some unknown words or learners had
problems answering the instructor’s questions correctly.

In addition, both of them appeared to “be active, then pick up language
information that is useful” for themselves (van Lier, 2006, p.97) to make the stories
comprehensible. For instance, at the first class, since there were no additional features
of storybooks, the participants attempted to pay attention to everything the instructor
explained. In the following three classes, even though they were not told to do so nor
were they evaluated, they still wanted to gain information from the teacher to make
sure if their predictions were correct and to know more about the stories. Their
attention to the teacher and active interaction with the instructor by “getting
information from the environment while doing something, in order to do something
else” (van Lier, 2006, p.98) are crucial in reading comprehension. Therefore, the
findings supported that learners’ comprehensive competence benefited from reading
electronic English picture books with every level of digitalization with the assistance
of instructors in a continuous reading process.

Interaction with the Instructor vs. Auditory Impact and Trans-literacies

Different from reading comprehension aforementioned, it was noted that Rain
and Prince did not think their auditory impact and trans-literacies were enhanced
during the whole digitalized reading classes. It was because these two aspects were
potential learning chances derived from reading electronic picture books; that is, they
seemed not to have a close relationships with the instructor. According to the concept

in van Lier’s (2006) study that “linguistic affordances are specified in the linguistic
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expression, and available to the active interlocutor (or addressee) who may pick up
one more of those affordances as they are relevant at the moment” (p.95), auditory
impact and trans-literacies were not needed for interacting with the instructor in the
four classes. To be more precise, the two participants did not perceive there were
‘pre-signs’ (p.93) to fuel the enhancement of auditory impact and trans-literacies
when interacting with the instructor in this study. In other words, both of these two
categories were in relation with reading materials and assessment, not with the
instructor.

Interaction with the Instructor vs. Confidence

Interestingly, both Rain’s and Prince’s confidence in language learning with
interaction with the instructor was low at the first class; nonetheless, it was increasing
at the second class. Unfortunately, the positive results did not last for the following
two classes. That is, their state of self-confidence decreased after the third class. It still
remained low at the last class in the research. Given the findings in the present
research, confidence was not always enhanced in reading digitalized picture books.

In spite of their identical pattern of changes with regard to confidence, their
reasons were not the same. For Rain, he did not show much confidence initially
because his previous learning experiences had created his negative-oriented
self-image about English learning. However, the teacher responded to Rain patiently
in an encouraging tone. As a result, at the second class, Rain would have more
confidence to express his thoughts rather than being scolded like how he had been
treated before. Nevertheless, he was haunted by his bad memories of English learning,
which made it easy for him to retreat from building inner power. Especially the
previous two years in elementary school in which his English teacher gave Rain
negative feedback were preoccupied in his mind. Since then, he had been afraid of

making mistakes when asking questions or being asked questions by the teachers.
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Even until the last class, the authority of instructors was still deeply rooted in his
mind.

Unlike Rain, except for the second class, Prince did not gain confidence in the
other classes. Generally speaking, he seldom had direct interaction with his teachers
in his past learning years no matter how his instructors conducted learning activities
or explained grammar in detail. However, at the second class, Prince was confident in
getting involved in the teacher-initiated discussions in the sharing reading because he
got familiar with the teaching procedures from his experience of the first class. His
confidence along with motivation to interact with the instructor increased only at the
second class.

In sum, distinctive participants perceived affordances differently with different
reasons. Rain’s previous learning experience was the main factor for him to interact
the instructor in this research, whereas pedagogical methods in the present study
accounted for Prince’s interaction with the teacher. These two reasons made changes
in accordance with time and different participants. Hence, such findings contradicted
the notion in the previous studies that learners’ confidence or motivation in reading
digitalized English books changed because of one factor, that is, different multimedia
features and hotpots (Bus, Verhallen & de Jong, 2009; de Jong & Bus, 2003; Lewin,
2000; Trushell et al., 2003). Also, the participants’ awareness of increasing or
decreasing confidence occurred continually in a direct and spontaneous manner. For
example, both participants did not perceive that their confidence increased at the first,
third, and fourth classes whereas they were aware that their confidence was enhanced
at the second class only. Such results are in line with van Lier’s proposition that “at
several levels of intensity as well as in several different contextual forms, depending
both on communicative purpose and developmental skill” (van Lier, 2006, p.102) and

includes “repetitions — with — changes” (van Lier, 2007, p.55). Accordingly, in-depth
123



investigation of the interaction between the instructor and learners with specific focus
on the change of confidence can be conducted in future research in order to improve
English learning through reading electronic English picture books.

Interaction with Peers

Regarding peer interaction, the results showed that both Rain and Prince
perceived that both of their reading comprehension was enhanced in preceding three
classes, that phonological awareness, auditory Impact, trans-literacies, and confidence
did not increase, and that Rain’s changes of lexical development and autonomy were
exactly the reverse of Prince’s. The detailed information and possible reasons will be
illustrated in the subsequent sessions.

Interaction with Peers vs. Reading Comprehension

Both participants’ reading comprehension was enhanced due to peer interaction
in the first three classes. In the last class, Rain’s reading comprehension was improved,
whereas Prince’s was not considered improved by himself. Namely, Rain thought his
reading comprehension was facilitated in interaction with peers in four classes.
However, Prince did not feel the same in his last class.

In general, in the first three classes, both of their comprehension of the stories
was constructed with the mediation of information in public sharing and in private
sharing in both explicit and implicit manners. Exclusively, it was from the second
class that Prince began considering Rain’s inquisitive learning style helpful in reading
electronic English picture books. Gradually, Prince unconsciously got more
involvement in private sharings with Rain. They had the tendency to converse with
each other naturally. They felt their relationships were getting closer despite the fact
that the intimacy could not tell from superficial frequency of interaction. Furthermore,
Prince’s reading comprehension was being fostered as a result of less interaction with

Rain. That is, Prince thought his reading comprehension was not fostered in the last
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class because he found that Rain-initiated conversation lessened. In short, Rain and
Prince spent less time discussing with each other.

The learning process of the four classes indicated that reading comprehension
had a close and reflexive relationship with peer interaction, especially in private
sharing. Through interacting with peers, the participants’ reading comprehension
changed. They modified their predictions and clarified their ideas by sharing
individual opinions, asking questions, giving direct responses to construct and
reconstruct their ideas, which corresponded to van Lier’s (2006) notion that “they
each form and inform the others” (p.98). Even so, Prince’s capacity of understanding
the story was not hindered. Instead, he would achieve his goal of getting full
realization of the story by other vehicles, such as interaction with the instructor and
with reading materials and assessment.

