
‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i Univ

ers
i t

y

國立政治大學英國語文學系碩士在職專班碩士論文 

指導教授: 葉潔宇博士 

Advisor: Dr. Chieh-yue, Yeh 

結合繪本與批判性思考於臺灣高中英語教學: 

以桃園市某公立高中為例 

Combining Picture Books with Critical Thinking in a High School 

EFL Classroom in Taiwan: A Case Study of a Municipal Senior High 

School in Taoyuan City 

研究生: 沈郁汝撰 

Name: Yu-Ju, Shen 

中華民國一百零五年五月

May 2016



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i Univ

ers
i t

y

Combining Picture Books with Critical Thinking in a High School 

EFL Classroom in Taiwan: A Case Study of a Municipal Senior High 

School in Taoyuan City 

 

 

 

 

    

Presented to 

Department of English, 

 

National Chengchi University 

 

 

 

 

 

 

 

 

 

In Partial Fulfillment  

of the Requirements for the Degree of  

Master of Arts  

 

 

 

 

 

by  

Yu-Ju, Shen  

May 2016  

 

 

 

 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i Univ

ers
i t

y

 

 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i Univ

ers
i t

y

iii 

 

Acknowledgements 

First and foremost, I want to give my sincere appreciation to my advisor, Dr. Yeh, 

Chieh-yue. She offered great aid in narrowing down the foci of my thesis and refining 

my language and ideas. Although I only had class in summer vacation, Pro. Yeh 

constantly helped me from September to May. Moreover, she replied to my e-mail and 

Line messages instantly whenever I needed help. Sometimes, she even comforted me 

when I got frantic. Thanks to her, I could finish my thesis ahead of schedule. 

Besides, I want to show my gratitude for what my family and my friends have 

done for me. My family offered a good working environment for me to write my 

thesis. When I was stuck in my research, they would ask me if I wanted to take a trip 

with them to free my mind. During the past whole year, I did not have to worry about 

anything since I knew my family was always there for me. As for my friends, they 

supported me throughout the research time. They helped me out when I got problems 

with the format of tables of the content. They brought hope to me when I complained 

that the research seemed like a black hole. Most importantly, they gave me right 

directions and encouragement no matter when I had no idea how to continue my 

thesis. They also attended my oral defense and assisted me in presenting my thesis. 

But for their selfless help, I would not have had accomplished my study.   

Also, I am very grateful to have Class 203 as the participants in my study. They 

engaged in the picture book project enthusiastically and inspired me to improve the 

lessons. Their learning feedback was the backbone of my research.    

At last, I want to give my special thanks to my oral defense committee members, Pro. 

C.K. Chen and Pro. Yi-ping Huang. Pro. Chen calmed my nerves before my oral 

defense with his bright smile and a little chat. Pro. Huang provided a lot of 

suggestions for me to better my thesis. Their tender reminders completed my research. 

 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i Univ

ers
i t

y

iv 

 

  Table of Contents 

Acknowledgments ...................................................................................................... iii 

Chinese Abstract ......................................................................................................... vi 

English Abstract ....................................................................................................... viii 

Chapter One: Introduction ......................................................................................... 1 

Background and Motivation .................................................................................. 1 

Purpose of the Study .............................................................................................. 4 

Significance of the Study ....................................................................................... 4 

Chapter Two: Literature Review ................................................................................ 5 

Critical Thinking .................................................................................................... 5 

Critical Thinking Development and Its Definition......................................... 5 

Teaching Critical Thinking ............................................................................ 7 

The Taiwan Context: Teaching Critical Thinking Skills .............................. 10 

Summary ...................................................................................................... 12 

Picture Books ....................................................................................................... 13 

Values of Picture Books ................................................................................ 13 

Picture Books and Language Learning ....................................................... 15 

Summary ...................................................................................................... 17 

Picture Book Teaching and Critical Thinking ...................................................... 18 

Research Questions .............................................................................................. 20 

Chapter Three: Method ............................................................................................. 21 

Research Design................................................................................................... 21 

A qualitative approach ................................................................................. 21 

A case study design ...................................................................................... 22 

Research Context ................................................................................................. 22 

Participants ........................................................................................................... 23 

Data Collection .................................................................................................... 24 

Teaching Materials ............................................................................................... 27 

Procedure of the Study ......................................................................................... 30 

Lesson Plans......................................................................................................... 34 

Data Analysis ....................................................................................................... 34 

Trustworthiness .................................................................................................... 35 

Chapter Four: Results ............................................................................................... 37 

General Perceptions of Picture Books as CT Teaching Materials ....................... 38 

Advantages ................................................................................................... 38 

Problems ...................................................................................................... 42 

General Perceptions of the Strategies .................................................................. 45 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i Univ

ers
i t

y

v 

 

Difficulty Level of the Six Strategies ............................................................ 45 

Advantages of the Six Strategies .................................................................. 50 

Limitations of the Six Strategies ................................................................... 56 

Other Helpful Strategies .............................................................................. 60 

Students’ Performances of CT skills in Unit 1 ..................................................... 61 

The Problems and the Adjustment ....................................................................... 64 

Problems in Unit 1 ....................................................................................... 64 

Adjustment.................................................................................................... 68 

Students’ Performances of CT skills in Unit 2 ..................................................... 72 

Positive Results of the Adjusted Teaching in Unit 2 ............................................ 74 

Problems in Unit 2 ............................................................................................... 75 

Chapter Five: Discussion and Conclusion ............................................................... 77 

General Perceptions of Picture Books as CT Teaching Materials ....................... 77 

Advantages ................................................................................................... 77 

Problems ...................................................................................................... 80 

General Perceptions of the Strategies .................................................................. 82 

Difficulty Level of the Six Strategies ............................................................ 82 

Advantages of the Six Strategies .................................................................. 87 

Limitations of the Six Strategies ................................................................... 90 

Summary .............................................................................................................. 93 

Pedagogical Implications ..................................................................................... 94 

Limitations of the Present Study .......................................................................... 99 

Suggestions for Future Research ......................................................................... 99 

References ................................................................................................................. 101 

Appendix A: Observation Fieldnotes ..................................................................... 116 

Appendixes B-I: Worksheets .................................................................................. 117 

Appendix J: Learning Log ...................................................................................... 125 

Appendix K: Teaching Log ..................................................................................... 126 

Appendix L: Lesson Plan of Unit 1 ........................................................................ 127 

Appendix M: The Chinese direct quotes from the students ................................ 133 

Appendix N: Lesson Plan of Unit 2 ........................................................................ 134 

Appendices O-V: Adjusted Worksheets ................................................................ 141 

 

 

 

 

 

 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i Univ

ers
i t

y

vi 

 

國立政治大學英國語文學系碩士在職專班  

碩士論文提要 

論文名稱：結合繪本與批判性思考於臺灣高中英語教學: 以桃園市某 

公立高中為例 

指導教授：葉潔宇博士 

研究生： 沈郁汝 

論文提要內容：  

 本研究旨在探討教學者以及學習者對使用繪本學習批判性思考能力的想法，並且了

解學生使用 Law 於 2012 年提出的六個策略1學習批判性思考能力後有何看法。此外，

本研究也整理教學以及學習過程中遇到的困難，同時間提出如何調整教案以解決問題。 

 本研究採用質性個案研究。研究對象為某高中二年級的四十四位學生。這些學生為

研究者某一任教班級。他們透過兩本繪本進行為期八週的批判性思考課程。本課程的核

心為四項能力：(1) 能把各類訊息加以比較、歸類、排序、(2) 能根據上下語境釐清不

同訊息間的因果關係、(3) 能分辨客觀事實與主觀意見和(4) 能評估不同資訊，提出合

理的判斷或建議。研究者透過課室錄影觀察、學習單、學習/教學日誌和焦點團體訪談

等蒐集資料。 

 研究結果顯示繪本教學不僅能夠提升學生的批判性思考和英文能力，還可以維持他

們強烈的學習動機。此外，雖然繪本中的圖片造成學生一些理解上的問題，教師還是可

以利用多元感官教學方式以及有目的性的引導學生來解決困難。另外，Law 於 2012 年

                                                 
1 六項策略為：(1) 開放性、激發思考之問題、(2) 辨認並討論故事中的主要訊息、(3) 連結學生經驗與

知識、(4) 小組討論、(5) 放聲思考和(6) 探索文字以及插圖。 
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提出的六項策略也大大地幫助學生學習批判性思考能力。然而，在使用這六項策略時，

老師必須注意給予充足的待答時間，加入學生小組討論，並選用貼近生活以及適合學生

程度的繪本。最後，本研究發現互動式朗讀和提問作者法也能幫助高中學生發展批判性

思考能力。 

 本研究顯示遵照台灣普通高級中學英文科 98 課綱，教師可以將批判性思考納入繪

本閱讀課程中，並創造一個良好的學習環境，培養學生成為有素養的公民。此外，本研

究亦提供教師教學現場以及未來研究方向之建議。 

 

關鍵字：批判性思考、繪本、策略、以英語外語 
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Abstract 

 This study aims to examine how the teacher and students respond to cultivating critical 

thinking skills through picture books and to the six strategies2 suggested by Law (2012). 

Besides, it also explores what problems occur in the teaching/learning process and how to 

adjust the lessons to solve the problems.   

This study adopted a qualitative case study design. The participants were forty-four 

eleventh graders in one class taught by the teacher researcher. They learned critical thinking 

through two picture books in an eight-week study. The foci of the teaching were the four 

critical thinking skills, namely, (1) being able to compare, classify and sequence various 

information, (2) being able to identify the causal relationship between information based on 

the context, (3) being able to distinguish facts from opinions and then one advanced ability, 

and (4) being able to assess different pieces of information and propose reasonable judgments 

or suggestions. The students’ and the teacher researcher’s responses were collected from 

video-taped classroom observations, worksheets, learning/teaching logs, and focus group 

interviews.  

 The important findings are listed as follows. First, picture books were helpful in the 

enhancement of critical thinking skills, the improvement of English skills and a high level of 

learning motivation. Second, the nature of illustrations in picture books resulted in some 

comprehension problems, which could be solved through a multi-sensory approach and 

teachers’ purposeful guidance. Third, the six strategies recommended by Law (2012) assisted 

the students a lot in promoting critical thinking skills. It is noted that when implementing 

                                                 
2 They are (1) open-ended, thought-provoking questions, (2) identification and discussion of the main messages 

in the stories, (3) connections with students’ prior experiences and knowledge, (4) class discussion, (5) 

think-aloud, and (6) exploration of words and illustrations. 
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these six strategies, the teacher were advised to give sufficient wait time for students, join 

students’ discussion, and select picture books with real-life themes and suitable difficulty 

levels. Fourth, interactive read-alouds and questioning the author were also proved to be 

useful strategies for high school students to develop their critical thinking through picture 

books.  

 This study suggests that following the 2010 New Guidelines of English Curriculum in 

Taiwan, teachers can integrate critical thinking skills into picture book reading and create a 

good learning environment for students to become productive citizens. Pedagogical 

implications and suggestions for future studies were presented as well.  

 

Key words: critical thinking, picture book, strategies, EFL 
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CHPATER 1 

INTRODUCTION 

Background and Motivation   

Thinking is what people do every day, but thinking critically is definitely not an 

easy task. For example, in 2015, Taiwan college entrance exam, General Basic 

Scholastic Test (i.e., GSAT), assessed examinees’ ability to write an English 

argumentation on the prediction of the book’s content and on the reasons why they 

selected one of the two books. Based on several experienced teachers’ observations, a 

lot of students were threatened by the test item and could not predict well from the 

book cover or provide strong reasons to support their assertion, which may result from 

the lack of training in critical thinking. Critical thinking is vital to survival in today's 

competitive society (Moore & Parker, 1989). It involves “clarity-related abilities,” 

“inference-related abilities”, and “abilities involved in … problem solving” (Ennis, 

1985, p.48). In the 2010 New Guidelines of English Curriculum in Taiwan, critical 

thinking is defined as the abilities to distinguish facts from opinions, and to classify, 

sequence, organize, compare, apply, analyze, synthesize, evaluate and create various 

information (Taiwan Ministry of Education, 2010). The significance of critical 

thinking indicates that educational institutions should incorporate it into their class 

instead of cramming knowledge into learners’ heads. Since 1986, in universities 

throughout North America, critical thinking has been integrated into course design 

and has even been viewed as one of graduation requirements (McGuire, 2007). Later, 

in the same first language (i.e., L1) contexts, this trend has spread to high schools and 

elementary schools (Lipman, 1993) and then has extended to 

English-as-a-second-language (i.e., ESL) contexts (Atkinson, 1997).  

A lot of research has demonstrated that critical thinking is teachable in many 

ways. Critical thinking can be taught through De Bono’s Six Thinking Hats (De Bono, 
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1956), which lead students to use a certain type of thinking at one time and to stop 

using it when they have gone through a specific thinking process. The six differently 

colored thinking hats engage students in serious but entertaining problem-solving 

activities and inform them of the fact that if they are stuck in a problem, they have to 

advance their critical thinking and try different approaches to solving the problem 

(Kivunja, 2015b). Besides, students learn critical thinking skills in critical dialogues 

when teachers present the story of great controversy. This dialogic approach to critical 

thinking shows that students’ language skills and social awareness can be developed 

at the same time (Benesch, 1999). Critical thinking can also be enhanced through 

exercises such as those in the workbook of Critical Thinking: Building the Basics 

(Walter, Knudsvig & Smith, 2003, as cited in Wallace & Jefferson, 2015). In the 

workbook, students practice the concepts of the Topic, Class, Description and 

Relevance (i.e., TCDR) strategy, which assists students in organizing the content they 

are reading (Wallace & Jefferson, 2015). Literature is also a great tool to nurture 

students’ critical thinking. In Rogers’ (2002) study, she formed a reading group for 

African American learners to engage in critical discussions on literature over a 2-year 

period. They progressed in viewing themselves as “agents in their social world” 

(p.785).      

In the English-as-a-foreign-language (i.e., EFL) context, critical thinking is 

incorporated into several course designs. Park (2011) chose news articles as 

discussion topics to build EFL learners’ critical thinking skills. The learners actively 

expressed their opinions and raised questions in discussions and response papers. In 

addition, Shiau (2010) used short stories to develop EFL learners’ thinking, and the 

learners became capable of reading critically. Besides, Lin (2006) incorporated films 

into critical thinking and English teaching. She found that the theme-based instruction 

with films stimulated the learners’ motivation toward learning English and thinking 
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critically. Similar to news articles, short stories and movies, picture books also serve 

as great materials to motivate learners and enrich reading experiences, particularly for 

low achievers (Hibbing & Rankin-Erickson, 2003). They can boost students’ 

confidence, enhance reading comprehension and allow a variety of interpretations 

with the help of illustrations (Hsiu-Chih, 2008).   

However, not much research has focused on the combination of English picture 

books and critical thinking teaching. Only a few researchers pointed out their positive 

relationship. Pringle and Lamme (2005) indicated that when reading picture books, 

children observed thoroughly and were encouraged to think critically. Law (2012) 

found that through picture book reading, young children’s critical thinking skills 

improved. Furthermore, he reported the effectiveness of using the following strategies 

to enhance students’ critical thinking: (1) open-ended, thought-provoking questions, 

(2) identification and discussion of the main messages in the stories, (3) connections 

with children’s prior experiences and knowledge, (4) class discussion, (5) think-aloud, 

and (6) exploration of words and illustrations. The aforementioned studies viewed 

picture books as children literature and explored their helpfulness on young learners. 

In fact, picture books can also “pique the interest of many adolescent students” 

(Murphy, 2009, p.20) and may refine their critical thinking skills. In adolescence, 

critical thinking development is crucial (Feldman & Elliott, 1990) because it is 

increasingly possible for adolescents to process sophisticated and abstract ideas 

(Brown, 2007). In addition, they are going to face college courses soon, which 

emphasize clear expression of thoughts and ideas. However, little research has been 

done to assess the efficacy of picture book teaching on critical thinking skills, and few 

studies have been conducted on adolescent subjects. Therefore, more investigation is 

needed in this area.   
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Purpose of the Study  

This study intends to integrate picture books into critical thinking teaching in an 

EFL high school class. To bridge the gap in the previous literature, the present study 

aims to investigate how the six strategies suggested by Law (2012) could be used to 

promote students’ critical thinking through picture books and what influence this 

teaching can exert on EFL learners, particularly on low achievers.  

Significance of the Study 

Critical thinking skills enable people to make reasonable judgment and solve 

problems in daily life (Reynolds, 2011). These skills are essential for being a 

productive citizen (Kivunja, 2015a). Although the importance of critical thinking is 

emphasized in the 2010 New Guidelines of English Curriculum in Taiwan, critical 

thinking skills are not often taught in an EFL classroom. Many students lack critical 

thinking skills and feel threatened by the practice of critical thinking even though they 

are trained in the highly developed educational institutions (Trilling & Fadel, 2009). 

Kivunja (2015b) pointed out that the reason why the role of critical thinking is 

nondominant in many education institutions is that critical thinking skills are difficult 

to teach. Therefore, it is significant to investigate what pedagogical strategies can be 

effectively used in picture book teaching to enhance learners’ critical thinking skills 

and make critical thinking teaching easier. When teachers are informed of useful 

teaching methods to nurture learners’ critical thinking skills, they are more likely to 

incorporate them into their own classroom and to benefit their students. It is hoped 

that this study could make some changes in teaching critical thinking in the Taiwan 

high school EFL context.         
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CHPATER 2 

LITERATURE REVIEW 

The purpose of this study was to explore how picture books can enhance critical 

thinking skills in an EFL high school context in Taiwan. This chapter will provide a 

review of the literature on the following three domains: (1) critical thinking, (2) 

picture books, and (3) picture books and critical thinking. The first section introduces 

the development of critical thinking and the teaching of it in the ESL/EFL contexts. 

The second section explains the values of picture books and how to effectively 

incorporate picture books in language teaching. Finally, the connection between 

picture book teaching and critical thinking is presented in the last section.    

Critical Thinking 

Critical Thinking Development and Its Definition 

Critical thinking is not a new idea in the educational context. It can be traced 

back to ancient Greece when a great philosopher, Socrates, promoted the value of 

critical thinking through the practice of deep questioning (Carroll, 2004). Socrates 

used question-and-answer sequences in dialogues to reason for the truth with his 

followers (Scollon, 1999). This dialogical interaction encouraged people to think 

critically. In 1909, John Dewey (1909) coined a term, ‘reflective thought’ to introduce 

the concept of careful thinking --- reflecting on issues related to one’s life. Critical 

thinking in this view was closely related to daily life events, and its importance could 

not be denied. Then Benjamin Bloom, an American educational psychologist, edited 

the first volume of Taxonomy of Educational Objectives: the Classification of 

Educational Goals in 1956. Bloom (1956) includes six essential cognitive skills in the 

volume: (1) knowledge, (2) comprehension, (3) application, (4) analysis, (5) synthesis, 

and (6) evaluation, which is known as Bloom’s taxonomy. Many studies (Bissel & 

Lemons, 2006; Liao, 2009; Lin, 2013; Morrison & Free, 2001; Shiau, 2010) are based 
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on this taxonomy to assess learners’ critical thinking skills.  

However, there is a lot of disagreement about the definition of critical thinking 

and the skills it entails. Ennis (1992) defined critical thinking as “reasonable, 

reflective thinking focused on deciding what to believe or do” (p.6), and he believed 

that critical thinkers could identify assumptions in arguments and analyze claims 

made by others. Critical thinking is also viewed as “the educational cognate of 

rationality” (Siegel, 1988, p.32), and critical thinkers are “appropriately moved by 

reasons” (Siegel, 1988, p.23). In 1990, Paul (1990) proposed that critical thinking was 

a cognitive training process in which people learned to actively apply, analyze, 

synthesize or evaluate information through observation, experience, reflection, 

inference or communication. Then in 1992, the California Critical Thinking 

Disposition Inventory (i.e., CCTDI) published a valid and reliable assessment to 

measure a person’s critical thinking habits of mind according to the seven scales: (1) 

truth-seeking, (2) open-mindedness, (3) analyticity, (4) systematicity, (5) critical 

thinking, (6) self-confidence, (7) inquisitiveness, and (8) maturity. The core critical 

thinking skills encompassed interpretation, analysis, explanation, inference, 

self-correction, and evaluation (Facione, 1992). Similarly, critical thinking is regarded 

as the ability to be a host of one’s own thinking and develop solid criteria to analyze 

and assess it (Elder & Paul, 1994). In addition, critical thinking is a high order of 

cognitive ability and thinking process, which can be divided into the cognitive, 

affective and skills domains. When faced with a problematic situation, like a dilemma, 

value judgment or decision-making, critical thinkers can synthesize facts, evidence, 

outside information, their knowledge, their beliefs and what they observe to assess, 

evaluate, explain, induce, deduce an argument and decide which to trust and what to 

do (Simpson & Courtney, 2002). Nosich (2009) reinforced that evidence should be 

provided to support one’s argument in a critical thinking process.  
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The aforementioned definitions of critical thinking and outlining of its skills are 

in a wide range, but it is mostly agreed that critical thinking is universal in the 

following nature: a systematic method, reasonable, creative thinking, rational 

reflection and the key to problem solving (Gillet, 1987). In summary, critical thinking 

skills “provide for objectivity, honesty, empathy, exploring, explaining, elaborating, 

applying, analyzing, sequencing, comparing, evaluating, appraising, creating and 

self-regulation, all of which are essential for harmonious cohabitation by humans” 

(Kivunja, 2015b, p.382).  

Teaching Critical Thinking  

There is a heated debate over whether critical thinking can be taught among 

scholars. Ramanathan and Kaplan (1996) contended that critical thinking could not be 

taught at school because it was nurtured when children socialized with others in an 

unconscious process. On the other hand, Benesch (1999) argued that critical thinking 

can be taught if teachers greatly encourage learners’ awareness, and she also 

emphasized the importance of teaching critical thinking: “choosing not to teach 

critical thinking may result in unquestioning acceptance of prevailing conditions, 

limiting possibilities for dissent and change” (p.579). Moreover, critical thinking is 

viewed as an essential life skill that can be practiced every day through interaction 

and communication, affecting one’s habit of reflection and questioning on different 

aspects of life (MacKnight, 2000; Scriven & Paul, 2005). Therefore, it is significant to 

develop useful methods for teaching critical thinking and to set new goals for the higher 

education institutions which focus on isolated concepts and facts, thereby leading 

students to lower level cognitive tasks (McKeachie, Pintrich, Lin, & Smith, 1986).   

Several researchers have pointed out effective teaching techniques and principles 

underlying critical thinking teaching. Pohl (1997) noted that critical thinking skills should 

be taught through explicit instruction. Collaborative learning is also beneficial for 
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enhancing students’ critical thinking since it promotes exchange of ideas, assumptions 

and process of planning (Foram & Cazden, 1985; Gokhale, 1995). In group discussions, 

if a consistent emphasis is generated, then students can best benefit from the 

discussions (Arend, 2009). Similarly, classroom debates are also regarded as a good 

activity to cultivate students’ thinking skills (Brown, 1997). Critical thinking skills are 

often connected with reading. In Patterson’s (1993) study, 23 fourth graders’ critical 

thinking skills and reading abilities improved through reading children books, raising 

and responding to the questions at each scale of Bloom’s taxonomy. Commeyrans 

(1993) demonstrated how dialogical-thinking reading lessons (i.e., D-TRLs) could be 

implemented in a critical thinking class. She chose a story book for students to make a 

reasonable judgment on a specific issue. Through the guidance of the teacher, students 

learned to clarify information, consider different interpretations and propose strong 

reasons to support their interpretations. Students’ critical and dialogical thinking skills 

can be effectively trained in D-TRLs. In addition, Arend (2009) placed an emphasis 

on the teacher’s role in teaching critical thinking. She suggested that instructors 

should facilitate discussion less frequently but more purposefully without imposing 

thoughts on students. Teachers have to also create a secure environment for students 

to share their opinions without being pushed forward (Arend, 2009).         

