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Abstract – The purpose of the present study was to explore the impact of expository 

advance organizers on the writing of Iranian intermediate EFL learners. Writing 

instruction was presented in two manners. One, through the use of expository advance 

organizers which directed students to the way that the information they were learning 

related to the subject of their writing, and the other, through the use of conventional 

methods of writing instruction. The results of statistical analyses showed that expository 

advance organizers have significant effect on essay writing of Iranian EFL intermediate 

learners.   
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I. INTRODUCTION 

In the process of writing, the most important issue is communicating ideas and feeling 

to the reader. Communicating idea effectively makes the issue more demanding and more 

difficult to achieve. It is really challenging both in the first language and the second language. 

However, when adults as second language learners (ESL) start putting their thoughts on 

paper, see their ideas in print, and share them with others, they realize they have created a 

strong communicator in their new culture (Peyton, 1993; Tran, 1997).   

Writing is also considered as a tool to enhance language acquisition because learners 

try out with words, sentences, and larger chunks of writing to convey their ideas effectively. 

This helps them to reinforce the grammar and vocabulary they are learning in class (Bello, 

1997). Therefore, writing can be considered as facilitator of second language learning among 

language learners.   

One challenge facing second language learners is finding the ideas. It happens many 

times that EFL learners find themselves at loss when they want to start putting their words on 

the paper. This challenge is addressed in the process writing where learners work together in 

groups to generate ideas about a particular topic. Process writing usually begins with some 

form of pre-writing activity in which learners work together in groups to generate ideas about 

a particular topic. This could include sharing the free-writing piece described above, 

brainstorming, making a list or timeline, or simply reflecting on an experience. Each group 

member then works alone to compose a first draft, concentrating on getting ideas down on 

paper, without worrying about spelling or grammar. They then read their drafts to each other 

in pairs or small groups. They encourage each other with constructive comments and 

questions as they seek better understanding of what each other tries to write. They might 
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discuss the purpose of the writing, what the author learned or hopes others will learn, and 

what the reader likes best or has trouble with (Crandall & Peyton, 1993). Revising begins 

based on these comments and responses. Now the main concern is clarity as the writer looks 

at organization and sequencing of ideas, the need for additional information or examples, 

areas of confusion, and words or phrases that could make the writing clearer (Cheatham, 

Clark, McKay, Schnieder, & Siedow, 1994).  

It seems that adult language learners have difficulty generating content. Hyland 

(2003) maintained that sometimes learners encounter the task difficulty because they do not 

possess topic knowledge. Here, the teacher needs to involve them in a variety of cognitively 

challenging tasks to activate their background knowledge. As already mentioned, the process 

writing should be emphasized since the teacher needs to set pre-writing activities so that 

students can generate ideas. In the pre-writing, the learners have the chance to generate ideas 

about content and structure, something which may be achieved through advance organizers.  

Advance organizers make a model through which students can organize information 

through connecting it to a larger cognitive structure that is a reflection of the organization of 

the discipline itself. By stimulating schema to enable students to link prior knowledge with 

new concepts, advance organizers provide a kind of “mental scaffolding to learn new 

information” (Hassard, 2005, p. 1). Thus, the new information is easier to understand, learn, 

retain, and recall (Ausubel, 1960).  

The brainchild of advance organizers is David Ausubel. They are a “practical 

implication of his theory of meaningful verbal learning” (Kirkman & Shaw, 1997, p. 3).  

They maintained that teachers take  the hierarchy of a subject into account before they plan 

lessons and prepare an advance organizer that outlines or introduces the more abstract or 

generalized structure of the subject.  

Advance organizer is known as a kind of cognitive structure brought by teachers into 

classroom context to help learners relate what they know and what is to be learnt (Novak, 

1980), an advance organizer is a set of information which is given to the learner prior to 

learning. Learners utilize this strategy to systematize and construe new incoming information. 

Since the cognitive theory of meaningful learning was introduced by Ausubel, utilizing and 

applying advance organizer in the language learning is requisite, need to promote meaningful 

learning (Mayer, 2003).  