Interaction with Peers vs. Phonological Awareness, Auditory Impact, Trans-literacies,
and Confidence

Although reading comprehension was fostered in general, the enhancement of
phonological awareness, auditory impact, trans-literacies, and confidence was not
detected by both Rain and Prince during the four classes. The reasons were listed as
follows. First, students spoke Chinese mostly to share their opinions either in public
sharing or in private sharings. That is, they hardly practiced the target language in
mutual responses when reading digitalized storybooks. Second, little attention was
paid to auditory impact during their discussion openly or privately because learners
were likely to learn as their instructors suggested or stressed. In view of this, it
appeared that interaction with the instructor was in relation to peer interaction.

Third, learners did not have the habit of sharing their reading strategies and
decoding skills with their peers. Instead, they often talked about vocabulary and

content derived from the stories they had read in the four classes. Therefore, they did
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not facilitate their strategies of trans-literacies in peer discussions. This was
compatible to van Lier’s perspective of language learning that “affordances arise out
of participation and use, and learning opportunities arise as a consequence of
participation and use” (2006, p.92). That is, none of these three aspects mentioned
above was perceived by the two participants because both of them did not notice or
not incorporate them into the interaction with peers. In fact, all of the three items by
nature were in correlation with the features of English electronic picture books. Thus,
none of them were fostered in the four classes.

Fourth, both of their confidence did not seem to be fostered for different reasons
for Rain, the still thought his English was not good enough, although he engaged
himself to public sharing and private sharings because of peer pressure and his
inquisitiveness. For instance, he would be afraid of being teased for his error when he
was answering the instructor’s questions in public. Also, he thought students who had
worse abilities would have more questions needed others’ assistance. In consequence,
he often initiated conversations in regards with words and plots so as to ask Prince to
solve his puzzles during the reading. On the contrary, Prince’s confidence stayed
unchanged because he thought he had been good at English after his learning
experiences at his sixth grade and so he did not consider it a must to increase
confidence through interaction with peers.

Interaction with Peers vs. Lexical Development and Autonomy

Generally speaking, Rain’s lexical development and autonomy was enhanced,
whereas Prince’s was not in all of the four classes. In terms of lexical development,
Rain showed positive perception because he was aggressive in asking questions.
Whenever he had something he felt confused, he would turn to Prince for help, who
was his powerful source of information and knowledge. He even emphasized that he

preferred to asking classmates for questions rather than consulting his instructor
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because the deeply-rooted image of instructors’ authority aforementioned. The
findings can be explained by van Lier’s (2006) notion that language learning occurs
when learners “need access to the information in the environment... pick it up while
being engaged in meaningful activities” (p.97). That is, Rain displayed his agency via
interaction with peers. Whenever he needed to know the word, he could directly “pick
it up” through peer interaction.

By contrast, Prince did not think his lexical development was enhanced during
his interaction with peers in the reading process. There were three reasons for this.
First, there were few words in the books used in the shared reading that he could not
recognize. As such, he did not need to ask his classmates for help in answering his
questions. Second, due to his passive attitude, he seldom proposed questions in
private and public sharings. Third, with much lexical knowledge, Prince always
taught Rain the meanings of the words instead of being the one taught by Rain or
other classmates. Because Prince did not need to learn new words, he did not actively
interact with Rain or he would solve his problem by using other methods, i.e.,
listening to the instructor, consulting dictionaries, and googling on the Internet.

Rain and Prince’s interaction would be incomplete without taking the learning
context into consideration. Since language and learning are referred to “as
relationships among learners and between learners and the environment” (van Lier,
2000, p.258), different participants/agents may interpret and act upon differently on
the affordances. Those affordances may remain in the learning context, but not
everyone spotted and had interaction with them at the same time, which is evident in
the fact that Rain was aware that his lexical development and autonomy benefited
through student-student interaction whereas Prince did not. However, if the
participant demanded something which was limited, he or she sought another method

to make up the deficiency. For instance, what Prince often did when he had certain
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unknown words was to wait for the instructor’s explicit explanations or to google the
answer by himself. That is, learners would actively perceived other affordances to
maintain their language learning. Their perception and need of affordances varied all
the time.

When it comes to autonomy, it was apparent that Rain was an autonomous reader
in all of the four classes, whereas Prince did not show any autonomy at all. What gave
them opposite directions would be elaborated as follows. First, their discrepancy of
reading habits was the primary reason. Although they were reading electronic English
picture books, their reading strategies were correlated to their traditional ones, such as
predicting, modifying, making inferences, and extending their reasoning. To put it
differently, they applied how they read paper books to read digitalized books. For
example, Rain had had good reading habits since he was young (for further
information, please see background information in Ch. 4). Contrarily, Prince seldom
read, not to mention reading autonomously (see background information in Ch. 5).
Second, their learning attitude was diverse. Although Prince had more confidence in
English over Rain, it did not mean that Prince had more active learning attitude than
Rain. What the findings showed was exactly the opposite. That is, Rain expressed
passion and enthusiasm about learning English, whereas Prince uncovered his
inactiveness in English learning in the implementation of electronic English picture
books. These three reasons correspond to Shortter and Newson’s (1982) assumption
that language learning is “full of demands and requirements, opportunities and
limitations, rejections and invitations, enablements and constraints — in short,
affordances”(p.34).

Based on the findings concerning interaction with peers, English learning in the
four classes is a process-oriented and complicated journey. Besides, the findings

manifested that learners’ prior learning history and distinctive personality could not be
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ignored.
Interaction with Reading Materials and Assessment

Unlike the two interactive relationships mentioned above, there were only two
patterns in interaction with reading materials and assessment. First, in the four classes,
reading comprehension, motivation, and autonomy were on the increase. Second,
Rain’s interest was enhanced in all four classes, whereas Prince’s was only advanced
at the last three classes. The complexity of each category will be presented in the
following.

Interaction with Reading Materials and Assessment vs. Reading Comprehension,
Motivation , and Autonomy

Speaking of interaction with reading materials and assessment, the findings
showed that both of Rain’s and Prince’s reading comprehension, motivation, and
autonomy were on the increase in reading distinctive digitalization of picture books
which were in different genres as well. The further and detailed illustrations will be
elaborated as follows.

