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ABSTRACT 

This study aimed to explore how participating in an extensive reading programme contributed 

to young Korean EFL learners’ incidental vocabulary acquisition and reading comprehension 

development, with L2 motivation and working memory as mediating variables. Twenty–nine 

primary school students (the ER group) participated in an eight–week programme during 

their school vacation which involved reading two low–level graded readers a week.  The 

three instruments administered before and after the programme were: a vocabulary 

knowledge test with 150 words selected from the graded readers; a general reading 

comprehension test for young learners; and a questionnaire on four different motivational 

orientations (Ideal L2 Self, Ought–to L2 Self, intrinsic reading and extrinsic reading). 

Reading span and nonword span tests were also used to measure the participants’ working 

memory. On the immediate post–test, the ER group’s vocabulary knowledge level exceeded 

that of the control group, and they retained even more words on the delayed post–test. On the 

reading post–test, there were no significant changes in the scores for either group. From these 

findings, it can be said that the ER programme substantially contributed to the EFL learners’ 

vocabulary learning, while it had little effect on their reading comprehension. A comparison 

between the language test results and the ER participants’ L2 motivations showed that their 

Ideal L2 Self and intrinsic motivation had a moderate correlation with the post–reading test 

scores, suggesting that a positive view of their future–self and their desire to learn English 

contributed to an improvement in reading comprehension. No correlations were found 

between their motivation and vocabulary acquisition. On the other hand, the participants’ 

nonword and reading span results showed moderate to high correlations with both the pre–

and post–vocabulary tests while their correlations with the reading tests produced mixed 

results.      
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1 

 Introduction  

1.1 The Overall Introduction of the Present Thesis 

Language learning starts from acquiring vocabulary since words are the most basic 

component to articulate people’s thoughts. Anyone with the experience of second language 

learning would agree that until language learners have sufficient vocabulary, it is likely that 

they will have a very limited range of inputs through reading and listening, and their language 

production via speaking and writing would also be affected by their vocabulary knowledge 

level. However, vocabulary acquisition is a long and often quite tedious process. In 

particular, it is harder for learners who study the language in a foreign language context due 

to the limitation of exposure time and sources.  

To encourage language learners, especially young children, to engage in their second 

(L2) or foreign language (FL) learning including vocabulary, many scholars and educators 

argue in favour of extensive reading as a good stimulus. As in the process of first language 

(L1) acquisition, extensive reading provides a great deal of benefits for L2 and FL learners 

(the term L2 will be used hereafter to mean both second language and foreign language). 

First, it promotes learners’ incidental vocabulary acquisition through the reading process. 

While they read different texts, they encounter numerous words in various contexts in a way 

which is not possible in formal language classes based on intensive reading of individual 

texts. As they read more, they also have chances to meet repeatedly the newly learnt words, 

of which they would probably have partial knowledge. Second, extensive reading materials 

for L2 learners usually have interesting topics, and those texts are likely to be written with 

easier vocabulary than the words they encounter in language classes. This would foster their 

interests and confidence, which may lead to the motivation to learn a new language. Reading 
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is also recognised to contribute to readers’ grammar development. While reading a wide 

range of texts, they can grow a sense of syntactic constructions and familiarise themselves 

with the linguistic forms and rules of the new language, which in turn can result in the 

improvement of text comprehension skills.    

However, not every learner shows the same amount of interest in L2 learning or 

acquires similar proficiency in language skills. In fact, it is very common to observe some 

students who do not show any interest in L2 learning on the whole or learners in the same 

classroom who take the identical lessons based on the same curriculum but end up with 

different levels of proficiency. Many researchers in different disciplines such as applied 

linguistics, psycholinguistics, and neurolinguistics have sought to find the causes of these 

individual differences. Working memory and second language motivation are among the key 

elements commonly considered as the causes for learner differences in L2 acquisition. 

Working memory not only functions as a processor of incoming information and sources but 

also it plays a role in the storage of those inputs. The individual differences in working 

memory could result in different proficiency levels in L2 learning depending on how 

effectively the learners process the information in a new language (reading and listening 

comprehension) or how well they store the language knowledge they gain from input sources 

(vocabulary and grammar). 

Meanwhile, learners’ L2 motivation is an affective variable which could bring 

different amounts of effort and engagement in learning a new language. In general, it is 

assumed that the stronger the motivation learners have towards their L2 learning, the better 

the results they will produce in learning the language. The question is where the individual 

learners’ motivation derives from and whether differences in the origins of their motivation 

make any difference in their L2 learning. Would learners’ internal motivational factors such 
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as sheer interest or enjoyment of learning have stronger impacts on their language acquisition 

than their external desires for grades or praise?   

Some research studies have shown that extensive reading is beneficial for L2 learning, 

especially for vocabulary (Elley, 1980; Elley & Mangubhai, 1983; Horst, 2005; Horst, Cobb 

& Meara, 1998; Kweon & Kim, 2008; Lee & Malinder, 2017; Soltani, 2011; Webb & Chang, 

2015) and that there are various individual differences such as motivation (Tseng & Schmitt, 

2008), working memory (Cheung, 1996; French, 2006; Masoura & Gathercole, 2005; 

Service, 1992; Service & Kohonen, 1995; Varol & Ercetin, 2016), learners’ language 

processing experience, sight vocabulary and L2 comprehension (Pulido & Hambrick, 2008) 

and proficiency and L2 contact frequency (Dewaele, 2004) which affect L2 learners’ 

vocabulary acquisition. However, many of these studies have either focused on language 

learning for learners whose ages range from adolescent to adult or looked at young students’ 

language learning process in a context where it is being used as a second language. 

Furthermore, none of them has simultaneously investigated the effects of extensive reading 

on children’s reading comprehension and vocabulary learning along with the mediating 

effects of individual differences on their language development. The present study aims to fill 

this gap by investigating the interrelationships of the five variables in an English as a Foreign 

Language context: extensive reading, incidental vocabulary acquisition, reading 

comprehension ability, working memory and second language motivation.   

1.2 Integration of Extensive Reading into the School Curriculum in East Asia 

There have been a few attempts to incorporate L2 reading into the formal education 

curriculum, especially for lower primary school students. One of the successful movements 

was in Singapore in the early 1980s (Ng & Sullivan, 2001). Through the preliminary research 

titled the Reading Skills Project, it was shown that improving reading comprehension in 



Chapter 1 – Introduction 

4 

English could contribute to children’s English learning in general. Based on this, the Reading 

and English Acquisition Program (REAP) was recommended to expose Singaporean children 

to more storybooks for the purpose of “improving language performance and fostering 

positive attitudes towards reading and language learning” (p. 158). The REAP project started 

with 30 primary schools involving 92 Year 1 classes in 1985, and with the wholehearted 

support of the Singapore government, the project was introduced to most of the primary 

schools in the country by 1990. From 1985 to 1987, 256 students from 10 REAP participating 

schools and another 256 students from 10 non–REAP schools were invited to take part in a 

longitudinal study and were tested four times with reading accuracy and comprehension, 

listening comprehension, phonics knowledge, writing vocabulary and oral language 

measures. The results showed that the REAP students generally performed better than their 

counterparts, especially in reading and oral retelling of a story. The REAP children’s reading 

comprehension, measured by the Neale Comprehension Analysis of Reading Ability (Neale, 

1969), improved from 7.19 in 1985 to 21.80 in 1987 while the non–REAP children’s scores 

increased from 6.12 to 18.90 during those years. More importantly, more than 90 per cent of 

the teachers whose schools had participated in the project reported that “REAP children were 

seen to be eagerly reading books in their spare time, speaking English more confidently, 

responding more in their classroom discussions… the REAP children displayed keener 

inquiring attitudes towards learning and more cooperative behaviours during group project 

work” (p. 164). Proven to be successful in contributing to children’s L2 learning, the REAP 

became part of the Singapore Primary English language syllabus in 1992 (Ng & Sullivan, 

2001).      

Inspired by Singapore’s REAP success, neighbouring Brunei Darussalam decided to 

introduce an English language project named the Brunei Reading and Language Acquisition 

Project (RELA) to its education system (Ng, 2001). Even though English is the commercial 
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language in this country, most children are from homes where Malay or Chinese are mostly 

used. Therefore, when children enter a primary school, they begin to learn English as their 

third or fourth language (Pieronek, 2001). In 1984, a National System of Education, referred 

to as ‘dwibahasa’ (two languages), was announced to enhance Brunei students’ English 

ability. As the name suggests, ‘dwibahasa’ aims for bilingual education, and according to the 

policy, Bruneian primary school students start to learn English as a subject from Year 1 while 

learning other subjects through the medium of Malay. From Year 4, the upper primary 

students learn other subjects such as mathematics, history, and science through English as a 

medium of instruction (Jones, 1997).  The RELA programme started in 1989 with 20 primary 

schools, 10 RELA and 10 non–RELA, to test the effectiveness of a reading initiated learning. 

The RELA programme was based on the shared book approach using Big Books, and about 

200 high–interest story books per level were provided to the classrooms following Elley and 

Mangubhai’s (1983) Book Flood programme (Ng, 1994). About 200 young participants, who 

were randomly chosen from those 20 schools, were tested with 6 different tests including the 

Neale reading accuracy and comprehension tests, and the same tests were administered 6 

times over a span of 3 years between June, 1989 and November, 1991. Ng (2001) states that 

the RELA children showed higher performances on most of the tests, and in particular, the 

reading comprehension, story retelling and composition test results clearly indicated the 

RELA children’s superior progress. On the Neale reading comprehension test, the RELA 

children’s scores improved from 0.35 to 2.93 over the three years. The non–RELA children’s 

reading comprehension also improved from 0.13 to 2.06, but these scores did not show any 

statistical significance. Similarly to the REAP teachers, the teachers from the RELA schools 

also stated on the questionnaire survey and classroom observations, which were analysed 

after the project, that the children revealed high interest in reading and positive learning 

attitudes. A majority of the teachers (88%) who shared their experience answered that they 



Chapter 1 – Introduction 

6 

liked the RELA teaching methods, and 86 per cent agreed that the RELA was effective in 

improving their students’ oral and reading skills (Ng, 2001). Supported by the successful 

learning outcomes, the RELA was extended to all 120 primary schools in Brunei Darussalam. 

In Hong Kong, due to the change in the medium of instruction at schools from 

English to the code–switching of English and Chinese, there was growing concern that the 

students’ English ability had been diminishing (Irvine, 2007; Lai, 1993b). Thus, the 

Education Department funded an extensive reading pilot study that was implemented in 1986. 

Nine middle schools with 1,454 students participated in this project as experimental groups 

and another nine middle schools with 1,266 students as control groups (Lai, 1993b). The 

experimental group students were engaged in silent reading, while reading an average amount 

of 19.6 graded readers (SD = 10.4) over a year, and their pre– and post–test results were 

compared with those of the control group participants. Some of the data can be found in Lai 

(1993b), and it reveals that the ER students could only obtain 0.8 points more than their 

counterparts in reading comprehension. In addition, the ER groups’ scores were no better 

than those of the non–ER groups in language structures, listening comprehension and 

sentence writing.  

Even though the pilot test showed unpromising outcomes, the Hong Kong Extensive 

Reading Scheme (HKERS) had its official start involving Secondary 1 students in 20 middle 

schools to improve their students’ English level in 1991, and by 1993 classes from Secondary 

1 to Secondary 3 in those schools were all involved. It seems that more graded readers were 

provided to these schools, and with the help of the Edinburgh Project on Extensive Reading, 

400 graded readers were classified into eight different levels, with each level having 50 books 

(Irvine, 2007). The HKERS continued to use the silent reading method in that students chose 

a book that they wanted to read within their reading levels and read them during the regular 

English lessons or took the books home to continue. The only activities related to their 
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reading were pre–reading cards attached to the inside front cover of a book to give the 

students clues about the story and post–reading cards with different types of questions such as 

multiple–choice or short–answer. In addition, for the higher level students, the teachers asked 

them to write a few sentences about their reading. Students could either move up to the next 

level with their teachers’ consent or move down to a lower level. According to Wong (2001), 

the HKERS was extended to younger students in 1995 and two years later, 124 primary 

schools in total joined this project. Irvine (op. cit.) also reports that by 2000, 200 government 

funded secondary schools, which accounts for about 50 per cent of all the secondary schools 

in Hong Kong started to participate in the HKERS project. 