As already mentioned, David Ausubel was recognized as the inventor of the advance 

organizer in 1960. In his research which aimed at promoting meaningful learning over rote 

learning, he developed his subsumption theory, which emphasizes meaningful learning by 

relating the prior knowledge of students with new information that is presented in the school 

situation. Ausubel (1960) in his extensive research found that the most reliable way of 

making retention easy is to introduce the appropriate subsumers and incorporate them into 

cognitive structure before the learning task is presented. The introduced subsumers become 

advance organizers for the reception of new material. When conceived by Ausubel, he 

intended advance organizers for all learners. However, he later came up with the idea that the 

“ideational scaffolding” technique is very effective as a recall strategy for poor 

comprehenders (Ausubel, 1978).  
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Ausubel's subsumption theory is tied to schema theory. Elaborating on the role of 

schema theory with regard to students‟ comprehension and memory. Anderson (2004) 

maintained that students take advantage of his or her prior knowledge of objects and events to 

make meaning out of concepts which are presented in new material and, then, recall that 

information. These processes occur so naturally that normal readers are not aware that it is 

really happening (Anderson, 2004). Since some students come to the class with little or no 

prior knowledge about a particular subject, they may not grasp specific information or may 

interpret it differently, although it depends on the schemata that they have developed about a 

particular subject. Both Bransford (2004) and Anderson (2004) agreed with Ausubel that 

advance organizers are an excellent way to activate and build schema prior to the actual 

learning of new material by students with disabilities. 

Advance organizers are mainly of two types: Comparative Advance Organizers and 

Expository Advance Organizers. Comparative organizers connect new learning to previously 

learned material through analogy, anchoring and comparisons. Expository organizers begin at 

a high level of generality than the concept to be presented. Expository organizers provide 

new knowledge that students need to understand. The objective of advance organizer is to 

provide scaffolding for the new information. They serve as a bridge between new and the 

known information (Arif, 1997). 

The primary purpose of this study was to investigate the impact of expository advance 

organizers on Iranian EFL learners‟ writing ability. Therefore, the following research 

question was posed: 

 Does expository advance organizer have any effect on essay writing of Iranian 

EFL intermediate learners?  

 

II. METHODOLOGY 

A. Participants 

This study was conducted with 60 Iranian EFL learners who were studying English as 

a foreign language at Safir English Language Institute in Tehran. They were native speakers 

of Persian. Participants were both male and female language learners from different ages 

ranging from 18 to 35. The minimum level of education was high school graduate. 

 

B. Instruments 

Four different instruments were used in this study: A Preliminary English Test (PET), 

IELTS essay writing test and two types of advance organizers. The PET sample test was used 

to homogenize the participants with regard to their language proficiency. The version of test 

used in this study refers to 2004.  The validity of the test is self-evident.  PET consisted of 

four main parts of reading, listening, writing and speaking. All parts of the test were used in 

this study. 
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A sample IELTS writing test from the book „prepare for IELTS‟ written by Cameron 

and Todd (2005) was used as the pretest and posttest of the study. IELTS is an international 

and standard test whose reliability and validity are self-evident. This test includes four parts 

such as task achievement, coherence and cohesion, lexical resource, grammatical rang and 

accuracy that took 3 hours.  

Expository advance organizers were used in order to provide new knowledge that 

students needed to understand the upcoming information. It consisted of a series of visual 

charts and tools used to present new concepts and organize students' knowledge and ideas. 

The ideas were illustrated through the charts in order to simplify the information.  

 

C. Procedure 

The first phase of this study was the administration of a language placement test. The 

participants of this study were homogenized and selected as a result of their performance on 

PET. Regardless of their performance on the placement test, the participants of the classes 

were randomly assigned into two equal groups of experimental and control. The 

homogenized participants (n = 60) received pre-test which was a writing section of IELTS. It 

tested the participants' status quo before treatment sessions. The pre-test was rated by the 

raters. 