First, despite the fact that Rain had never read any digitalized English picture
books, he found it easy to understand the story when exposed to electronic picture
books initially. After the first class, the storybooks were equipped with more
multimedia features, such as animated illustrations, storytellers and narrators, sound
effects, interactive activities. Among those additional functions, Rain relied much on
animations and storytellers and narrators to construct his psychological guessing game
(Goodman, 1967) through the reading process.

As for Prince who had impressive digitalized English reading experiences in
elementary school, the book utilized by the instructor at the first class was similar to
those he had read before. Furthermore, more advanced visual and auditory features

facilitated his reading comprehension. With the supplementary multimedia, he was
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able to understand not only the stories chosen by the instructor but also read more
e-books selected by himself. That is, without the instructor’s mediation, he could
build up his cognition in the process of reading with the help of animated features.
None of the participants complained that their reading comprehension was hindered
by additional digitalized functions.Such finding contradicted the notion in the prior
studies that digitalized additions impeded language learning (Bus, Verhallen & de
Jong, 2009; de Jong & Bus, 2003; Labbo, 2000; Lefever-Davis and Pearman, 2005;
Lewin, 2000; Lin, 2002; Trushell et al., 2003).

Second, besides the enhancement of reading comprehension, the enhancement of
the two participants’ motivation was acknowledged by the present study in which both
of them perceived that e-picture books advanced learners’ reading motivation. Such
finding is in line with the presumption that “young learners are motivated to read and
their attitudes become more positive” (Lin & Lin, 2012, p. 59).

Finally, the findings also revealed that both of their autonomy was high
consistently. To be more specific, both Rain and Prince remained autonomous in
interaction with reading materials and assessment in the four classes. Their autonomy
was not presented in one simple ascending direction; hence, my research suggests a
dynamic interaction between autonomy and digitalized English storybook reading.

During the four classes, Rain’s autonomy was advanced through reading
electronic English picture books. After being confronted with self-perceived peer
pressure, instead of retreating, he intended to understand not only words but also
contents. After being exposed to the learning context, he made up his mind and
plucked up his courage to answer the instructor’s questions. Whenever he had any
difficulties, he would ask Prince for solutions. For instance, after the four classes, he
reread the books which he could not finish reading in class due to limited time at his

leisure time. He even wanted to share what he had learned in the four classes with his
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older sister, encouraging her to read electronic English storybooks. Such results are
similar to Sun’s (2003) argument that online reading advanced students’ autonomy
with which independent readers with long-term reading interest may come into
existence.

On the other hand, the change of Prince’s autonomy may be explained by the fact
that he was viewed by himself as well as Rain as high-achievers in English learning.
Out of superiority, Prince’s autonomy enabled him to make every decision for himself,
to read or not to read. Such finding corresponded to van Lier’s notion of agency
which refers to individual learner’s ability for “self-awareness and self-determination:
decision-making, ability to enact or resist change, and take responsibility for actions”
(Carson, 2012, p.43). Despite his passive learning attitude and reading habit, in shared
reading, he autonomously wrote down words for the purpose of using in the student
written feedback at the end of each class. Namely, he did not merely follow what the
instructor demanded. Instead, if the word detected by him was helpful in finishing
reflections, he would not only pay attention to the pronunciation of words but also jot
them down on the margin or the back of student written feedback. As for Rain, his
active learning style may be the reason for his autonomy. Out of his autonomy, he
decided to finish student written feedback in English in the first three classes and in
Chinese in the last class. His reason for writing in English was that it was cool to do
so. Indirectly, the above findings showed that reading electronic English picture books
could make connections with English writing programs. Therefore, reading digitalized
storybooks may assist the construction of traditional literacies, including listening,
reading, and writing.

Interaction with Reading Materials and Assessment vs. Interest
The results also uncovered that Rain’s interest kept intense in the four classes;

however, except for the first class, Prince also showed interest in digitalized reading.
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Why did both of them find themselves interested in reading electronic picture books
in the second, third, and fourth class? The primary reasons were the well-designed
digitalized English storybooks and the content of those books.

In terms of well-designed English e-storybooks, the function of storytellers
narrating the stories and even sharing their real-life experiences not only was different
from the first book without animated features but was the participants’ reason why
they enjoyed reading the books at the second class. Furthermore, all of the storytellers
were native-speakers, and reading was constructed with both pleasant pronunciation
and dramatic intonation. Although there were no storytellers embedded in the books at
the third and the fourth classes, those books had more digitalized additions to support
language learning, which facilitated learners’ interest while reading.

In addition to the fact that the digitalized English storybooks were gradually
advanced in the functions of digitalization; most significantly, Rain and Prince found
that the websites of those digitalized books in the last three classes were user-friendly
for learners to search the book they liked in extensive reading section. The findings
were in relation to the notion that the pleasant experiences of reading electronic
storybooks foster learners’ interest and that learners’ interest benefited from
well-designed reading materials in the research. Such results verified the assumption
in Lin & Lin’s study (2012) that “participants’ favorite e-books were those with
interesting and impressive content or well-designed features” (p. 74). Overall, it was
apparent that both Rain and Prince were interested in reading e-storybooks when
exposed to different levels of supplementary functions and considerate designs.

Concerning the content of the books, all of the genres chosen in the research
were based on the questionnaires. By doing so, the teacher-researcher attempted to
provide learners with reading materials close to their genuine lives and reading

preferences. For example, Rain had experiences of keeping a dog as a pet, which was
132



quite similar to the story of the second book. Even at the third and fourth classes, Rain
naturally compared the story to his previous experiences. Likewise, Prince made
predictions and inferences from his schemata as well as the cues from the books.
Surprisingly, it was revealed from the findings that concepts contradictory to their
authentic experiences or background knowledge also enhanced learners’ interest. For
instance, Rain and Prince felt interested in reading the third and fourth books where
there were many plots beyond their original expectations. They were even given more
chances of interaction with each other. Those unexpected or extraordinary plots
provided both Rain and Prince frequent affordances to engage in negotiating
meanings, which is essential to develop second language (Herazo & Donato, 2012).
This study shows that not only those books related to learners’ background knowledge
but also those different from their original cognition could be regarded as facilitators
for language learning as well as student-student interaction.