Thus, there is evidence from some other East Asian education systems that an 

extensive reading programme can be successful in promoting higher levels of English 

language learning. In those three countries mentioned above, English may not be the 

students’ mother tongue that they use at home; however, it still holds an important position at 

their schools and in the society. The situation is a bit different in other East Asian countries 

such as Korea, Japan and China where English is being learnt as a foreign language. In the 

following section, the situation of Korean primary school students’ English education will be 

introduced.        

1.3 English Education in Korean Primary Schools 

Korea is well–known for its enthusiasm for education, and it has observed a rapid increase in 

families who leave the country for their children’s educational purposes since mid–1990s. 

The statistics from Korean Educational Developmental Institute (2009) show that the number 

of primary school students who leave Korea for their education increased from 235 in 1995 to 

12,531 in 2008, which accounts for 0.34 per cent of all the primary school students in the 

country, and about 70 per cent of them went to the USA and Canada, presumably for their 
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English studies (Cha & Kim, 2013). This phenomenon even causes the separation of the 

families, leaving the fathers at home while the children and mothers migrate to English 

speaking countries such as those two countries in North America, Australia, and New 

Zealand. The newly coined term, “Kirogi fathers” meaning goose fathers, came from this 

phenomenon to describe the occasional long flight of these fathers (Cha, 2012).  

The eagerness for better and higher English education can be found inside Korea as 

well. According to the Korean Statistical Information Service (KOSIS), 40.7 per cent of 

primary school students, 51.1 per cent of intermediate school students and 38.1 per cent of 

high school students participated in private English education in 2018 (http://kosis.kr/eng/). 

In particular, it is very common for primary students to go to English private institutes called 

‘hagwon’ after they come back from their schools.     

 In Korea, formal English education starts from Grade 3 in Primary schools. The 

Korean Ministry of Education, Science and Technology (2008) states that “the goal of 

elementary English is to increase students’ interest in English and foster their basic ability to 

understand English and express themselves in English (p. 43).” According to the goal, the 

Grade 3 and 4 students (mostly 9 –10 years old) are expected to learn about 120 new words 

each year and the number increases to 140 for Grade 5 and 6 students (mostly 11 –12 years 

old). By the time they graduate from their primary school, they will learn up to 520 words 

under the current curriculum. With regard to writing, for the Grade 3 and 4 levels, students 

are expected to be able to write single sentences with less than 7 words, and for the upper 

grade students, the aim is writing sentences using around 9 words.   

However, the increasing number of students leaving the country to study abroad and 

the high rates of attendance at private English education programmes clearly denote that there 

is a strong longing for a higher standard of English. Furthermore, moving abroad or taking 

private English classes places a great deal of financial burden on the students’ parents or 

http://kosis.kr/eng/
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caregivers. Thus, the present study starts from the following two questions, “How can young 

Korean students be exposed to an English speaking environment more frequently and learn 

the language without much stress and in a more economical way?” and “Can extensive 

reading be a good starting point for children’s enjoyable English learning?”    

1.4 The Outline of the Present Thesis 

Through the following chapters, the present thesis will explore the effect of extensive reading 

on second language learning focusing on EFL children, how previous research studies in this 

field contributed to the construction of the two extensive reading programmes for this thesis, 

and the similarities and differences which have been discovered from this thesis compared to 

those predecessors. Here is more detailed outline of this thesis following the current chapter.      

In Chapter 2, significant findings from previous research will be discussed on 1) how 

extensive reading benefits second language vocabulary learning and reading comprehension 

development, 2) what kind of roles working memory plays in acquiring L2 vocabulary and 

reading comprehension and 3) how young learners’ L2 reading and learning motivations are 

correlated with their vocabulary learning and reading development. The four research 

questions to be answered in this thesis will be introduced at the end of this chapter.   

In Chapter 3, a pilot study of four weeks, which was conducted one year prior to the 

main research, will be introduced. It was implemented in Korea with 22 largely monolingual 

Korean children, who had limited knowledge and experience in English learning due to their 

young age and surrounding language environment. Whether extensive reading in English was 

helpful in improving their language proficiency, and whether the measurement methods of 

their working memory and L2 motivation were feasible and indicatable for their L2 learning 

will be stated. What modifications were made based on the results of the pilot study will be 

explained at the end of this chapter.    
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In Chapter 4, starting with the introduction of the 51 participants to the main research 

extensive reading programme, its detailed instruments to study the relationships between five 

different variables (extensive reading, vocabulary acquisition, reading comprehension, 

working memory spans, and L2 motivation) along with the methods to collect the data and to 

analyse their associations will be elucidated. This chapter will include how the testing 

instruments: a vocabulary knowledge test, a reading comprehension test, two working 

memory span tasks, and a motivation questionnaire, were constructed for the main study. 

Some additional instruments for the reading programme such as online reading 

comprehension quizzes, reading logs, and after–reading activities will be given an account as 

well.       

In Chapter 5, the results from the main study extensive reading programme, which 

was later named as the Exciting Extensive Reading Programme (EERP), will be introduced. 

This will be done through reporting the Korean upper grade primary school participants’ 

performances on different tests and after–reading activities. Along with the test outcomes 

from pre– and post–vocabulary knowledge and reading comprehension tests, the results of 

the participants’ working memory spans and how they are correlated with the vocabulary and 

reading test results will be revealed. In addition, whether these working memory spans could 

be predicative of the participants’ language learning will be explained. This chapter also 

reports the participants’ English learning and reading motivation questionnaire results 

indicating their relationship with their English proficiency test outcomes. To study the 

relationships among those different variables, various types of analysis based on IBM SPSS 

Statistics 25 were employed.  

In Chapter 6, the answers to the four research questions for this thesis and what other 

findings have been discovered will be adduced. In addition, the main findings of the present 

study regarding the participants’ vocabulary learning and reading comprehension will be 
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compared to those of previous studies such as FiaFia, Fiji Book Flood, the REAP and the 

RELA programme, where extensive reading was employed to investigate its effect on young 

L2 learners’ language learning. Based on these thorough comparisons, what the essential 

components of a successful extensive reading programme for EFL learners are, and how 

these can be achieved involving young readers will be discussed.   

In the last chapter, while summarising the research findings, how extensive reading 

can be effectively introduced to Korean Primary education system and what benefits it will 

bring to young L2 learners in the EFL context will be mentioned. It will be followed by how 

the present thesis can contribute to the future studies while mentioning some research 

limitations. A virtuous circle involving L2 reading and vocabulary learning will be 

introduced here. Finally, it will end with providing some suggestions which would be 

beneficial for further studies in the field of children’s L2 learning through extensive reading 

and what considerations should be given regarding young learners’ individual differences in 

language learning.     
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 Literature Review 

The importance of reading in improving language learners’ overall second language (L2) 

proficiency, including the expansion of L2 vocabulary knowledge and reading skills, has 

been scrutinised and emphasised by numerous researchers (Nation, 2001). This chapter starts 

by introducing the characteristics of extensive reading (ER) and how this type of reading has 

been employed through various reading programmes and research studies as a means to 

promote English learning. Following this, there is a discussion of how knowledge of 

vocabulary can be defined and what roles extensive reading can play in L2 learners’ reading 

comprehension development and vocabulary acquisition. Along with research on ER, 

previous studies on the mediating effects of learners’ working memory and L2 motivation on 

their L2 learning, especially L2 vocabulary and reading comprehension as cognitive and 

affective factors, will be closely reviewed.  

2.1 Extensive Reading 

Extensive reading has received a lot of attention as a means to boost second language 

acquisition in language classes (Elley, 1980; Elley & Mangubhai, 1983; Hardy, 2016; Lai, 

1993a; Lai, 1993b; Lee, 2007; Macalister, 2007; Mason & Krashen, 1997; Maxim, 2002; 

Park, 2016; Renandya, Rajan, & Jacobs, 1999; Tudor & Hafiz, 1989 and many more). There 

have been other names for the extensive reading approach such as free voluntary reading 

(Cho & Krashen, 1994; Krashen, 1989, 2011), a book flood project (Elley & Mangubhai, 

1983), pleasure reading (Beglar, Hunt & Kite, 2012) and sustained silent reading (Mason & 

Krashen, 1997), which are all used to describe an L2 reading programme that employs 

relatively long periods of reading with large amounts of texts and different genres of both 



Chapter 2 – Literature Review 

13 

fiction and non–fiction texts. These various terms for the extensive reading approach suggest 

that ER provides language learners with unconstrained and content–focused language 

learning time, instead of intensive teaching of linguistic features.  

In 2002, Day and Bamford published their top ten principles (p.14) for extensive 

reading, and since then, these have been widely accepted by researchers and educators as 

basic guidelines for successful reading programmes. However, as researchers or teachers’ 

experience of using these methods in particular educational contexts has accumulated, 

different opinions on how ER should operate have recently been expressed. These opinions 

will be introduced in the following chapter which explains how the ER programme in the 

present study has adopted the principles. The selection of ER reading materials and previous 

literature on the effects of ER on young L2 learners’ reading comprehension and vocabulary 

learning will be discussed as well.      

2.1.1 Top ten principles for extensive reading and some opposing opinions.  

Day and Bamford (1998) proposed eight possible goals of an extensive reading programme 

for students in their book (pp. 45–46) including having a positive attitude, confidence and 

motivation toward reading. They also suggested that students should be able to read without 

the help of dictionary, increase their word recognition ability, know the purpose of their 

reading, read at an appropriate rate and know how to choose proper reading materials. In the 

same book, Day and Bamford described the characteristics of successful ER programmes, 

and later (2002) they developed them further and published ten principles for successful 

reading programmes. Table 2.1 enumerates these ten principles. 
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Table 2-1 Top Ten Principles for Extensive Reading (Day & Bamford, 2002) 

1. The reading material is easy 

2. A variety of reading material on a wide range of topics must be available 

3. Learners choose what they want to read 

4. Learners read as much as possible 

5. 
The purpose of reading is usually related to pleasure, information and general 

understanding 

6. Reading is its own reward 

7. Reading speed is usually faster rather than slower 

8. Reading is individual and silent 

9. Teachers orient and guide their students 

10. The teacher is a role model of a reader 

 

While many reading programmes and studies have accepted these principles as 

guidelines for successful extensive reading, some have elaborated the definitions of extensive 

reading, and some proposed different opinions on one or more of the principles.  

First, Macalister (2015) defines extensive reading as “lots of easy, enjoyable reading” 

(p. 122), while he opposes the three stipulations (No. 2, 3 and 6) from Day and Bamford’s 

(2002) original ten principles, proposing the idea that for practical reasons such as lack of 

reading materials and learners with low proficiency levels, teachers may choose what 

students will read and they may employ some related class activities. If extensive reading is 

to be integrated into a normal language class, the easiness and the efficiency of managing 

reading materials and after–reading activities are important considerations from the teacher’s 

perspective.  

Second, Webb and Chang (2015) used ten Level One graded readers in a foreign 

language context and asked their Taiwanese participants to read one book per week to 

compare their incidental vocabulary acquisition rates. They claim that even though the use of 

preselected texts may reduce students’ enjoyment by not allowing them to choose what they 
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want to read, it is possible to make them encounter the newly learnt words repeatedly in the 

class, and it may facilitate class discussion about the texts. Bruton (2002) also emphasises the 

importance of communal reading, where teachers can help their students to develop reading 

skills and proceed with more difficult text reading. Referring to focused reading tasks, Bruton 

suggests alternative dimensions for supervised foreign language reading. That is, according to 

the purpose of the programme whether learners have the same reading text or not and 

whether there are reading tasks for the learners to complete on their own can be flexibly 

applied.  