                Critical Thinking and Language Learning 

The critical thinking movement spread to ESL/EFL teaching contexts during the 

1990s (Day, 2003). The practicality of incorporating critical thinking in ESL/EFL 

instructions was examined by many scholars (Davidson & Dunham, 1996; Stapleton, 

2002). With respect to the second language (i.e., L2) learning, Liaw (2007) explained 

that “critical thinking involves the use of information, experience, and world 

knowledge in ways for L2 learners to seek alternatives, make inferences, pose 

questions and solve problems” (p.51), and L2 learners already developed several 
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critical thinking skills in L1 ready for an ESL classroom. Shih (1992) found that 

“critically react[ing] to the content” is one of the demands on ESL students of 

academic classes, along with “recall[ing] main points and details” and “synthesiz[ing] 

information from reading” (p.290). Thus, critical thinking is teachable and should be 

taught even in ESL contexts. Brock (1986) also showed that referential questions are 

beneficial on ESL classroom discourse, and with the use of the questions, the learners 

are able to produce more outputs. Devine (1962) discussed the possibility of teaching 

critical thinking in an English class through critical reading activities, along with 

problem-solving tasks, thought-provocative questions and in class discussions. The 

results were positive.  

When discussing the feasibility of teaching critical thinking in the EFL contexts, 

cultural differences should be taken into consideration first. Asian countries seldom 

promote critical thinking whose essence is thinking for oneself and avoiding the blind 

conformity (Ruggiero,1995), which may impede peace and collectivism valued by 

most of the Eastern cultures. In Korea, teaching tendency toward uncritical thinking is 

popular because “a long heritage [in Korea] of a passive, unquestioning role for 

students” (Kim, 1985, p.10). In Japan, students are taught to enhance group 

conformity rather than individual autonomy, which underlies critical thinking 

pedagogy (Carson, 1992). These situations result from the historical influence of 

Confucianism (McGuire, 2007). Confucius regarded teachers as a messenger, a role 

model and an authority. He promoted using rhetorical questions in class and 

encouraged teachers to answer his/her own questions (Scollon, 1999). On the other 

hand, critical thinking prevails in Western cultures where people believe in Socrates’ 

teaching method: leading students to the truth through a series of open-ended 

questions. However, times have changed. Although some people contend that critical 

thinking represents Western cultures and values in English speaking nations (Atkinson, 
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1997), EFL students should also be given opportunities to nurture their critical 

thinking skills, and EFL teachers have the responsibility to train learners on them 

(Davidson, 1998; Liao, 2009).  

In EFL classrooms, panel discussions are seen as an effective way to enhance 

learners’ critical thinking. Students learned to express their own thoughts on a specific 

topic and also practiced how to give comments on others’ opinions (Kamada, 1996). 

Besides, “shared inquiry” can improve EFL learners’ critical thinking skills. In 

Browning, Halvorsen, and Ahlquist’s (1997) study, through being inquired by the 

teacher and interacting with literature, several Japanese learners’ reading, 

communication and critical thinking skills progressed. Long (2003) also provided 

practical application of critical thinking in Asian EFL contexts. He taught students 

how to distinguish facts from inferences by asking students to view a photograph and 

then to decide which statements were true based on their observation. The students 

evaluated the statements in group discussions, and an awareness of the differences 

between facts and inferences was developed. This helps cultivate critical thinking 

skills, including the ability to express one’s own opinions, which is especially 

important for Asian EFL students (Long, 2003).  

The Taiwan Context: Teaching Critical Thinking Skills 

Some researchers in Taiwan have started to investigate the effects of critical 

thinking teaching on learners. They integrated literature circles into English teaching 

and reported that students made progress in English proficiency level and critical 

thinking skills such as raising higher-order questions and making reasonable 

interpretations (Liao, 2009; Lin, 2013). Literature circles offer a supportive learning 

atmosphere, active social interaction and helpful collaboration to learners (Liao, 2009; 

Lin, 2013). In addition, group discussion is proved to be effective in an EFL 

reading/writing course in college in Taiwan (Yu, 2007). Good questioning skills, 
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open-mindedness and the teacher as a passive mediator are also helpful in promoting 

students’ critical thinking skills (Yu, 2007). 

With the advent of this age of information, in 2010, critical thinking has been 

added to the new Guidelines for Taiwan Senior High School English Curriculum, 

conforming to Bloom’s Taxonomy of Educational Objectives. It is defined by the 

following basic and advanced abilities:   

A. Three basic abilities: 

(1) Being able to compare, classify and sequence various information. 

(2) Being able to identify the causal relationship between information based on 

the context.  

(3) Being able to distinguish facts from opinions. 

B. Five advanced abilities:  

(1) Being able to analyze and synthesize the common points or conclusions 

among different pieces of information.  

(2) Being able to apply the learned principles to new situations in order to solve 

problems. 

(3) Being able to synthesize the existing information to predict the possible 

development. 

(4) Being able to assess different pieces of information and propose reasonable 

judgments or suggestions. 

(5) Being able to synthesize and organize related information, recourses, and 

demonstrate creativity. 

     (Adapted from Shiau, 2010, pp.4-5)3  

 

                                                 
3 The excerpt was translated from the Chinese version of the new Guidelines for Senior high School 

English Curriculum on the website: http://www.edu.tw/pages/detail.aspx?Node=3015&Page=8657 
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                            Summary  

Critical thinking is teachable and should be taught at school not only in Western 

culture but also in Eastern culture. Students with the ability to reflect, reason, infer 

and evaluate can face a problematic situation with confidence and maturity, thus 

enhancing their competitiveness in a society. If a teacher can incorporate critical 

thinking into their class, learners will be in a greater position to have a better life in 

the future. Teachers can adopt the following teaching principles and techniques to 

nurture students’ critical thinking skills: (1) explicit instruction, (2) collaborative 

learning, (3) a secure learning environment, (4) discussions, (5) debates, or (6) 

dialogical-thinking reading. To simultaneously advance learners’ language ability, it is 

suggested that teachers use referential questions, shared inquiry, literature circles, 

problem-solving tasks or group discussions in class.             

According to the literature review and the above ability index of critical thinking, 

the operational definition for critical thinking in the present study is the ability to 

distinguish facts from opinions, to compare, to classify, to sequence, to assess 

different information, and to figure out the causal relationship between information. 

As thinking ability should be cultivated step by step through guiding learners to 

experience different logical relationships in an article (Lin, 2009), the present study 

aims to first develop the participants’ three basic critical thinking abilities, namely, 

being able to compare, classify and sequence various information, being able to 

identify the causal relationship between information based on the context, and being 

able to distinguish facts from opinions, and then one advanced ability, being able to 

assess different pieces of information and propose reasonable judgments or 

suggestions, which was tested in 2015 GSAT in Taiwan.  
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Picture Books 

Values of Picture Books 

Research has shown that picture books can benefit language learners in many 

ways. Students are motivated to learn English when teachers incorporate picture 

books into their teaching (Liu, 2007; Hsueh, 2007). Meanwhile, they can learn to 

interpret pictures, read and write in English, and obtain cultural literacy (Jalongo, 

Dragich, Conrad & Zhang, 2002). The following part will discuss the values of 

picture books from three aspects, (1) linguistics, (2) story, and (3) picture, according 

to Sheu’s classification (2008). 

In terms of linguistic values, picture books greatly boost language learning (Lin, 

2000). They provide a meaningful, memorable, communicative and authentic context 

for learners to learn world knowledge and develop literacy at the same time 

(Hsiu-Chih, 2008; Schickedanz, 1999; Wu, 2005). Students can review words and 

sentences that they have learned in the textbook when reading and listening to picture 

books (Hsiu-Chih, 2008; Shue, 2008). They acquire the ability to actually use a 

sentence pattern or vocabulary they have known in a particular situation. Therefore, 

picture books are viewed as rich resources for teachers to enhance students’ 

productive skills (Hsiu-Chih, 2008).    

    With respect to the benefits of the story, picture books serve as a wonderful tool 

to enrich students’ reading experiences. A carefully chosen picture book with 

excellent literary quality can motivate students to write a fine story based on a good 

model (Routman, 2000). Besides, the story in picture books can refine students’ 

thinking skills (Burke, 1990). The intellectual stimulus encourages children to explore 

questions and find out solutions willingly (Li, 1998). Learners’ awareness of other 

cultures can also be raised through the story in picture books (Burke, 1990). In 

addition to the aforementioned benefits, stories also offer students background 
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knowledge, symbolic meaning of literary elements and chances to imagine a new 

world.               

The values of pictures elicited from the studies are most widely discussed among 

scholars. Nunan (1989) and Burke (1990) both pointed out that texts are easier to 

comprehend when supported by drawings than those without contextual clues. 

Nodelman (1996) demonstrated how illustrations, which provide the unique pleasure, 

can help readers understand subtle words. O’Neil (2011) also reported that 

illustrations reinforce reading comprehension when learners interpret them by looking 

at the shape, size, style and color of the picture. For example, certain colors, like black, 

express strong or negative emotions. In addition, Schallert (1980) recognized the 

helpful role of pictures in providing knowledge that is not part of learners’ experience. 

Pictures can activate the learners’ prior knowledge (Hsiu-Chi, 2008). Meanwhile, the 

illustrations can stimulate learners’ imagination and creativity. Learners interpret the 

pictures in various ways and learn to tolerate different opinions (Hsiu-Chi, 2008). 

Moreover, Li (1998) indicated the sensory power and emotional appeal of illustrations 

on students. Students enjoy this visual aid and show positive attitude toward reading, 

willing to spend a great deal of time on the text (Peeck, 1987). In general, picture 

books provide enjoyable reading experiences (Lin, 2000) and a nonthreatening 

atmosphere for learners (Wang, 2013). 

    While picture books are often considered to be a useful and well-loved tool for 

teaching children (Senokossoff, 2013), some researchers promote the advantages of 

using them with older learners. First, picture books can be great alternative reading 

materials for older students who read below their peer’s level and do not find 

age-appropriate reading texts. Second, the picture books which have a complex, 

sophisticated, mature narrative construction and illustrative techniques can benefit 

older learners in terms of intellectual and linguistic growth (Murphy, 2009; Simpson, 
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2004). Third, the text in picture books is contextually whole and their concrete 

illustrations of the words can enhance adult English learners’ comprehension 

(Smallwood, 1992). To sum up, “using children’s literature with readers of all ages is 

informative, motivating, and appealing. Picture books contextualize concepts, 

illustrate vocabulary and ideas, and help students make connections, scaffold their 

learning, and develop reasoning skills” (Hansen & Zambo, 2005, p.40).  

Picture Books and Language Learning 

    Picture books are proved to be a good means to promoting language learning. 

Senokossoff (2013) showed how a reader’s vocabulary can be enriched through 

picture books. For instance, in the picture book, Coolies by Yin (2001), illustrated by 

Chris Soentpiet, students can learn the definition of the word, “queues,” through the 

phrase, “braids which they wore down the center of their backs.” They can also 

identify the word, “ancestor,” from the context where the story of a great-grandfather 

and his brother was told by a grandmother to her grandson. The rich and succinct 

language in picture books can be a good support of vocabulary development (Ammon 

& Sherman, 1996). In addition to vocabulary enrichment, picture books can help 

learners write well. Senokossoff (2013) reported that a strong storyline and literary 

language in picture books serve as a good model for students to practice writing. For 

example, the teacher can use the Important Book by Margret Wise Brown (1999), 

illustrated by Leonard Weisgard to teach readers detailed descriptions of ordinary 

things. Great examples of “pattern writing” from picture books also provide 

opportunities for learners to use a particular pattern to write a story (Henry & 

Simpson, 2001, p.2). Students are encouraged to create their own tale guided by the 

pattern (Senokossoff, 2013). Furthermore, Jones and Poore (1994) demonstrated how 

to integrate a famous picture book into four skills learning. They used Allen Say's 

(2008) Grandfather's Journey as teaching materials to encourage students to voice out 
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their own thinking and to practice four skills at the same time. In the lesson, students 

were asked to compare and contrast the grandfather and grandson through listening to 

the story and using a Venn diagram. Then, students were instructed to list ‘journeys, 

experiences, and walks’ of the grandfather, the grandson and their own. This 

pre-writing task equipped students with adequate information to write about ‘journeys, 

experiences, or walks’. From the class, students developed confidence in future 

writing and also improved in reading, listening and speaking skills (Jones & Poore, 

1994). Malu (2013) also presents several ways to use picture books to enhance 

learning. The language in picture books “may be authentic, contextualized, funny, 

playful, predictable, and filled with repetitive language patterns” (Malu, 2013, p.11), 

which is critical to language development. Students learn English and reflect on the 

picture books through questioning and answering, choral readings, discussion and the 

project of studying the author (Malu, 2013). These interactions in class prompt 

students to use authentic language to communicate with others (Malu, 2013).  

    In the Taiwan context, the merits of using picture books to teach English are 

presented as follows. In Hung’s (2007) study, 55 sixth-grade students progressed in 

reading and writing proficiency in an integrated reading-writing project with picture 

books. The students showed positive attitude toward three chosen picture books and 

had high motivation to learn English. In Chang’s (2008) study, 28 third graders were 

involved in the picture book reading project and showed improvement in English 

listening ability. Their successful and enjoyable learning experiences in picture books 

boost their confidence and motivation in reading English texts. In 2013, Wang (2013) 

designed two lesson plans based on picture books to teach elementary school students 

English grammar. These fifth and sixth graders learned several phonological rules, the 

abbreviation of personal pronoun with be-verb, morphemes for plural nouns, plural 

verbs, present participle and present tense in an effective way. Besides, through shared 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i Univ

ers
i t

y

17 

 

picture book reading, EFL children’s vocabulary grew in an evident way, shown in the 

research of Liu (2009). These children acquired new words both from listening to 

stories and being repeatedly exposed to them (Liu, 2009). Likewise, Liu’s (2010) 

study demonstrated that 61 sixth graders learned a lot of sentence patterns and 

vocabulary from picture books. Their reading comprehension was promoted whether 

they were high English achievers or low English achievers (Liu, 2010).       

    When it comes to low achievers in English learning, a lot of research has 

reported the power of picture books on promoting their language competence. 

Hibbing and Rankin-Erickson (2003) stated that visual texts help low-ability and 

reluctant readers to become competent creators of mental images that enhance 

comprehension. Illustrations in picture books provide contexts for less proficient 

readers to confirm or create understanding of a text (Fang, 1996; Levin, Anglin, & 

Carney, 1987). In Juchartz’s (2004) study, remedial-reading college students in 

literature class had picture books as their scaffolding materials to bridge the gap in 

their literacy levels. They all advanced in language abilities and enjoyed the learning 

process (Juchartz, 2004). In Taiwan, underachievers also benefit from picture books. 

Wu (2005) upholds the use of picture books in elementary English remedial program. 

The participants in Wu’s (2005) research improved their oral proficiency and 

academic performance. Their learning attitude and attention in class also turned 

positive. Similarly, Lin’s (2011) found out that elementary school lower achievers 

made a remarkable progress in comprehending sentence structures and in identifying 

story sequences. She suggested further studies on the use of picture books in English 

remedial instructions.   

                            Summary 

    The values of picture books are widely recognized by many scholars, and the 

implementation of picture books in class is also investigated by various researchers. 
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Picture books, which can be finished reading in one sitting, bring to language learners 

high motivation, authentic contexts, enhanced comprehension, extensive exposure to 

words and patterns, and rich thinking experiences. Moreover, they are beneficial for 

low achievers and even older readers. Low achievers are scaffolded by illustrations to 

create mental images when reading picture books. Besides, their attention span can be 

extended when teachers use picture books as teaching materials. Older learners may 

also acquire intellectual, linguistic and thinking abilities through picture books.  

Picture Book Teaching and Critical Thinking 

Many instructors argue that critical thinking is intimidating to learners. 

Incorporating picture books into critical thinking teaching may solve the problem.  

Picture books lend the pleasure of reading to learners and encourage them to reflect 

on their own values (Bloem & Padak, 1996). Young children can develop social, 

personal, intellectual, cultural, and aesthetical skills from reading picture books 

(Jalongo, 2004). Murphy (2009) also recommended the use of pictures books in class 

with adolescent readers because they “appeal to adolescents because of their 

interesting artwork, accessible language, and brief text, which stimulate enjoyment” 

(p.24). Murphy (2009) added that picture books are short enough to read in one sitting, 

thus giving students a chance to finish reading a book and complete meaningful tasks, 

discussions or assignments in one class. Moreover, the students can deepen their 

insight and interest through reading picture books (Murphy, 2009), which are “short 

on pages, but long on meaning” (Culham, 2001, p.2).  

With the help of the illustrations in picture books, critical thinking teaching can 

become less difficult and smoother. The stories and illustrations in picture books can 

promote lively discussion and critical thinking among learners (Hansen & Zambo, 

2005). The illustrations also provide opportunities for drawing inferences and looking 

at life in different perspectives because the meanings of a text are not explicitly 
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presented (Dowhower, 1997 ; Hsui-Chih, 2008). The enigma of pictures challenged 

students to use their imagination, think out of the box, tolerate some ambiguity and 

include the “other” when constructing their own world (Kress & Van Leeuwen, 1996). 

During the interpretation and analysis of illustrations in picture books, Falihi and 

Wason-Ellam (2009) proposed some strategies to assist learners in becoming critical 

viewers: (1) deconstruction of visual texts, (2) dialogical discussions, and (3) creative 

expressions through visual representations. When students learn to make good use of 

visual texts and generate mental images, they refine their abilities to recall prior 

experience, make inferences and predictions (Gambrell & Bales, 1986; Sadoski, 

1983). The ideas mentioned above describe the illustrations in picture books as an 

effective tool to stimulate critical thinking skills. 

Despite the recognition of the values of picture books in teaching critical 

thinking, little research has been done to provide useful pedagogical strategies of 

teaching critical thinking through picture books. To the researcher’s best knowledge, 

only the following study discussed this aspect. Law (2012) demonstrated how to use 

picture books to enhance critical thinking. 22 children aged five to six were taught by 

four teachers in two schools in New Zealand. Six teaching strategies were found to be 

effective in nurturing critical thinking in children: (1) using open-ended, 

thought-provoking questions, (2) identifying and discussing the main messages of the 

stories, (3) making connections to children’s prior experiences and knowledge, (4) 

organizing class discussion, (5) modeling think-aloud, and (6) exploring words and 

illustrations. The majority of these children learned to break the code of texts, engage in 

making the meanings of texts and some of them were able to critically analyze and 

transform texts. Law (2012) reported that enhancing critical thinking requires teaching 

children to be text analysts and active questioners.  

The literature on teaching critical thinking has paid scant attention to using 
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picture books as a medium. That is, not much research explores the relationship 

between picture books and critical thinking. Even though some of the 

abovementioned studies mentioned the benefits of using picture books on degrading 

the difficulty level of teaching critical thinking, they did not focus on how to teach 

critical thinking through picture books. Therefore, this study intends to explore if the 

effective strategies of teaching critical thinking through picture books, suggested by 

Law (2012), can be transferred to the Taiwan senior high school context. In addition, 

most of the studies discussing picture books were targeted on children. There is a need 

to assess the efficacy of picture book teaching on fostering critical thinking of 

adolescent students, especially underachievers, whose reading comprehension can be 

enhanced by illustrations, and whose attention span on a text will be extended when 

teachers use picture books.     

Research Questions 

    The present study will investigate the following three questions:  

Research Question 1: What are the students’ responses to teaching critical 

thinking through picture books?  

Research Question 2: What are the teacher’s reflections on teaching critical 

thinking through picture books? 

Research Question 3: What are the problems encountered by the students and 

the teacher in the teaching/learning process, and what adjustment can be made to cope 

with the difficulties? 
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CHAPTER 3 

METHOD 

    The purpose of the study was to help learners cultivate critical thinking through 

the use of picture books. It was a process-oriented study which aimed to investigate 

how the instructor and learners responded to the strategies recommended by Law 

(2012), and how the instructor adjusted the course design in teaching critical thinking. 

This case study employed a qualitative approach to collect and analyze data. In this 

section, a description of the research design, context and participants was presented in 

the first place. Then, instruments, teaching materials and the procedure of the 

eight-week study were shown. After that, lesson plans, data analysis, and the expected 

results were described.    

Research Design 

A qualitative approach 

    To gain insights into a specific phenomenon of interest, a qualitative approach is 

usually adopted, and not only product but process receives in-depth exploration 

(Mertler & Charles, 2011). Qualitative research involves the interpretations of 

collected data, descriptive and narrative in nature (Gay, Mills, & Airasian, 2006). This 

holistic description of the topic of interest is achieved by the collected and analyzed 

nonnumerical data, such as observational notes, transcripts of interviews or recordings, 

and existing documents (Mertler & Charles, 2011). The present study employed the 

qualitative approach for the following reasons. First, it elicited data in a natural setting, 

so the strategies used by the teacher could be directly observed in English class as 

they naturally occurred. Second, it allowed a rich and thick description of how 

students learned critical thinking skills through picture books by the exploration of 

both the teacher and the students’ thoughts. Third, it was concerned with how students 

were thinking and why they thought that way, which well suited the purpose of the 
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study: the investigation into the process of learning critical thinking skills through 

picture books.     

A case study design  

    A case study design was employed to probe the answers to the research questions 

in this study. The case of this study was one class in an EFL high school classroom in 

northern Taiwan. This design assisted the researcher in gaining a thorough 

understanding of the holistic view on a specific context and in discovering the 

essences of an investigated field (Punch, 2005). By means of this method, the research 

aimed to report data from a real-life situation with a truthful and unbiased angle 

(Amerson, 2011). The case study also allowed for the evaluation of the prior 

construction of propositions to guide the data collection and analysis (Yin, 2003). The 

researcher conducted the present study on supporting and expanding the previously 

recognized statements (Amerson, 2011). Thus, this study capitalized on a case study 

approach to exploring the feasibility of incorporating the strategies, whose efficacy 

was recognized by Law (2012), into a regular EFL high school classroom in Taiwan.   

Research Context 

The study was conducted in a suburban senior high school in northern Taiwan. It 

accommodated around 2000 students and 150 faculty members. Students were 

divided into 54 classes. The performance of these students on Comprehensive 

Assessment Program for Junior High School Students ranged from 5Bs to 1A4Bs, 

which indicated that their average English level fell into intermediate one. At this 

school, students had 5 periods for regular English class and 1 period for English 

literature a week, and they learned mainly from textbooks with supplementary 

materials: magazines and grammar books. The picture book project in this study was 

conducted in two classes a week. That is, the teacher researcher used one period for 

literature and one period for English regular class to teach critical thinking through 
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picture books. The classrooms in the school were technologically friendly. Teachers 

could use the computer at hand and show the computer screen to the whole class 

through an overhead projector. In general, students had built great relationship with 

teachers.       

Participants 

Forty-four eleventh graders in one class taught by the teacher researcher joined 

the research. Their English proficiency levels ranged from intermediate low to 

intermediate high. These students were divided into three groups: low, intermediate 

and high achievers according to their final scores on English in the first year of senior 

high. High achievers were the ones who got over 80 for the score; low achievers were 

the students who got below 60; medium achievers were the ones between them. In 

high school, the final score over 80 was hard to obtain since students had to perform 

well not only in every test, exam but also in assignments to achieve the score over 80. 