In sum, according to the discussion mentioned above, with agency, the two
participants were sensitive and active to perceive and decide which affordance was
useful and beneficial at that moment for their digitalized reading. Sometimes, their
reading was enhanced by interaction with the instructor; sometimes, it might be
fostered by interaction with peers or with reading materials. Still sometimes the
combination of affordances might enhance their language learning. As the reading
was in progress in the four classes, they acted differently due to their changing
perception of affordance. Thus, the two participants’ perception of affordance in this
study was so complicated that it could not be explained with one simple reason or
easy answer, which corresponded to that * the possibility for individual agency and
the opportunity for choice are shaped by multiple forces on multiple layers” (Lyn,
2012, p.22). Accordingly, learners’ learning process should be emphasized in the

future class for the instructors and in the future study for the investigators to have an
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in-depth understanding of language acquisition from a holistic perspective.

Interaction with

the Instructor

Learning English throug

English Electronic Picture Books

Interaction with
Reading Materials
and Assessment

Interaction with

Peers

Figure 2: Dynamic Relationships of Learning English through English Electronic
Picture Books

Figure 2 illustrates how the two participants reflected on learning English
through English electronic picture books in this study. It is obvious that language
learning “cannot be based on the establishment of causal (or correlational) links
between something in the input and something in the output (van Lier, 1997, p.786).
Rather, the relationships among the three interactions were reciprocal and dynamic in
circulation. According to van Lier’s (2006) assumption that “the affordance picked up
serve the agent — depending on his or her abilities — to promote further action and lead
to higher and more successful levels of interaction” (p.95); in this study, Rain and
Prince did not always perceive the same affordance even though they were provided
with the same digitalized storybooks within the same learning environment.
Sometimes one participant’s reading comprehension was facilitated by interaction

with the instructor; sometimes his reading comprehension was enhanced due to
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interaction with the peers. In my study, this unstable mobility of learning groups the
three aspects of interaction together. This mode of dynamic interaction of reading
electronic English picture books circles continually and benefits reciprocally. As such,
multiple affordances exist and are being functioning interdependently within the
learning environment of reading digitalized storybooks, which provide learners with
opportunities to obtain “information from the active relation between the organism
and a structured environment™ (van Lier, 2000, p.257). Once it is perceived by

learners, the circular learning will be spurred to move on and on.
Pedagogical Implications

Given that both enhancement and impedance interdependently exist in the study,
six suggestions are provided for instructors and designers of electronic English picture
books to facilitate learners’ English learning: (1) incorporating more electronic
English picture books into English curriculum, (2) arranging seats according to
learners’ English proficiency and learning attitude, (3) switching the role of the
instructor to a facilitator, (4) providing learners with more independent reading time,
(5) broadening the selection of electronic English picture books with diversity, and (6)
implementing versatile teaching activities in class.

Incorporating More Electronic English Picture Books into English Curriculum

Different from the traditional English reading materials or textbooks, electronic
English picture books are beneficial in language learning with the supplementary
digitalized features and create learning chances in the dynamic process. Therefore,
more electronic English picture books are recommended to be incorporated into the
English curriculum. The findings in the present study assert that more engagement in
reading texts occurs when less the direct intervention from the instructor. Similarly,
Arnold’s (2009) claim that “extensive reading program for advanced learners not only

successfully increased their motivation to read, but also enhanced their confidence
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and ability in L2 reading” (Lin & Lin, 2012, p.61).Thus, more exposure to electronic
English picture books encourages learners’ linguistic and non-linguistic development.

To stimulate learners, like Rain and Prince in the research, to experience
digitalized reading outside of the classroom and even to recommend and invite family
members to join them, more electronic English picture books should be seriously
incorporated in curriculum design to extend official textbooks (Costello & Kolodziej,
2006). With practical support, learners can have more time to make reading
digitalized English books into practice without additional efforts. Given different
electronic English picture books expose learners into distinctive reading context, they
should be provided with more supportive materials.

First, choose well-designed and supportive digitalized storybooks. Learners can
benefit from those digitalized additions in well-designed digitalized storybooks. What
I mean by well-designed is that texts and animated features should assist reciprocally.
To choose well-designed e-storybooks, the instructor was encouraged to survey a
great number of English e-books and use the criteria for electronic picture books
selection which was mentioned in Ch. 3 to evaluate the books. Provided with
well-designed e-storybooks, learners facilitate their language learning by getting a
sense of overall meaning after clarification and modification, reflecting upon
information in the texts, and mostly important, extending their realization in critical
and creative ways from reading electronic picture books. Besides, leaners’ interest
may be stimulated and remained, which may foster learners’ independent reading after
the class.

Second, provide more than one book or longer books in class. According to the
findings in my study, the two participants thought some books were too short to read,
expecting to read more. Thus, it is suggested that the instructor introduce several short

books or one long book to make learners engage in reading. It is also noted that the
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instructor can incorporate suitable digitalized books according to time, teaching
purposes, and learners’ levels. In this respect, taking these into consideration will
make reading several books or long books in class successful.
Arranging Seats According to Learners’ Language Proficiency and Learning Attitude
In the research, the arrangement of seats was for the convenience of class
observations and video-taping. However, the findings showed that self-perceived
lower-achievers and self-perceived higher-achievers could benefit reciprocally from
the implementation of electronic English picture books. The arrangement of seats
naturally created the environment and opportunity for both of them who had not been
familiar with to interact and communicate with each other. van Lier (2006) advocated
that “ so long as there are sufficient examples of target language use (cues) in the
environment, learners amongst themselves can orient to those (cues) and act upon
them appropriately in interactions” (p.101). In order to facilitate language learning,
learners should be arranged to have more chances for mutual interaction, thereby the
need for meaning negotiation occurs. That is, low-achievers could be grouped with
high-achievers to elicit meaning making. By doing so, high-achievers are seen as
consultants. Simultaneously, self-perceived low-achievers could stimulate
high-achievers to think about the questions they have not thought about, hence
learning by answering and responding. In addition to English capacity, learners’
learning attitude should also be considered for seat arrangements. If both of the
learners are passive, they are less likely to get involved in English reading or the
interactions with peers might turn into chatting and talking irrelevant to the
storybooks. If either one of the two learners is aggressive, it is possible for one of
them to connect the relationships with the passive one. As a result, learning chances