In expository advance organizer group, the topic was recycling that was rather new 

for participants. A hierarchy of information related to the topic was presented. The researcher 

considered the details about the topic including specific information about the impact that 

recycling natural resources has on health, the economy, and the environment. Some specific 

terms such as supply, demand, conservation, natural resources, solid matter, and economic 

impact were presented. Some reference books and electronic searches were utilized in order 

to generalize the topic and explore the larger concepts and issues related to recycling. The 

researcher posed the following questions in order to stimulate learners for writing: Can the 

Earth continue to supply and produce consumable resources, or should alternatives be 

explored? What are the costs and benefits? 

The students used the expository organizers in the form of questions and organized 

the information they got from the advance organizers to create a paragraph about recycling. 

They were explicitly reminded to remember to keep asking themselves questions about the 

costs and benefits of recycling. 

While the experimental group was provided with advanced organizer method, the 

control group was taught conventional method by the same teacher. At the end of the study, 

writing samples of individuals which involve control group and experimental groups will be 

compared to examine the performance on essay. 

 

III. RESULTS 

The pretest was administered on the participants of both groups in order to check their 

pre-knowledge of writing. Each paper was scored independently by two experienced raters 
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according to IELTS rating scale. The descriptive statistics related to the pretest scores of 

Expository Advance Organizer (EAO) and control groups are shown in Table 1. 

 

Table 1: Descriptive Statistics of Groups' Performance on Pretest 

 N Minimum Maximum Mean Std. Deviation 

Pretest 

EAO 
Rater 1 30 0 2 .97 .656 

Rater 2 30 0 2 1.03 .556 

Control 
Rater 1 30 0 3 1.10 .845 

Rater 2 30 0 3 1.07 .785 

 

A Pearson-product moment correlation coefficient was performed in order to test the 

inter-rater reliability of scores on pretest obtained by two raters in EAO group. The result of 

correlation for EAO group is presented in Table 2. 

 

Table 2: Inter-rater Reliability of the EAO Group on Pretest 

 
EAO Group - 

Pretest (Rater 1) 

EAO Group - 

Pretest (Rater 2) 

EAO Group - Pretest (Rater 1) 

Pearson Correlation 1 .854** 

Sig. (2-tailed)  .000 

N 30 30 

**. Correlation is significant at the 0.01 level (2-tailed). 

 

It shows that there is a significant relationship (r = 0.85, p < 0.05) between the scores 

of pretest obtained by two raters in EAO group. Thus, the inter-rater reliability of scores for 

EAO group is highly significant. 

Another Pearson-product moment correlation coefficient was performed in order to 

test the inter-rater reliability of scores on pretest obtained by two raters in control group. The 

results of correlation for control group are presented in Table 3. 

 

Table 3: Inter-rater Reliability of the CAO Group on Pretest 

 

 Pretest CAO (Rater 1) Pretest CAO (Rater 2) 

 

Pretest  control  (Rater 1) 

Pearson Correlation 1 .926** 

Sig. (2-tailed)  .000 

 N 30 30 

**. Correlation is significant at the 0.01 level (2-tailed). 



Ayoobi & Hashamdar 

132 
 

The results of another Pearson correlation for control group revealed that there is a 

significant relationship (r = 0.92, p < 0.05) between the scores of pretest obtained by two 

raters in control group. Thus, the inter-rater reliability of scores is highly significant.  

The mean (arithmetic average) of two sets of pretest writing scores for both EAO and 

control groups was calculated and was considered in this study. Table 4 provides this 

information. 

 

Table 4: Descriptive Statistics of EAO and CAO Groups on Pretest 

 N Minimum Maximum Mean Std. Deviation 

EAO Group - Pretest 30 0 2 1.00 .584 

CAO Group - Pretest 30 0 3 1.08 .800 

 

In order to ensure that there was no significant difference between the EAO and CAO 

groups regarding their knowledge of writing on pretest, an independent sample t-test was 

performed. The results are shown in Table 5. 