As to the score below 60, it represented flunking the subject. The high achievers in 

this study were coded as H1 to H8; the medium achievers were from M1 to M19; the 

low achievers were coded as L1 to L17. The participants were chosen with the 

consent from their parents and their own willingness to participate in the research.    

The researcher chose her own class because of the following reasons. Firstly, this 

class’s English teacher was the researcher. Teachers as researchers could gain 

firsthand experience and data (Kennedy-Lewis, 2012). Besides, the researcher knew 

the participants well, and thus being able to build rapport with them. Secondly, the 

themes of the chosen picture books in this study were connected with those of the 

articles in the textbook, so participants were willing to join the research by the 

encouragement of their own teacher, that is, the researcher. Thirdly, the course of this 

study was designed by the researcher, not by the school. Therefore, it was hard to 

invite other colleagues to participate into the study. Even if the school encouraged 
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teachers’ autonomy, they might not want their class to be designed and observed by 

another teacher.     

Data Collection 

    In a case study, the sources of evidence should be carefully and thoroughly 

utilized. These sources include direct observations, videos, interviews, researcher 

documentation, and physical artifacts (Yin, 2003). The present study used video-taped 

classroom observations, worksheets, learning/ teaching logs, and focus group 

interviews to evaluate the participants’ critical thinking learning outcomes. The foci of 

the teaching were the following four critical thinking abilities, namely, (1) being able 

to compare, classify and sequence various information, (2) being able to identify the 

causal relationship between information based on the context, (3) being able to 

distinguish facts from opinions and then one advanced ability, (4) being able to assess 

different pieces of information and propose reasonable judgments or suggestions. 

These critical thinking abilities were chosen because they were presented in the 2010 

new Guidelines for Taiwan Senior High School English Curriculum, which 

corresponded to the government policy and the testing direction of the GSAT and the 

Advanced Subjects Test (AST) in Taiwan.  

Classroom observations 

    Observations involve “carefully watching and systematically recording” what the 

researcher sees and hears in a specific setting (Mertler & Charles, 2011, p.194). In the 

present study, the teacher was video-taped in each lesson, and the students were 

divided into eight groups, each of which consisted of 5-6 people. During the class, the 

teacher researcher used observation fieldnotes to record students’ responses and 

walked around the classroom to take notes on each group’s discussions. After class, 

the teacher researcher watched the videos and filled out observation fieldnotes. The 

foci of the observations were on the strategies used to enhance students’ critical 
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thinking skills, on students’ responses to the lessons, and on any other interesting or 

important occurrences (see Appendix A: Observation Fieldnote for lessons).The 

observation fieldnote was divided into two columns, recommended by Mertler and 

Charles (2011). One showed the actual and objective observation; the other presented 

preliminary interpretations of the observation. This ongoing analysis answered the 

first and the second research questions, which intended to see whether the strategies 

suggested by Law (2012) were effective in promoting the participants’ critical 

thinking skills. Meanwhile, the fieldnotes also provided suggestions for research 

question 3 to adjust and improve the strategies and lesson plans for learners.     

Worksheets 

    Worksheets in class or as homework present to what extent students have learned 

a skill. In the study, these worksheets recorded each student’s process and product of 

developing critical thinking skills. The worksheets in this study focused on four 

different critical thinking skills, which students gained with the help of six distinctive 

strategies adopted by the teacher. Each of the eight worksheets was shown in 

Appendices B to I. Students were allowed to finish these worksheets in English or in 

their mother tongue, Chinese. In this way, some students could still clearly express 

their own thoughts even though their English did not meet the standard. Through 

students’ performance on the worksheets, the teacher was able to know whether 

students had obtained a certain skill with the strategies. Then, research questions 1, 2 

and 3 were answered. 

Learning/teaching logs 

    Data logs kept by learners and teachers participating in a qualitative research 

provide rich and detailed information of a classroom (Mertler and Charles, 2011). 

They are useful in collecting process-oriented data and in gaining deep understanding 

of an overall situation.  
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In the research, each student had to write a learning journal at the end of each 

lesson (i.e., every two periods) to record what they had learned and what they thought 

about the lesson. The learning logs included two types of questions: the structured 

questions and the open-ended questions (see Appendix J: Learning Log for lessons). 

The structured questions were offered in learning logs to make keeping a regular 

record easy, to ensure complete responses and to help the learners recall what they 

had done in class. On the other hand, the open-ended questions elicited in-depth 

information from learners and provided freedom for them to talk about their thoughts 

and feelings. It was noticed that the learning logs could be kept in Chinese, the mother 

tongue of the students. If their thoughts or feelings could not be fully expressed, they 

could write in the familiar language to make themselves understood.  

    The teacher researcher also took notes of the introspection on each of the lessons 

in teaching logs. Similar to learning logs, the teaching logs (see Appendix K: 

Teaching Log for lessons) included the activities and strategies used in the lesson and 

the evaluation of each activity and strategy. Based on the records, the teacher adjusted 

and improved the design of the first unit, thus offering a more comprehensive and 

effective learning process to students in studying the second picture book.  

The information provided by learning and teaching logs helped to answer research 

questions 1 and 2. The teachers’ reflections on the teaching process were also able to 

offer suggestions to research question 3.     

Focus group interviews 

    An alternative to observing participants is to ask them questions in an interview 

(Mertler and Charles, 2011). Interviews fill in the gaps of observations and help to 

obtain unobservable data such as people’s feelings, thoughts and intentions (Law, 

2012; Patton, 1980). In this study, two picture books were chosen to teach critical 

thinking skills. At the end of the second picture book unit, two one-hour focus group 
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interviews were conducted, one with five low achievers and the other with five high 

achievers. These interviews were audio-taped for references. The advantages of 

conducting focus group interviews were that data could be collected in a 

comparatively short time, and that one’s comments could be enriched by other 

participants through interactions, which helped to obtain informative data (Mertler 

and Charles, 2011). Besides, compared to an individual interview, a focus group 

interview made low achievers feel more at ease to express the problems and 

difficulties they encountered in the learning process. From the focus group interviews, 

the teacher researcher probed whether the high achievers and low achievers had 

different thoughts about the lessons. The selection of the students receiving the 

interviews was based on their willingness and their responses in the learning logs.  

The focus group interviews in this research were semi-structured. 

Semi-structured interviews included open-ended questions centering around the topic 

to be discussed, and invited new ideas and opinions about the topic. This gave 

flexibility for the interviewer to tailor his/her questions based on the context. 

Therefore, the comprehensiveness of the data was enhanced (Patton, 1980).  

The interview questions in this study were mainly about students’ perceptions on the 

strategies, on the Units 1 & 2, and on picture books used by the teacher to enhance 

their critical thinking skills. In addition, the interviews elicited the students’ opinions 

on how to apply critical thinking in daily lives. These questions were formed to 

ensure the trustworthiness of their learning logs and worksheets. The interview data 

answered research question 1 and gave thoughts to research question 3.    

Teaching Materials  

    Two picture books, The Three Little Wolves and The Big Bad Pig and A River 

Ran Wild, were selected to promote eleventh graders’ critical thinking in the study. 

The Three Little Wolves and The Big Bad Pig published in 1993 was written by 
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Eugene Trivizas and illustrated by Helen Oxenbury; A River Ran Wild published in 

1992 was written by Lynne Cherry. The selection of these two books for fostering 

critical thinking skills was based on the following criteria proposed by Norton (1995, 

p.201): 

1. Are the illustrations accurate, and do they correspond to the content of the  

story? 

2. Do the illustrations complement the setting, plot, and mood of the story? 

3. Do the illustrations enhance the characterizations? 

4. Do both the text and illustrations avoid stereotypes of race and sex? 

5. Will the plot appeal to [adolescents]? 

6. Is the theme worthwhile? 

7. What is the purpose for sharing this book with [adolescents]? 

8. Are the author’s style and language fit for the [adolescents’] interests and  

age levels? 

9. Are the text, the illustrations, the format, and the typography in harmony? 

The Three Little Wolves and The Big Bad Pig and A River Ran Wild were suitable  

for enhancing critical thinking of the target students in the study. First, they both 

provided accurate and vivid illustrations for eleventh graders to guess the unknown 

words and catch the setting, plot, and mood of the story. For example, in The Three 

Little Wolves and The Big Bad Pig, the phrase, “fetched his sledgehammer,” was 

understood through the illustration of a pig holding an object in his hand. Likewise, in 

A River Ran Wild, the illustrator used a gray color to tell readers that the town was 

polluted by factories, presenting the gloomy mood of the story. Second, the 

illustrations in these two books strongly characterized the roles and did not have 

stereotypes of race and sex. In The Three Little Wolves and The Big Bad Pig, the 

illustrator characterized the pig as a villain by making it a big pig with malicious 
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facial expressions. Third, the plots of the two picture books were quite appealing 

since they both had a twist in the story and left some room for imagination. In A River 

Ran Wild, when the plot moved on to the main character’s dream about the water 

pollution in the Nashua’s river, the readers started to wonder what the main character 

would do to save the river.  

In addition to the features above, the themes in these two books were connected 

to the articles in Book 3, the Sanmin textbook, which was the main teaching material 

in the target school. The researcher used the picture books as supplementary materials 

to support textbook teaching. Meanwhile, the themes served as a trigger to promote 

students’ critical thinking. The Three Little Wolves and The Big Bad Pig was related to 

conflicts and solutions, which was the theme of Lesson Five, “A Human War for a 

Dispute Among Gods” in the Sanmin textbook. On the other hand, the theme of A 

River Ran Wild was similar to that of Lesson Ten, “Death by Tourism” in the textbook. 

They both talked about environmental protection. Moreover, the language in these 

two picture books fit for eleventh graders’ age levels and English proficiency levels. 

No incomprehensible grammatical structures were used, and most of the difficult 

words were supported by illustrations. The language was so succinct, clear and 

repetitive that readers could easily understand the plot and move toward high order 

thinking levels. For example, the most complicated sentence in A River Ran Wild was 

“Chief Weeawa mourned for the Nash-a-way, but where his tears fell upon the dirty 

waters, the waters were cleansed until the river once again flowed freely.” The 

meaning was made clear by the illustration, and the structure was not complex 

compared to that in other genres. Last, the text, the illustrations, the format, and the 

typography went in harmony in both of the picture books. The pictures were 

sophisticatedly drawn, the format was neat, and the typography was arranged clearly. 

Therefore, these two picture books well suited the participants in the research.  



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i Univ

ers
i t

y

30 

 

Procedure of the Study  

    The study consisted of the following stages: (1) the teaching design of the two 

picture books, (2) the teaching of the first picture book, (3) the collection of the data 

from class observations, worksheets, teaching and learning logs, (4) the analysis of 

the data, (5) the adjustment of the second lesson plan, (6) the teaching of the second 

picture book, (7) the collection of the data from class observations, worksheets, 

teaching/learning logs, and focus group interviews, (8) the analysis of the data, and (9) 

the pedagogical implications and conclusions of the present study (see the figure 

below). 
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Figure: Procedure of the Study 
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    The course on the two picture books (i.e., Units 1 & 2) was designed to promote 

the eleventh graders’ critical thinking in English classes. Unit 1 was taught in 4 

sessions, each of which occupied two classes (i.e., lessons) every week. That is, the 

teaching of Unit 1 was finished in one month, and so did that of Unit 2. The teaching 

and data collection procedures were shown as follows: 

Table: Procedure of Teaching and Data Collection   

Week 

(2 hrs/week) 

Picture 

Book 

Critical Thinking skills Worksheet/ 

Leaning Log 

Observation/ 

Teaching Log 

1 

10/12- 10/16 

 

 

 

 

 

The Three 

Little 

Wolves and 

The Big 

Bad Pig 

Distinguishing facts from 

opinions 

Worksheets 1 & 2/ 

Learning Log 1 

Observation 1/ 

Teaching Log 1 

2 

10/19- 10/23 
Comparing, classifying, and 

sequencing various 

information 

Worksheets 3 & 4/ 

Learning Log 2 

Observation 2/ 

Teaching Log 2 

3 

10/26- 10/30 
Identifying the causal 

relationship between 

information based on the 

context 

Worksheets 5 & 6/ 

Learning Log 3 

Observation 3/ 

Teaching Log 3 

4 

11/2- 11/6 
Assessing different pieces of 

information and proposing 

reasonable judgments or 

suggestions 

Worksheets 7 & 8/ 

Learning Log 4 

Observation 4/ 

Teaching Log 4 

11/7~11/29  Adjustment of the second lesson plan based on data analysis  

5 

11/30- 

12/4 

 

 

 

 

A River Ran 

Wild 

Distinguishing facts from 

opinions 

Worksheets 1 &2/ 

Learning Log 5 

Observation 5/ 

Teaching Log 5 

6 

12/7- 

12/11 

Comparing, classifying, and 

sequencing various 

Worksheets 3 & 4/ 

Learning Log 6 

Observation 6/ 

Teaching Log 6 
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A River Ran 

Wild 

information 

7 

12/14- 

12/18 

 

Identifying the causal 

relationship between 

information based on the 

context 

Worksheets 5 & 6/ 

Learning Log 7 

Observation 7/ 

Teaching Log 7 

8 

12/21- 

12/25 

 

Assessing different pieces of 

information and proposing 

reasonable judgments or 

suggestions 

Worksheets 7 & 8/ 

Learning Log 8 

Observation 8/ 

Teaching Log 8 

12/28~12/31  Focus Group Interviews 

    The teacher researcher focused on the picture book, The Three Little Wolves and 

The Big Bad Pig, in the first month, which took up 8 lessons. In every two lessons, 

participants had to finish two worksheets related to one critical thinking skill. These 

worksheets demonstrated how well they had learned the skills. Meanwhile, they 

recorded their learning experiences in a learning log after the two lessons every week. 

Likewise, the teacher took notes in observational fieldnotes and wrote about teaching 

experiences in the teaching logs every week. When the teaching of the first picture 

book was completed, the researcher spent three weeks analyzing the data collected 

from class observations, worksheets, and learning/teaching logs. This analysis 

provided suggestions for the adjustment to the lesson plan of Unit 2. In this manner, 

the researcher offered more comprehensive teaching of critical thinking skills through 

picture books and made the learning process dynamic for students.                          

    In Unit 2, the picture book, A River Ran wild, was taught in eight lessons in 

another one month. The data collection procedures were similar to the first unit, while 

the teaching procedure had already been adjusted to suit the participants according to 

the data analysis of Unit 1. At the end of Unit 2, two focus group interviews were 
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conducted to find out the students’ responses to the whole picture book and critical 

thinking course, and also to see if high achievers and low achievers had different 

thoughts about the two units. After all the data were collected, the second data 

analysis began, and the findings discovered in this stage were used to offer 

pedagogical implications.      

Lesson Plans 

    In the two-month course, each picture book unit comprised eight lessons. In the 

first unit, students were required to complete eight worksheets to demonstrate if they 

used the six strategies suggested by Law (2012) to obtain the four critical thinking 

skills mentioned on Pages 23 & 24. In the second unit, the researcher adjusted the 

lesson plan based on the collected data and taught the four critical thinking skills 

again. The reasons why the same critical thinking skills were recycled in the second 

unit were that the training of critical thinking was an on-going and lengthy process, 

and that the researcher intended to adjust or find out other strategies to suit the 

learners, then double checking if the students had actually learned the critical thinking 

skills through the strategies and the picture book. The lesson plan of the first unit on 

The Three Little Wolves and The Big Bad Pig was shown in Appendix L. It was noted 

that the teacher’s role in these lessons was a facilitator, who encouraged and 

scaffolded students to build their own thinking process.  

Data Analysis 

    This study employed a qualitative approach to exploring questions. The process 

of qualitative analysis included three steps: organization, description, and 

interpretation (Parsons & Brown, 2002). In the organization stage, the collected data 

from observation fieldnotes, worksheets, teaching/learning logs, and interview 

transcripts were decoded through the development of a systematic categorization, 

called a coding scheme (Parsons & Brown, 2002). Patterns and themes emerging from 
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the data helped categorization, which was connected to the research questions 

(Mertler & Charles, 2011). Then in the stage of description, the main features of the 

categories were described, and the information in each category had the ability to 

answer the research questions. Thick and rich descriptions were provided in this stage 

to allow readers to visualize the context and make their interpretations about the data 

(Creswell, 2008). The final stage was interpretation, where the researcher interpreted 

the data which had already been organized and simplified (Mertler & Charles, 2011). 

In this stage, the relationships, similarities and contradictions among the data were 

carefully examined (Parsons & Brown, 2002). The researcher found the data that 

answered research questions, that posed challenges to current practice or most 

importantly that guided future practice (Mertler & Charles, 2011).      

Trustworthiness 

Small scale studies like case studies cannot usually be transferred to other 

contexts. They are not able to represent a wider population, so trustworthiness, which 

enhances reliability, is an important issue in a qualitative study (Law, 2012). To ensure 

trustworthiness, persistent observations, triangulation, referential adequacy, member 

checking and the use of more than one rater were conducted in this study to overcome 

the weaknesses of this qualitative study (Lincoln & Guba, 1985). 

The technique of persistent observations provides the depth of the data. It helps 

to “identify those characteristics and elements in the situation that are most relevant to 

the problem or issue being pursued and focusing on them in detail” (Lincoln & Guba, 

1985, p.304). The detailed descriptions and explorations from the persistent 

observations in the present study promoted credible findings and interpretations. In 

addition, the use of multiple sources and methods, called triangulation, improved 

trustworthiness. In the study, different sources of the same information included class 

observations, learning logs, teaching logs, worksheets and focus group interviews. 
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These different data collection instruments reduced the uncertainty of the researcher’s 

interpretations (Webb, Campbell, Schwartz & Sechrest, 1966). Besides, referential 

adequacy is also essential in a qualitative study. Eisner (1975) referred to referential 

adequacy as a way to capture incidents of classroom life. Video-taped recordings of 

each class can offer later viewing if raw and primary data are needed to corroborate 

data analysis. This preservation of mechanically recorded data in the present study 

enhanced internal reliability as well (Nunan, 1992). In addition, member checks were 

adopted to establish trustworthiness. For example, playing back an interview to the 

participants was able to give them a chance to correct erroneous interpretations or add 

useful information. Furthermore, the categorization, coding scheme and the 

interpretations of the data were reviewed by the teacher-researcher, one trustworthy 

colleague and the participants in the study. With this high interrater reliability and the 

practice of the abovementioned strategies, the trustworthiness was achieved.        
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CHAPTER 4 

RESULTS 

 This chapter consists of three sections. The first and second sections show the 

results on the students’ responses and the teacher’s reflections on teaching critical 

thinking through the two picture books to answer Research Questions 1 & 2: (1) What 

are the students’ responses to teaching critical thinking through picture books? (2)  

What are the teacher’s reflections on teaching critical thinking through picture books? 

These findings are presented in relation to picture book teaching, the six strategies 

suggested by Law (2012) and the four critical thinking (CT) skills taught during the 

two units. After the aforementioned results were shown, the third section describes the 

participants’ performances in CT skills and summarizes the problems encountered by 

the students and the teacher in the teaching/learning process, and then it presents the 

adjustment that was made to cope with the difficulties to answer Research Question 3: 

What are the problems encountered by the students and the teacher in the 

teaching/learning process, and what adjustment can be made to cope with the 

difficulties?  

The above data were obtained from classroom observation fieldnotes, worksheets, 

learning/teaching logs, and two focus group interviews. In this study, the participants 

were divided into three groups: high achievers, medium achievers and low achievers 

based on their final score in English for the tenth grade. The high achievers in this 

study were coded as H1 to H8; the medium achievers were from M1 to M19; the low 

achievers were coded as L1 to L17. Among them, H2, H3, H6, H7, H8, L1, L3, L8, 

L10, and L12 volunteered to participate into focus group interviews, and their 

responses in the learning logs and worksheets left room for investigation. In addition, 

the Chinese direct quotes from the participants in this section were translated by the 
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researcher into English, and the Chinese version was presented in Appendix M.     

General Perceptions of Picture Books as CT Teaching Materials  

 Generally, the students and the teacher in this study positively responded to the 

use of picture books in teaching CT skills. However, the students reported and the 

teacher observed a few problems emerging from the learning and teaching process 

due to the features of the illustrations in picture books. Therefore, this section will 

present advantages and problems of using picture books as CT teaching materials.   

Advantages 

 Picture books brought three advantages to the learning/teaching process in this 

study. They are the cultivation of CT skills, the improvement of English ability and 

high learning motivation.  

The Cultivation of CT Skills 

 One of the advantages that many participants noticed was the cultivation of 

critical thinking skills. Illustrations in picture books played a vital role in promoting 

critical thinking skills because they provided three helpful aids: (1) pictorial hints, (2) 

room for imagination, and (3) proof and stimulation for thoughts. Besides, picture 

books offered an easy way for students to learn critical thinking skills.  

First, pictorial hints provided by illustrations assisted learners in completing 

critical thinking tasks in the two units. One student mentioned, “I found some hints in 

the pictures, which made the sequencing easy. Illustrations really helped with the 

thread of the story” (H3, Learning log 3, Unit 2). Through the illustrations, this 

student sequenced the story events smoothly and had a good understanding of the 

story. Another student also said that their group used pictures as a prompt to find out 

important story elements, which made their classifying information quick and 

complete (H1, Learning log 2, Unit 1). In addition, the teacher discovered that with 

the help of illustrations, these students made sure that the sequence of the story was 
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right and got main messages quickly to classify elements (Observation fieldnotes 3, 

Unit 1). This discovery was also proved by the five high achievers in the interview. 

They reported that they were aided by the illustrations in the picture books because 

they could get a big picture of the story first before going into the details (Interview 

1).  

 Second, illustrations left room for imagination. Sometimes, the students 

interpreted pictures in a different way. For example, in one lesson when they were 

learning how to distinguish facts from opinions, a group was arguing over one picture 

(Observation fieldnotes 1, Unit 1). Most of them said the flowers were fragrant in the 

picture because the pig felt happy, while one of their members doubted how they 

could prove the flowers were fragrant without smelling them. Through the exploration 

of the illustrations, the students understood that most of the things they saw on the 

pictures were interpreted by them and were not facts but opinions (Teaching journal 1, 

Unit 1). One student wrote in the learning journal, “The things that we see are not 

really what we have thought. We have to explore more before we make a decision” 

(H4, Learning log 3, Unit 1). Moreover, picture books offered learners a chance to 

imagine on their own. One student in class replied to the teacher’s question about why 

picture books instead of other forms of books were chosen (Observation fieldnotes 1, 

Unit 2). He said that in that way, they could go through the pictures first and come up 

with their own ideas, which were not interrupted by words. The more room was for 

imagination, the more chances were for critical thinking.         

 Third, illustrations in picture books could become supporting information and 

stimulation for thoughts. One student reported, “I learned how to find out main 

messages. Last week, we expressed our thoughts and proved them” (H8, Learning log 

3, Unit 2). Students voiced out their thoughts and then proved the truthfulness of the 

thoughts by the pictures. Besides, some low achievers interviewed by the teacher said 
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that illustrations could stimulate their thoughts since interpreting illustrations was 

easier than comprehending English words (L3, L8, L12, Interview 2). Illustrations in 

the picture books helped them a lot. This statement was also supported by another 

student saying, “These illustrations help me think about the world and the nature we 

live in, so I think this book must be shared with our friends and family. And we can 

make more people understand the importance of the environmental protection” (M6, 

Learning log 1, Unit 2). His thoughts were triggered by the picture book a lot and he 

started to think about the environmental issues around them. As the proof and 

stimulation for thoughts, illustrations were used as a good source for enhancing 

critical thinking skills.  