may be afforded to foster language learning.
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Switching the Role of the Instructor to a Facilitator
The findings in the research showed that the role of the instructor can be
switched from the provider, the guidance to the facilitator. Previous research also
cautions that the role of the instructor should be changed in different phases of
reading process for distinctive pedagogical purposes. Schugar, Smith, and Schugar
(2013) suggested that teachers were expected to provide guided instruction with
interactive picture e-books through activating students’ background knowledge before
reading, promoting students to answer comprehension questions during reading, and
helping students to extend their thinking about the text after reading (p.623). In this
respect, the instructors are expected to introduce electronic English picture books to
“create classroom context for languaging” (Martin-Beltran, 2012, p.113) and afford
learners with chances to interact with peers as well as reading materials and
assessment. By doing so, instructors are trustworthy providers with abundant learning
resources and chances for peer discussion. In the initial phrase of reading courses, the
instructor can be the guidance of the books using thought-provoking inquiries and
further probing strategies. After well-structured scaffolding, the scaffolding can be
removed or demolished. With sensitive observation during the class, the instructors
can offer more time for learners to read widely by themselves, that is, extensive
reading programs without explicit teachers’ explanations. By doing so, learners can
explore and navigate in the boundless ocean of reading.
Providing Learners with More Independent Reading Time
In this study, the participants, with or without digitalized English reading
experiences, were given four classes to get exposure to four different types of
electronic picture books. In addition to the instructor’s introduction and learner’s
adaptation of the new device, they needed extra time for searching the book they liked,

rendering less time left to do independent reading. Hence, in the future, the instructor
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may offer more time or more reading classes for learners to bathe in the ocean of the
reading electronic English picture books.
Broadening the Selection of Electronic Picture Books with Diversity

The findings in my study showed that the two participants reflected differently
on the reading materials in the four classes due to their respective learning
background and individual reading preferences and that both of them benefited from
those four books in different aspects, i.e., reading comprehension, interest, and
autonomy. Therefore, it is essential to broaden the selection of electronic picture
books with diversity. Although both of the two participants tended to choose books
which were under their English capacity, some challenging reading materials were
welcomed because they were able to obtain information by shifting one to another
affordance autonomously. Thus, the instructor can offer reading materials with
different levels, ranging from i-1 to i+1 (Chen et al., 2003; Lin & Lin, 2012;
Yamashita, 2004). Learners can read for pleasure by reading easy books and sharpen
their reading ability by reading books which are above their English competence. Last,
books with diverse genres are required for learners to explore the texts through digital
reading. The genres learners are not familiar with may create chances for learners to
negotiate meaning.

Implementing Versatile Teaching Activities in Class

In terms of reading, effective learners tend to utilize different strategies to know
what they are going to learn before reading, to search more information during
reading, and to think forward and deeply after reading. Experienced instructors may
make good use of their repertoire of pedagogical strategies and skills by constructing
different supportive activities. The findings in the present study show that learners
may lose their interest, motivation, and autonomy because of the single-pattern

teaching procedure. So the employment of multiple teaching activities is of
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importance. The two participants in my study advised the whole-class narration
employed in the present study could be supplemented or replaced with small-group
discussions and game-like competitions. In addition, role plays, reader circles, and
dramas would be feasible based on students’ level of language proficiency (cf.
Livingstone, 1983). Therefore, a wider variety of arrangements in teaching procedures
are expected be employed wisely and properly to enhance students learning.
Limitations of the Present Study

Several limitations of these findings exist in this research. First, the two
participants were chosen according to their similar monthly scores. Therefore, the
findings in the present research did not show if there were any differences between
high-achievers and low-achievers. Second, in addition to distinctive English
competence, both of the participants in this case study were male students. Third, the
limitation resulted from the duration. Every lesson was constructed only once a month.
Learners were only exposed to digitalized storybooks four times in the research where
they did not have adequate time to immerse themselves in reading, thus, it did not
reveal that the learning process based on gender discrepancy. Despite the fact that a
variety of limitations have been noted, these results have implication for affordance of
English electronic picture books for the ninth graders. A rich description of the
dynamic mechanism in the process of implementing electronic picture books was
systematically constructed to shed light on complicated phenomenon emerging in the

research.
Suggestions for Future Research

As suggested above in the chapter of discussion and conclusion, more
researchers can “document plausible or actual learning opportunities or occasions”
(van Lier, 1997,p.786) to investigate the complexity of interactive processes by

adopting qualitative methods. Additionally, future research could be conducted to
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study how high-achievers and low-achievers will perceive learning affordance in the
implementation of electronic English picture books. By comparing and contrasting
their reading process, the similarities or differences across time can be illustrated for
further discussion. Moreover, investigating how learners in Taiwan treated digitalized
books of different genres also can be the topic of future research. Last but not least,
investigators may expand the time of conducting the research. In other words, the
research can last for more than four months to document learners’ changes.
CONCLUSION
In the following, three aspects of conclusion deriving from the findings in my study
will be presented as follows. First, the present study suggests that e-picture books are
beneficial for junior high students, especially when learners are agents who perceive
actively and act directly on the affordance and are provided with supportive learning
context in which potential affordances remain all the time. Second, different from the
previous quantitative studies, this study adopts qualitative methodology and uses van
Lier’s notion of affordance as a conceptual framework. In so doing, my research
question can be answered in a detailed manner and from a global point of view to
understand the subtle changes during the process of language learning. Last, I realize
language learning is not static but changeable. It can be different in every minute due
to multiple factors. Therefore, instructors should pay further attention to learners and

investigate deeper to find the possible reasons so as to facilitate language learning.
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Questionnaire for Background Information
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Appendix B

Consent Form
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Appendix C

Criteria for Electronic Picture Books Selection

1. Isthe text appropriately presented in digital format?

1.1 Is the text well-constructed with respect to the genre expectations?

1.2 Is the language of the text skillfully crafted?

1.3 Do the illustrations / visuals work well with the text to illuminate, extend
and / or co-create the text as a whole?

1.4 Do the sound effects and music work well with the text to illuminate,
extend and/ or co-create the text as a whole?

15 Do the size and shape of the illustrations fit the screen’s proportions?

1.6 Do the interactions provide support that would help a reader make a

text-based inference or understand difficult vocabulary?

2. Does the story take appropriate advantage of features the digital world

allows beyond what is possible in print?