Finally, Robb (2015) proposes that after–reading activities can promote L2 learners’ 

reading, in contrast to Day and Bamford’s (2002) principle #6. He has developed an online 

reading comprehension programme called “MReader” (http://mreader.org) which can be used 

to check readers’ reading progress. It only takes 4–5 minutes to answer ten reading 

comprehension questions after reading each story book, and the level of those questions is 

quite easy. The programme is not to measure whether the readers completely understand the 

contents, thus the readers are notified with simple results of ‘successful’ or ‘unsuccessful’, 

and if they score over 60 per cent, which is six questions out of ten, a copy of the book cover 

is given to their account to collect as a reward. Robb designed this programme to encourage 

readers to read more and make it easier for teachers to check their learners’ progress while 

not giving much stress or burden to readers.   

2.1.2 Graded readers as reading materials for extensive reading  

Learning an L2 through reading assumes that learners’ proficiency levels are high enough to 

understand the written texts. For learners with lower levels of proficiency, authentic books 

which are written for first language (L1) readers would be too hard to comprehend. Reading 

materials that are too difficult would make readers lose interest in reading and eventually give 

http://mreader/
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up the learning. To overcome this problem, many extensive reading programmes have used 

graded readers as their reading materials. Graded readers are simplified versions of original 

books or stories with finely divided levels of vocabulary and grammar. Hill (1997) describes 

these books as ‘extended texts, mostly fiction, written in language reduced in terms of 

structures and vocabulary’ (p. 57).  

Nation and Wang (1999) recommend graded readers for developing learners, 

especially because those books are written with the limited numbers of easy vocabulary 

items, which are repeatedly used throughout the books, leading to incidental vocabulary 

learning. In fact, various series of graded readers such as Oxford Bookworms Library, 

Penguin Readers, or Macmillan Readers are already being used widely in foreign language 

contexts. For example, plenty of private English institutes in Korea use them as main or 

supplementary materials. Their relatively short length, various genres and interesting topics 

to choose from, and easy vocabulary are big advantages for being adopted in educational 

settings, especially for young learners. Another benefit of using graded readers in the 

classroom is that they help learners and teachers to set definite goals for the learners’ 

appropriate reading levels by listing headwords or word families used in each book. A 

headword is a word that begins each entry in a dictionary while a word family includes “a 

base word and its derived and inflected forms” (Bauer & Nation, 1993). Pellicer–Sánchez and 

Schmitt (2010) state that by and large graded readers consist of the first 2,000 to 3,000 most 

common word families; however, lower levels of these books start with fairly small numbers 

of words. For example, Stage One books in Oxford Bookworms Library series have only 400 

headwords while Stage Six books, which is the highest level, are written with 2,500 

headwords. While having limited numbers of headwords for each level, each book is written 

with repeated use of high frequency words. Therefore, learners can choose a book that is 
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appropriate for their current level, and at the same time they can figure out what their next 

reading level should be with the help of the target word coverage.  

Through a corpus–driven analysis of 688 texts written for children or older readers in 

L1 and for L2 learners, Webb and Macalister (2013) propose that using graded readers for 

extensive reading programmes is better than using texts written for L1 children or adults. 

Their analysis indicates that the latter texts have a similar lexical load, which imposes too 

much of a burden on L2 learners. They also provide three reasons why graded readers rather 

than children’s books should be used in extensive reading programmes: 1) graded readers are 

written with controlled sets of word families, 2) they have much a smaller vocabulary size, 

and 3) children’s books contain age–specific words which are not appropriate for L2 learners 

in different age groups. Their study also reveals that to reach the 98 per cent coverage, which 

is taken to be the level where learners can read texts unassisted (Hu and Nation, 2000; 

Nation, 2001; Nation, 2006), only 3,000 word families plus the knowledge of proper nouns 

and marginal words are the prerequisite for graded readers while a vocabulary size of 10,000 

words plus proper nouns and marginal words are required to reach the same coverage for L1 

children’s books. Nation (2001) also suggests that L2 learners can benefit from reading 

graded readers. He argues that the prerequisite for reading is considerable knowledge and 

skill, which can be achieved through large quantity of input, and this input should be around 

500,000 running words per year. While emphasising large amounts of reading, Nation 

explains that the number of running words required equals to 25 graded readers a year, and 

learners should continue to read for more than several years.      

2.1.3 The effectiveness of extensive reading in developing L2 reading comprehension   

Following the initial stage of extensive reading programmes in the South Pacific region by 

Elley (1980) and Elley and Mangubhai (1983) in the early 1980s, a flood of extensive reading 
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studies inspired by Krashen’s Input Hypothesis (1985) were implemented to test whether 

having an enjoyable and significant amount of reading experience without pressure from tests 

or a conventional syllabus would be helpful in improving their learners’ reading 

comprehension and other language competency. The studies which had the main focus on the 

relationship between extensive reading and reading comprehension will be introduced in this 

section.   

 One of the earliest extensive reading programmes involving story books written for 

second language learners is the Fiafia Programme designed by Peter De’Ath (Elley, 1980). 

Elley compared this with the traditional structuralistic and audiolingual English lessons, the 

Tate Oral Programme, which had been prevalent in the South Pacific Region since it was first 

introduced in Niue. The Fiafia reading programme was composed of 12 story books which 

were written at 12 different levels, with three supplementary stories between each level. 

Unlike their predecessor, the Fiafia Readers included new vocabulary items which were 

unknown to the students and taught cueing skills so that they could learn the meaning of the 

new words from the story contexts. In the classroom, it employed both the Shared Book 

Experience and the Silent Reading methods. The teacher and the students read a book 

together followed by discussion about the reading or questions by the teacher focusing on the 

meaning not the form, and then the students engaged in their own reading. One cohort of 8–

year–old Class 3 students who participated in the Tate Oral and Tate Reading Programs was 

used as a control group, and the other cohort of Class 3 students in the following year who 

experienced the Tate Oral with the Fiafia Reading Programme together was considered as an 

experimental group. The reading test was composed of 35 multiple choice items. The 

experimental group students (N=62) recorded 14.02 points (SD=6.63) while the control group 

students (N=89) scored 10.54 (SD=5.50). The difference was statistically significant (Elley, 

1980; Elley, 1991). The experimental group students also showed superior performance on 
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word recognition and sentence repetition tests. Teachers reported that their children enjoyed 

reading the Fiafia Readers, and the schools, where the Shared Book Experience method was 

well maintained, performed much better than those schools where it was not the case.       

Similar patterns were found in Elley and Mangubhai’s (1983) study in Fiji Primary 

schools. Class 4 and Class 5 students, aged between 9 and 11, from eight primary schools in 

rural areas participated in the Book Flood Programme. They were divided into the Shared 

Book Experience group and the Sustained Silent Reading group, and they were compared 

with the control group where the traditional Tate Oral English Syllabus was followed. The 

Book Flood group students read interesting story books for 20 to 30 minutes each day for 

eight months. In the Shared Book group, the teacher selected appropriate books and read all 

or some of them to the class and led the class discussion about the story contents or taught a 

few new words. Various kinds of after–reading activities followed. In the Silent Reading 

condition, the reading time was similar, but students chose the books to read, and they read 

for enjoyment without much pressure at their own pace. The test results revealed the 

statistically significant differences showing the ER treatment effect. For about eight months, 

the Class 4 Book Flood groups showed 4.9 points mean growth in reading comprehension, 

which was more than twice as high as the control group’s 2.1 points growth during the same 

period. On the other hand, the difference between the two Book Flood groups was not 

statistically significant. The two experimental groups in Class 5 were also much superior to 

their counterparts, but this time, the Shared Book group was superior to the Silent Reading 

group with the mean residual gain scores 2.08 versus –0.14. In a one–year follow–up study, 

the experimental groups were still superior, but in both Class 5 and Class 6, the Silent 

Reading groups’ residual gain scores surpassed those of the Shared Book groups.    

 Another influential research study in the 1980s involving extensive reading for 

second language learning is Tudor and Hafiz (1989), which was conducted in the U. K. with 
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16 Pakistani origin ESL students, aged 10 to 11. These students were either born in the U. K. 

or came to the country when they were very young, but their parents had been all born in 

Pakistan and mostly spoke Panjabi at home. These students came to the researcher’s place 

five times a week after school, and the participants freely chose books out of 105 graded 

readers to read for an hour. To foster a tension–free environment, there were no additional 

after–reading activities, except for a simple oral report about the books they read once a 

week. They were allowed to change the books in the middle of reading and could bring them 

home to finish. The same NFER (National Foundation for Educational Research) test of 

proficiency in English was conducted twice, before and after the reading treatment. It had 

three different types of reading tests. The first one (Reading 2) was about matching a 

sentence with a given picture, and the second one (Reading 3, Part 1) was finding synonyms 

for underlined words. The third one (Reading 3, Part 2) involved reading comprehension with 

five passages and 15 multiple choice questions. Since the reading test in the present study 

involves the third type only, which is to check learners’ reading comprehension by answering 

questions after reading texts, the results of the third test will be introduced here. The 

experimental group students’ pre–test mean score was lower than those of the two control 

groups who were also ESL learners, but three months later, they exceeded their counterparts 

on the same test, and the difference was statistically significant, t = 2.67, p < .05. They even 

performed better on writing. In particular, on Writing Three, Part 2 where they were required 

to write an essay about one of three given topics, they showed expanded length of writing and 

significantly more accurate use of structures and words.    

 In Hong Kong, Lai (1993a; 1993b) investigated the effect of extensive reading as 

comprehensible input for junior secondary students’ English development to test Krashen’s 

Input Hypothesis theory (1985). Lai’s studies include the development of general English 

skills such as reading speed, listening comprehension and writing; however, in this section, 
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the focus will be given to the effect of extensive reading on these students’ reading 

comprehension development. For the one–year long extensive reading programme (Lai, 

1993a), 345 students from eight secondary schools, aged 11 to 13, were invited as 

experimental group participants and 338 students with similar English proficiency from the 

same schools participated in control groups. The pre–test results revealed that there were no 

great differences in their reading comprehension levels. The extensive reading group students 

borrowed a book at their proficiency level to read at home, and during the class which was 

done once a week, they answered comprehension questions. If the ER students scored more 

than 80 per cent, they could write the title of the book in their personal record book and on 

the classroom wall chart. On average, the students read 20 graded readers that they chose 

themselves. The number of books the students read during the programme ranged from 1 to 

58. Lai (1993a) presents one–way ANOVA results on gains in language proficiency (p. 28). 

The data was available for five schools, but only one of them revealed statistically significant 

results. Out of the 58 students who participated in the extensive reading group in this school, 

16 students read 11–13 books, 18 students read 15–18 books, 13 students read 19–21 books, 

and 11 students read 22–23 books for a year. Presumably due to this relatively small amount 

of reading, only one experimental group out of the eight schools showed a significant 

improvement in their reading comprehension. There were no statistically significant 

differences between the experimental groups and the control groups in other schools; in one 

school, the control group was even superior to the experimental group. On the other hand, the 

extensive reading groups performed much better in vocabulary recognition and reading 

speed. From this, Lai concluded that, even though reading extensively contributed to the 

young English learners’ reading speed and vocabulary learning, comprehensible input 

through extensive reading did not help in improving students’ reading comprehension level. 
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 In 1988 and 1989, Lai (1993b) implemented another extensive reading programme 

for four weeks with 216 summer school students aged 11 to 15. For this programme, the 

students met five days a week, and they were encouraged to read one to two graded readers 

every day according to their own choice. They read books at their own pace for the first half 

of each class and then they engaged in various activities such as “reading short passages or 

funny stories, singing songs, reading poems aloud, playing language games and working on 

riddles or puzzles” (p.90). It turned out that the three experimental groups read about 16.2 

books on average during the 4–week reading treatment, and a strong correlation was found 

between the quantity of the books they read and their reading comprehension improvement. 