 In addition to the advantages brought about by illustrations, picture books as a 

whole provided an easy medium for students to cultivate critical thinking skills. One 

student said, “Picture books are long articles which I can use to train myself to catch 

main points in a simple way, and then I can be prepared for more difficult articles 

such as news and novels” (H7, Learning log 4, Unit 1) (See Appendix M, No.1). 

Furthermore, when the teacher designed the teaching activities related to the target 

picture book like coming up with suggestions for a better picture book and creating an 

advertisement or flyer to promote the picture book, the students all learned how to 

offer concrete and logical suggestions and think of a good reasoning behind the 

promotion of the picture book (Teaching log 4, Unit 1). They learned the critical 

thinking skills through simple materials.     

The Improvement of English Ability 

 Besides the cultivation of critical thinking skills, many participants found that 

their English ability improved during the process of learning critical thinking through 

picture books. Some of the students said that illustrations in the picture books made 

new words easy for them to memorize (H4, M15, L8, L10, Learning log 1, Unit 1; M6, 
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Learning log 2, Unit 2); others reported that when they discussed in English with their 

friends, they felt their speaking ability was enhanced (H4, H8, M6, L12, Learning log 

4, Unit 2). The teacher also wrote in the teaching journal that with the help of the 

pictures, the students could guess the meaning of most of the words and memorized 

them (Teaching log 1, Unit 1). In an interview, the five low achievers also reported 

that illustrations helped them a lot in guessing the meaning of the words (Interview 2). 

When they could not understand the text in the picture books, they would look at the 

pictures to find out the connection between words and pictures. Moreover, the 

students knew more English words to describe pictures and performed better in 

narrations after the lessons (Teaching log 2, Unit 2). For instance, in the second unit, 

more students started to brood over how to retell the story in their own words, and the 

worksheets demonstrated that many of them had learned to tell a story in their own 

words in English (H5, M2, M4, M5, L4, Worksheet 3, Unit 2).  

In addition to the enlargement of vocabulary and the enhancement of speaking 

and writing ability, their reading ability and the sensitiveness to grammar also 

improved. Several participants mentioned that finding causal sentences and main 

messages could equip them with the ability to comprehend a story and learn grammar 

(H2, M7, L2, L8, L12, Learning log 3, Unit 2). Another student added, “The activities 

where we had to create an advertisement and question the author gave us a chance to 

dig deeper into the author’s thoughts, which advanced our reading ability” (H3, 

Learning log 4, Unit 2) (See Appendix M, No.2). This sense of achievement in 

learning a language led to high learning motivation, which was another advantage of 

using picture books as CT teaching materials.        

High Learning Motivation  

 Most of the participants agreed that picture book teaching motivated students to 

learn. One student said, “I first felt hopeful about learning English because I could 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

42 

 

judge and understand most of the English sentences” (L9, Learning log 3, Unit 1) (See 

Appendix M, No.3). Other students stated that they liked pictures when learning a 

language, which motivated them to learn more and expect more similar lesson 

instructions (H2, M4, L2, L10, Learning logs 1 & 4, Unit 2). Some even said that 

picture books had the power of making people relaxed and focused, which enabled 

them to speak out their ideas (H1, M4, M18, L7, Learning log 1, Unit 2). This view 

was shared by the five low achievers who were interviewed after the two units were 

taught (Interview 2). The teacher also found that the students had a lot of fun when 

learning critical thinking skills through picture books. For example, when they were 

predicting what would happen through illustrations, they often had a big laugh 

(Observation fieldnotes 1, Units 1 & 2). Besides, when each group were creating a 

flyer to promote the picture book on the blackboard, they enjoyed it a lot and had a 

great time working with one another. The teacher could see the bright smiles on their 

faces (Observation fieldnotes 8, Unit 2). One student even said, “Although I didn’t 

know what to write down many times during the lessons, I felt great every time I tried 

because at least it was my first time that I stepped out of my comfort zone” (H3, 

Learning log 4, Unit 2) (See Appendix M, No.4). These results demonstrated that 

most students had high learning motivation when they relaxingly learned critical 

thinking skills through picture books.     

Problems 

 Using picture books as CT teaching materials yielded a lot of advantages, but 

still some problems arose due to the nature of illustrations. They were the stimulation 

of illogical thoughts, the extra requirement of the sensitiveness to illustrations, and 

excessive dependence on illustrations.  

The stimulation of Illogical Thoughts 

 Illustrations in picture books could stimulate imagination; however, sometimes 
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imagination would lead them to a wrong direction of thinking. Some students 

mentioned that they liked imaginative thoughts from other classmates but some of 

these ideas were illogical (H4, L6, L8, Learning log 1, Unit 2). For example, when 

one team was introducing the reasoning behind their flyer, they said they drew 

Pokemon to promote the book, A River Ran Wild, because it represented a mutated 

species due to river pollution, which could encourage people to protect their earth 

(Observation fieldnotes 8, Unit 2; M6, M13, L4, Worksheet 8, Unit 2). However, in 

fact, Pokemon were never the victims of river pollution. The teacher also observed 

that some students voiced out their creative but unreasonable ideas just to get 

attention from their classmates (Teaching log 1, Units 1 & 2). They wanted to show 

the whole class that they were fun and humorous. This phenomenon was also 

observed by the five low achievers in the interview. One said, “Some of the 

classmates presented off-topic and illogical ideas just to make others laugh” (L8, 

Interview 2) (See Appendix M, No.5). Although these ideas were creative, it lacked 

logics, which were emphasized in critical thinking learning.  

The Extra Requirement of the Sensitiveness to Illustrations 

 Illustrations helped a lot in learning English and critical thinking skills, but they 

did not suit all of the students. Some students were not sensitive to pictures, so they 

tended to think pictures as an extra burden for them to look for the clues or to 

accomplish the missions. Others were used to getting information from words, and 

they tended to ignore the pictures. One student said, “It’s not easy to get main ideas 

only from pictures. I felt really insecure” (M13, Learning log 1, Unit 2) (See 

Appendix M, No.6). He thought if he could only use pictures to complete a task, he 

would not feel secure. Another added, “I am afraid that I can not get the gist of the 

illustrations and have a wrong impression on the story” (M12, Learning log 2, Unit 2) 

(See Appendix M, No.7). One low achiever in the interview also admitted, “Although 
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picture books can stimulate thoughts, I still think that when asked to recall the story, I 

have to work very hard to elicit the memory from two media: pictures and words” 

(L12, Interview 2) (See Appendix M, No.8). To these students, they needed to learn to 

react to not only words but also to illustrations, which took them a lot of efforts.   

Excessive Dependence on Illustrations 

 As a picture may have many different interpretations, when some of the students 

in the study depended all on the illustrations to get the message in picture books, they 

misinterpreted the plot of the stories. For instance, in the first lesson, when the 

students were asked to predict the story through illustrations, many of them thought 

that the mother of the three little wolves was sick, so she asked the three little wolves 

to build their own houses outside (Observation fieldnotes 1, Unit 1). However, 

actually, according to the text, the mother was not sick at all; she just happened to lie 

on the bed. The students used this misinterpretation to finish a task and bumped into 

difficulty. Besides, some students used illustrations to guess the meaning of every 

unknown word, but it was impossible to guess all of them right (Observation 

fieldnotes 1, Unit 2). They still had to memorize some of the new words without the 

help of pictures. Nonetheless, the teacher observed that some students were inclined 

to totally rely on the pictures, thus building language barriers to themselves. For 

instance, they misunderstood the meaning of some words when they were reading the 

second picture book. When they saw weeds on the riverbank, they thought the word, 

“pebbles” in “pebbles shone up from the bottom” to be “weeds.” They depended on 

the picture and forgot to interpret the sentence first. Pebbles shone up from the bottom 

of the river, but the picture did not show the bottom of the river to the reader. Thus, 

these students could not guess the meaning of “pebbles” through the picture here 

(Teaching log 3, Unit 2).      
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General Perceptions of the Strategies  

 In addition to the responses to the picture book teaching, the students and the 

teacher had the following thoughts and feelings toward the strategies they used in 

learning and teaching the four critical thinking skills. It is noted that these strategies 

were used jointly very often during the lessons. Nevertheless, to easily compare this 

study’s results to Law’s (2012), they are presented separately. The following findings 

are shown in terms of the six strategies’ difficulty levels, advantages, limitations and 

other helpful strategies that emerged from the present CT skills learning project.  

Difficulty Level of the Six Strategies 

A Likert scale questionnaire in the learning log was used to find out participants’  

feelings about how difficult the six strategies were in learning the four critical 

thinking skills.  

Table 4.1 displays the percentage of the difficulty level for each strategy in 

learning four different critical thinking skills in Unit 1. Overall, in learning the four 

critical thinking skills, most students thought that the difficulty level of the six 

strategies fell into the category of being neutral or being easy. The easiest strategy to 

the participants was the exploration of words and illustrations, which accounted for 

the largest percentage (46%) in the categories of being very easy and easy. On the 

other hand, the most difficult one was connections to one’s prior experiences or 

knowledge, which took up the biggest proportion (11%) of being hard and very hard. 

In terms of each critical thinking skill, in learning distinguishing facts from opinions, 

more than 50 percent of students thought the following four strategies to be very easy 

or easy:(1) open-ended, thought-provoking questions (54%), (2) peer discussion 

(59%), (3) think-aloud (68%), and (4) the exploration of words and illustrations (75%). 

48 percent of the learners also saw identification of main messages as easy. As for the 

categories of being hard or very hard, less than 10 percent of the students considered 
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the strategies to be difficult except for think-aloud (10%) and connections to prior 

experiences (11%). In learning comparing, classifying and sequencing various 

information, 50 percent of the students viewed the exploration of words and 

illustrations as easy, and less than 10 percent thought the six strategies to be hard. In 

terms of learning to identify the causal relationship between information based on the 

context, 48 percent of the learners thought that the exploration of words and 

illustrations was easy. As for open-ended questions (13%) and connections to prior 

experiences (16%), more than 10 percent of students found them difficult. With 

respect to learning assessing different pieces of information and proposing reasonable 

judgments or suggestions, more than 50 percent of participants regarded the 

exploration of words and illustrations (55%) as easy; however, 25 percent of them 

thought it to be hard. In addition, more than 10 percent of learners considered it hard 

to use open-ended questions (13%), think-aloud (18%), and the identification of main 

messages (22%) as learning strategies.     
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Table 4.1: Difficulty Level of the 6 Strategies in Learning the 4 CT skills in Unit 1 

Distinguish facts from opinions 

 

Compare, classify and sequence various information 

 

Identify the causal relationship between information based on the context 

 

Assess different pieces of information and propose reasonable judgments or suggestions 
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Likewise, Table 4.2 displays the percentage of the difficulty level for each 

strategy in learning different critical thinking skills in the second unit. Overall, similar 

to Unit 1, in learning the four critical thinking skills, most students thought that the 

six strategies all belonged to easy or medium levels. Among the six, the easiest one 

was still the exploration of words and illustrations (37%), while the hardest one was 

another strategy, think-aloud (12%). In learning distinguishing facts from opinions, 

more than 50 percent of the students thought it easy to identify main messages (52%) 

and explore words and illustrations (54%). 47 percent of the learners considered peer 

discussion to be easy. Unlike Unit 1, more than 10 percent of students thought 

think-aloud (14%) hard. It was noted that although 52 percent of the students found 

the identification of main messages easy, 11 percent of them viewed it as a difficult 

strategy. As for learning to compare, classify and sequence various information, 48 

percent of the students saw the identification of main messages and peer discussion as 

easy strategies. Like Unit 1, less than 10 percent thought the six strategies to be hard. 

In learning identifying the causal relationship between information based on the 

context, less than 40 percent of the students saw the six strategies as easy. It is 

different from Unit 1, where 48 percent of the learners thought the exploration of 

words and illustration to be easy. Moreover, in Unit 2, more than 10 percent of 

participants thought of the following strategies as difficult strategies: the identification 

of main messages (16%), think-aloud (23%), and the exploration of words and 

illustrations (14%). On the other hand, similar to Unit 1, more than 10 percent of the 

students found connections to prior experiences (11%) hard. With respect to learning 

assessing different pieces of information and proposing reasonable judgments or 

suggestions, like Unit 1, around 50 percent of the students viewed the exploration of 

words and illustrations (48%) as easy, and more than 10 percent of the learners found 

it hard to use open-ended questions (14%) and think-aloud (11%).    
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Table 4.2: Difficulty Level of the 6 Strategies in Learning the 4 CT skills in Unit 2  

Distinguish facts from opinions 

 

Compare, classify and sequence various information 

 

Identify the causal relationship between information based on the context 

 

Assess different pieces of information and propose reasonable judgments or suggestions 
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Advantages of the Six Strategies 

 The six strategies advocated by Law (2012) benefit the students in this study. 

These advantages are shown respectively in terms of each strategy.   

Open-ended, Thought-provoking Questions 

 Many participants and the teacher thought that open-ended questions could train 

learners to think further from their own personal perspective. In the learning journals, 

several students said that open-ended questions encouraged them to present their own 

opinions and they liked the experience of working out their brains (H2, M1, M8, L14, 

L15, L16, Learning logs 1 & 2, Unit 1). During the interview on the five high 

achievers, they also responded that answering open-ended and thought-provoking 

questions was a special and fabulous experience for them because they did not have a 

lot of chances to answer the questions which had no correct answer (Interview 1). 

Thanks to these questions, they realized that it was normal that they could not find 

one correct answer to all the questions in daily lives. Besides, it was interesting that 

one student said, “Open-ended questions are easier to me than closed-ended questions 

because there is no correct answer, which won’t limit my response” (L12, Interview 2) 

(See Appendix M, No.9). In another interview, the five low achievers also agreed that 

through open-ended questions, they were able to hear different thoughts and broaden 

their horizons, thereby diversifying their own ideas (Interview 2). In addition, when 

comparing their own thoughts with others, they could reflect on themselves, which 

was important in a critical thinking process. Likewise, the teacher found that the 

students’ thoughts were stimulated by open-ended questions, and they tended to think 

further about their peer’s answers during the lessons (Teaching log 1, Units1 & 2). For 

instance, when their peer was answering an open-ended question, they would try to 

figure out which part of the answer belonged to facts and which part opinions 

(Observation fieldnotes 1, Units 1 & 2). Because of this strategy, the students formed 
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a habit of thinking forward and critically.        

Identification and Discussion of the Main Messages in the Stories 

This strategy helped participants have an overall picture of the story and use 

different angles to read the story. Several students mentioned that when filling in the 

main messages conveyed by the author on the worksheet, they learned to form several 

ideas first when reading a story (H1, H3, M2, M3, L4, Learning logs 1 & 2, Units 1 & 

2). Meanwhile, they also learned to dig into the content of the picture book to find the 

main messages behind the text (H4, H5, M1, M10, M18, Learning log 2, Unit 1). The 

five high achievers in the interview also reported that through finding out the main 

messages, they could have a big picture of the stories (Interview 1). In addition, 

discussing the main messages encouraged them to further explore the information 

behind the scenes, which was in line with what the five low achievers said in another 

interview (Interviews 1 & 2). Both high and low achievers showed a positive attitude 

toward the identification and discussion of the main messages.    

Furthermore, one student responded that when searching for the key messages of 

the story, she said, “Everyone has different thoughts about the messages because 

everyone uses different angles to read the story” (H1, Learning log 1, Unit 1) (See 

Appendix M, No.10). This view was advocated by all the five low achievers in the 

interview. When these low achievers were trying to find out the author’s main beliefs 

and arguments, they learned to look at things from different angles and respected 

various thoughts (Interview 2). This enhanced their empathy, which could promote 

their interpersonal relationships. One student further explained, “Critical thinking 

skills stimulate me to think beyond the surface and in others’ shoes when I am making 

friends” (L12, Interview 2) (See Appendix M, No.11). Identifying and discussing 

main messages could help the students form a big picture of one event and use 

different angles to look at things, hence cultivating empathy.      
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Connections with One’s Prior Experiences and Knowledge  

Several participants stated that this strategy encouraged them to hold a skeptical 

attitude toward what they were reading, and the teacher discovered that when this 

strategy was used, the critical thinking tasks during the lessons were accomplished in 

a short time (Teaching log 3, Unit 2). The interview with the high achievers revealed 

that connecting to their prior experiences and knowledge could remind them not to be 

too impulsive or be influenced by the information without processing it first 

(Interview 1). They were inclined to hold doubts about what they had read or heard 

when they used past experiences and knowledge to assess it. For example, when the 

students were identifying causal relationship between sentences, they did not jump to 

the conclusions; instead, they assessed everyone’s thoughts and found out that 

different prior experiences and knowledge would lead to different views about causal 

sentences (Observation fieldnotes 5, Unit 2). In other words, some may think that 

Event A resulted in Event B because of his/her prior experiences, but others may not 

think so.  

In addition, the teacher argued that this strategy assisted the students in 

completing critical thinking tasks soon. For instance, the students’ learning 

experiences in Unit 1 aided the learning in Unit 2. When the students were looking for 

causal sentences in Unit 2, they spent less time finding out 5 causal sentences than last 

time (Observation fieldnotes & Worksheet 5, Unit 2). Some students reported that it 

was the experiences in Unit 1 that helped them complete the task (H1, M1, M4, M19, 

L10, Learning log 3, Unit 2). In addition, the students said that because the topic of 

the picture book in Unit 2 was familiar to them, it was easy for them to use prior 

knowledge to finish the tasks (H7, M4, M7, M18, L9, Learning logs 1 & 2, Unit2). 

One student wrote, “The topic, environmental protection, is easy to discuss about. 

When I was little, we already heard a lot of environmental campaigns, which were 
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related to our lives” (M18, Learning log 1, Unit 2) (See Appendix M, No.12). The 

familiarity with the topic made the lessons go smoothly. Moreover, the five low 

achievers in the interview also thought that connections with their prior experiences 

and knowledge strengthened their impression on the stories in the picture books, 

which helped them accomplish the tasks soon (Interview 2). In general, this strategy 

helped the learners effectively review and utilize what they had learned and 

experienced.   

Peer Discussion  

Peer discussion was helpful in stimulating and organizing different thoughts, in 

strengthening friendship and in learning to distribute different jobs. Many participants 

wrote in the learning journal that they heard and exchanged different ideas during the 

discussion and inspired one another (H1, H5, M6, M7, M10, M11, M14, L1, L3, L4, 

L8, L9, L10, Learning logs 1-4, Units 1 & 2). One student said, “I feel secure to work 

with my group members because my thoughts can be stimulated by others” (L3, 

Learning log 4, Unit 2) (See Appendix M, No.13). In the interview with the five low 

achievers, they also thought it was good to be spurred by other group members when 

discussing with the peer (Interview 2). They further explained that sometimes they did 

not know how to complete a task in the lesson, and just then, one of their group 

members would offer the first idea, which promoted more thoughts later. Besides, 

they learned to organize a variety of thoughts. In another interview, the high achievers 

responded that when discussing with their classmates during the lessons, they would 

work together to gather every group member’s ideas and tried to integrate them 

(Interview 1). They thought it was great to listen to different thoughts and learn to 

extract the best part of them. Generally, low achievers were helped and scaffolded by 

high achievers in peer discussion (Interviews 1 & 2).  

Besides the aforementioned advantage, peer discussion could also strengthen 
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friendship and give students a chance to learn to distribute different jobs. Many 

participants said that they liked the lively atmosphere in the peer discussion and when 

they expressed their thoughts to their group members, they thought they were closer 

than before (H2, H3, L11, L13, Learning logs 1 & 2, Units 1 & 2). In addition, they 

learned to assign different jobs to each member when completing a task. For example, 

when one team was asked to compare two picture books, they divided their group into 

two small ones, and each one discussed one picture book (L8, Learning log 4, Unit 1; 

Observation fieldnotes 7, Unit 1). At last, they came back to the big group and 

compared the findings. One student even wrote in the learning journal, “Teamwork is 

the key to success” (H2, Learning log 3, Unit 2) (See Appendix M, No.14). It was 

proved when a team was creating a flyer to promote the picture book. The team 

discovered that everyone had his/her own expertise, and they did a reasonable and 

efficient work distribution (H2, Learning log 4, Unit 2). This was also recorded down 

by the teacher in the observation fieldnotes (Observation fieldnotes 8, Unit 2).       

Overall, peer discussion was a good way for students to get their meaning 

crossed and finally reach a consensus, form a good relationship, and learn how to 

distribute the work.  

Think-aloud  

A lot of participants reported that think-aloud helped them train their thinking 

flow and learn critical thinking skills efficiently. One student mentioned, “When I was 

doing think-aloud, I learned to organize my thoughts and express my ideas clearly” 

(L13, Learning log 4, Unit 2) (See Appendix M, No.15). Think-aloud was able to 

refine one’s thinking skills. Besides, the teacher noticed that through think-aloud, 

students could learn from others’ thinking flow (Teaching log 2, Unit 1). In the 

interview, two high achievers said that their thoughts could be readily commented, 

enriched by others and vice versa when they were doing think-aloud (H2, H6, 
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Interview 1). This advantage was also supported by two low achievers in another 

interview (L3, L12, Interview 2).  

 Furthermore, the students learned critical thinking skills efficiently due to the 

practice of think-aloud. Several students recognized this advantage by saying that they 

could hear the details of different thoughts, which stimulated and amended their 

thinking (H1, M6, M16, Learning log 3, Unit 2). When the teacher did think-aloud to 

clarify the mistakes the students had made during the class, they learned the target 

critical thinking skills effectively (Observation fieldnotes 1-8, Units 1 & 2). In 

addition, one learner said, “When I was doing think-aloud, I learned I had some 

thinking problems, which were solved during the lessons” (H3, Learning log 2, Unit 1) 

(See Appendix M, No.16). The teacher’s observation fieldnotes also revealed that 

when students were asked to write down suggestions to make the picture book better, 

one student asked if he could write down ‘perfect’ (Observation fieldnotes 8, Unit 1). 

The teacher replied, “If you think it’s perfect, then write down specific reasons to 

explain why it is perfect.” Then, the student did think-aloud and found out that 

nothing was perfect. He discovered a fault in his thinking after think-aloud. 

All in all, think-aloud helped students develop their thoughts in a logical way and 

learn how to clarify their thoughts to others, which enhanced their critical thinking 

ability.  

Exploration of Words and Illustrations 

This strategy assisted students a lot in comprehending the stories in the picture 

books, especially for low achievers. The teacher found out that the learners explored 

words and illustrations from time to time when they tried to complete a task. This 

helped them find out important story elements and complete a task smoothly 

(Teaching logs 2-4, Units 1 & 2). In the interview, the high achievers reported that 

they were aided by this strategy because through illustrations, they could get a big 
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picture of the stories first before going into the details by exploring the words 

(Interview 1). Generally, these high achievers liked illustrations as supplementary aids. 

As for the low achievers, they greatly emphasized the helpfulness of the strategy. 

They said that when browsing through the pictures in the books, they were capable of 

thinking forward to make inferences and eliciting main messages conveyed by the 

author (Interview 2). This process improved their critical thinking skills.  

Limitations of the Six Strategies 

 The six strategies provided by Law’s study (2012) still had some limitations, 

which are presented below. The solutions to these limitations will be discussed in 

Chapter 5.    

Open-ended, Thought-provoking Questions 

 When the teacher used this strategy to stimulate the students’ thoughts, off-topic 

ideas, illogical thoughts and shallow answers were often produced by them. Besides, 

some participants admitted that they could not think of any answers to open-ended 

questions sometimes. In the interview with the low achievers, one student reported 

that open-ended questions easily led to off-topic ideas (L8, Interview 2). She said, “In 

the second unit, some people referred to the big head in the picture as Grandma’s head. 