2.1 How often are interactions used in the book?

2.2 Are there meaningful audio, animated, or interactive features that help
children better understand the test?

2.3 Are there digital features that distract from the text?

2.4 Are there more supporting and extending interaction than distracting
interactions?

2.5 Are the interactions strategically placed to enhance motivation without
distracting the reader from the text?

2.6 Are the interactions time-consuming, or are they relatively brief in nature?

3. Do the interactive features within the text maintain the integrity of central

meanings of the text?

3.1

How does the reader participate in ways that focus on central events?

3.2

How does the reader participate in ways that divert attention to trivial
details?

4. Do any supplementary features (add-ons to the text) align with central

meanings of the text?

4.1 Are there additional games, puzzles, etc. included in the e-book app?
4.2 Are the games, puzzles, etc. closely related to central meanings in the text?
4.3 Are links to these features embedded in the text in ways that might distract

children from the reading, or do they operate as separate from the e-book
reading?
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Appendix D

The Chart of the Four Electronic Picture Books Based on the Four Categories

(1) Printed text presented visually on a screen

Title: Sniffy & Fluffy

Author: AIMEE BRUNEAU

Illustrator: AIMEE BRUNEAU

Type: Friendship

Source: Children’s Storybooks Online

Link: http://www.sniffyandfluffy.com/?page=0
Words: 171

Sentences: 21

Readability: Passive Sentence 4%
Flesch-Kincaid Grade Level Score: 9.0

(2) Digitalized printed picture books with in-built digital features

Title: Harry the Dirty Dog

Author: Gene Zion

[llustrator: Margaret Bloy Graham

Type: Family

Source: Storyline Online

Link: http://www.storylineonline.net/harry-the-dirty-dog/
Words: 467

Sentences: 43

Readability: Passive Sentence 0%

Flesch-Kincaid Grade Level Score: 9.0

(3) Book-like configuration with multimedia enhancement

Title: Abra Cadabra and the Tooth Witch
Author: Nurit Karlin

Illustrator: Nurit Karlin

Type: Adventure

Source: Tumble Book Library

Link:
http://www.tumblebooklibrary.com/ViewOnline.aspx?Is5=false&ProductID=40
Word: 401

Sentence:53

Readability: Passive Sentence 1%
Flesch-Kincaid Grade Level Score: 9.0
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(4) Specially made in the digital format

Title: The Dot

Author: Reynolds, Peter

[llustrator: Reynolds, Peter

Type: Encouragement

Source: BookFlix

Link: http://bkflix.grolier.com.ezproxy.tphcc.gov.tw:2048/p/node-33985/bk0028pr
Word: 331

Sentence: 46

Readability: Passive Sentence 0%

Flesch-Kincaid Grade Level Score: 9.0
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Appendix E

Lesson Plan for the First to the Fourth Lesson

Shared Reading (1% session)

Warm-up
(5 mins)

The teacher showed the illustration from the covers or the main
page to activate students’ awareness and interests. The researcher
attempted to build up students’ background knowledge as well as
stimulated their curiosity and prediction for the story. Prompt
questions and lesson observations were both needed to give
comprehensible information and negotiate meaningful ideas.
Worksheet and student written feedback were delivered before the
reading session.

Guided
Reading
(25 mins)

In the first session of reading, the teacher explained and
demonstrated explicitly some basic multimodal features for
participants to get familiar with and encouraged them to practice
those functions while reading in the second section, extensive
reading.

After the technical demonstrations, the teacher played the content
automatically for students to skim the text and then asked one or two
students what they realized.

After that, the teacher shared the reading with participants by
scaffolding the electronic picture books page by page, elaborating
some significant details, and asking relevant questions to assure
participants’ comprehension without getting lost.

During the process, the teacher asked some questions to elicit
feedback from the students and turn off some distracting multimedia
functions if they were not helpful in guided reading.

After the teacher’s explanation, the teacher played the electronic
picture book one more time, or asked one student to help play the
electronic picture book again.

Wrap-up
(5 mins)

The teacher summarized the story of the English electronic
picture books provided by the teacher in the beginning or asked some
volunteers to orally make a brief summary.

The teacher also reminded students to finish the worksheet and hand
in the next lesson.

Self-report
(20 mins)

The students were expected to express their ideas in the student
written feedback.
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Extensive Reading (2nd session)

Warm-up
(5mins)

According to today’s category, the teacher provided some
resources for the students to autonomously choose one English
electronic picture book.

Students were told that they would have to choose at least one
digitalized picture book in English based on their interests and filled
in another self-report after reading this book. Moreover, they would
be needed to share one of the books with the whole class.

Worksheet and self-report forms were delivered in advance.

Free
Reading
(30 mins)

In the second session of reading, participants were given free
time for rereading the electronic picture books on their own by
controlling the pace of the texts, utilizing the multimedia functions,
and interacting with extra activities if provided. Otherwise, they were
expected to do self-exploration so that they could choose English
electronic books at their own options.

Wrap-up
(20 mins)

The students were expected to express their ideas in the
worksheet and student written feedback.
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Appendix F

Worksheet for Shared Reading

Shared Reading

B & BelaE H

1 | BT@AER:

2 | kRt HRREEG):

3 | BTEAFESR:
4 | ETEFEERA

S P CRIER T2 50 FATHENE -

6 | SFHPEHEXR MIEAETEAREREER -
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Worksheet for Extensive Reading

Extensive Reading

SR & BaIaE H 3

1 | BTEAER:

LA AR

BTEAEER:

BTt mExR4

vi AW N

B PRS2 50 FRSERNE -

6 | BFH IR MR R M EFLAE T E@ARENEN -
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Appendix G

Student Written Feedback for Shared Reading & Extensive Reading

1. EAELEE
JBE5IE: 4 YR H
2. BTFEKAHMAE
2.1 | BrgAEH:
2.2 | AMME AT K]
] BARRE [ sy [ BlagicsE [ s408EE L BheEss
O REAE O oEEE [ OREEE [ RERE [ 8e=E
[ IR [ 286, L] ey [ EMEERE )
2.3 | SARREE L E T4 A F NS ?
] =80 FHA:
L] AE8 HEA:
2.4 | FBEHMEFEAF NYaTEE I IhEE (FI4EEE):
[ AEEA#E [ #8ka O gEEg/EE [ 5%/55%
O] FEpEgh [ #5ER [ EAth(FEaREH)
2.5 | RREENEART  BRREEIEE A R B sEnS?
] =8 HHA:
[ AEEC R
3. A=
3.1 | AR eSS HEE T2 FHaHE e SEHEA -
4. EETEME
4.1 | SRR ERTEEE) T IR EIEE AL I 8255 AR S8 E e 0y G B 2
5. BEREIRIE
5.1 | AR BEE FE AN BB EIRIE A A ?
6. BkERAIE
6.1 | B RIIRAER R AE A B E e TR 2 MR ferfigs 2

it FHLESSEEERERTE -
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1. EAEELER