 

Table 5: Independent Sample t-test between EAO and control Groups on Pretest 

 Levene's 

Test for 

Equality of 

Variances 

t-test for Equality of Means  

F Sig. t df Sig. 

(2-

tailed) 

Mean 

Difference 

Std. Error 

Difference 

95% 

Confidence 

Interval of the 

Difference 

Eta 

square  

Lower Upper 

Pretest Equal 

variances 

assumed 

2.881 .095 -.46 58 .646 -.083 .181 -.445 .278 .53 

 

It was found that there is not any significant difference between EAO and control 

groups (t = .46, p > 0.05) in their performance on pretest. In other words, the learners' writing 

ability was similar at the beginning of the study. 

Like the pretest, the same step-by-step statistical analyses have been done in order to 

answer the research question of the study. The inter-rater reliability of posttest scores of both 

groups was significant. The mean (arithmetic average) of two sets of posttest scores for both 

EAO and control groups was calculated and was considered in this study. Table 6 provides 

this information. 
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Table 6:  Descriptive Statistics of EAO and CAO Groups on Posttest 

 N Minimum Maximum Mean Std. Deviation 

EAO Group - Posttest 30 3 7 5.25 .917 

CAO Group - Posttest 30 2 5 2.70 .714 

 

In order to find an answer for the research question of the study in finding whether 

expository advance organizer have any effect on essay writing of Iranian EFL intermediate 

learners, a paired sample t-test was performed between the scores of EAO group on pretest 

and posttest. The results are shown in Table 7. 

 

Table 7: Paired Sample t-test between the Scores of EAO Group on Pretest and Posttest 

Paired Samples Test  

 Paired Differences t df Sig. (2-

tailed) 

Eta 

square Mean Std. 

Deviation 

Std. 

Error 

Mean 

95% Confidence 

Interval of the 

Difference 

Lower Upper 

Pair 

1 

EAO Group - 

Posttest - EAO 

Group - Pretest 

4.217 1.014 .185 3.838 4.595 22.768 29 .000 .442 

 

The results revealed that there is a significant difference between EAO group's scores 

on writing tests before and after the treatments of study (t = 22.76, p < 0.05). In other words, 

expository advance organizers have a significant effect on essay writing of Iranian EFL 

intermediate learners and the research question of the study was verified. 

 

IV. DISCUSSION & CONCLUSTION 

The present study was designed to explore the effect of expository advance organizers 

in their impact on the writing of Iranian intermediate EFL learners. Based on the results of 

paired sample t-test between pretest and posttest of expository advance organizer group, it 

was found that expository advance organizers have significant effect on essay writing of 

Iranian EFL intermediate learners. This finding was supported by previous research, such as, 

Hasler, Kersten, and Sweller (2007), Mayer and Chandler (2001), and Moreno (2007), who 

indicated that if additional supporting instructional strategies (e.g., use of advance organizers) 

incorporated into teaching, it would become more effectual. Based on abovementioned 

studies, if teaching embedded with certain features, e.g., advance organizers, especially 

expository advance organizer, it would smooth the path to better learning outcomes. With the 

addition of expository advance organizer, a more effective cognitive strategy helps EFL 

learners to improve their writing ability.  
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This results can also support the findings of a number of previous research studies 

such as Armbruster, Anderson and Ostertag (1987); Berkowitz (1986); Englert and Hiebert 

(1984), Taylor, (1982), Williams et al. (2005) who have shown that explicit instruction of 

expository advance organizers improved middle school students‟ reading comprehension.  

The findings of the present study also confirmed those of Pearson and Fielding (1991) 

who found that any form of instruction that teaches expository advance organizer to students 

enhances their comprehension.  

It can be inferred from the results of this study that the use of expository advance 

organizers can contribute to save time and energy as it summarizes the information. The use 

of information processing strategies, in contrast to convenient techniques which its use is 

limited to the specific stage of writing instruction, can be used in different stages of teaching 

writing. 
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