Two of the ER groups, S1 and S2, who were more motivated and actively participated in the 

programme, read more than another ER group, S3, with little motivation. As Lai (op. cit.) 

extrapolates, the intensive immersion environment of this reading programme boosted the 

students’ L2 reading proficiency and S1 and S2 made significant gains.    

Additionally, the government–supported REAP project in Singapore and the RELA 

project in Brunei Darussalam, which were mentioned in the previous chapter, also involved 

extensive reading programmes lasting more than two years. The REAP, which was conducted 

with the shared book experience method, showed the reading groups’ superiority in reading 

as well as in other language skills (Ng & Sullivan, 2001). The REAP students also revealed 

better attitudes and cooperation for group work in the class, with increased confidence. The 

RELA project in Brunei also revealed the effectiveness of ER on young children (Ng, 2001), 

and the Primary Year 1 students’ improvement in English was impressive. Their performance 

was much superior to the non–RELA students in most of the tests conducted, such as word 

knowledge, word and sentence composition and listening comprehension. Especially in the 

reading comprehension test, they showed significant improvement in their mean scores from 

0.35 to 2.93 (p < .05).      
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The seven extensive reading programmes described in this chapter do not have many 

common features except for the fact that they were all implemented to see the effect of 

reading on participants’ English learning. They vary in terms of  

• programme length, ranging from four weeks (Lai, 1993b) to 29 months (Ng, 

2001); 

• reading method: shared book reading, sustained silent book reading, and 

combination of the two different reading approaches; 

• reading amount, from 20 books per year (Lai, 1993a) to one or two books a 

day (Lai, 1993b), although some did not specify the exact reading amount (Ng 

& Sullivan, 2001; Ng, 2001; Tudor & Hafiz, 1989), other than remarking that 

the participants read a great number of books; and 

• the various aspects of language learning that they measured.  

However, the results of every study favoured extensive reading group participants 

over the control groups to some extent, showing its effectiveness in children’s English 

learning such as vocabulary, reading comprehension, listening comprehension, reading speed, 

and so on.  

2.1.4 The effectiveness of extensive reading in L2 vocabulary acquisition 

Along with other benefits such as facilitating readers’ reading fluency (Iwahori, 2008; Jeon & 

Day, 2016; Stoller, 2015; Suk, 2016) and developing good reading habits (Yamashita, 2015), 

another great benefit of extensive reading is unintentional vocabulary acquisition while 

reading. Coady (1997) claims that L2 readers, especially beginner level readers who do not 

have enough words in their mental lexicon to read well, can learn plenty of vocabulary 

through extensive reading itself. In fact, there are numerous studies focusing on incidental 

vocabulary acquisition through reading; however, many of them used short texts to see the 
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immediate effects of reading on vocabulary, which resulted in small numbers of word gains 

or word retention rates (Hulstijn, 1992; Pitts, White & Krashen, 1989; Waring & Takaki, 

2003). In addition, in studies where their participants were young readers, the researchers 

looked at overall improvements in language ability, as in the ER studies mentioned in the 

previous section, rather than focusing on vocabulary acquisition. In this section, previous 

studies or parts of those studies which looked at the direct relationship between extensive 

reading and vocabulary learning will be highlighted. For example, Elley and Mangubhai 

(1983) researched the impact of extensive reading on reading comprehension, English 

structures and writing as well as word knowledge, but only the results which are related to the 

participants’ vocabulary learning are mentioned here.    

   Table 2.2 summarises selected extensive reading programmes conducted in L2 

contexts and their findings related to vocabulary acquisition. It shows how these reading 

programmes differ in their duration, the use of reading materials and the approaches to the 

reading programme.  
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Table 2-2. Vocabulary–related Outcomes of ER Programmes in L2 
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There are some differences in terms of the programme running periods and after–

reading activities among these studies. The duration of reading programmes mentioned in 

Table 2.2 varies from 2 weeks to 20 months. In general, when the participants were young 

readers (the first 5 studies), the periods tended to be longer than when adult readers were 

involved in the studies (the last five studies). In addition, different approaches were used in 

selecting books to read. In some studies, readers chose the texts depending on their interests 

(Tudor & Hafiz, 1989; Cho & Krashen, 1994; Horst, 2005; Pigada & Schmitt, 2006; Senoo & 

Yonemoto, 2014) and in other studies, the readers read preselected books (Elley, 1980; 

Kweon & Kim, 2008; Webb & Chang, 2015). In Elley and Mangubhai’s (1983) study, the 

readers were divided into the shared book reading group, who read the books selected by 

teachers, and the silent reading group, who chose their own books to read. Along with the 

length of the reading programme and the selection of books, there is another difference 

among these studies. It is the presence of after–reading activities. When books were 

preselected either by researchers or teachers, the readers were involved in various types of 

activities such as discussing the books or answering comprehension questions. On the other 

hand, when the readers selected what they wanted to read, they enjoyed individual reading 

time without being involved in specific post–reading activities. The exceptions were Tudor 

and Hafiz (1989), who asked their young participants to talk about their reading once a week, 

and Horst (2005), who used paired discussion and worksheet activities to encourage more 

reading.     

Despite these differences, there are two common denominators among the ten studies. 

Firstly, L2 learners naturally picked up new words through reading to some extent. Since the 

studies employed different numbers of target words or approaches to measuring vocabulary 

gains, direct comparison is not possible. However, all the studies resulted in a certain amount 
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of vocabulary gain. The secondary school learners of English in Webb and Chang’s (2015) 

study read ten graded readers during a 13–week period, and when they were tested with 100 

target vocabulary items, the extensive reading group acquired about 20 new words 

incidentally. Horst (2005) used the Vocabulary Knowledge Scale (Paribakht & Wesche, 

1997) to measure her participants’ word knowledge of 35 unknown words based on their pre–

test results. The adult participants, who freely borrowed books from a local community centre 

in Montreal, revealed that they had acquired partial or full knowledge of 18 words, which 

represents a gain of about 51 per cent. The young readers in Tudor and Hafiz’s (1989) study 

showed not great vocabulary learning compared to their improvements in reading and 

writing, but their accuracy in using words in an appropriate manner was significantly 

improved. Considering that the main purpose of reading is to enjoy the story, not to learn new 

vocabulary, incidental vocabulary acquisition can be a valuable by–product of reading.   

Secondly, it is consistent among all the studies reviewed above that the extensive 

reading group outperformed the control group when they were compared to each other. In 

Elley’s (1980) study, the ER group achieved word recognition rates that were twice as good 

as those of the control group. The Book Flood groups in both school years in Elley and 

Mangubhai’s (1983) study showed superiority in new word gains over their control group 

counterparts. In Webb and Chang’s study (2015), the ER group’s relative gain from the pre–

test to the immediate post–test was 44 per cent while the control group showed only a 5 per 

cent increase. These findings clearly reveal that ER is effective in vocabulary learning.  

Apart from these commonalities, another interesting finding is that ER appears to be 

more effective for adult L2 learners than children in terms of vocabulary learning. In the last 

five studies in Table 2.2, the adult learners showed vocabulary acquisition from 20 per cent to 

68 per cent, with an average of 49 per cent. However, young learners showed mixed results 

from no significant gain (Tudor & Hafiz, 1989) to 44 per cent relative gains (Webb & Chang, 
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2015). In addition, the selection of books to read was not an important factor in vocabulary 

acquisition. In Elley and Mangubhai’s (1983) study, the two school years, Class 4 and Class 

5, showed inconsistent results. In Class 4, the students who read books chosen by their 

teachers showed better residual gains than the individual reading group. However, it was the 

silent reading group who scored better in Class 5.  

In the present study, young L2 students aged between 9 and 11 with limited 

proficiency levels in English participated in an extensive reading programme reading 16 

graded readers. Since not many studies have involved young EFL learners like these 

participants, it was an opportunity to investigate further whether young novice learners could 

acquire new words through this kind of reading programme.  

  

2.2 Vocabulary Acquisition 

Knowing a sufficient amount of vocabulary in a target language is of paramount importance 

in learning a language. Especially in reading, without knowing the meaning of most 

vocabulary used in the text, readers may have limited understanding of the contexts and 

contents. Then, what does ‘knowing a word’ mean? Under what circumstances, can language 

learners say that they completely understand a word? This section will discuss various 

aspects of vocabulary knowledge and its different dimensions.  

2.2.1 The knowledge of vocabulary 

Knowing a word does not only involve knowing the meaning of a word, but also various 

other aspects of how the word is used. Richards (1976) provides eight assumptions regarding 
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lexical competence and seven of them, apart from assumption 1, are directly related to the 

definition of vocabulary knowledge. Here are the eight assumptions: 

   

1. The native speaker of a language continues to expand his vocabulary in adulthood. 

2. Knowing a word means knowing the degree of probability of encountering that 

word in speech or print.  

3. Knowing a word implies knowing the limitations imposed on the use of the word 

according to variations of function and situation.  

4. Knowing a word means knowing the syntactic behaviour associated with that word.  

5. Knowing a word entails knowledge of the underlying form of a word and the 

derivations that can be made from it.  

6. Knowing a word entails knowledge of the network of associations between that 

word and other words in language.  

7. Knowing a word means knowing the semantic value of a word.  

8. Knowing a word means knowing many of the different meanings associated with 

the word.   

 

Assumptions 2 to 8 reveal that having knowledge of a word is to understand its 

various meanings, derivations and collocations as well as to be able to use it in a proper way 

in a given context. In other words, vocabulary knowledge is multifaceted, embracing 

receptive and productive uses.   

Nation (2013) states that to fully understand a word, the receptive and productive 

knowledge of the word’s form, meaning and use should be mastered. According to Nation, 

knowing a word’s form indicates that a learner can recognise the spoken and written form of 

the word as well as its word parts. Here, the spoken form refers to recognising a word’s 

sound (receptive knowledge) and its pronunciation (productive knowledge). Knowing the 

written form implies recognising a word (receptive) and being able to spell it (productive). 
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Having the knowledge of a word’s meaning shows that the learner understands the word’s 

form and meaning, concept and referents, and associations. The same word, FORM, is 

repeated, but in this category, it refers to that what meaning a word form signals (receptive) 

and what word form can be used to reveal this meaning (productive). Knowing a word’s use 

refers to knowing the grammatical functions, collocations and constraints on the use of the 

word, such as register or frequency.   

In fact, there is a considerable overlap between Richards’ assumptions and Nation’s 

definitions of vocabulary knowledge. They both emphasise the importance of knowing 

syntactic and semantic aspects of a word, along with how it is associated with other words in 

different contexts. What Richards and Nation are addressing in common is that the concept of 

vocabulary knowledge should be approached from a broader point of view. In other words, 

when language learners try to build up their new vocabulary, simply memorising a word’s 

written form and its most representative meaning could not guarantee them full knowledge of 

the word. The importance of reading for vocabulary acquisition lies here. Extensive reading 

can afford opportunities to learn these various important aspects of vocabulary knowledge 

through enabling readers to meet words repeatedly in different contexts.      