JE 5 W44 HHE H HH:

2. BTEFTHBANE

2.1 | EFesEL:

2.2 | SRR T AT R
[ B2 [ s [ MO8 [ sr408cE U BREiR
O REAEE L EERE L ORESE U OREERE [ #des
L] fRMETcEE [ 23 L1 ghPme?y [ EMGERE T EE)

2.3 | SR EZEILE T gAY ERENE?
[ =80 A

] A28 FA:

2.4 | SEMEILETEAE MIEBAILIRE (AIHEEE):
[ AEREA#T [ Fieky L] BREG/HE [ T%/EN
[ BEhaahEs [ Bk [ EAih(355529)

2.5 | BESENAT > AR SR E T A AR I D RENS?
[ Z#0 RN

L] A8 [RA:

3. RZEIEE

3.1 | sEfal— 5 HEE A @ AR SR -

4. FESFEEME

4.1 | FFEMREDEE T8 A SR B2 B PR R S A B 8 ap e (R =2 s &
BAZIE ?

5. BN

5.1 | SRR IR 40 AR R R 80 2

6. PRk

6.1 | 3 MIRAE H B8 T8 AR Z Blsl th A B R (T RE RIS 2 i R4 {ar i 2

st FHLESSEEERERTE -
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Appendix H
The Protocol of Semi-Structured Interview Questions
1% Semi-Structured Interview Questions
(AR EERETR]
(1) FIR F— TREE I EEGHIRE - (EE—TEEIICFLn
(2) BLLAEERE S A B A ol I ED G R MR A WA By
(3) fEiE e T R RIHMRIFE TR K] ? A s 2
[ERONEIEEE - &8k - BiX]
(1) IR —ER NETREA T FE 5 e (TR 2 WA Ryfa 2
(2) SEHMR RS A E R ? fEH BN TR EIRREREIEAE? AR
WE? A fE?
(3) IR — RS NEIREH S SCEFEE e (T WA Ry (e 2
(4) SR Ry T e a A Rl 2
(5) BRI K » IR EFIHER A A SRS NS EE? il — T S B Bm (E)
SARZINRATE) (R - BFEEEE - B - 28A 5 - F - WEE - HE)
(6) (RHERHEBAAH TREIRI MRV EE? fill— T Eehs (5.5)
[GEERIEE - &8 - BL]
(1) folBs BRAGEEMB L SCREY) © FEILE BB ta I S Bl 1 2
(2) BN A BEEERIEA S © (BRI 0 (HEs - SRS - SEREE - B -
2B NE) &
(3) (RAESE S RIE T A A (AR AY IR EE? T Ranfo/ K E?
(4) B/ AR 1k - SUREYF S B ERR A SR R T A A A e i
(5) RN HRAG A TLREAG A © [EEEEE © 38 7 IERRVAtER ? (i) 227
(6) [ LIRE /KA B T4 A BRE AR, 7T DU 36 — TR B B AA R Ens 2 485 7
VR 7 REUA ? s
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(7) (ERE IR IRIEARE AT B 4 A RRE 48R - AR S T 48 Ay
AR ?
(8) SFEMREN AT R B T4 AR E A ] 2
[ERETELRSHERER]
(1) ATLAEEIRERBH— TP H DL AR H el 73 Bio (5 R fE 2
(2) (2R AR ORI o B 8 PR ] 2
) B E(E B T S Re TR 7 =B A (A 2
¢ 2" Semi-Structured Interview Questions
(Shared Reading)
[ EERBIRE T AR/ A ]
(D) IR ZE— T IERR ERAVEES o WA SR (7] [F] 20E?
(2) FEIRITHIELES — B RN B - T — NN EERAY = -
() FHIFTZE— Mr¥E=Ean L3RI EVEE -
(4) AT HE TE AR T - BRI AUMEENSRIFRZINH T ?
) FHETEREE T EARIEAREAREL?
(6) B EM K FERELES: - IR EFE AP B (XL ? AE?
(7) FLAREER4EERT - A PG s IR URaE Ry vl DA S i s 7
[ ERRE T AR R S AR 7]
(1) SEFMRAES —EMNE R PREE T EAE GBI NEE ?
(2) 54 - FmAna] AR ?
() fEEM R LR BRI EE - v AEI— MR EE ? (e
TR sEA?
4) EH 55 EIREE LA T ?
[ RS N H g )
(1) FFirmE— NEREERAEEHETEA LR BIEY -
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(2) FEiR EARGIREE S SmEGERE B LB 7 SEak A - (Al ? 57
aff ? BT ? EEEE 7 e Y A Y )

(Extensive Reading)

[ LRI E T AR )

(1) FIRZBE I — N ER AR Z B T LRy - R A A [F 78
59

() IR A AL EN SR PR ZI T3 5

() IEEZRIFEETT - s5MIR R E A g A (R EEANE & ©

(4) MIRE CEREBREZR S » FRIREAAH L E A pTEE TRty 2 EaR TR
HIBEEA M ?

(5) s MMm_ERRE R E] S5 s BaR EARREHY A EHNS © 55 DT At - ({ATeF 2 BRGE 2
ga5z07 ZEEE 7 WIE 2 EE 7 )
[EEEEHRIEX]

(1) FEREIRARGITEZ AR E eI (T e E R 7 EIEERiE

2H NEBRHOH) BB

Q) HZR5ER® B AIRFESEERACHE A ? IRR R IR?

() BIRSEREE B - (1A B S (B A PRIEENS 2 [ R S ] a6 7 LR PR
[RpERERA]

(1) AfEETER R e S RS ? (T ?