In fact, it was the chief’s head. They derailed the theme there” (See Appendix M, 

No.17). Some observation fieldnotes and worksheets also revealed that some students 

provided illogical answers to open-ended questions so as to show their creativity and 

humor (Observation fieldnotes 1, Units 1 & 2; M6, L2, L11, Worksheets 7 & 8, Unit 

2). For instance, when the teacher asked why she chose The Three Little Wolves and 

The Big Bad Pig as the target picture book, one students replied, “Because you 

thought of us as pigs” (Observation fieldnotes 1, Unit 1). He just wanted to be 

humorous without any logics. Moreover, some students tended to write down shallow 

thoughts to the questions (M9, M11, M12, M15, L14, Worksheets 3 & 7, Unit 1; M14, 
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M17, L6, L7, L15, Worksheet 6 & 7, Unit 2). No further explanations and detailed 

thoughts could be seen on the worksheets. For instance, one student wrote that if he 

were a pig, he would pretend to be a good pig and then kill three little wolves 

someday to own the flowery house (M8, Worksheets 4, Unit 1). However, he did not 

say why he wanted to do that. Moreover, some of them even complained that they 

could not think of any answers to open-ended questions on their own (H1, M4, L1, 

Learning log 1, Unit 2).   

Identification and Discussion of the Main Messages in the Stories 

 Some participants reported that they and their group members had different 

thoughts toward the main messages conveyed by the author (H3, H7, M5, L8, 

Learning log 3, Unit 1). When there were too many ideas presented in the picture 

book, some students felt identifying and discussing the main messages in the stories 

became really hard and challenging (M4, M10, L2, Learning log 3, Units 1 & 2).    

Connections with One’s Prior Experiences and Knowledge  

This strategy could only be adopted when the prior experience and knowledge 

were related to the discussed topic. However, it was not always the case because the 

students were not familiar with all the topics. For instance, one low achiever brought 

up the issue in the interview, “I cannot use this strategy effectively when the discussed 

topic is not stored in my past experiences and knowledge (L1, Interview 1) (See 

Appendix M, No.18). This was agreed upon by the other four low achievers, who 

testified that when they were reading the first picture book, the theme was hard to 

catch since it was abstract and far from real-life.  

Furthermore, there were times when the students used their past experiences and 

knowledge in a wrong way, and this strategy became a hindrance in learning critical 

thinking skills. For example, when the students were asked to comment on whether 

other groups stated their assertions with strong reasons, some of them regarded the 
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reasons as strong because they agreed with those people’s assertion (M5, M7, M13, 

L2, Worksheet 6, Unit 2). Here, they used unrelated prior knowledge to judge whether 

there was a strong causal relationship.   

Peer Discussion  

 Peer discussion had some limitations when some people in a group were not 

willing to provide their thoughts and when too many ideas clashed together. As for the 

first situation, some learners wrote in their learning journal that they needed their 

teammates to provide their views more, and they did not like the time when somebody 

was waiting for others’ answers (H5, H6, H7, L10, Learning logs 2 & 3, Unit 2). 

Some students confessed that they tended to follow others’ thoughts and copied what 

others had written (M18, L8, L10, Learning log 3, Unit 2). Others said that they had 

to rely on their group members, which made them unhappy (M16, L9, Learning log 3, 

Unit 2). One student even mentioned, “I did not join the discussion since my 

teammates offered the thoughts too soon (L9, Learning log 4, Unit 2) (See Appendix 

M, No.19). In the interview, the five high achievers offered the explanations for being 

unwilling to provide the answers. They said if they had to talk in front of the 

unfamiliar classmates, they would be afraid of speaking out their thoughts because 

they were scared that those unfamiliar classmates may evaluate them wrongly by their 

arguments (Interview 1).  

 As for the second situation, many participants mentioned that it was difficult to 

discuss with their group because they had different thoughts very often and spent a lot 

of time compromising with one another to reach a conclusion (H3, H7, M5, Learning 

log 4, Unit 1; H4, H7, M5, M13, M18, Learning logs 2-4, Unit 2). Similarly, the five 

high achievers all admitted that integrating and organizing different ideas took a lot of 

efforts, which were often made by the students whose English was good (Interview 1). 

These high achievers concluded that their group members had a lot of fantastic ideas, 
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but they did not have confidence in their own English ability, so they tended to 

depend on high achievers. This statement was proved true by the five low achievers, 

who confessed that the ones whose English were good were in charge of collecting, 

organizing and integrating the group’s answers (Interview 2). Therefore, they did not 

learn a lot in organizing thoughts. In addition, some people enjoyed working with 

fewer people or working alone (H7, M5, M10, L13, Learning logs 2 & 4, Unit 2). In 

that way, they did not have to spend much time dealing with the clashing ideas. This 

was also observed by one low achiever. She said, “Sometimes my group did not 

discuss with each other; instead, we thought about the questions or complete the tasks 

independently” (L1, Interview 2) (See Appendix M, No.20).  

Think-aloud 

 Similar to peer discussion, some students were not used to doing think-aloud in 

front of the people they did not know well, and some were affected by their group 

members who did think-aloud too soon without giving them a chance to think over. 

The interview revealed that the high achievers liked to work with the peer they were 

familiar with when doing think-aloud (Interview 1). They were afraid of being 

evaluated and countered by other group members, but if they did think-aloud with 

good friends, they wouldn’t be so scared. Besides, two low achievers in the interview 

mentioned that they did a lot of think-aloud, which did not leave any space and time 

for their group members to form their own thoughts for the questions (L3, L12, 

Interview 2).   

Exploration of words and illustrations 

This strategy could be adopted when picture books were used as discussion 

materials in teaching critical thinking skills. Nonetheless, some high achievers argued 

that illustrations were not a necessary element in promoting critical thinking skills 

(H3, H6, H8, Interview 1). They thought that the topic of the teaching materials was 
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more important than the illustrations in the picture books. If the topic was more 

connected to their lives, then it was more likely to enhance their critical thinking skills. 

In addition, exploring words and illustrations would be very hard if too much 

vocabulary was involved in the picture book. Some students said that they felt very 

confused about the content of the picture books because of the language problem (L2, 

L3, L12, Learning log 4, Unit 1; M4, M12, L1, L5, L9, Learning log 1, Unit 2).  

Other Helpful Strategies 

 In addition to the six strategies suggested by Law (2012), two useful strategies 

emerged from the data analysis in the study. They are interactive read-aloud and 

questioning the author.  

Interactive Read-aloud 

 Several participants mentioned that reading the picture book out loud was fun 

and helped them comprehend the story (H1, H2, H3, M5, M13, M18, L2, L3, 

Learning log 1, Unit 1; H2, H7, L10, L12, Learning log 2, Unit 2). The teacher also 

discovered that when students were comparing two picture books, several groups 

assigned one person to read the new book out loud, and they stopped at the part they 

could not understand (Observation fieldnotes 7, Unit 1). When someone encountered 

the problems, he/she would ask questions, and others helped to answer the questions 

by analyzing the text right away. Due to this strategy, they all did well in getting main 

ideas of the new book and classifying different story elements. Besides, the teacher 

also used this strategy to lead students to read a new picture book, Make Way for 

Ducklings, when the students were asked to compare this new picture book to the 

target picture book, A River Ran Wild. During the interactive read-alouds, students 

started to actively think about and react to the plot and the pictures (Observation 

fieldnotes , Unit 2).        

 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

61 

 

Questioning the Author  

 This strategy was used voluntarily by one group in Unit 1 (H3, Learning log 1, 

Unit 1) and then was incorporated in the teaching activities in Unit 2. Several 

participants said that through this strategy, they dug deep into the author’s thoughts 

and became familiar with the book, which advanced their reading skills (H1, M14, 

L10, L12, Learning log 7, Unit 2). The teacher also found that most of the questions 

the students raised were great, and the answers were complete (H1, H2, H3, H4, H6, 

M5, M10, M13, L5, L7, L12, L13, Worksheet 7, Unit 2). Although some of the 

questions seemed weird, the students could justify them. For example, when one team 

raised the question, “Where did the author live,” the teacher questioned the 

meaningfulness of the question (Observation fieldnotes 7, Unit 2). They fought for 

themselves and said that they wanted to see if the author lived by the river and find 

out the reason why she had bonded with the nature. This strategy motivated the 

students to assess the information they had got from the book and propose a 

reasonable judgment.  

Students’ Performances of CT skills in Unit 1 

 When the participants were learning the four critical thinking skills through the 

first picture book, they made progress and encountered some problems. The 

improvement of the four CT skills will be described here, while the problems will be 

presented along with the adjustment in the next passage.  

 When learning how to distinguish facts from opinions, a lot of students could not 

identify facts accurately at first because they usually mistook opinions as facts 

(Worksheet 1, Unit 1). However, after exploring the pictures in the book, they 

understood that what they observed in the pictures was mostly interpreted by them 

subjectively (Teaching log 1, Unit 1); thus, they did better in distinguishing facts from 

opinions in Worksheet 2 than Worksheet 1 (Worksheets 1 & 2, Unit 1). One student 
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even said, “In these two lessons, I have realized that we may face a terrible situation 

when other people tell us some information and we just believe them without thinking 

critically, because what others have said may not be a fact but an opinion without 

evidence (H5, Learning Log 1, Unit 1) (See Appendix M, No.21). Besides, through 

the teacher’s think-aloud on how to distinguish facts from opinions, the students knew 

the differences between them and were able to offer the reasons for their classification 

of facts and opinions (Observation fieldnotes 1 & 2, Unit 1).    

In terms of the ability to compare, classify and sequence various information, 

most of the students did a great job in comparing the story with what happened in the 

world. They also performed well in the classification of story elements. As for 

sequencing the story, most of the groups had logical classifications (Worksheets 3 & 4, 

Unit 1). Actually, in the beginning, many students did not know how to complete the 

worksheets; nonetheless, with the guidance of the teacher, they thought of several 

good comparisons to the story. They also knew how to pull out main events from the 

picture book and then sequenced, classified them (Observation fieldnotes 3 & 4, Unit 

1). For example, one student wrote that the story reminded her of the argument of 

Mencius, who advocated the saying, “Humans are born good.” This saying was 

connected to what she had learned in Chinese class (M11, Worksheet 4, Unit 1). 

Another group found out the main events from the story and sequenced them in a 

logical way with the help of illustrations (H3, M1, M4, M5, M7, L10, Worksheet 3, 

Unit 1; Observation fieldnotes 3, Unit 1). In addition, many of them also used pictures 

as a prompt to classify the story elements. Although the classification of the climax, 

the rising action and the falling action was still hard, they finished it successfully by 

exploring pictures (Observation fieldnotes 3, Unit 1). 

In learning to identify the causal relationship between information based on the 

context, the students performed well in offering good reasons to support the author’s 
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main messages (Worksheet 6, Unit 1), and they also did well in finding out causal 

sentences in the picture book (Worksheet 5, Unit 1). For example, one group said that 

the author emphasized the power of the nature because in the story, the scent emitted 

from a flowery house changed the big bad pig into the good one (H4, M13, M14, L6, 

L13, Worksheet 6, Unit 1). They provided a piece of sound evidence to support their 

assertion. In addition, most of the groups found out the causal sentences in the book 

although there were no key words like because and so (Worksheet 5, Unit 1). This 

proved that the students were able to identify causal sentences without evident clues. 

On the other hand, the teacher discovered that when students were thinking about if 

there was a causal relationship, they tended to refer to their prior experiences, which 

could affect one’s reasonable judgment (Teaching log 3, Unit 1). It was also observed 

by other three students who said that many of their classmates were inclined to 

identify the causal relationship based on their own values and experiences (H3, H7, 

M7, Learning log 3, Unit 1). Thus, the teacher reminded students that when they were 

looking for causal relationship, they had to find the proof in the contexts. In the end, 

most of the students were capable of putting aside their bias and identifying the causal 

relationship in the book.   

When asked to assess different pieces of information and propose reasonable 

judgments or suggestions, most of the students gave logical and complete 

justifications for their judgments in the comparison of two picture books and for 

suggestions to the target picture book (Worksheets 7 & 8, Unit 1). One student said, 

“My group did not know how to assess the information in the two different books at 

first, but later we exchanged ideas with the peer and got assistance from the teacher 

while reading, so we completed the mission” (M7, Learning log 4, Unit 1) (See 

Appendix M, No.22). These students learned problem solving skills when practicing 

how to propose reasonable judgments. Moreover, when it comes to the suggestions 
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for revising the picture book and the promotion of it, many groups offered concrete 

and rational suggestions. For example, several students suggested that the author 

explain the reason why the pig could turn into a good pig when smelling flowers, or 

the readers would be confused about the sudden and illogical change (H4, M1, M7, 

M18, L2, L4, L9, L13, L16, Worksheet 8, Unit 1). This demonstrated that the students 

knew how to provide reasonable suggestions. Furthermore, in the last two lessons, it 

was obvious that the students were more familiar with the strategies used to learn the 

CT skills, so they adopted the strategies smoothly to help them finish the tasks 

(Teaching log 4, Unit 1). For instance, they constantly explored pictures and words 

when thinking of the flyer to promote the picture book. Through the practice, they 

completed the task in a short time (Observation fieldnotes 8, Unit 1).  

Overall, all the students made progress in the four critical thinking skills, but 

they still faced some problems in the learning process. This will be presented in the 

following section.  

The Problems and the Adjustment 

 During the practices of Unit 1, the students and the teacher encountered some 

problems in learning/teaching critical thinking skills through picture books. Based on 

the learning journals, teaching journals, observation fieldnotes and worksheets, the 

teacher summarized several problems and spent three weeks coping with them and 

modifying the lesson plan for Unit 2. In the following section, the problems are 

presented first and then the adjustment is shown.  

Problems in Unit 1 

 The problems are described in terms of three categories: (1) teaching materials, 

(2) time and group arrangement, and (3) teaching activities. These problems are 

language hindrance, an abstract theme of the target picture book, limited time, 

improper group division, students’ boredom and some ineffective CT activities.    
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Teaching Materials 

Language hindrance. Some participants complained that they were hindered by 

unknown words in the picture books when taking part in critical thinking activities 

(M6, L1, L11, Learning log 4, Unit 1). This difficulty was also discovered by the 

teacher. The teaching journal revealed that some students could not comprehend the 

story in the picture book, so they had to rely on the expert others (Teaching log 1, 

Unit 1). Besides, the observation fieldnotes recorded that when students were learning 

to sequence a story, some groups couldn’t get the sequence right since they were 

hindered by the vocabulary that they didn’t know in the picture book (Observation 

fieldnotes 3, Unit 1). Likewise, in the learning journals, some students expressed their 

concerns toward the use of English. One student said, “If we could have Chinese 

translation of the picture book, maybe we could find out more causal sentences” (M5, 

Learning log 3, Unit 2) (See Appendix M, No.23). Another said, “If we could do 

think-aloud in Chinese or do it on Chinese materials, we would feel happier (L3, 

Learning log 3, Unit 1) (See Appendix M, No.24).  

Abstract theme. Although several participants showed positive responses toward 

the picture book, The Three Little Wolves and The Big Bad Pig because of its 

similarity to Three Little Pigs, they considered the story too hard to comprehend in 

terms of its logics. They thought that its theme was too abstract and difficult to 

discuss about when the picture book become critical thinking materials (H7, M4, M14, 

L1, L4, L9, Learning log 1, Unit 1). During the interview with the five high achievers, 

they all agreed on the feelings toward the first unit. They felt that the first picture 

book, The Three Little Wolves and The Big Bad Pig, was too abstract and not related 

to daily lives, so in promoting critical thinking, they thought that it did not work very 

well (Interview 1). This argument was shared by the five low achievers as well in 

another interview. They said that the story of the first picture book lacked reasonable 
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explanations, so it was difficult to think critically about the story (Interview 2).  

Time and Group Arrangement 

Limited time. Many learners argued that when learning critical thinking skills, 

they needed enough time to process the questions and accomplish the tasks. However, 

they did not always get adequate time to complete their critical thinking missions (H2, 

M4, M7, M13, L3, Learning log 2, Unit 1). One student reported, “When we are in a 

rush, we are more likely to make a mistake” (H3, Learning log 3, Unit 2) (See 

Appendix M, No.25). For example, the teacher only gave 10 minutes for students to 

put different story elements into a chart when the students were practicing classifying 

skills. Many groups put wrong elements into a wrong category because they did not 

have time to think thoroughly (Observation fieldnotes 3, Unit 1; H5, H7, H8, M1, M6, 

M9, M16, M18, M19, L2, L5, L6, L8, Worksheet 3, Unit 1). Moreover, when time 

was limited, students tended to offer shallow arguments. For instance, when asked the 

questions raised by the teacher without enough time to think over, the students usually 

offered weak reasons without giving evidence (Observation fieldnotes 1 & 4 & 7, 

Unit 1). Also, the low achievers in the interview felt that learning critical thinking 

took a lot of time, so sufficient time was significant in cultivating critical thinking 

skills, or they may feel too stressed to think of anything to express (Interview 2).         

Improper group division. Some students said that they were afraid of expressing 

their own thoughts in front of unfamiliar group members. For the first unit, the teacher 

divided the class into eight groups and required them to sit together during the lessons. 

Thus, some of them may work with the classmates they did not know well. Some 

students reported their negative feelings toward working with unfamiliar teammates in 

the learning journals and the interviews. They did not feel at ease and were afraid of 

providing their thoughts to complete critical thinking tasks (L4, L9, L10, Learning 

logs 1 & 4, Unit 1). In addition to the makeup of the groups, the teacher found that the 
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number of the members in a group also mattered a lot (Teaching logs 1 & 3 & 4, Unit 

1). There were five to six people in a group for the first unit. For some activities like 

distinguishing facts and opinions in the picture book, the group was too big, and some 

of the students sat back and waited for other’s answers.       

Teaching Activities 

Students’ boredom. To many learners, eight classes on the same picture book 

were too long and too boring. Some learners expressed these thoughts directly when 

they were learning how to assess different pieces of information and propose 

reasonable judgments or suggestions in the seventh lesson (Observation fieldnotes 7, 

Unit 1). Their learning motivation was decreasing with the course of the lessons. In 

the teaching journal, the teacher also wrote that although they made the comparison 

and assessment smoothly based on their experiences in reading the picture book for 

several times, they were getting tired of the story, and they even asked when they 

could read another picture book (Teaching logs 7 & 8, Unit 1). At the end of the unit, 

the activities related to the target picture book could not stimulate their learning 

motivation anymore.  

Ineffective training of CT skills. Through class observation, the teacher found 

that after teaching Unit 1, she could improve four questions or teaching activities 

because the original ones were not effective enough to enhance the students’ four 

critical thinking skills.  

First, when the students were comparing themselves to the three little wolves and 

the big bad pig in the picture book, some of them thought of shallow differences, and 

some came up with creative but illogical ideas (Observation fieldnotes 4, Unit 1). 

Everyone answered the questions, but few did an accurate comparison (H8, M4, M7, 

M11, L1, Worksheet 4, Unit 1). It seemed that this question was not suitable for 

training comparison skills.  
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Second, when students were asked to offer their thoughts about whether they 

agreed on the main messages conveyed by the author, the teacher expected them to 

provide good reasons on why they agreed or disagreed with the author. However, 

most of the students said they agreed with the author and few of them wrote down 

good reasons to support their assertion (Observation fieldnotes 6, Unit 1; H8, 

Worksheet 6, Unit 1). Therefore, this question did not seem to be able to train the skill 

of identifying the causal relationship between information based on the context.  

Third, the activity where each group compared different books with the target 

picture book was too hard for them. They had to spend a lot of time working out the 

meaning of the new picture book, and what was worse, they could not discuss it with 

other groups because every group had its own new picture book to compare to 

(Observation fieldnotes 7, Unit 1).           

Adjustment 

 In response to the problems encountered by the students and the teacher in the 

first unit, the teacher made some adjustments for Unit 2 with respect to teaching 

materials, time and group arrangement and teaching activities.    

Teaching Materials 

Language assistance. The teacher prepared a word bank with many words that 

students may not know in the second picture book. In this way, students could write 

down Chinese translation to the words when reading the picture book out loud, and 

they could also refer to the word bank when they were working on the following 

critical thinking tasks.  

Concrete theme. The theme of the second picture book happened to be more 

concrete than that of the first one. The second one, A River Ran Wild, centered around 

environmental protection, and it was adapted from a true story. This theme was related 

to real life; hence, students were more likely to think critically about it than about the 
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first picture book.    

Time and Group Arrangement 

Adequate time for thinking. The teacher lengthened the time for students to 

accomplish the worksheets, thus leaving adequate time for them to think thoroughly. 

Besides, in the first unit, students had limited time to reflect, so in the second unit, the 

teacher added the reflection time to the beginning of each lesson and the blackboard 

checking time after some activities. When asked to write down the answers on the 

blackboard, the students could meanwhile be trained to express their thoughts freely 

in front of the whole class. The answers presented on the blackboard in a written form 

could help students organize their thoughts and gave the whole class a chance to 

check other groups’ ideas and reflect on their own thoughts. 

Grouping adjustment. In the second unit, the teacher decided to let students 

choose their group members on their own. If there were some students left, the teacher 

would assign them evenly to other groups. Under this circumstance, most of the 

students could work with their friends and express their thoughts freely. In addition, in 

order for every group member to contribute their share, some activities were 

conducted in a group of 3-4 and some in a group of 5-6. For example, in an activity 

where students had to find out as many causal sentences as possible in the picture 

book, there would only be 3-4 people completing the task. On the other hand, for the 

activity where students needed more people to offer ideas, there would be 5-6 people. 

For example, there would be 5-6 people creating an advertisement /flyer to promote 

the picture book.        

Teaching Activities 

The maintenance of students’ motivation. Students needed some competition to 

maintain their motivation, so the teacher integrated some games into critical thinking 

tasks and give points to the winners. For example, in the first lesson for Unit 2, when 
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students finished distinguishing facts from opinions on the several statements of one 

illustration in the picture book, they would get a slip with one statement of the 

illustration. The people who got the same statement gathered together to check if they 

had the same classification toward the statement on the slip. The group who got the 

classification right would get extra points. Through this activity, aside from 

maintaining students’ motivation, the teacher could also check the students’ 

understanding of facts and opinions in front of the whole class, and the students could 

know why others thought that way through think-aloud.  

Efficient training of CT skills. The three questions and activities mentioned in the 

problems section were changed into the following ones so as to train students’ critical 

thinking skills effectively.  

 First, the comparison of the two books was moved to Lesson 4 in Unit 2, and 

every group would be asked to compare the same two picture books, A River Ran 

Wild and Make Way for Ducklings. In this way, they could learn comparison skills in 

Lesson 4 thoroughly, and they could use the classification chart they had just filled 

out in Lesson 3 to compare these two books. Furthermore, the teacher could lead 

students to read Make Way for Ducklings together, and the students would not be 

hindered by language problems, thus having a full understanding of the new picture 

book. Then, the students could save time for sharpening their comparison skills, 

which already required a lot of time and efforts.    

 Second, in Lesson 6, the question about whether they agreed with the author’s 

main massages was changed into whether they thought that the reasons other teams 

gave to support the main messages were strong enough. When they were commenting 

on other teams’ reasons, they would be given a comment slip with several questions 

to check the strength of the reasons. These questions were shown in the following: 

1. What are the main messages they share with us? 
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2. Are the reasons clear and specific? 

3. Are the reasons related to the main messages? Do they have a logical 

relationship? 

4. Do the reasons conform to the beliefs, values and knowledge shared by the 

public? 