2.2.2 Incremental nature of vocabulary development 

Mastery of a word is unlikely to take place with a single encountering of the word, especially 

for beginning level L2 learners. This is because vocabulary acquisition is an incremental 

process that requires attention to new words on multiple occasions (Nagy, Anderson & 

Herman, 1987). Harley (1995, as cited in Henriksen, 1999) mentions that language learners 

do not learn a word on an ‘all–or–nothing’ basis but the word knowledge accumulates 

through different steps of partial word knowledge. In other words, repeated encounters enable 

learners to improve their lexical competence from partial knowledge to mastery level. 
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Paribakht and Wesche (1997) mention that to acquire vocabulary knowledge there are a 

couple of prerequisites. First, learners should encounter new words, and they should be able 

to guess the meaning from the surrounding context. Second, those new words should be met 

repeatedly. If the learners have partial knowledge of the words, it is likely to facilitate the 

learning. Nation and Webb (2011) and Webb (2007) also emphasises the importance of 

meeting new words repeatedly through reading to gain full knowledge of words. Multiple 

encountering of a word in various contexts can reinforce learners’ knowledge of the word and 

eventually brings depth of knowledge on the word. According to Webb (2007), at least ten 

encounters are required to completely understand the target words.   

Henriksen (1999) explains this augmenting feature of vocabulary learning with three 

different dimensions. The first dimension is ‘partial to precise knowledge’. L2 beginning 

learners may recognise a word they have seen before, but do not know its exact meaning or 

spelling. Later, they may be able to tell the meaning and spell the word correctly, but some 

grammatical features such as making a plural noun or inflecting a verb should also be learnt 

before they use the word accurately depending on the context. In relation to this dimension of 

vocabulary, Henriksen suggests that tasks requesting the learners to check whether they can 

recognise some words will not reveal how precisely the learners know the words. The second 

dimension is ‘depth of knowledge’. Learners’ knowledge of a certain word accumulates as 

they encounter it through spoken and written forms in different contexts. For instance, the 

most popular or well–known meaning for the word ‘school’ is ‘a building where students 

study under the instruction of teachers’. Most beginner learners of English would associate 

‘school’ with this meaning. However, if they meet the word in a university context, they 

could recognise that ‘school’ can be used to refer to a department. Or if they see this word 

with large numbers of dolphins, they may figure out that it can also mean a group of 

dolphins. The last dimension is ‘receptive to productive use ability’. Once learners become 
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confident that they have sufficient knowledge of a word, they would use it when they need to 

produce outputs through speaking or writing. Referring to this dimension, Henriksen 

proposes that test batteries should be designed to test both receptive and productive 

vocabulary knowledge. However, as Schmitt (2014) acknowledges, having receptive 

knowledge of a word is much easier than actually being able to use the word in production 

through writing or speaking. He explains that mastering productive use of a word is hard, and 

it requires sufficient time to reach because it involves learning more word knowledge 

components which are essentially contextual. 

Assessing second language learners’ vocabulary size and the quality of their 

knowledge of words is a crucial part of vocabulary studies, especially to find out how much 

vocabulary is necessary for young learners when they are engaged in receptive and 

productive tasks in language learning. Read (2004, p.211) defines “a superficial indication of 

whether the word is known or not” as breadth, and “how well particular words are known” as 

depth. When it comes to the effects of vocabulary knowledge on a reading task, Sen and 

Kuleli (2015) state that both the breadth and depth of vocabulary knowledge play an 

important role in L2 reading, but the latter predicts reading performance better. However, 

Schmitt (2014) concludes from a review of the literature that unlike advanced learners with 

larger vocabulary sizes, for novice learners with limited vocabulary sizes which are mostly 

from frequently used words, “there is often little difference between size and a variety of 

depth measures” (p. 913). In addition, some researchers such as Read (2004) and Vermeer 

(2001) argue that the distinction between vocabulary breadth and depth is marginal. When 

there is a need to test the knowledge of a significant number of words, it is hard in practical 

terms to measure the test–takers’ depth of vocabulary as well. In the same vein, Read (1993; 

2004) remarks that for a vocabulary size test, a test with many word items is required, and to 

reduce the test time, the task should be simple. He suggests that the simplest type of test is a 
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yes/no or checklist format which asks the test–takers to indicate whether or not they know 

each item. Some other task types to measure breadth of vocabulary knowledge include 

“matching with synonyms or brief definitions, or supplying L1 equivalents for an L2 word 

list” (Read, 2004, pp. 210 –211).  

As mentioned in previous sections, many researchers who specialise in reading and 

vocabulary have paid attention to the effects of extensive reading on vocabulary and reading 

comprehension; however, in some cases, it was not clear whether the experimental group 

participants had previously known the target vocabulary, or even after participating in a 

reading programme, whether they could demonstrate receptive or productive knowledge of 

the meanings of the target vocabulary. For example, Elley’s (1980) participants in the Fiafia 

programme were tested with 50 words on a word recognition test, including look, and, me, 

not, now and so on, and their test scores were compared with the previous year’s cohort who 

had not participated in extensive reading. The information on how many of the 50 target 

words were previously known to the Fiafia participants was not provided. In addition, the 

participants received credit as long as they pronounced the words correctly without having to 

show knowledge of how to use the target words. Moreover, very few of the researchers have 

looked at the mediating roles of individual differences such as working memory and second 

language motivation nor the impacts of those learner differences on L2 vocabulary learning 

and reading comprehension. In the following sections, previous studies that have focused on 

the relationship between these individual differences and L2 language learning will be closely 

reviewed.  

2.3 Working Memory 

Baddeley (2010) defines working memory as “the system or systems that are assumed to be 

necessary in order to keep things in mind while performing complex tasks such as reasoning, 
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comprehension and learning” (p. R136). Working memory has been emphasised as one of the 

main cognitive factors that affect language learning. As an example, a meta–analysis 

including 79 studies with 3,707 participants by Linck, Osthus, Koeth and Bunting (2014) 

reveals that working memory has positive effects on L2 learning. They summarise their 

findings as that people with a larger working memory capacity can learn vocabulary better in 

both L1 and L2, but show better proficiency outcomes in the case of L2. Working memory is 

also known to be associated with reading development. Gathercole (1995) and Gathercole 

and Baddeley (1993) argue that phonological memory capacity in young children at primary 

school entry age is closely related to their present and later reading achievement as well as 

vocabulary development.  

Based on these positive outcomes of working memory effects, in this section, how 

working memory is structured and operationalised will be explained first, and then how 

working memory is associated with language learning such as vocabulary and reading will be 

discussed in depth.  

2.3.1 The framework of working memory and its functions 

The most well–known working memory construct so far is Baddeley and Hitch’s (1974) 

model. They posited that working memory can be divided into the central executive and its 

two subsystems, the phonological loop and the visuospatial sketchpad, and that each 

component has its own distinct function. The core of this system is the central executive that 

integrates information from the phonological loop and visuospatial sketchpad as well as from 

long–term memory, and it implements complex cognitive tasks such as listening and reading 

comprehension. On the other hand, the two subsystems work as the temporary storage for 

verbal and visual input. More specifically, the phonological loop is known to expedite new 

vocabulary learning (Baddeley, 2015; Baddeley, Gathercole & Papagno, 1998; Martin & 
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Ellis, 2012). In the same vein, Gathercole (1995) mentions that the phonological loop affects 

how learners acquire new vocabulary, and learners with a larger vocabulary size have better 

verbal memory capacity, which leads to the virtuous circle: the better phonological memory 

enables learners to acquire more vocabulary in turn.  

Later, Baddeley (2000) added a fourth component into his working memory model, 

the episodic buffer, which is under the control of the central executive. The episodic buffer 

incorporates episodes, but it is known as not having storage capacity. It is a multidimensional 

medium which binds various sources not only from the phonological loop and visuospatial 

sketchpad but also from people’s general senses such as smell and taste (as shown in the 

diagram below) into chunks or episodes (Baddeley, 2012).  

 

 

Figure 2-1 Working Memory System. Reprinted from “Working memory: theories, models, 

and controversies,” by A. Baddeley, 2012, The Annual Review of Psychology, 4, p. 23  
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Li (2015) articulates that working memory has two functions of storing information 

and processing of short–term memory, operationalised as phonological short–term memory. 

His study (2015) with beginning and advanced L2 Chinese learners revealed that the 

advanced learners benefited more from their working memory capacity. Gathercole, Lamont 

and Alloway (2006) also mention that when children have poor working memory skills, they 

appear to have weaknesses in performing complex tasks such as reading and mathematics.   

There are two features to note about working memory. First, phonological short–term 

memory and complex working memory do not correlate with each other. Martin and Ellis 

(2012) tested 40 native speakers of English with nonword repetition and nonword recognition 

used to measure their phonological short–term memory, and a listening span task used to 

assess their complex working memory capacity. Using correlational analyses, they showed 

that those two components were not related to each other, which implies that they measure 

different cognitive capacities. Second, working memory capacity varies greatly when 

children are young; however, as they grow up, their working memory skills also develop and 

at the age of 14, they reach a similar level of working memory to that of adults. This is why 

Gathercole (1995) and Gathercole and Baddeley (1993) measured the phonological memory 

skills of primary school entry age children. They wanted to see how the phonological 

memory influences young learners’ vocabulary and reading comprehension development as 

they grow.    

Since the introduction of Baddeley and Hitch’s tripartite model in 1974, there have 

been a myriad of research studies to investigate how working memory is associated with 

language development processes. Also, a lot of efforts have been made to find out how to 

measure individuals’ working memory capacity and how different working memory 

components influence language learning. This will be discussed in the following sections.   
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2.3.2 The effects of working memory on L2 vocabulary acquisition  

There are prominent findings from various studies revealing that phonological short–term 

memory is associated with vocabulary learning (Baddeley et al., 1998; Masoura & 

Gathercole, 2005; Papagno, Valentine & Baddeley, 1991). Then, the question is: how does 

the phonological short–term memory affect L2 vocabulary learning?  

Baddeley and Hitch’s (1974) working memory model proposes that the phonological 

short–term memory is composed of a temporary storage and the phonological loop. The 

former holds phonological input for a couple of seconds and the latter processes subvocal 

articulation to refresh what has gone into the storage (Speciale, Ellis & Bywater, 2004). As 

more input is stored and processed, there is more possibility of passing the input into 

learners’ long–term memory. Ellis and Sinclair (1996) particularly take note of the role of 

phonological rehearsal from working memory in L2 vocabulary learning. In their research 

with learners of Welsh as an L2, they manipulated the phonological rehearsal variable for 

three different groups, who experienced the silent condition, the repetition condition, and the 

articulatory suppression condition, respectively. Their 87 university students were randomly 

assigned to one of the three groups and learned the language while listening to pre–recorded 

utterances in the computer. They were instructed to type the English translations of the Welsh 

utterances. The silent condition group was a control group; thus, they had to be silent during 

the learning phase. Meanwhile, the participants in the repetition condition were told to repeat 

aloud the utterances whenever they heard them while those who were in the articulatory 

suppression condition were not allowed to articulate them. Instead, they had to count a 

whispered one to five while they were listening to the utterances. Their test results showed 

that a significant effect of different conditions was found, F (2, 81) = 18.26, p < .001. The 

participants in the repetition group performed much better than the other two groups, and the 

control group in the silent condition performed better than the participants in the articulatory 



Chapter 2 – Literature Review 

39 

suppression condition. Ellis and Sinclair said that the silent condition group was prevented 

from rehearsing the Welsh utterances overtly, but they might have done so in a subvocal 

manner. Hence, they suggest that phonological rehearsal contributes to L2 vocabulary 

acquisition.  

Papagno et al. (1991) used articulatory suppression in a series of experiments to test 

the role of the phonological loop in adult participants both in L1 (Italian) and L2 (Russian). 

When the phonological loop was disrupted, the participants could still acquire paired 

associates in their L1 but not in L2. The researchers attributed the results to familiar semantic 

associations in L1. They conclude that the phonological loop plays an important role in 

foreign language acquisition whereas it has little effect on L1 vocabulary acquisition. 

While the capacity of the phonological loop is strongly associated with new 

vocabulary acquisition, Gathercole (1995) suggests that the richer a learner’s vocabulary, the 

larger his or her verbal memory capacity. This can be explained as language learners with a 

good vocabulary size being able to more effectively code new words with already existing 

knowledge of other words, which requires less capacity in the phonological loop to process 

the learning of the word; in turn, it gives more work space for the phonological loop to deal 

with other words.  