Q) ZES5EBREEE TEAIRHIEESRE A R ? WaEa AL 5 -

(3) AR EIRIER - (RESOGRE M E T A2 E TSI R 2
[HZRAH CEE TGRS (TR TEEAEE)

S LY (RFfE] G

H

\>§

¢ 3" Semi-Structured Interview Questions

(Shared Reading)

[ EERBIRE T8 ARt ]

(1) BIREY S — T IR ARAT4EES -
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(2) FBIRT AN = ERTFE VU ERR - fiul— N 2hh By JT= -

() FEERTIHE TEAREAE T - BACAWMEN S LRI T ?

4) FHEEREE @A EANSETHEEL?

(5) RIBIE X LRSS - (RS E T4 AT ZIAG A (AEUE ©

(6) FLIREEEEERT » H {2 HAGEE IR IREE Ry vl LA e D e 2

[ 3RE Tl R a0 =]

(D) EERR EIRE S BFIRRENREE - v &R — N R EE ?

() &H - sBMEHREE AR TTR ?

[ RS E 8]

() FirmsEg— NERMEERMAEENETE A R BHER -

(4) sBMEMR ARG IR F 25T R EAHRIR G BN 7 St - ({7 PR
afE ? BT ? SRS 7 WOE Y T )

(Extensive Reading)

[ L3RBYREE T4a AT Bt ]

(1) FEIRoT S B — N B W AR 2 Belal T ARy -

() BRI I SR A3 5 7

Q) FEEZREEEIT - MR EEE T E A g A (TR AN S & ?

(4) BIRE CEREB RS - SER RS I E A FTaa R Y S G TIAE
NEEA RO ?

[ ERREE T4 ARl R B iR 5=\ )

(1) SEHMAESS = EMSE USRS - PR T EAE O BT NEE ?

(2) 5A - FRmAna] AR ?

() BMTAEPREE B T4 A REAE A P s 7 5 A sR I ] 2

(4) SUIREEFHEEER T - A S ASaE T et f i) U DG D AR ©

[EEEEZRIER]

(1) FEHRRLAES ARSI (2
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Q) FEZR5ERK

2
(3) [EIR5ERE

HHESHIRFEZES Az RE ?
51

HENF - (R BETEERAYREETS 2 1R X o] A ia L R
(Kim & Kim, 2013)
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Appendix I

The Protocol of Stimulated Recall
Shared Reading
SAIRE— N E YIRS E H RIRE 2 E VA EN SR Z I R R AR LU,
RUSETHE T ARERE =
(1) FE—FltaERTEBE A DR - ERHRAE M ? R 7
(2) EIREZIE R AVE - AR IR ?
(3) = EAME xx [N - EHRFRAEMS R 2 ZRAEE 2
(4) B xx [FI5 5 EMATE ZZRIREENT - BRFIRIEM TR 2 A8 (HEE ?
(5) A& RN — IR T4 AN - IREM e 2 AR 2
(6) 55 & ERIETr H DL E 2R E TE AT - IRAEM e ? A8 2
(7) S ERTEEE ERE RS A (TREREA ?
(8) s5ME IrEEE HEhE R RAVIRE ?
(9) 551 E EENE TR IE SR L A o B B > (AT EA ?
(L0)mi iR LERECEs - SRR I T A Aaka e LY S ARG DIRE VR A ©
(AN A HE T AREEES - BRI AUMEEIS LI TT ?
(L2)fF Rl HE T ARRE AR T - AIRESE AR E R ?
(L3) I &EE IR = — NIR[E 2 O EhHV BRI BEEHT AN A ©

Extensive Reading

(1) sEHEMREELE A Y (AEES  FE > dExR - T8 NIE)

(2) SR ZE— MREREILE - EAn S ERBUaTE -

Q) BfiREPEILE A - PREEE TG AR A (R Y5 B AIEE ?

(4) FETEAREEEET - EREAWMEE SRR ?

(5) BBIRE— N EV RIS H,MNRIRE N E ©)7H EN SRR LI 4 A ] 4 Bl
TR BEE N AR 5
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(6) FRRIIRAIAI R EE B T4 A I LRI 2 A TIRE ?

(7) FERFEE TEAE TIRAB IR ENS ? PLLIREE ? L ?

(8) FHETHHIMRIEE ? SRR IR EE 2 2 (TS 7 552841 -

) FERH L E T ARG TR S IS TIRE RV ETE ?

(L0 fEFE T4 AR EE T - FIRFES AR R 2

(1) AT AEE IR & — MR [FES A BN BGEEY N -

(I2)ERREE TE AR T - AR IR B AR 2 A15RA - AR
HEEE e ? EEgHIERAIRE ?

(Gass & Mackey, 2000, p.19)
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Appendix J

The Protocol of Class observations

Date:

Shared Reading Extensive Reading

Paying attention

Giving
spontaneous
verbal feedback

Answering T’s
questions

Asking questions

Interacting with
classmates

Engagement with
the Learning

Notes:
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Appendix K

The Process of the Research

Questionnaire for
Background Information

\

!

1% Semi-Structured
Interview

Lesson 1: Shared Reading
Lesson 1: Extensive Reading

——

\,

|

Student Written Feedback (1)
Stimulated Recall (1)

N

J

I

Lesson 2: Shared Reading
Lesson 2: Extensive Reading

s

——

\,

Student Written Feedback (2)
Stimulated Recall (2)

N\

I

2" Semi-Structured
Interview

y

Lesson 3: Shared Reading
Lesson 3: Extensive Reading

T

Student Written Feedback (3)
Stimulated Recall (3)

N

|

Lesson 4: Shared Reading
Lesson 4: Extensive Reading

I

7

——

\

Student Written Feedback (4)
Stimulated Recall (4)

\

3" Semi-Structured
Interview
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Appendix L

Coding Scheme for Data Analysis of Three Different Interactions

Interaction with the

Interaction with Peers

Interaction with

Instructor Reading Materials and
Assessment
Rain Prince Rain Prince Rain Prince

The
1St
Class

The
2nd
Class

The
3I’d
Class

The

Class
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Appendix M

Coding Scheme for Data Analysis of Nine Categories

Coding Categories

Interaction with
the instructor

Interaction with
Peers

Interaction with
Reading Materials
and Assessment

PA | phonological
awareness
Al auditory
impact
LD lexical
development
RC reading
comprehension
TL | trans-literacies
In interest
MO motivation
CON confidence
AUT autonomy
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