These guiding questions could help students learn not only to identify the causal  

relationship between information but also to provide good reasons to support their 

arguments.     

 Third, since the comparison of two books in Lesson 7 in Unit 1 was moved to 

Lesson 4 in Unit 2, another activity should be filled in for Lesson 7. The teacher chose 

questioning the author for students to learn to assess different pieces of information 

and propose reasonable judgments. The reasons why the teacher chose questioning the 

author were that at the end of Unit 2, students would be getting more and more 

familiar with the target picture book and its author, and that students could be 

equipped with the ability to put themselves in others’ shoes and dig deep into the 

scenes behind the story. Besides, one more question was added to Lesson 7. To bridge 

Lessons 7 and 8, the teacher asked students in Lesson 7, “Do you like the ending part? 

If yes, why? If not, do you have a good suggestion? Give reasonable judgments.” 

Proposing a good suggestion to the ending in a picture book could encourage them to 

look into the different effects that the ending brought to the readers. Moreover, this 

could train their suggestion skills and made the suggestions for other parts of the 

picture book in Lesson 8 go smoothly.       

 The above were the adjustments made by the teacher to cope with the problems 

encountered by the students and the teacher in Unit 1. The lesson plan and the 

worksheets for Unit 2 were presented from Appendices N to V with the revised parts 

highlighted. 
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Students’ Performances of CT skills in Unit 2 

 In Unit 2, the students received the adjusted teaching and made some 

improvement in the four critical thinking skills. Their performances are presented in 

relation with each critical thinking skill.  

With respect to learning distinguishing facts from opinions, most groups except 

one were correct in differentiating facts from opinions on Worksheet 2. They did 

better in Unit 2 than in Unit 1 because in Unit 2, they had much more time to discuss 

the classification of the statements (Observation fieldnotes 2, Unit 2). Although like 

Unit 1, some students saw the inferences/opinions as facts before they proved it right, 

several students raised their doubts about these students’ viewpoints during the 

discussion (Observation fieldnotes 1, Unit 2). They started to think critically about 

others’ arguments and even asked the teacher for the evidence to support their 

assertion. For example, when asked to classify the statement, “the teacher liked the 

earth,” into a fact or an opinion, some students (H6, M13, L12) asked the teacher if 

she really liked the earth before they made the classification (Observation fieldnotes 1, 

Unit 2). They advanced their CT skill in Unit 2.    

In terms of the ability to compare, classify and sequence various information, 

students did a better job in comparing the two picture books, classifying story 

elements and sequencing the story in Unit 2 compared to Unit 1(Worksheets 3 & 4, 

Unit 2). It may be due to the fact that the theme of the second picture book was 

related to their lives (Teaching logs 3 & 4, Unit 2). Several students said that it was 

easy to compare, classify and sequence information in the second picture book since 

they could use their prior experiences and knowledge to complete the tasks (H7, M4, 

M14, M18, L1, L4, L9, Learning log 2, Unit 2). Some participants even used their 

own words to sequence the story events (H5, M2, M4, M5, L4, Worksheet 3, Unit 2). 

Besides, in Unit 2, the teacher asked all of the students to compare the same two 
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picture books instead of each group in charge of different books. When the teacher led 

the whole class to read the new picture book aloud before they compared it to the 

target book, the students started to think and react to the plot and the illustrations 

(Observation fieldnotes 4, Unit 2). They did not just receive what they had heard from 

the teacher but also learned to raise questions or think forward to pave the way for the 

following comparison.     

In learning to identify the causal relationship between information based on the 

context, students spent less time in finding out causal sentences in Unit 2 than in Unit 

1, and they did well in clarifying why a certain statement was not a causal sentence 

(Worksheet 5, Unit 2; Observation fieldnotes 5, Unit 2). For example, when some 

students said that the sentence, “no longer do we have a river—it’s a stinky, smelly 

sewer,” carried a causal relationship, others disagreed with them. They said that it was 

just a factual statement without a causal relationship. “No longer do we have a river” 

indicated that the river was not a river anymore, but it did not cause the river to 

become a sewer (Observation fieldnotes 5, Unit 2). It was apparent that these students 

actually obtained the skill to identify the causal relationship between information 

based on the context.     

When learning to assess different pieces of information and propose reasonable 

judgments or suggestions, the students showed that they were adept at integrating the 

information they had gained in the previous lessons into the assessment and 

suggestion tasks (Teaching log 4, Unit 2). For instance, all the groups included one 

illustration in the picture book as their flyers’ theme or advertisement’s scenes 

(Worksheet 8, Unit 2). For example, one group drew an Indian protecting animals on 

the flyer to promote environmental protection, which was the theme of the target 

picture book. In addition, some people offered good reasons to explain why they did 

not like the ending and meanwhile provided logical suggestions to make the ending 
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better (H4, H5, M11, L4, L7, Worksheet 7, Unit 2). Furthermore, the students showed 

a positive attitude toward a new activity, questioning the author. One student said, 

“This activity helped me to dig deep into the author’s thoughts and put myself into 

others’ shoes” (H3, Learning log 4, Unit 2) (See Appendix M, No.26). This also 

improved their skills in assessing information and raising good questions. Most of the 

questions they came up with were great, and they also thought of the justifications for 

the raised questions (Observation fieldnotes 7, Unit 2).     

Positive Results of the Adjusted Teaching in Unit 2 

On the whole, while receiving the adjusted teaching of Unit 2, the students 

showed a positive attitude toward the concrete theme of the second picture book, 

adequate thinking time, the new critical thinking games and the amended activities.  

First, many students mentioned that the theme of the second picture book was 

related to daily lives and recent news like Paris Agreement, so they were able to 

connect the story to their prior experiences and knowledge and talked about their 

critical viewpoints toward it (H7, M4, M14, M18, L1, L4, L9, Learning log 2, Unit 2; 

Interviews 1 & 2).  

Second, the five low achievers in the interview brought up that they liked to 

think thoroughly when learning critical thinking skills and that it was great to have 

enough thinking time to complete tasks in Unit 2 (Interview 2).  

Third, the students actively engaged in the games and willingly provided their 

answers when the points could be added to their English score (Teaching log 2, Unit 

2). Most of them actively participated into the critical thinking games and performed 

well when offering their answers in front of the whole class. One student even 

mentioned, “I had a deeper impression on the course when taking part in the games” 

(M13, Learning log 1, Unit 2) (See Appendix M, No.27).  

Fourth, several students said that the changed activities and worksheets made the 
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learning smooth. For instance, the high achievers in the interview revealed that when 

asked to comparing one picture book to the target picture book, they preferred to 

compare the same picture book to the target picture book with the whole class. In this 

way, they could discuss it together with the teacher and got comments from other 

groups (Interview 1). This view corresponded to what the five low achievers said in 

another interview. They got great resonance in this way (Interview 2). Besides, the 

teacher also discovered that when students participated in another new activity, 

‘questioning the author,’ they could quickly get the main points from the story and 

find out the author’s intentions successfully (Observation fieldnotes 3, Unit 2).  

The above adjustments for Unit 2 all assisted students to attain the four critical 

thinking skills effectively. However, some adjustments led to new difficulties, which 

will be described in the next section.   

Problems in Unit 2 

 After adjusting the lesson plan of Unit 1, the teacher researcher taught the second 

picture book based on a new lesson plan. Nonetheless, the teacher and the students 

still met with three new problems during the practices of Unit 2. The problems are 

shown below, and the suggestions in coping with the problems will be presented in 

Chapter 5.  

 First, although a few students said that it was good to have a word bank to help 

them with the comprehension of the second picture book (M4, M5, Learning log 1, 

Unit 2), the teacher found that most of the students did not refer to the word bank 

when they were impeded by unknown words in the following critical thinking tasks 

(Teaching logs 2-4, Unit 2). For example, when the students were working on finding 

out the causal sentences in the picture book, they asked the teacher about the meaning 

of the words they did not know instead of looking them up in the word bank. 

Although the teacher tried to encourage them to use the word bank, the students were 
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used to getting instant help from the teacher or high achievers (Observation fieldnotes 

5, Unit 2). Thus, the word bank did not work well in helping students to comprehend 

the book.      

 Second, despite the fact that some students liked to work with the friends they 

were familiar with (L3, M8, M18, M19, L2, L11, Learning logs 1-2, Unit 2; Interview 

1), the teacher discovered that one fourth of the students did not work hard in 

completing the tasks; instead, they tended to spend a lot of time chatting with each 

other about off-topic ideas (Observation fieldnotes 3-6, Unit 2). These students were 

inclined to relax themselves without fulfilling their duties in class when they were 

working with familiar friends (Teaching logs 2-3, Unit 2). As a result, most of the 

time, their ideas presented on the worksheets were not complete (M2, M8, M12, M17, 

M19, L6, L7, L11, L14, L15, L16, Worksheets 3-6, Unit 2), and their class 

participation was not active (Observation fieldnotes 3-6, Unit 2).   

 Third, some students confessed that they still could not pluck up their courage to 

speak in front of the whole class in spite of their practice in the two units (M18, L4, 

L9, L10, Learning logs 2-4, Unit 2). The teacher also found that some shy students 

were used to writing on the worksheets instead of speaking in front of a lot of people. 

When these students wrote their thoughts down, they could perform well (Teaching 

log 3, Unit 2). However, these students were unable to present their ideas clearly 

when talking to their classmates. This caused them to be regarded as low achievers by 

other group members; however, it was not true (Observation fieldnotes 4, Unit 2).        

 The abovementioned problems were what the students and the teacher 

encountered in Unit 2. The suggestions to them will be discussed in the next chapter.   
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CHAPTER 5 

DISCUSSION AND CONCLUSION 

 This chapter discusses the results on how the students and the teacher responded 

to teaching critical thinking through picture books and how they perceived the 

adjustments made to deal with the difficulties in the learning/teaching process. 

Besides, the pedagogical implications, the limitations of the present study and the 

suggestions for future research will also be shown in this chapter.    

General Perceptions of Picture Books as CT Teaching Materials  

 The findings in this study indicated that overall, the students and the teacher held 

positive attitudes toward teaching critical thinking through picture books. They 

asserted that picture books assisted in cultivating critical thinking skills, improving 

English ability, and motivating people to learn. Nevertheless, some students and the 

teacher discovered three problems derived from the characteristics of illustrations: (1) 

the strong tendency of different directions of thinking, (2) the extra requirement of 

being observant toward illustrations, and (3) excessive reliance on illustrations. The 

sections below will discuss the abovementioned findings.    

Advantages 

 The cultivation of critical thinking skills, the improvement of English ability and 

high learning motivation were the three advantages of picture book learning emerged 

from this study.  

First, picture books helped a lot in teaching and learning critical thinking skills in 

the present study. Illustrations in the picture books offered pictorial hints, room for 

imagination and supporting information for students’ thoughts. Similarly, the previous 

discussed literature stated that the shape, size, style and color of illustrations in picture 

books provided stimulation for prior knowledge, imagination and further thoughts, 

which enhanced critical thinking (Hansen & Zambo, 2005; Hsiu-Chih, 2008; Jalongo, 
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Dragich, Conrad & Zhang, 2002; O’Neil, 2011; Pringle & Lamme, 2005). In addition, 

the pictures could also work as an efficient tool for students to distinguish facts from 

opinions, which is consistent with Long’s (2003) study. In the present study and 

Long’s study, pictures were used as a prompt for students to classify different 

statements into facts or opinions. The participants explored the differences between 

facts and opinions thoroughly through the practice. Moreover, the findings in this 

study confirmed Law’s (2012) claim that the illustrations in picture books could be 

used as evidence for students’ assertions, which reminded students that looking for 

evidence was essential in a critical thinking process. Besides, as what Commeyrans 

(1993) and Rogers (2002) have asserted in their research, literature served as a good 

source for the teacher to conduct critical discussions and dialogical-thinking reading 

lessons, which improved students’ critical thinking skills. Picture books, belonging to 

one type of literature, were no exception according to the observation fieldnotes and 

the worksheets in this study. This is also confirmed by Burke’s (1990), Hansen and 

Zambo’s (2005), and Li’s (1998) studies, where students’ thinking, reasoning and 

problem-solving skills were cultivated through picture books. Most important of all, 

the results in the present study showed that picture books were an easy medium for 

students to learn critical thinking. This could solve the problem that critical thinking 

was difficult to teach, pointed out by Kivunja (2015b).       

 Second, in this study, picture books worked as good materials for students to 

learn new words/grammar and enhance their speaking/writing/reading abilities. The 

advantage of increasing the size of vocabulary is compatible with several researchers’ 

studies (Hansen & Zambo, 2005; Liu, 2009; Liu, 2010; Nodelman, 1996; Senokossoff, 

2013; Shue, 2008; Smallwood, 1992). In their studies and the current study, picture 

books helped to enrich students’ vocabulary by offering concrete illustrations of subtle 

words and a chance to repeatedly review the words that they had already learned in 
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the textbook. In terms of grammar, Lin (2011) discovered that students in remedial 

programs were able to identify the target sentence structures after learning English 

through picture books. Similarly, some low achievers in the present study also pointed 

out that they learned several sentence patterns through the picture books and knew 

exactly how to use the patterns. As for speaking ability, Hsiu-Chih (2002) mentioned 

that picture books benefited students’ productive skills a lot. Furthermore, in Wu’s 

(2005) study, the target participants, regarded as low achievers in English, made 

progress in oral proficiency. This finding echoes the present study’s discovery that 

students improved their speaking ability when discussing the picture books with the 

peer. Besides, the findings of this study that the text in picture books provided a good 

model for narrative writing and that the students could rewrite the story in their own 

words affirmed the contention of the previous research conducted by Murphy (2009), 

Routman (2000), Senokossoff (2013) and Simpson (2004). In addition to writing skill, 

the participants in this study also advanced their reading ability through picture books. 

They comprehended the picture books well with the help of the illustrations and the 

authentic context. This is in line with Hung’s (2007), Hsiu-Chih’s (2008), Patterson’s 

(1993) and Schickedanz’s (1999) studies, in which students’ reading comprehension 

was supported by the meaningful context in picture books.  

 Third, picture book learning could boost students’ confidence (Hsiu-Chih, 2008) 

and create a non-threatening environment (Wang, 2013), where students’ learning 

attitudes were positive and their attention spans were expanded (Peech, 1987; Wu, 

2005). As shown in the previous chapter, the students in this study also felt great in 

learning English through picture books, and they became focused in class, especially 

low achievers. They expressed that they wanted to read more picture books in the 

future. This high learning motivation stimulated by picture books was also presented 

in the previous literature (Bloem & Padak, 1996; Hseuh, 2007; Lin, 2000; Liu, 2007).  
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In addition, some students in the present study argued that illustrations were so cute 

and exquisite that they enjoyed the lessons a lot. They were attracted to the pictures in 

the books and became willing to read English stories and to engage in the critical 

thinking tasks. This correspond with the findings that illustrations in picture books 

had sensory power and emotional appeal, which provided unique pleasure to the 

readers (Li, 1998; Nodelman, 1996). Furthermore, picture books, usually seen as 

children books, also sparked adolescent students’ interest in reading and stimulated 

their intellectual growth in this study, which corroborated Murphy’s (2009) and 

Hansen and Zambo’s (2005) findings that picture books were viewed as an 

informative and helpful learning resource for adolescent students.  

 All in all, the results in this study demonstrated that adolescent readers enhanced 

their critical thinking skills and English ability through picture books, just as what 

Murphy (2009) concluded in her study, “that marriage of text and illustration can help 

children unlock secrets and revelations worthy of their time. And, because of the 

sophistication and experience middle grades readers bring to the meaning of print, the 

educational rewards of sharing picture books are without limit (p.24).” 

Problems 

 According to Kress and Van Leeuwen (1996), illustrations created an enigma 

where students were challenged to use their imagination, tolerate ambiguity and think 

out of the box. However, due to this, the participants and the teacher researcher in the 

present study faced three problems when learning/teaching critical thinking through 

the illustrations in picture books.  

First of all, some students in this study thought of some illogical ideas when 

reading the pictures. These students exerted their imagination in analyzing pictures, 

but they shared illogical ideas stimulated by the pictures for fun with the whole class. 

The reason why they did this was that they wanted to liven the learning atmosphere 
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and make the class interesting. Although it was good to have a lively and relaxing 

learning environment, illogical thoughts may hinder the students’ growth in proposing 

reasonable judgment.  

Next, a few students complained about the necessity of being observant enough 

to interpret the pictures and decoding the text at the same time during the lessons. A 

few other students even confessed that they depended on the words and ignored the 

illustrations when comprehending the story because they would be insecure to rely on 

the pictures alone. This contradicts the findings in Sadoski and Paivio’s (2001) study, 

which argued that the presentation of a story and a visual clue together enhanced 

cognition and comprehension. Besides, this also contrasts with another study, which 

claimed that connections across different sign systems could help students “internalize 

the reality of themes in life and literature” (p.131, Mathis, 2002). To the students who 

were not used to paying attention to images, text and illustration together created a big 

burden to them because they may not be visual learners. Based on Golloway and 

Labarca’s (1990) argument, learners sensed things differently, so teachers had to use a 

multi-sensory approach to cater to all types of learner preferences. The detailed 

suggestions will be presented later in the chapter.   

Last, because there may be different interpretations about one illustration, when 

the participants in this study interpreted it in a way differing from the text of the 

picture book, their comprehension would be impeded. For example, when students 

tried to use one illustration to understand a new word, they encountered difficulty 

since the illustration could be interpreted in more than one way. This was also 

observed by Law’s (2012) study where the pictures sometimes could not help students 

understand a new word despite the fact that they interpreted the pictures in a logical 

way. Under this circumstance, the teacher could inform students of the definition of 

the new words directly. In addition, Willows (1978) pointed out the situation where 
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text and illustration were not matched in picture books, and stated that this mismatch 

of text and illustration could obstruct learning and comprehension. This situation also 

occurred in the present study when the participants were guessing a new word. When 

they wanted to guess the meaning of the word, “pebbles,” they had a wrong guess 

since the text and the illustration did not match each other. Hibbing and 

Rankin-Erickson (2003) offered a way to solve the problem: teachers could use this 

mismatch productively by asking students to engage in further discussion and analysis 

of the unreasonable representations. Furthermore, Law (2012) suggested that when 

students misinterpreted a picture in exploring the text in a picture book, the teacher 

should analyze the picture with them and ask a guiding question to encourage the 

students to justify their interpretations. In this way, students could advance the critical 

thinking skill in assessing different pieces of information and proposing reasonable 

judgments.  

 In spite of the fact that the marriage of illustration and text could sometimes 

interfere with comprehension and critical thinking learning, it was the teacher’s 

guidance that mattered most. As long as the teacher engaged students deeply in the 

illustration and the text of picture books, students could still benefit a lot from the 

learning process.         

General Perceptions of the Strategies  

 The six strategies suggested by Law (2012) were used by the participants in 

learning the four target critical thinking skills through picture books in the present 

study. In the following section, the difficulty levels, advantages and limitations of the 

six strategies will be discussed and compared mainly to Law’s (2012) study.  

Difficulty Level of the Six Strategies 

 Overall, most of the students (over 75%) thought the six strategies as easy or 

neutral when they used them to learn the four critical thinking skills through the two 
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picture books. Judging from the difficulty levels of the six strategies perceived by the 

students, they incorporated these strategies smoothly and effectively into learning. It 

echoes the idea brought up by Law (2012) that these six strategies were effective in 

promoting critical thinking skills in picture book reading lessons.  

 Besides, to the participants, the easiest strategy was exploring words and pictures 

in both of the units, while the most difficult one in Units 1 and 2 was connecting to 

prior knowledge/experience and thinking aloud respectively.  

Regarding the easiest strategy, it was natural to explore words and pictures when 

people read a picture book; therefore, this strategy was considered the easiest one. 

With respect to the most difficult strategy, connecting to prior experiences and 

knowledge was hard in Unit 1 because the theme of the first picture book, The Three 

Little Wolves and The Big Bad Pig, was too abstract to the participants. The unreal 

plot of the picture book made it difficult for the students to connect the story to their 

past experiences and knowledge since fairy tales did not happen in real life. Thus, 

some students in this study expressed that they did not like the plot of the picture book 

due to its illogical storyline. This finding seems to conflict with Sun’s (2010) claim 

that students liked the familiar storylines modified in a creative way.  

On the other hand, in Unit 2, think-aloud was thought of as the most difficult 

strategy. It may be due to the fact that connecting to prior experiences and knowledge 

was easier in Unit 2 than in Unit 1, so the second difficult strategy, think-aloud, in 

Unit 1 became the most difficult one in Unit 2. The reason why the connections with 

past experiences became easier in Unit 2 was that the theme of the second picture 

book, A River Ran Wild, focused on environmental protection, which was heatedly 

discussed by these adolescent students many times in their life. The view was also 

supported by Law’s (2012) finding that to foster students’ critical thinking skills, the 

topic should center around their life, experiences and world. In that way, students 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

84 

 

were able to think critically about the assigned picture book without great difficulty.     

In addition to the overall perceptions of the six strategies on difficulty levels, the 

difficulty levels of the six strategies in learning each critical thinking skill will be 

discussed in the following passage.  

In learning how to distinguish facts from opinions, over 90 % of the students 

viewed the strategies as easy or neutral whether in Unit 1 or Unit 2, except for 

think-aloud, connections to prior experience and the identification of main messages. 

Think-aloud (10% in Unit 1; 14% in Unit 2) was the most unfamiliar strategy to the 

students in this study. Besides, they felt it weird to speak out their differentiations 

about facts or opinions in details instead of thinking in their mind. Thus, it was 

normal for them to regard it as hard. In addition to think-aloud, connections to prior 

experiences in Unit 1 and the identification of main messages in Unit 2 were 

perceived as difficult by 11% of the students. The reasons for this may be that in Unit 

1, when first learning to distinguish facts from opinions, the students did not have 

much prior knowledge to refer to in the first place, and that in Unit 2, the illustrations 

in the second picture book contained a lot of information, thus making it hard for the 

students to elicit main messages from the pictures in a short time.  

In terms of comparing, classifying and sequencing various information, less than 

10% of the students looked upon the six strategies as difficult. Instead, 50% of them 

thought the exploration of words and pictures to be easy in Unit 1, and 48% of them 

saw the identification of main messages and peer discussion as easy. The reasons 

behind the former viewpoint may be that the students were inclined to use pictures as 

their database for finding out the story elements and then classifying them. To them, 

the exploration of words and pictures was easy and useful in completing the tasks in 

Unit 1, since the clear illustrations in the first picture book carried many important 

messages. As for the latter view, the students found the identification of main 
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messages easy because not only had they already found out main messages from the 

previous lessons but the familiar theme of the second picture book aided them in 

figuring out the key messages the author tried to convey. In terms of peer discussion, 

in Unit 2, the students compared the same two picture books with the whole class, and 

they may think that peer discussion worked well when they had a chance to interact 

with the whole class and checked the comprehension of the books with the teacher 

first.  

    With respect to learning to identify the causal relationship, 48% of the students 

found the exploration of words and pictures easy in Unit 1, and less than 40 percent of 

them regarded the six strategies as easy in Unit 2. It may be because identifying the 

causal relationship based on the context in the second picture book was difficult in 

nature for the students. The second picture book contained more words than the first 

one; thus, when the students saw the exploration of words and pictures as easy in Unit 

1, they may not feel the same way in Unit 2. Furthermore, the two lessons in 

identifying the causal relationship were not as easy as the previous ones about facts, 

opinions, comparison, classification and sequencing. This resulted in the elevation of 

the difficulty levels of the six strategies in learning this skill compared to the previous 

two critical thinking skills. Moreover, over 10% of the students thought that it was 

difficult to answer open-ended questions and use their prior experiences in Unit 1. In 

Unit 1, the students had to provide the reasons to support their statements about what 

the author was trying to tell the readers and about if they agreed with the main 

messages conveyed by the author. To these students, it was not easy to offer the 

reasons to back up their assertions since the plot of the first picture book was not 

logical to them and unrelated to their daily lives. As a result, open-ended questions 

and connections with prior experiences were hard for the students at this stage. 