Masoura and Gathercole (2005) also looked at the effect of the phonological 

familiarity with a new language on vocabulary acquisition. They divided 80 Greek EFL 

children aged from 8.6 years to 13.7 years into four different groups: two groups with similar 

knowledge of English vocabulary but different nonword repetition capacity and two groups 

with similar nonword repetition capacity but different levels of English vocabulary 

knowledge. Their phonological short–term memory was measured twice with a Greek 

nonword repetition test and an English nonword repetition test, and the two nonword 

repetition test scores were highly correlated. On the two vocabulary assessment tests, the 
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Greek children were asked to translate both Greek into English and English into Greek, 

which also showed a fairly significant correlation. When their nonword repetition measures 

in both languages were compared with their total translation scores, they showed a 

statistically significant moderate correlation. Later, these children in four different groups 

participated in English word learning experiments using picture–and–word pairs. The results 

revealed that the group of high English vocabulary knowledge made more accurate responses 

on the paired–associate learning task than their counterparts while the two different nonword 

repetition groups did not make significant differences in their accuracy. From these findings, 

Masoura and Gathercole concluded that phonological short–term memory plays a key role in 

L2 vocabulary learning when the learners have no or very limited experience in the language, 

but if learners are already familiar with the L2, their existing vocabulary knowledge, which 

can be seen as their long–term memory, has stronger effects.  

Their findings match with Cheung’s (1996) research outcomes with Hong Kong 

seventh grade students (N = 84). To see the relationship between temporary phonological 

memory and long–term phonological knowledge, the students were divided into a group of 

low vocabulary (low phonological knowledge) whose vocabulary scores were below a 

median point and a high vocabulary (high phonological knowledge) group. Cheung 

administered a nonword span task to see how phonological memory was associated with L2 

vocabulary learning. The results showed that the nonword span could only predict L2 word 

learning for the students whose L2 vocabulary size was lower than the mean score while 

nonword span could not predict for the high vocabulary group’s L2 word learning. Cheung 

concluded that L2 learners’ phonological memory interacts with their long–term phonological 

knowledge while they are learning a new language, but the relationship becomes significantly 

weaker when learners can receive support from their long–term phonological knowledge.      
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As revealed through different test outcomes above, there is a clear consensus on the 

fact that the phonological loop in working memory or phonological short–term memory has a 

role in vocabulary acquisition. In addition, when learners already have robust vocabulary 

knowledge, it seems to boost new vocabulary learning through managing the incoming 

information more effectively. However, none of the studies mentioned in this section reveals 

the impact of working memory on L2 vocabulary learning through reading for long periods of 

time in particular. This is one of the main focuses of the present study, which will look at the 

effects of working memory on young EFL learners’ vocabulary learning via extensive 

reading in English. In addition, how their phonological short–term memory and complex 

working memory are correlated with their word knowledge development will be investigated.   

2.3.3 The effects of working memory on L2 reading  

How the different working memory capacity of individual learners affects their reading 

comprehension has received a great deal of attention from many researchers, including 

Daneman and Carpenter (1980), Harrington and Sawyer (1992) and Miyake and Friedman 

(1998).   

Daneman and Carpenter (1980) state that the different levels of working memory may 

cause the differences in reading comprehension among individual learners. They focus on the 

balance between processing and storage; in other words, readers who can process information 

efficiently do not require much space in their working memory for processing, which results 

in more space to store the information, and in turn the readers perform better in reading 

comprehension. On the other hand, when more space is necessary for processing the 

incoming information, it causes less space to remain for storing, thus leading to poor reading 

comprehension. While there is some research suggesting that working memory capacity has 

little to do with reading comprehension (Guyer & Friedman, 1975; Perfetti & Goldman, 
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1976, as cited in Daneman & Carpenter, 1980), Daneman and Carpenter raise objections to 

those research results, stating that it is because the measures such as digit span and word span 

tests used in those studies did not impose sufficient burden on the processing function of 

working memory. Instead, they used multiple tasks to measure working memory: a reading 

span task to recall the last words after reading aloud a set of sentences, a reading 

comprehension test with pronominal references and facts, and a word span test asking the 

participants to recall upon hearing some words. Their findings show that reading span is 

associated with working memory capacity the most, and working memory capacity is a 

significant predictor of individual differences in reading.   

Miyake and Friedman (1998) researched the relationship between working memory 

and syntactic comprehension. They looked at working memory as actively associated with 

information processing and storing and being deeply involved in L2 proficiency. They argue 

that L2 reading skills are closely associated with working memory span and working memory 

benefits advanced L2 learners more than their beginning counterparts. In particular, when 

learners have sufficient language learning experiences, the connection between L1 and L2 

working memory is relatively high and through a path analysis the researchers revealed that 

learners with higher reading spans are better at understanding syntactic structure.    

In Harrington and Sawyer’s (1992) study, Japanese university students were required 

to take three working memory span tests: digit span, word span and reading span, and the 

results were compared with their TOEFL scores from the grammar and reading sections and a 

cloze test. Students who scored higher on the L2 reading span test showed better performance 

on the L2 reading and grammar skills while the digit span and word span tasks turned out to 

be only weakly related to L2 reading comprehension. Harrington and Sawyer’s (1992) study 

confirmed that working memory is closely associated with the understanding of syntactic and 

semantic language skills.  
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In a comparison study, Pae and Sevcik (2011) tested two groups of children, English–

Korean bilinguals in the U.S.A. and Korean–English bilinguals in Korea, to see the 

relationship between verbal working memory and L1 and L2 reading fluency and 

comprehension. The outcomes show that L1 phonological working memory skills affect L2 

reading fluency and comprehension, which provides more evidence for the statement that the 

phonological processing skills in one language can be transferred to another language (Pae, 

Sevcik & Morris, 2010). They added an explanation that children with strong L1 oral skills 

and reading proficiency may do better on L2 oral performance and reading than other 

children who have weaker L1 language skills.  

The studies mentioned above reveal that working memory measured by a reading 

span task could be a reliable index of reading comprehension. In other words, when language 

learners perform better on reading span tasks, they tend to show better reading skills. How to 

measure the working memory capacity that is responsible for reading comprehension skills is 

an important factor for more accurate cognitive ability assessment. Numerous researchers 

argue that a reading span task which makes the processing and storing functions in the 

working memory work at the same time is an appropriate method for this purpose. It is also 

worth noting that working memory measured in L1 can predict L2 language learning due to 

the high correlation between L1 and L2 working memory capacity. When L2 readers’ 

language proficiency is low, L2 working memory span tasks would not assess learners’ 

working memory capacity properly since those novice learners would have a hard time 

performing the tasks due to their limited understanding of the language. In the present study, 

L1 working memory span tasks including a reading span test and a nonword repetition span 

test will be used to see how beginner readers’ working memory affects their L2 reading 

comprehension skills and vocabulary development, respectively while being engaged in 

pleasurable reading.   
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2.4 Second Language Motivation 

Along with working memory, motivation to learn a new language has been considered as a 

critical determinant in language learning. In particular, there are numerous studies 

demonstrating the positive relationship between motivation and L2 reading. On the other 

hand, very few studies have shed light on the effects of L2 learning and L2 reading 

motivation on L2 vocabulary acquisition. In this section, theoretical background about 

motivation to learn an L2 and to read in L2 will be discussed first, and it will be followed by 

a review of how motivation is associated with reading development and vocabulary learning.   

2.4.1 Theoretical framework of L2 motivation 

Second or additional language learners have their own sound reasons for studying a new 

language, and analysis of these various motives has produced a wealth of theoretical models 

regarding L2 learners’ motivation. Dörnyei and Ushioda (2011) acknowledge the wide range 

of approaches to motivation due to researchers’ selective focus, and they mention that the 

only consensus would be the definition of motivation as the following (p. 4). 

 

• The choice of a particular action 

• The persistence with it 

• The effort expended on it  

 

Following Gardner and Lambert’s (1972) theory on second language motivations, 

there were very active investigations by Canadian researchers. Gardner and Lambert (1972) 

identified two types of orientation towards L2 motivation: the integrative and instrumental 

orientation. They argued that language learners’ desire to learn a specific language because 

they wanted to be in contact with the native speakers of the language was the main source of 
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the integrative orientation while the instrumental orientation is based on the learners’ need to 

learn the language for more practical reasons such as to enter a good university or to find a 

job. They believed that the integrative motive was more effective than the instrumental 

motive because it came from learners’ innate attributes; therefore, it would be more resistant 

to external factors.    

Clément and Kruidenier (1983) refuted the original argument of Gardner and Lambert 

(1972) by providing evidence from their language orientation experiments. They claimed that 

the integrative orientation could be seen in multicultural contexts, only where language 

learners were able to interact with the native speakers of the language to some extent; 

therefore, it was rare in foreign language contexts. Instead, they suggested four different 

orientations towards second language acquisition, which are instrumental, friendship, travel 

and knowledge orientations. In other words, language learners study a second language to 

succeed in their academic or social goals, to make new friends, to communicate while 

travelling, and to obtain more knowledge. These orientations were common among all 871 

eleventh grade students in their research even though these participants were collected from 

three different cities in Canada (Quebec, Ontario, and Ottawa) considering their cultural 

background (multicultural vs. unicultural), ethnicity (English vs. French), and target language 

(official language vs. Spanish as a minority language).   

Noels, Pelletier, Clément and Vallerand (2000) defined L2 motivation based on Deci 

and Ryan’s (1985) self–determination theory. Noels et al. considered intrinsic motivation as 

‘motivation to engage in an activity because that activity is enjoyable and satisfying to do’ 

(p.61). Deci and Ryan originally saw intrinsic motivation as coming from individuals’ inborn 

needs for competence and self–determination. Wigfield and Guthrie (1997) also explained 

intrinsic motivation as “choosing to do and then doing an activity for its own sake, rather than 

for ‘extrinsic’ reasons such as receiving recognition or grades” (p. 421). On the other hand, 
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extrinsic motivation reflects individuals’ instrumental purposes such as having good grades 

or seeking external achievements. To test the motivation of English–speaking participants 

who were learning French as an L2, they used Clement and Kruidenier’s (1983) four 

orientations and Deci and Ryan’s self–determination together with intrinsic, extrinsic, and 

amotivational (a state with no motivation at all) distinctions. Noels et al. suggest that L2 

learners who intrinsically enjoy the learning consider the language learning process as a 

pleasurable puzzle or a game, not as a difficult challenge. They also argue that providing an 

autonomy–supportive environment is important so that language learners can enjoy the 

learning itself and retain their self–image while having less anxiety. In turn, the learners’ 

autonomy will raise their L2 motivation and encourage them to work harder for future 

mastery of the language. 

Since the late 2000s, Dörnyei (2005, 2009, 2019) has proposed a different view from 

the previous motivational orientations. He suggests that L2 motivation takes place when 

learners associate with their own imaginary selves in the future as users of the new language. 

His L2 motivational Self system includes Ideal L2 Self, Ought–to L2 Self, and L2 Learning 

Experience as motivational orientations. The L2 motivational Self system views how the 

second language learners identify their future self–image as an important determinant of the 

success of their language learning. The Ideal L2 Self represents what linguistic achievements 

a learner wishes to attain through the language learning. Here are a couple of example 

statements for this orientation:  

 

“I would like to be able to have a conversation with a native speaker of English.” 

“I can imagine a situation where I am speaking English with foreigners.” 
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The concept of Ought–to L2 Self is related to a learner’s obligations, and it reveals the 

learner’s expectation of himself or herself in learning the language and achieving his or her 

goals. The following are sample statements revealing the Ought–to L2 Self: 

 

 “If I fail in English learning, my parents will be disappointed.” 