Besides, in Unit 2, more than 10% of the students found it hard to adopt the strategies 
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of the identification of key messages, think-aloud, connections with prior experiences, 

the exploration of words and pictures. Judging from this, it was inferred that these 

students regarded identifying causal relationship based on the context difficult in Unit 

2. It may be due to the fact that these students were hindered by the language problem 

when identifying the causal relationship in the second picture book, which involved 

more difficult words than the first one.    

 Regarding the learning of assessing different pieces of information and 

proposing reasonable judgments or suggestions, in both units, around 50 percent of 

the students saw the exploration of words and illustrations as simple, while over 10% 

of them considered think-aloud and open-ended questions to be hard. The reason why 

the exploration of words and pictures was viewed as easy may be that the students had 

read the picture book over and over again. They became really familiar with the 

strategy. However, as for think-aloud and open-ended questions, even though these 

students had practiced them a lot of times, the missions where the students had to use 

these two strategies differed from lesson to lesson. Therefore, they still viewed them 

as hard at the end of the unit. It is worth noticing that, in Unit 1, there were still some 

students (22%; 25%) thought that it was hard to identify main messages and explore 

the words and the illustrations. It may be due to the fact that they faced great 

difficulty in reading another new book when asked to compare this new book to the 

first picture book in Lesson 7. When reading a new book, these students had to once 

again comprehend the text and the illustrations and find out main messages to assess 

if they liked this new picture book.     

 Although the students thought of the six strategies as difficult sometimes, it was 

noted that on the whole, these strategies were still useful and efficacious in helping 

students learn critical thinking skills, which corresponds to Law’s (2012) study.    
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Advantages of the Six Strategies 

 In the present study, the six strategies recommended by Law (2012) reinforced 

critical thinking learning a lot. The advantages of each strategy will be presented as 

follows compared with previous studies.    

Open-ended, Thought-provoking Questions 

 According to Brock (1986) and Devine (1962), referential and 

thought-provocative questions encouraged students to express themselves in class. 

This mirrors the findings in this study where participants reflected on themselves and 

provided their thoughts from their own personal perspective through open-ended 

questions. Additionally, Law (2012) discovered that when asking open-ended 

questions, teachers accepted a variety of opinions and welcomed multiple 

interpretations. This was also proved by the students in the present study, who 

indicated that it was great to hear various views about one issue when the teacher 

asked an open-ended question. Since being stimulated by others’ thoughts, these 

students were capable of thinking further and critically. Just as pointed out by 

Browning, Halvorsen, Ahlquist (1996), learners could make progress in critical 

thinking skills when inquired by the teacher. Law (2012) further explained that with 

the teacher’s quality questioning, students could naturally think forward and in the 

meantime, practice critical thinking skills. Likewise, in the present study, the teacher 

researcher raised several thought-provoking questions to encourage students to 

respond to their classmates’ answers, which stimulated their critical thoughts.                    

Identification and Discussion of the Main Messages in the Stories 

 As mentioned in Chapter 4, identification of the key messages in the text could 

help students form a big picture, which was important in critical thinking. This lends 

support to Shih’s (1993) claim that recalling main points was one of the requirements 

in academic classes. Besides, according to Law (2012), different learners had different 
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interpretations about the main messages in a text and they responded to the text in 

diverse approaches. This finding corresponds to what the students in this study 

discovered that everyone used their own angle to explore the author’s messages 

behind the story. In this way, they could learn about not only their own values but 

others’, and the students’ empathy was cultivated at the same time because they 

learned to respect others’ perspectives, which was in line with Law’s (2012) study.  

Connections with One’s Prior Experiences and Knowledge  

 Making connections to students’ prior experience and knowledge helped students 

to ‘reflect on their real life experience’ (p.66, Law, 2012). Similar to this, the 

participants in the present study also contended that this strategy assisted them in 

reflecting on what they had experienced before assessing any information and making 

any judgment and in reminding them not to jump to any conclusions. Moreover, they 

also pointed out that when connecting their past experiences to the story, they could 

complete the tasks soon. This resonates with Law’s (2012) finding that if the plot of 

the story is related to real life experiences, learners are able to comprehend it 

immediately. On the whole, this strategy made the critical thinking process smooth in 

the present study, which substantiates Liaw’s (2007) statement that critical thinking in 

nature involved the ability to use experience and world knowledge to question, infer 

and deal with information.    

Peer Discussion  

 Peer discussion is advocated by a lot of previous studies, where collaborative 

learning involving group discussion aided learners in enhancing their critical thinking 

skills (Foram & Cazden, 1985; Gokhale, 1995; Kamada, 1996; Law, 2012). This 

verified the results of the present study where the students reported that their thoughts 

were enriched by their peer during the process of exchanging ideas and commenting 

on others’ opinions. In addition, the finding in this study showed that peer discussion 
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improved learners’ skills to organize various ideas. During the process of organizing 

different thoughts and reaching a final decision, the students advanced their critical 

thinking skills. This affirms Arend’s (2009) argument that students benefited from the 

discussion where a consistent idea was produced at last. Also, this social interaction 

among students helped form a secure and lively learning atmosphere in class, thus 

offering a secure platform for students to express themselves in this study, which 

confirms Law’s (2012) claim that a safe learning community built through peer 

discussion could empower students to engage in the practice of voicing out their 

ideas.     

Think-aloud 

 Think-aloud, suggested by Law (2012) in promoting critical thinking, gave an 

opportunity for learners to model the expert others’ thoughts. This advantage is 

acknowledged by the present study in which the participants imitated others’ thinking 

flow and gained a lot from it. Through think-aloud, their thoughts could be promptly 

supported or refined by their peer and the teacher. Moreover, as stated by Law (2012), 

the teachers provided explicit instructions for students so as to help them clarify their 

own thoughts through think-aloud. In this study, the students also benefited from the 

teacher’s think-aloud, which made the instructions on critical thinking skills clear and 

explicit, so they could learn each critical thinking skill efficiently. Likewise, this view 

was upheld by Pohl (1997), who asserted that critical thinking should be taught 

explicitly.              

Exploration of Words and Illustrations 

 Through the exploration of words and illustrations, the students, especially low 

achievers, in this study comprehended the story in the picture books without much 

difficulty. Besides, when exploring the illustrations, they could use the illustrations to 

find out important story elements and used them to check their understanding of the 
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text. This certified Law’s (2012) contention that the combination of words and 

pictures was important for struggling readers to make meanings about the story. 

Besides, it also confirmed several previous studies’ argument that the exploration of 

pictures helped low achievers comprehend the text and confirm their understanding of 

it (Fang, 1996; Levin, Anglin & Carney, 1987). Additionally, the learners in the 

present study mentioned that this strategy granted them a chance to learn making 

inferences and identifying main messages. This is compatible to Law’s (2012) finding 

that the students learned inferring skills and expanded their knowledge through words 

and pictures.  

Limitations of the Six Strategies 

 Despite the fact that the six effective strategies proposed by Law (2012) were 

proved to be useful in the present study, these strategies were limited in some way and 

could be used more productively with a proper guidance and arrangement. The 

following are the limitations of the six strategies discussed along with previous 

literature.  

Open-ended questions have no correct answers, so sometimes this type of 

questions elicited off-topic ideas especially in peer discussion based on the findings in 

the present study. It may be due to the fact that the teacher researcher was not able to 

stay in one group and monitor them for a long time. This is similar to what Liaw 

(2007) indicated in the study that without the teacher’s involvement, students tended 

to go off topic and chit-chat in online discussion. Therefore, the instructor had to 

facilitate discussion purposefully but not frequently (Arend, 2009). In addition, when 

students in this study did not have enough time for open-ended questions, they were 

inclined to provide shallow answers, or even stopped thinking forward because they 

knew they would not have adequate time for thinking. However, when the teacher 

researcher gave the students much more time to think thoroughly in the second unit, 
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their answers to the questions became complete and well-organized. This corroborates 

Shiau’s (2010) study where students also needed time to think over when they were 

asked to form mature thinking. Likewise, in Cotton’s (1991) study, it was suggested 

that teachers should lengthen the wait time for students’ response to their questions. In 

this way, students could develop critical thinking skills fully.      

  As for identifying main messages in peer discussion, students in this study felt 

confused when their group members had various thoughts toward the key messages 

and when the authors intended to convey many key ideas through their picture books. 

However, according to Yu (2007), this was a great timing for students to develop their 

critical thinking skills since they could make good use of the conflict and learn to 

comment on their group members’ thoughts. Yu (2007) also explained that in 

discussion, each student’s viewpoint toward one issue could be supported or rejected 

by others, but they still could hold their own view at the end of the discussion. This 

corresponded to what the teacher researcher in the present study kept telling the 

students that when there were too many key ideas, they could discuss it fully, organize 

their group members’ ideas, and form their own view instead of forcing themselves to 

accept others’ perspectives. This conflict benefited the students in forming critical 

thinking a lot.   

 In terms of connections with prior knowledge and experiences, some participants 

in this study indicated that the topic of the first picture book, which was not related to 

real life, failed to help them form deep thinking. This mirrors the finding in Stapleon’s 

(2001) study where students provided more reasons and evidence on the familiar topic 

than on the unfamiliar topic; besides, the writing was deeper and the responses were 

broader when the topic was familiar to students. Similarly, Shiau (2010) pointed out 

that when instructors aimed to promote students’ critical thinking, they had to 

consider students’ life experiences and choose suitable reading materials. This is 
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consistent with what the teacher researcher reflected on in this study that in teaching 

critical thinking, it was better for the theme of a picture book to be concrete than to be 

abstract.    

 Regarding peer discussion, the students in this study found that some of their 

group members were waiting for their answers and were reluctant to provide their 

own views. Some were used to acting as a passive role in peer discussion; some were 

slow thinkers, who needed time to think over; some were afraid that their own views 

would jeopardize the group harmony. This corresponds to the argument that in Asian 

cultures, group conformity was valued, and conforming to someone blindly was often 

seen when a passive and unquestioning role was emphasized (Carson, 1992; Kim, 

1985; Ruggerio, 1995). Besides, some of the students in this study reported that they 

were afraid of sharing their perspective with unfamiliar teammates. This resonates 

with Chian’s (2010) finding that students hoped to work with their close friends in 

order to make the learning efficient because they disliked to talk to unfamiliar people.  

 Similar to peer discussion, when using think-aloud to advance their critical 

thinking skills, students in the present study preferred to work with the classmates 

they were familiar with. As for another limitation of adopting think-aloud, some 

students in this study mentioned that because the thinking details of one person were 

reported through think-aloud, a few students completely accepted others’ ideas 

without contemplating on it first. To solve the problem, the teacher researcher in the 

present study required students to respond to others’ think-aloud, thus demanding 

them to think before making a decision. This corresponded to Norris and Ennis’s 

(1989) statement that to command a good control of their own stance, learners had to 

maintain critical thinking dispositions, including being sensitive to others’ knowledge.  

 With respect to the exploration of words and pictures, some high achievers in the 

present study said that pictures were not necessary in the process of enhancing critical 
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thinking; instead, it was the topic of reading materials that mattered most. This is in 

line with Park’s (2010) and Lin’s (2006) study where news articles and films 

respectively were implemented into critical thinking lessons based on their relations 

to students’ cultural and personal experiences. In addition, some students in this study 

reported that too much vocabulary obstructed the process of exploring words and 

pictures. They could not successfully complete the worksheets and lost confidence in 

reading the second picture book because they did not understand the text well. This is 

also observed by Chian’s (2010) study where the participants indicated that too many 

new words impeded the comprehension of the questions and the story, thereby 

affecting their motivation to think deep. Therefore, the constant adjustment on the 

difficulty level of reading materials was necessary in prompting critical thinking 

skills.  

Summary  

 Picture books and the six strategies suggested by Law (2012), in general, were 

beneficial in students’ learning, especially in strengthening their critical thinking skills, 

which is consistent with previous studies. Nonetheless, the results in the present study 

pointed out that teachers should be aware of the following situations. First, when the 

theme of picture books was abstract, then students would have difficulty relating the 

reading experience to real life, which hindered critical thinking learning. Second, 

insufficient wait time for students to answer questions or discuss an issue would 

sacrifice students’ chance to practice their critical thinking skills. Third, in group 

discussion, without teachers’ purposeful involvement, some students may talk about 

off topic ideas or remain silent, thus leading to little interaction. Scant interaction was 

also observed when students worked with unfamiliar classmates. Dealing with the 

aforementioned situations well, the instructors could make the best use of picture 

book teaching and the six strategies advocated by Law (2012) in developing learners’ 
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critical thinking skills.    

Pedagogical Implications 

 The findings of the current study show that critical thinking is teachable through 

picture book teaching and that the six strategies suggested by Law (2012) assist young 

adults a lot in learning critical thinking through picture books. The following are 

suggestions for EFL teachers to incorporate picture books and critical thinking into 

their lessons.  

Selecting Picture Books  

 In the present study, the participants showed positive attitude toward picture 

book teaching. However, the results indicated that students encountered hardships 

when reading a picture book with an abstract theme and a lot of unknown words. The 

suggestions in terms of these two aspects will be further explained as follows.   

Theme  

 Students’ critical thinking skills can improve greatly when the themes of the 

picture books are concrete and related to students’ life experiences. John Dewey (1909) 

also claimed that critical thinking occurred when people reflected on life-related 

topics. Therefore, it is suggested that teachers choose picture books with themes 

centering on students’ lives, such as environmental protection, which is the theme of 

the second target picture book in the present study. Besides, the findings in this study 

pointed out that students got bored when the teacher focused on one theme for eight 

classes, a month. According to Sun (2010), varying themes of picture books was 

required across the lessons because each student may like different discussed topics. 

Thus, teachers are advised to select more than one picture book for one-month lessons 

for students to discuss, and the themes should be connected to students’ lives.       

 Difficulty Level 

 The difficulty levels of picture books should be taken into account when picture 
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books are incorporated into high school English lessons. The students in the current 

study reported that the words in the second picture book were a little difficult to them 

even though the illustrations provided some pictorial clues, and a word bank was 

offered to them. Based on Hu’s (2000) study, about 98% of known words in a fictional 

text were needed for students to comprehend the text without assistance. If the main 

purpose of the teaching is enhancing learners’ critical thinking skills, then it is 

suggested that around 98% coverage of vocabulary should be considered in the 

selection of suitable picture books. In this way, students do not have to refer to the 

word bank so many times when they encounter unknown words, which may result in 

students’ learning inertia.   

Enhancing Teachers’ Guidance to Students  

 Teachers play an important role in promoting students’ critical thinking skills 

(Arend, 2009; Commeyrans, 1993). With a proper teachers’ guidance, especially good 

questioning skills and purposeful engagement in class, students are able to develop 

their critical thinking in an efficient way.   

Questioning  

 To overcome a common problem of Asian students who tend to follow their 

group blindly, teachers in reinforcing students’ critical thinking should pose good 

questions to encourage students to think forward. According to Albright (2002), 

teachers can ask the following questions before/during/after the read-aloud of a 

picture book:  

1. What can you tell me about (topic)? 

2. Has anyone ever seen a (…)? What is it? 

3. Why do you think I chose this book to you? 

4. What do you think this book might be about? 

5. Does this remind you of anything you’ve read in your textbook or discussed 
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in class? 

6. What do you think will happen next? 

7. Why do you think they did that? Do you think that is important?  

8. What do you notice in this illustration?   

9. How is the information different from what you read in (source)? 

10. What does the book remind you of in your own life? How is this character’s 

life like yours? How is it different from yours? 

11. What is your favorite illustration? What is your favorite incident?  

12. How is this book like another you have read? How is it different? Which one 

do you like better? 

13. What did you learn from this book that surprised you or you did not know 

before? 

14. What do you think is the most important information in this book?    

(Adapted from Albright, 2002, pp.422-23) 

 When asked some of the questions above, the students in the present study 

showed progress in the development of critical thinking. Hence, teachers can choose 

some from this pool of questions and integrate them into reading lessons. Furthermore, 

it is advisable that teachers give students enough time to think over when waiting for 

their answers.      

Involving in Students’ Peer Discussion 

 The results in this study suggest that teachers should join students’ group 

discussion so as to monitor and encourage their interaction. Without teachers’ 

guidance, there may be some students remaining silent, others chit-chatting and still 

others wandering too far from the topic based on the findings in the present study. To 

solve the problem, teachers can walk around among groups and pose questions that 

confirm students’ understanding or demonstrate how they comprehend the text to 
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stimulate students’ further thoughts (Sun, 2010). Overall, teachers should play two 

roles during students’ peer discussion: ‘conversation facilitator and intervener’ (p.578, 

Benesch, 1999). As a conversation facilitator, teachers listen, record and ask questions 

to spur students to elaborate on their answers. As an intervener, teachers encourage 

students to assess the assumptions behind their answers. Under this circumstance, 

students can be guided to think critically.     

Adopting a Multi-sensory Approach  

Teachers should use a multi-sensory approach to ensure that students learn 

effectively because each student has individual learning styles (Galloway & Labarca, 

1990). In the present study, the teacher researcher added several new activities to Unit 

2 for students to work with different people, exert multiple intelligences and write 

down or speak out their answers. Through these different activities, students used 

sound, sight and physical movement to learn critical thinking skills, which ‘capitalize 

on the individual cognitive approaches and strengths’ of the students (p.3, 

Taylor-King, 1997). Thus, each student could express their thoughts in the way 

suitable for himself/herself. Besides, the findings in this study pointed out that for 

high achievers, news could be added to the lessons in order to promote their critical 

thinking; for low achievers, films would be a good source, too. Therefore, in addition 

to picture books, teachers can integrate news and films sharing the same theme as the 

picture book into their course. Along these lines, various learner preferences could be 

taken care of.  

Implementing Interactive Read-aloud 

 In this study, the teacher researcher incorporated interactive read-alouds in Unit 2 

and discovered that it was another helpful strategy in enhancing students’ 

comprehension and critical thinking skills. According to Senokossoff (2013) and 

Morgan (2009), interactive read-alouds made students a keen text analyzer and a 
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better reader through a series of questions prepared by teachers. In interactive 

read-alouds, teachers pause at important and memorable incidents and ask students 

questions, which promotes their critical thinking. Teachers can ask students to 

hypothesize and predict the plot of the story (Li, 2013). Moreover, skillful teacher 

readers also imitate the characters’ voice and create the atmosphere as the story 

progresses (Morgan, 2009). To reflect on the effectiveness of this kind of strategy, 

Hoffman (2011) posed three questions for teachers:      

1. How do your students currently interact with texts, the teacher, and other 

students during classroom read-alouds? How might those ways of interacting 

affect students’ constructions of meaning?  

2. What is typically the focus of discussion during narrative read-alouds in your 

classroom? To what degree do you currently focus on higher level literacy 

instruction?  

3. How could you improve the quality of your classroom read-aloud discussion 

through changes to interactions and the focus of your instruction 

(p.184, Hoffman, 2011) 

 Through pondering on these questions, teachers can constantly revisit this 

strategy and adjust it to suit different learners in developing their crucial thinking.   

Implementing Questioning the Author  

Questioning the author was integrated into Unit 2 in this study, and the results 

showed that students liked this strategy a lot and they also deepened their 

understanding of the picture book. This strategy reminds students that authors are not 

right all the time, so they have to read the text carefully, find out the author’s main 

messages and assess if the author has clearly expressed his/her ideas (McKeown & 

And, 1993). The possible questions are listed below: 

1. What is the author trying to tell you? 
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2. Why is the author telling you that? 

3. Is that said clearly? 

4. How could the author have said the ideas in a clearer way? 

5. What would you want to say instead? 

(p.562, McKeown & And, 1993)     

In addition to the questions above, students can come up with their own 

questions, try to put themselves in the author’s shoes and create reasonable answers to 

the questions. Furthermore, Malu (2013) proposed that studying the authors of picture 

books could also refine EFL teaching and learning process for adolescents. As a result, 

studying the author and questioning him/her can be one of the helpful strategies in 

enhancing students’ critical thinking through picture books.   

Limitations of the Present Study 

The present study, adopting qualitative research, has the following two limitations. 

First, the forty-four participants in this study were chosen because they were the 

teacher researcher’s students. Thus, the findings of the current study may only be able 

to be applied to similar settings where the class consists of high school students with 

mixed levels and most of the students were willing to learn English.  

Second, this study only lasted for eight weeks and only two picture books were 

involved, which was quite limited in terms of duration and materials. Due to the 

relatively short investigation for this kind of qualitative study, the present study may 

not include all the patterns of the students’ behaviors. Moreover, the participants’ 

perceptions on learning critical thinking through picture books may also be affected 

by the small number of the picture books used in the current study.             

Suggestions for Future Research 

 The preliminary findings of the current study have indicated five directions for 

future research. First, future studies can extend the present study to a semester-long, 
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even a year-long investigation. Besides, they can also include more picture books 

centering on different themes in their research. In that way, they can examine 

students’ behaviors and perceptions thoroughly and meanwhile, they are able to 

further investigate what kind of themes could enhance students’ critical thinking the 

most. Second, future research can compare the progress of low achievers with that of 

high achievers in learning critical thinking through picture books. In addition to 

qualitative methods, future researchers can adopt quantitative methods at the same 

time. They can use the Inventory of Belief and Critical thinking Disposition created 

by Yeh (1999) and Cornell Critical Thinking Test Level I rewritten by Wu and Ye 

(1992) to probe whether students have advanced in critical thinking through picture 

book learning. Third, other advanced critical thinking skills included in the 2010 New 

Guidelines of English Curriculum in Taiwan can be examined in future research. It 

can probe if picture book teaching is also helpful in promoting other critical thinking 

skills, such as being able to analyze and synthesize the common points or conclusions 

among different pieces of information, being able to apply the learned principles to 

new situations in order to solve problems, and being able to synthesize and organize 

related information, recourses, and demonstrate creativity. Fourth, future studies can 

involve participants at different ages, such as students in elementary school, in junior 

high school or even in college. They can explore whether students in different age 

groups have other thoughts about learning critical thinking through picture books. 

Fifth, future researchers can divide the participants into two groups based on their 

gender and then analyze if male and female students perceive using picture books to 

enhance critical thinking in different ways.       
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Appendix A 

Observation Fieldnotes for Lessons 

Date: 

Time: 

Lesson:  

Picture book:  

Actual Observation Preliminary Interpretations 
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Appendix B 

Worksheet 1   Date:      Class:     Number:     Name: 

Distinguishing facts from Opinions (1) 

1. What do the predictions of the story through Picture Walk fall into, facts or 

opinions?   

Facts Opinions 

 

 

 

 

 

 

 

 

 

2. What do the discussion about why the teacher has chosen this picture book fall 

into, facts or opinions?  

 

Facts Opinions 
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Appendix C 

Worksheet 2   Date:      Class:     Number:     Name: 

Distinguishing facts from Opinions (2) 

 

* Identify the statements below as facts or opinions/inferences.  

Facts: ________________________________ 

Opinions/inferences: ____________________  

A. The monkey whose tail is the longest is eating a banana. 

B. The monkey sitting on the lawn is thinking about its mother.   

C. The little girl adores tigers a lot, so she excitedly runs to it.  

D. The tiger has stripes on its body.  

E. The lion holds its tail up while slumbering. 

F. The lion is having a fantastic dream.   

G. The little boy and the little girl are siblings.  

H. It is a safari. 

I. It’s a sunny day.  

Adapted from the activity suggested by Long (2003) 
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Appendix D 

Worksheet 3   Date:      Class:     Number:     Name: 

Sequencing, Classifying & Comparing various information (1) 

1. Draw a storyline of the picture book. Try to sequence main story  

events. (Discuss with your group members.) 

 

 

 

 

 

2. Classify the events or information above into the right category. 

(Discuss with your group members.) 

Narrative elements Events/Information 

Time  

Place  

Protagonist  

Antagonist  

Conflict  

Rising Action  

 

 

Climax  

Falling Action  

 

Resolution  
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Appendix E 

Worksheet 4  Date:      Class:     Number:     Name: 

Comparing, Classifying & Sequencing various information (2) 

* Compare what has happened in the story to your experiences.  

(1) If you were the main character(s), what would you do?  

 

 

 

 

 

 

 

(2) Did the story remind you of any events that had happened in your life  

or in the world?  
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Appendix F 

Worksheet 5  Date:      Class:     Number:     Name: 

Identifying the causal relationship between information from contexts (1) 

1. List the sentences that have causal relationship in the box below.  

 

 

 

 

 

 

2. Take notes on the teacher’s think-aloud on the causal relationship between 

sentences in the picture book. Pay attention to the thinking language, like “I 

wonder,” “I think,” “I see,” “I realized,” and “I feel”. 

 

 

 

 

 

3. Write down your peer’s or your think-aloud on the sentences listed in the first box, 

especially the ones whose relationship is confusing.  

 

 

 

 

Reference: http://www.readingrockets.org/strategies/think_alouds 
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Appendix G 

Worksheet 6  Date:      Class:     Number:     Name: 

Identifying the causal relationship between information from contexts (2) 

1. What do you think the author is trying to tell us?  

The main messages Your reasons  

(List the key sentences and justify why 

they construct main ideas) 

 

 

 

 

 

 

 

 

 

 

2. Do you agree with the main messages conveyed by the author? Why or why not? 
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Appendix H 

Worksheet 7  Date:      Class:     Number:     Name: 

Assessing different pieces of information and proposing reasonable judgments or 

suggestions (1) 

 

1. How is this picture book similar to or different from the (picture) books you have 

read? 

Assessment Item The Three little Wolves and the 

big bad Pig 

__________________ 

__________________ 

Illustration   

Character   

Overall Plot   

Beginning    

Conflict    

Ending   

Others    

 

2.  Decide which one you like better. 

I like ___________________________ better.  

Reasons 
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Appendix I 

Worksheet 8  Date:      Class:     Number:     Name: 

Assessing different pieces of information and proposing reasonable judgments or 

suggestions (2) 

1. If you were the publisher, which part in the picture book would you suggest that 

the author change in terms of character development, plots or illustrations? 

Suggestions  Justifications 

 

 

 

 

 

 

 

2. Help the publisher to advertise the picture book you have read.   

(Discuss with your group members and report to the whole class.) 

Create a flyer to promote the picture book.  

 

 

 

 

 

Your reasoning behind the advertisement.  
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Appendix J 

Learning Log 

Date: 

Time: 

Lesson:  

Picture book:  

Write down the critical thinking skills you have learned today. 

 

 

Circle the activities or strategies you’ve done/used today first and tell how difficult 

they are to you. 

Activity/Strategy Circle its difficulty level 

Open-ended questions Very easy   Easy    Neutral   Hard   Very Hard 

 

Getting Main Ideas Very easy   Easy    Neutral   Hard   Very Hard 

 

Connection to your 

experiences  

Very easy   Easy    Neutral   Hard   Very Hard 

 

Peer Discussion Very easy   Easy    Neutral   Hard   Very Hard 

 

Think-alouds: 

the use of thinking 

language 

Very easy   Easy    Neutral   Hard   Very Hard 

 

Picture Walk Very easy   Easy    Neutral   Hard   Very Hard 

 

 
 

Write down your thoughts or feelings toward the activities or strategies in learning 

critical thinking through picture books and explain the reasons.  

 

 

Other thoughts on today’s lesson. 
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Appendix K 

Teaching Log 

Date: 

Time: 

Lesson:  

Picture book:  

What is the teaching procedure of the picture book today?  

 

 

 

 

 

Did all the activities or strategies go smoothly today? Why or why not? 

 

 

 

Did students encounter any problems during the class? Why or why not?  

 

 

 

How can the teaching activities or strategies build students’ critical thinking skills 

through picture books?  
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Appendix L 

The lesson plan of the first unit on The Three Little Wolves and The Big Bad Pig 

Lesson Objective  Time Procedure 

Week 1 

Lesson 1  Students (Ss. 

hereafter) can 

distinguish facts from 

opinions. 

5 mins 

 

5 mins 

 

 

 

25 mins 

 

 

 

15 mins 

 

 

 

1. Ss. guess what topic is from the 

title, the front and back covers. 

2. Ss. read the introduction of the book 

and discuss why the teacher (Tr. 

hereafter) chooses this picture book 

for reading. 

3. Ss. explore illustrations on each 

page and predict what have 

happened based on their knowledge. 

Tr. takes notes on the blackboard. 

4. Tr. wraps up with the talk on how to 

distinguish facts from opinions by 

modeling think-aloud, and asks Ss. 

to classify what they have said in 

the previous activities into facts or 

opinions on Worksheet 1.   

Lesson 2 Ss. can distinguish 

facts from opinions. 

20 mins 

 

 

 

 

1. Ss. read the story aloud together and 

stop when they meet the unknown 

words. Ss help each other and guess 

the meaning of the words from the 

pictures. 
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10 mins 

 

 

10 mins 

 

 

10 mins 

 

2. Ss. check if their predictions match 

the story and identify important 

parts in the story.  

3. Ss. find out whether there are any 

opinions in the story or there are 

only facts.  

4. Ss. finish Worksheet 2 on 

distinguishing facts from opinions.   

Week 2 

Lesson 3 Ss. can sequence, 

classify, and compare 

various information.  

5 mins 

 

 

20 mins 

 

 

 

 

5 mins 

 

 

10 mins 

 

 

10 mins 

1. Tr. demonstrates how to sequence 

the story events in a fable, The 

Three Little Pigs.  

2. Ss. read the story silently and try to 

sequence the story events of the 

target picture book on Worksheet 3 

in a group with 5-6 people with the 

help of illustrations.  

3. Each group brainstorms for what 

should be included in a story and 

draw a mind map on the blackboard.  

4. Each group classifies the 

information they have read into the 

right category on Worksheet 3.  

5. Tr. shows how to classify and 

organize different pieces 
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information through think-aloud.     

Lesson 4 Ss. can sequence, 

classify, and compare 

various information. 

10 mins 

 

 

10 mins 

 

 

 

5 mins 

  

 

15 mins 

 

 

 

10 mins 

1. Ss. talk about what they would do if 

they were the three little wolves and 

give reasons on Worksheet 4.    

2. Ss. compare the book with the 

classic story, The Three Little Pigs 

in terms of plots, main messages 

and so on.  

3. Tr. asks Ss. if what they have read 

reminds them of anything in their 

textbook, and how they’re related. 

4. Ss. discuss if the story reminds them 

of anything happening to them or to 

the world and write it down on 

Worksheet 4.  

5. Tr. respect and comments on 

students’ comparison and then share 

her own experiences.    

Week 3 

Lesson 5  Ss. can identify the 

causal relationship 

between information 

based on the context 

5 mins 

 

 

 

 

15 mins 

1. Tr. demonstrates how to figure out 

logical relationships between 

sentences in the picture book and 

shows how illustrations can help to 

clarify the relationships.  

2. Ss. find the causal relationship 
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5 mins 

 

 

 

 

15 mins 

 

 

 

 

10 mins 

 

between information based on the 

context and list them on Worksheet 

5.  

3. Tr. models think-aloud on the 

confusing part in the story. Ss. take 

notes on Worksheet 5 and pay 

special attention to the thinking 

language.    

4. One student from each group does 

think-aloud on confusing sentences 

they have listed in the first box on 

Worksheet 5. Other students take 

notes.  

5. Tr. shows how important it is to give 

strong reasons when building causal 

relationships.   

Lesson 6 Ss. can identify the 

causal relationship 

between information 

based on the context 

15 mins 

 

 

 

20 mins 

 

 

15 mins 

 

1. Ss. figure out what the author’s 

main messages are and write down 

the reasons why they think that way 

on Worksheet 6.  

2. Ss. discuss if they agree with the 

author’s key ideas and give reasons 

on Worksheet 6.  

3. Ss. share with each other about why 

the story ends that way based on 
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their prior experiences, and they talk 

about if they like the ending.  

Week 4 

Lesson 7  Ss. can assess 

different pieces of 

information and 

proposing reasonable 

judgments or 

suggestions. 

10 mins 

 

 

 

 

10 mins 

 

 

 

 

5 mins 

 

 

15 mins 

 

10 mins 

 

3. Each group chooses the illustration 

they like the most and promote it in 

front of the class. Then the whole 

class vote for the favorite 

illustration.  

4. Ss. talk about how the picture book 

is similar to or different from the 

books they have read. Then, they 

decide which one they like better. 

Ss. take notes on Worksheet 7.   

5. Ss. imagine if they were journalists, 

what questions they would ask the 

author. 

6. Each group acts as the author by 

turns and answers one question.  

7. Tr. wraps up with how to assess the 

information they have got and 

propose better judgments or 

suggestions.    

Lesson 8 Ss. can assess 

different pieces of 

information and 

15 mins 

 

 

1. Ss pretend to be the publisher and 

figure out which part in the picture 

book they would suggest that the 
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proposing reasonable 

judgments or 

suggestions. 

 

20 mins 

 

 

 

15 mins 

 

author adjust on Worksheet 8.  

2. Each group thinks of the 

advertisement to promote the picture 

book and tell the whole class their 

philosophy on Worksheet 8. 

3. Tr. leads students to reflect on the 

whole unit and encourages them to 

do think-aloud. Meanwhile, Tr. 

gathers information for further 

adjustment.   

 (Albright. 2002; Alverman & Phelps, 1998; Law, 2012; Long, 2003) 
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Appendix M 

The Chinese direct quotes from the students 

1. 繪本就是一篇長篇的文章，是訓練自己如何捕捉重點，從簡單的開始，對於

比較困難的篇章也會比較容易回答，像是新聞和小說。 

2. 因為利用創造廣告和訪問作者的活動，讓我們更加了解作者的想法，試著探

索作者的想法，促進了我們閱讀能力。 

3. 我第一次覺得學英文有望了，幸好我還會判斷，我了解大部分的英文句子。 

4. 雖然有時真的覺得不知該寫什麼，摸不著頭緒，但試著去做，總比甚麼都不

做還要好，至少現在我已跨出第一步，跨出舒適圈。 

5. 有些人會有離題和不合邏輯的想法，只是想要搞笑。 

6. 找出大意不太容易，因為沒有字，沒有安全感。 

7. 只看圖片的話，我會害怕無法找出圖片的主旨，然後理解錯誤劇情。 

8. 看繪本可以有自己的想法，但回想的時候還要很努力去想繪本的圖片和故事。 

9. 開放性問題比較簡單，因為沒有正確答案限制我。 

10. 每個人對主旨都有不同的想法，因為大家用不同角度去讀故事。 

11. 批判性思考讓我在交朋友時更深入思考，然後有同理心。 

12. 這次的主題環保很容易就討論起來。從小就有聽過環境保護宣傳，跟我們的

生活息息相關。 

13. 和組員合作很安心，因為我的想法可以被激發。 

14. 團隊合作是成功的關鍵。 

15. 當我放聲思考的時候，我學會如何組織我的想法，然後清楚表達自己。 

16. 當放聲思考時，我發現自己有些想法上的問題，然後我就會一一解決。 

17. 上第二本繪本時，有些人把大頭說成是阿嬤的頭，但其實不是，那是長老的

頭。他們在這邊就離題了。 

18. 我沒有好好使用這個策略，因為討論的主題沒有在我的舊經驗和舊知識中。 

19. 我根本沒討論到，因為我的組員太快講出想法了。 

20. 我們這組有時沒有討論，自己想自己的，自己完成問題和活動。 

21. 這兩堂課中，我發現如果我們直接相信別人說的話，沒有批判性思考，就會

很慘。因為他們講出來的東西可能不是事實，只是他們個人的意見而已，完

全沒有證據。 

22. 我們組一開始不知道怎麼比較兩本書的資訊，還好後來我們交換意見，然後

老師又來幫我們，最後終於完成任務。 

23. 如果繪本有中文翻譯，我們可能可以找出更多因果句。 

24. 如果我們可以用中文放聲思考或是用中文教材，我們會更開心。 

25. 我們很急的時候常常會出錯。 

26. 這個活動幫助我們深入了解作者的想法，還有站在作者的角度思考。 

27. 因為有遊戲，所以對課程內容印象更深刻。 
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Appendix N 

The adjusted lesson plan of the second unit on The River Ran Wild 

Lesson Objective  Time Procedure 

Week 1 

Lesson 1  Students (Ss. 

hereafter) can 

distinguish facts from 

opinions. 

5 mins 

 

5 mins 

 

 

 

25 mins 

 

 

 

 

10 mins 

 

 

 

5 mins 

1. Ss. guess what topic is from the 

title, the front and back covers. 

2. Ss. read the introduction of the book 

and guess why the teacher (Tr. 

hereafter) chooses this picture book 

for reading. 

3. Ss. in a group of 3-4 people explore 

illustrations on each page and 

predict what have happened based 

on their knowledge. Tr. takes notes 

on the blackboard. 

4. Tr. asks Ss. to classify what they 

have said in the previous activities 

into facts or opinions on Worksheet 

1.  

5. Each group writes down their 

classification on the blackboard and 

Tr. checks their understanding facts 

or opinions through think-aloud.     

Lesson 2 Ss. can distinguish 

facts from opinions. 

5 mins 

 

1. Tr. leads Ss. to reflect on the 

previous lesson.  
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20 mins 

 

 

 

 

 

10 mins 

 

 

 

5 mins 

 

 

 

5 mins 

 

 

 

 

 

 

 

 

5 mins 

2. Ss. read the story aloud together and 

stop when they meet the unknown 

words. Ss. guess the meaning of the 

words from the pictures and write 

the unknown words down on the 

work bank sheet. 

3. After the guidance of the teacher, 

each group was in charge of 

different pages and summarized the 

story in front of the class.    

4. Ss. in a group of 3-4 people find out 

whether there are any 

opinions/inferences in the story or 

there are only facts.  

5. Ss. finish Worksheet 2 on 

distinguishing facts from opinions. 

Then each of them got one slip with 

one statement of the picture on the 

worksheet. The people who get the 

same statement gather together to 

check if they have the same 

classification toward the statement 

on the slip.  

6. Tr. checks the answers of Worksheet 

2 through think-aloud.    
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Week 2 

Lesson 3 Ss. can sequence, 

classify, and compare 

various information.  

5 mins 

 

5 mins 

 

 

 

 

  

 

 

20 mins 

 

 

 

 

15 mins 

 

 

5 mins 

 

1. Tr. leads Ss. to reflect on the 

previous lesson.  

2. Each group of 3-4 people sequences 

the main story events in the first 

picture book, Three Little Wolves 

and the Big Bad Pig by arranging 

the slips in a right order. And Tr. 

helps students review on how to 

find out main story events and 

sequence them. 

3. Ss. read the story silently and try to 

sequence the story events of the 

target picture book on Worksheet 3 

in a group with the help of 

illustrations.  

4. Each group classifies the story 

elements they have read into the 

right category on Worksheet 3.  

5. Tr. uses think-aloud to check if Ss.’s 

classification is reasonable.    

Lesson 4 Ss. can sequence, 

classify, and compare 

various information. 

5 mins 

 

20 mins 

 

1. Tr. leads Ss. to reflect on the 

previous lesson.  

2. Ss. in a group of 3-4 people 

compare the target book with 
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10 mins 

 

 

 

10 mins 

 

5 mins 

  

 

another picture book, Make Way for 

Duckling in terms of plots, main 

messages and so on.  

3. Each group discusses if the story 

reminds them of anything 

happening to them or to the world 

and write it down on Worksheet 4.  

4. Each group shares their answers by 

doing think-aloud.  

5. Tr. comments on students’ 

comparison and then shares her own 

experiences.    

Week 3 

Lesson 5  Ss. can identify the 

causal relationship 

between information 

based on the context 

5 mins 

 

5 mins 

 

 

 

 

15 mins 

 

 

 

 

1. Tr. leads Ss. to reflect on the 

previous lesson.  

2. Tr. demonstrates how to figure out 

logical relationships between 

sentences in the picture book and 

shows how illustrations can help to 

clarify the relationships.  

3. Ss. in a group of 3-4 people find the 

causal relationship between 

information based on the context 

and list some of them on Worksheet 

5. The group that writes down the 
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5 mins 

 

 

 

 

15 mins 

 

 

 

 

5 mins 

 

largest number of sentences in 10 

mins can get a prize.  

4. Tr. models think-aloud on the 

confusing part in the story. Ss. take 

notes on Worksheet 5 and pay 

special attention to the thinking 

language.    

5. One student from each group does 

think-aloud on confusing sentences 

they have listed in the first box on 

Worksheet 5. Other students take 

notes.  

6. Tr. checks if Ss. still remember 

what constitutes strong reasons.  

Lesson 6 Ss. can identify the 

causal relationship 

between information 

based on the context 

5 mins 

 

20 mins 

 

 

 

 

25 mins 

 

1. Tr. leads Ss. to reflect on the 

previous lesson.  

2. Ss. in a group of 5-6 people figure 

out what the author’s main 

messages are and write down the 

reasons why they think that way on 

Worksheet 6.  

3. Each group shares the author’s main 

messages and their reasons for 

thinking that way. And each group 

is also responsible for commenting 
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on one group’s justifications to 

decide if their reasons are strong 

enough on the comment slip.     

Week 4 

Lesson 7  Ss. can assess 

different pieces of 

information and 

proposing reasonable 

judgments or 

suggestions. 

5 mins 

 

10 mins 

 

 

20 mins 

 

 

 

10 mins 

 

 

 

 

5 mins 

 

1. Tr. leads Ss. to reflect on the 

previous lesson. 

2. Ss. in a group of 5-6 people imagine 

if they were journalists, what 

questions they would ask the author. 

3. Each group acts as the author by 

turns and answers one question. 

They have to take notes on 

Worksheet 7.    

4. Ss. share with each other about why 

the story ends that way based on 

their prior experiences, and assess if 

they like the ending on Worksheet 

7.   

5. Tr. wraps up with how to assess the 

information they have got and 

propose better judgments or 

suggestions through think-aloud. 

Lesson 8 Ss. can assess 

different pieces of 

information and 

5 mins 

 

15 mins 

1. Tr. leads Ss. to reflect on the 

previous lesson. 

2. Ss pretend to be the publisher and 
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proposing reasonable 

judgments or 

suggestions. 

 

 

 

20 mins 

 

 

 

 

 

10 mins 

 

figure out which part in the picture 

book they would suggest that the 

author adjust on Worksheet 8.  

3. Each group thinks of the 

advertisement/flyer to promote the 

picture book and tell the whole 

class their philosophy on Worksheet 

8. If possible, draw the flyer on the 

blackboard.  

4. Tr. leads students to reflect on the 

whole unit and encourages them to 

do think-aloud. Meanwhile, Tr. 

gathers information for further 

adjustment.   
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Appendix O 

Worksheet 1   Date:      Class:     Number:     Name: 

Distinguishing facts from Opinions (1) 

3. Are the statements in the discussion about why the teacher has chosen this picture 

book facts or opinions?  

Facts Opinions 

 

 

 

 

 

 

 

 

4. Are the predictions of the story through Picture Walk facts or opinions?   

Facts Opinions 
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Appendix P 

Worksheet 2   Date:      Class:     Number:     Name: 

Distinguishing facts from Opinions (2) 

 

 

 

 

A Picute From The River Ran Wild 

* Identify the statements below as facts or opinions/inferences.  

Facts: ________________________________ 

Opinions/inferences: ____________________  

J. Some people are cooking.  

K. A person is about to shoot an arrow.  

L. A mother and two children are picking out edible vegetables.  

M. It’s a big forest.  

N. They lead a happy and simple life.  

O. There are 15 people in the picture.  

P. Some of them are naked because it’s their tradition.  

Q. There are a lot of fish in the river.  

R. Three people on the left are waiting for the meal.  

Adapted from the activity suggested by Long (2003) 
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Appendix Q 

Worksheet 3   Date:      Class:     Number:     Name: 

Sequencing, Classifying & Comparing various information (1) 

1. Draw a storyline of the picture book. Try to sequence main story events. 

(Discuss with your group members.) 

 

 

 

 

 

 

 

 

2. Classify the events or information above into the right category. 

(Discuss with your group members.) 

Narrative elements Events/Information 

Time  

Place  

Protagonist  

Antagonist  

Conflict  

Rising Action  

Climax  

Falling Action  

Resolution  
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Appendix R 

Worksheet 4  Date:      Class:     Number:     Name: 

Comparing, Classifying & Sequencing various information (2) 

* Compare the two books: Make Way for Ducklings and A River Ran Wild.  

 

 

 

 

 

 

 

 

 

 

* Compare what has happened in the story to your experiences. 

Did the story remind you of any events that had happened in your life or in the world?  
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Appendix S 

Worksheet 5  Date:      Class:     Number:     Name: 

Identifying the causal relationship between information from contexts (1) 

4. List the sentences that have causal relationship in the box below.  

 

 

 

 

 

 

5. Take notes on the teacher’s think-aloud on the causal relationship between 

sentences in the picture book. Pay attention to the thinking language, like “I 

wonder,” “I think,” “I see,” “I realized,” and “I feel”. 

 

 

 

 

6. Write down your peer’s or your think-aloud on the sentences listed in the first box, 

especially the ones whose relationship is confusing.  

 

 

 

 

 

Reference: http://www.readingrockets.org/strategies/think_alouds 
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Appendix T 

Worksheet 6  Date:      Class:     Number:     Name: 

Identifying the causal relationship between information from contexts (2) 

3. What do you think the author is trying to tell us?  

The main messages Your reasons  

(List the key sentences and justify why 

they construct main ideas) 

 

 

 

 

 

 

 

 

 

 

4. Do you think the reasons other teams give to support the main messages are strong 

enough? (Comment on the team reporting the main messages just before you.) 
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Appendix U 

Worksheet 7  Date:      Class:     Number:     Name: 

Assessing different pieces of information and proposing reasonable judgments or 

suggestions (1) 

1. Questioning the author: Think of three questions to question the author. And each 

team acts as the author to answer one question from another team. Please assess 

the information and propose the most likely answer.     

Questions Answers 

 

 

 

 

 

 

 

 

 

 

 

 

2. Do you like the ending part? If yes, why? If not, do you have a good suggestion? 

Give reasonable judgments. 
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Appendix V 

Worksheet 8  Date:      Class:     Number:     Name: 

Assessing different pieces of information and proposing reasonable judgments or 

suggestions (2) 

1. If you were the publisher, which part in the picture book would you suggest that 

the author change in terms of character development, plots or illustrations? 

Suggestions  Justifications 

 

 

 

 

 

 

 

2. Help the publisher to advertise the picture book you have read.   

(Discuss with your group members and report to the whole class.) 

Create a flyer/ad to promote the picture book.  

 

 

 

 

 

Your reasoning behind the advertisement.  

 

 

 

 