“Learning English is necessary because people surrounding me expect me to do so.” 

 

The last component, L2 Learning Experience, shows a learner’s attitudes to their current 

language learning situation, such as whether the learner is satisfied with the language course, 

and how the learner feels about the class or the class teacher. Dörnyei (2019) and You, 

Dörnyei, & Csizér (2016) see the last component as not directly associated with the other two 

L2 Self components but still a very important predictor of a learner’s language learning. 

Sometimes being referred to as the L2 learners’ attitudes towards the target language 

(Taguchi, Magid, & Papi, 2009) and having been overshadowed by the two L2 Selves’ 

popularity, L2 Learning Experience has emerged since the early 2010s as having more 

practical power in L2 learning (Dörnyei, 2019).       

2.4.2 The effects of motivation on L2 reading 

In Wigfield and Guthrie’s (1997) research, 105 fourth and fifth grade school children took the 

Motivation for Reading Questionnaire (MRQ), which is made up of three different constructs 

including intrinsic and extrinsic motivation, and they completed the Reading Activity 

Inventory (RAI) to measure what types of reading they were engaged in and how often they 

read those materials. By looking at the different aspects of children’s reading motivation and 

the relationship between their reading motivation and the amount and breadth of reading, 

Wigfield and Guthrie provided empirical evidence that intrinsic motivation has stronger 
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impacts on improvements in breadth of reading as well as the amount of reading in L2. Wang 

and Guthrie (2004) also researched the relationship between intrinsic and extrinsic 

motivation, the amount of reading, past reading achievement and text comprehension by 

conducting a reading test and using reading–related motivation questionnaires with fourth 

grade children in the U. S. A. and China. According to Wang and Guthrie, “intrinsic 

motivation differs from extrinsic motivation in that it originates in the desire to engage in an 

activity solely for the enjoyment that it provides” (p.150). Their findings show that intrinsic 

motivation best predicted the children’s reading comprehension in both countries while 

extrinsic motivation was a negative predictor. In addition, when motivational variables were 

controlled, the students’ amount of reading was not positively related to reading 

comprehension. Through these findings, they argue that L2 motivation plays a significant role 

in children’s L2 reading development. However, the primary school participants in both 

Wigfield and Guthrie’s (1997) and Wang and Guthrie’s (2004) research did not directly 

engage in a reading programme. Instead, their reading motivation and reading test scores or 

usual reading amounts were simply compared to see the correlation.   

Komiyama (2013) implemented a survey of 2,018 English L1 university students to 

research on their L2 reading motivation. She developed the Motivation for Reading in 

English Questionnaire (MREQ) based on Wang and Guthrie’s (2004) intrinsic and extrinsic 

L1 reading motivation constructs. The MREQ is divided into two main subscales of intrinsic 

and extrinsic motivation, and each subscale has its own dimensions. These include curiosity, 

involvement and preference for challenge for intrinsic motivation and competition, 

compliance, grades, recognition and social sharing for extrinsic motivation. Her research 

findings indicate that both intrinsic and extrinsic orientations affect L2 learners’ motivation to 

read to some extent; thus, reading motivation has a multidimensional nature. Based on this, 

she suggests that individuals can be motivated by different dimensions of motivational 
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constructs and some support should be provided for their weak motivational points. For 

example, L2 learners may have strong motivation toward fulfilling their curiosity (intrinsic 

motivation) through reading while they are not interested in sharing their reading with others 

(extrinsic motivation). A teacher could help the learners by inviting them to the class 

discussion and showing how pleasurable it is to share their reading experience with peers.      

The studies mentioned so far clearly indicate that different types of motivation affect 

language learning, and L2 motivation is associated with reading comprehension in a second 

language. Specifically, when learners have higher intrinsic motivation, they have produced 

better language learning results. How L2 learners’ motivation affects their L2 vocabulary 

learning will be dealt in the following section.  

2.4.3 The effects of motivation on L2 vocabulary acquisition 

Including the studies mentioned in the previous section, there are plenty of theories tapping 

the effects of motivation on general language learning. However, very few studies can be 

found which address the relationship between motivation and L2 vocabulary learning. Tseng 

and Schmitt (2008) took an initial step in emphasising the importance of motivation in 

vocabulary learning. They developed a model of motivated vocabulary learning by 

combining lexical knowledge and motivation with six latent variables: initial appraisal of 

vocabulary learning experience, self–regulating capacity of vocabulary learning, strategic 

vocabulary learning involvement, mastery of vocabulary learning tactics, vocabulary 

knowledge and post–appraisal of vocabulary learning tactics. Their model of motivated 

vocabulary learning shows that these variables form a cyclic relationship, affecting each other 

positively. The only exception was that ‘strategic vocabulary learning involvement’ alone 

cannot directly influence ‘vocabulary knowledge’, but ‘vocabulary knowledge’ can be 

achieved if ‘strategic vocabulary learning involvement’ is combined with ‘mastery of 
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vocabulary learning tactics’. According to Tseng and Schmitt, these two components together 

can form vocabulary learning strategy use. ‘Strategic vocabulary learning involvement’ 

indicates the quantity dimension while ‘mastery of vocabulary learning tactics’ indicate the 

quality dimension of strategy use. Oxford (2008, p. 41) differentiates L2 learning strategies 

as “the goal–oriented actions or steps that learners take, with some degree of consciousness to 

enhance their L2 learning” from tactics, which are “the highly specific versions of those 

actions applied to particular L2 tasks, problems or situations.” The final stage, ‘post–

appraisal of vocabulary learning tactics’, does not end the vocabulary learning process. 

Instead, it affects future vocabulary learning through a self–reflection period, which makes it 

possible to form another vocabulary learning cycle. Tseng and Schmitt (2008) argue that 

motivation is involved in all the stages of the cyclic process, and together they affect 

vocabulary learning. Their cyclic model well supports the idea that learners should 

understand the multiple dimensions of vocabulary to reach a mastery level of lexical 

confidence, and vocabulary knowledge develops incrementally through multiple 

encountering of the same words.   

Zhang, Lin, Zhang and Choi’s study (2017) also looked at how motivation correlates 

with EFL learners’ vocabulary knowledge; in particular, they researched whether intrinsic 

and extrinsic motivations differently affect learners’ vocabulary knowledge. Their findings 

imply that motivation has considerable impacts on Chinese secondary school students’ 

vocabulary knowledge, and when motivation is combined with learning strategies, it has 

more significant effects on the learners’ vocabulary knowledge. The adolescents’ intrinsic 

motivation affects their vocabulary learning both directly and indirectly (via learning 

strategies). In their study, Zhang et al. also argue that extrinsic motivation plays an important 

role in L2 vocabulary learning by ‘supporting both initiation of and persistence in L2 study’ 

(p. 69).    
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Both the studies suggest that L2 vocabulary knowledge is affected by motivation to 

some extent at least for older learners. Their findings imply that L2 learners with higher 

motivation would acquire new words better and more autonomously. However, these studies 

simply compared the learners’ current motivation level and vocabulary size rather than how 

motivation can affect the language learning process itself. They have not looked at how 

motivation can influence learners’ vocabulary development while they are directly involved 

in a reading activity.  

In the present study, four different motivational dimensions, intrinsic and extrinsic 

motivations for L2 reading along with Ideal L2 Self and Ought–to L2 Self for L2 learning, 

will be used to measure how young Korean EFL learners’ motivations are correlated with 

their vocabulary learning and reading comprehension. In addition, how extensive reading 

may contribute to a change in the learners’ perspectives toward their future reading and 

English study will be addressed. 
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2.5 Objectives of the Present Study 

The main aims of the present research are to provide empirical evidence that extensive 

reading in a foreign language context can make significant contributions to the language 

learning of young learners, especially L2 vocabulary and reading comprehension. The present 

study also aims to investigate how individual cognitive differences in young learners’ 

working memory capacity measured in L1 can be predicative of their L2 vocabulary 

acquisition and reading comprehension. Along with these language learning aspects and 

working memory capacity, this study will examine whether being engaged in pleasurable 

reading would have any relationship with second language motivation, which may result in 

more active self–study in the language. Figure 2.2 shows the five variables which will be 

thoroughly investigated in this study. 

 

 

Figure 2-2 Five Variables for This Thesis 
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By scrutinising the relationships among the five variables, the present study aims to answer 

the following research questions:     

 

1. What effects does extensive reading have on young learners’ incidental 

vocabulary acquisition in an EFL context? 

2. Can extensive reading contribute to novice EFL learners’ reading 

comprehension? 

3. Can working memory predict L2 learners’ vocabulary acquisition and reading 

comprehension development?  

4. Which motivational orientations have a strong correlation with L2 learners’ 

vocabulary learning and reading comprehension? 
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 Pilot Study 

This chapter is to report a pilot study conducted one year prior to the main research to 

evaluate the feasibility of the overall study design. This chapter will begin with introducing 

its main objectives and the participants, which will be followed by the test instruments and 

procedures. The results of the participants’ performances on multiple tests as well as their 

responses on a questionnaire regarding the participation of the pilot study extensive reading 

programme will be presented. Then, the study outcomes in the form of answers to the four 

research questions for the pilot study will be covered in some detail. Based on these findings, 

what changes or revisions were made for the main study will be thoroughly explained.    

At the initial stage of this research, the pilot study was needed to see whether 

extensive reading in English alone could contribute to young primary school students’ 

unintentional vocabulary acquisition without additional input of intentional vocabulary 

learning. Another factor to be considered at the beginning stage was that due to the potential 

participants’ young age, it was hard to recruit a control group who would be willing to 

participate in the research without being involved in any lessons but having to take different 

types of tests which required at least a 3–day involvement (a pre–test, a post–test, and a 

working memory test and motivation survey). Having considered these circumstances, it was 

decided to recruit two experimental groups without a control group, and the participants were 

divided into an extensive reading only group (ER group) and an extensive reading plus group 

(ERP group). More detailed information about these two groups is presented in Section 3.2.  
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3.1 Aims of the Pilot Study 

The pilot study was planned to ascertain the answers for the following research questions: 

1. Can young learners in an EFL context who have little experience in English 

reading succeed in completing an extensive reading programme?    

2. Can reading story books written in only English boost EFL learners’ vocabulary 

acquisition and reading comprehension?   

3. Can working memory which is tested with L1 predict L2 learning?  

4. Is there any relationship between different orientations from L2 Self and L2 

reading motivation and L2 learning?  

 

The most important purpose of the pilot study was to confirm whether young beginning level 

learners of English could follow the schedule of reading two graded readers a week for four 

weeks. It is not uncommon to see Korean children learning English either at a public or a 

private educational institution under an intensive reading and grammar focused curriculum; 

however, it is quite rare to observe an English programme solely dedicated to reading story 

books as a class. Another crucial point to check through this pilot study was whether novice 

EFL learners would acquire new vocabulary without intentional learning of the words. It is 

quite obvious that once the participants are directly exposed to the target words, they are 

quite likely to pick up some of the words. However, it was unclear how the young 

participants would perform with just reading without explicitly meeting the vocabulary 

outside the books. Along with these two questions, another important aim was to investigate 

whether it could be possible to measure the participants’ working memory spans in their L1 

and use them to predict their L2 learning. Finally, the L2 motivation questionnaire along with 

a survey about the extensive reading programme was to study the impacts of the participants’ 

motivation on L2 learning and to see if there were any correlations between different 

motivational orientations.    
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3.2 Pilot Study Participants 

One month before the pilot study commenced, 28 primary and middle school students aged 

between 11 and 14 were recruited by a local public library in Seoul, Korea. More specifically, 

they were between the upper grades of primary school and the lowest grade of middle school 

with an average age of 12.3 years. These participants were all living in the same region, the 

southwestern part of Seoul, but they were going to two different primary schools and an 

intermediate school. 

Most of the participants were registered members of the library and were occasionally 

taking various programmes offered by the community centre within the library based on their 

interests such as ‘a book club’ to read various books and discuss their ideas in Korean. When 

an advertisement for the extensive reading programme was uploaded into the library website, 

it was particularly emphasised that the programme was for students whose English 

proficiency was between high–beginner and low–intermediate. When the participants’ 

parents or caregivers came to the library to register for the programme, they were also told 

that students should be able to read easy English stories, but if their proficiency level was 

higher than low–intermediate, the books would be too easy for them.  

Prior to the pilot study, an approval from the ethics committee in the University of 

Auckland was obtained (Appendix B), and separate participant information sheets for parents 

(Appendix C) and students (Appendix D) were distributed on the day they registered. It was 

done so as to give brief information on what the participants would expect to happen during 

the programme, but not to reveal too much information about what to be measured. Thus, the 

purpose of the programme was introduced as being to see the effect of extensive reading on 

Korean children’s English learning. The parents were asked that, if their children decided to 

take the reading classes, they should submit the signed consent form for parents (Appendix 

E) and the assent form for students (Appendix F) on the first day of the reading programme. 
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If either the parents or the student, or both, wanted to receive the test results, they were asked 

to provide their email address on the consent and the assent form so that the English test 

results could be sent after the completion of the reading programme.  

None of the participants had studied English abroad or travelled to any of the 

English–speaking countries; however, all of them had been learning the language at school 

from Grade 3 in primary school, and about two–thirds of the participants were attending 

private English institutes. On average, they had been learning English for about three years. 

All the volunteer participants took a pre–test, and they were divided into the extensive 

reading (ER) group and the extensive reading plus vocabulary learning (ERP) group so that 

each group could be similar in terms of gender and vocabulary knowledge on average. 

However, some students did not show up from the very first class and a couple of students 

dropped the reading programme after attending one or two classes for personal reasons. As a 

result, 14 female students and 8 male students participated in the whole programme. There 

were 11 students in each group. Both groups came to the library two times a week for an 

hour’s class, and the researcher lead both classes as a teacher. There was no difference in the 

curriculum between the groups. However, the ERP group participants were asked to work on 

additional online vocabulary study on Quizlet (https://quizlet.com/class/3900823/) after 

reading each book as homework.  
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3.3 Materials for the Pilot Study 

3.3.1 Reading materials 

The ER group and the ERP group read eight books during the 4–week reading programme. 

All the books belonged to Stage One of the Oxford Bookworms Library series, and they were 

written with 400 headwords. Table 3.1 shows the basic information about the books which 

the participants read for the pilot study. The reading books were from various genres from a 

classic story such as The Adventures of Tom Sawyer to true stories including Pocahontas, and 

the total words represent the number of words the participants read including titles, subtitles 

and contents.  

 

Table 3-1 Graded Readers Used in the Pilot Study 

 

These eight books were selected through a prescreening process. A few months earlier 

than the launch of the pilot test, the researcher asked five other beginner level students in a 

similar age range to read 15 preselected stage one books in the Oxford Bookworms Library 

series and to rate them between 1 and 10. They scored the books depending on their 
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subjective assessment of how interesting the books were. The eight books that received the 

highest scores from the students were chosen to be used in the reading programme for the 

pilot study.   

3.3.2 Test instruments 

For the pre–test and the post–test, two test booklets were prepared: one for vocabulary and 

the other for reading comprehension. The vocabulary test was taken first, and the test paper 

was collected before the reading test booklet was handed out. Having two separate test 

booklets was to prevent the test–takers from noticing any clues in case they met the same or 

similar word items in the other test.  

The vocabulary test contained 100 word items from the eight graded readers the 

participants were going to read. To select appropriate target words, the researcher typed the 

five graded readers out of eight using Microsoft Word, and the texts of three other books 

were among the list of books kindly provided by Professor Paul Nation. Once every book was 

typed and prepared, all the scripts were combined into one file and the data was analysed 

using the Range program (Heatley, Nation and Coxhead, 2002). Table 3.2 shows the 

frequency figures of the words from those eight books.  

 

Table 3-2 The Frequency Figures of the Words Used in the Eight Graded Readers  
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The total word count was 48, 360 words with 719 word families, which were 

classified according to their occurrences in the General Service List (West, 1953) and the 

Academic Word List (Coxhead, 2000). Word lists One and Two divide the words in the 

General Service List into the first and second most frequent 1,000 word families. Words that 

do not belong to the most frequent 2,000 words but frequently used in upper secondary 

school and university texts are included in Word List Three. As shown in Table 3.2, about 91 

per cent of the total number of running words used in the eight graded readers belonged to the 

most frequent 2,000 words in English, and just 0.12 per cent of them belonged to the 

Academic List. This means that the books are written with around 91 per cent coverage of 

high frequency words. Considering the fact that the eight books are simplified versions 

written with easy vocabulary, around 9 per cent of the words not being in the two lists seem 

to be quite high. However, the majority of the 368 word types which belonged to the “not in 

the lists” category were proper nouns such as the names of people and places. Also, a 

significant number of the types were onomatopoeic words such as ‘sh–‘, ‘eh–’, ‘oooh’, or 

exclamatory remarks such as ‘huh’ and ‘ah’, and so on. In addition, there were quite a 

number of hyphenated words such as ‘dressing–room’ and ‘eleven–year–old’ in this category.   

Based on the word analysis, 100 target words were chosen. These words were 

composed of 40 and 33 words belonging to the first two Word Lists, 3 words from Word List 

Three and 24 words which were selected from the words that do not belong to any of the first 

three lists. These target words were composed of 72 nouns, 19 verbs and 9 adjectives. Table 

3.3 shows these target words grouped into four different categories. Word selection was made 

by the researcher’s subjective decision considering two points: one was that some easy words 

needed to be included so as not to give too much frustration to the young participants from 

having to work on many difficult words, and the other one was that words with multiple 
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occurrences should be selected to give more chances for the participants to encounter, and 

thus acquire, the target words.  

 

Table 3-3 The 100 Target Words for the Pilot Study 

(1) Words belonging to Word List One 

arrive                    director                    friend law                       river                               

blow                      disappear               gentle                    lawyer                  sail                     

bring enemy                  glass                       lie                      secret                       

castle                      escape                  ground               life servant                  

chief                      family           heavy                   little shadow                   

corn                       follow             hill                         lose                       stage 

daughter forest                   idea                        minister                stay 

December             forget                    judge                     money strange 

(2) Words belonging to Word List Two 

arrest                       coward                     funeral                  pick                       theatre 

arrow                       creature                guard                       plate                     thief 

asleep                     criminal hall                        prison tin 

aunt                      curse                    hate                     roof                  treasure                

axe                      dig                        hole                      skin                       whisper 

brave   fever                     leg stair  

cough frighten                  passage                 sudden  

(3) Words belonging to Word List Three 

enormous             device       inspector               

(4) Words NOT belonging to the lists above 

attic                       candlestick           horrible                pedlar                   tavern                      

barricade               cellar                   Madame                  phantom                  tunnel                   

bishop                      cyclone                 mirror                    rebel                     whiskey                

bullet               ghost Monsieur              scarecrow            wizard 

cab                           graveyard          passport                stare  
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It was expected that the participants who had about three years of English learning 

experience would know many of the words in the Word List One while they presumably 

would have less knowledge of the words in the fourth category. Therefore, words were 

carefully chosen keeping the fact in mind that the items from the first 2,000 words were to 

encourage the participants to focus on the vocabulary test while having some pleasure to 

check “YES” for the words they were already familiar with. Meanwhile, they would meet the 

challenge of providing the meaning of the 27 words on Lists Three and Four. Therefore, these 

words were mostly selected from the most frequently occurring ones in those eight graded 

readers, excluding proper nouns. ‘Madame’ and ‘Monsieur’ were exceptions since they were 

not English words nor familiar to Korean students, but they occurred 30 and 81 times during 

their reading.    

On the pre–test and the post–test, the identical 100 target words, but in different 

orders, were tested with Yes/No type questions where the test–takers were required to self–

check their knowledge of the words. In addition, the Vocabulary Knowledge Scale (VKS) 

(Paribakht and Wesche, 1997) was included on the post–test to see their partial improvement 

or word gains through reading. Based on the vocabulary pre–test results, words that all the 

participants had zero knowledge of (the words they marked as they do not know) were 

selected for the post–test, which used the 5–point VKS format as shown in Figure 3.1. 

However, the items were written in Korean.   
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1. I don’t remember having seen this word before.  

2. I have seen this word before, but I don’t know what it means. 

3. I have seen this word before, and I think it means ___________.   

4. I know this word. It means ___________.  

5. I can use this word in a sentence: ______________________________.  

Figure 3-1 The Vocabulary Knowledge Scale. Adapted from Second Language Vocabulary 

Acquisition (p.180), by T. S. Paribakht & M. Wesche, 1997, Cambridge: Cambridge 

University Press.   

When the participants selected either #3 or #4, they were required to write the word’s 

synonym in English or its translation in Korean, and for their selection of #5, they had to 

answer #4 first and compose a sentence in English using the word in #5. Knowing a word can 

mean recognising different aspects of the word. In the VKS, it can mean from being able to 

recognise or recall the word’s form (VKS #2) to having orthographic, semantic, and 

grammatical knowledge of the word (VKS #5). While VKS makes it possible to measure 

different stages of vocabulary knowledge, it has a major drawback if large numbers of words 

need to be tested. For each word, learners have to decide how well they know the word, 

provide the word’s synonym or translation, write a sentence using the word and repeat the 

process multiple times. It is unreasonable to expect younger learners to be able to concentrate 

for so long. For this reason, the VKS was used in the post–test only for 11 words that all the 

participants indicated as having no knowledge of before the extensive reading programme 

started.   

For the reading comprehension test, a practice version of the TOEFL Junior reading 

test was adopted. It consisted of 42 items based on six passages. The questions were mainly 

to test whether the test–takers understood the main idea and factual information of a given 

passage, whether they could make inferences according to the contents and identify what 
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certain pronouns referred to in the texts. Through private conversations later on during the 

class, it was revealed none of the participants had experience in taking this type of test prior 

to the study. In other words, none of the participants benefitted from their past experience in 

answering the questions, and they had to figure out how to respond to the unfamiliar type of 

reading comprehension questions from the same point of departure.   

3.3.3 Working memory span tasks 

To assess the participants’ working memory, a reading span task and a nonword recall task 

were used. Since they were conducted in a classroom with more than 10 students at the same 

time, the participants were asked to write the answers on the answer sheets instead of 

providing them verbally. 

The reading span task included sentences on seven themes (school, people, animals, 

transportation, sports, Korea and fruits), together with 19 Korean consonants. The basic rule 

was that seven seconds were given for the participants to silently read each sentence shown 

on the screen using Microsoft PowerPoint. That is, within seven seconds, they had to read a 

sentence, immediately decide whether the sentence made sense or not, and mark their choice 

on an answer sheet. While reading and processing the information, they had to memorise the 

consonants which were shown for one second between sentences (slides). Each theme had six 

sentences, which means 42 sentences were used in total. Twelve sets with different numbers 

of sentences ranging from two to five were randomly given. In other words, participants had 

to memorise different numbers of Korean consonants between two and five while processing 

the information in the sentences. Two separate answer sheets were given to the participants: 

one was to mark whether the sentences were true or not, and the other was to write down the 

consonants they remembered in sequence. For the former, they could check right after their 

decision, but they were not allowed to write the consonants until they saw the ‘???’ sign on a 
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slide which was used as a set ending signal. Here is an illustration using a two–sentence 

length set. 

 

① A slide with the sentence “Soccer is played in a swimming pool” was shown for 

seven seconds, which was followed by a slide having the Korean consonant, 

‘ㅂ’ for 1 second.  

② Upon assessing the sentence whether it was true or false, the participants could 

mark their answers on an answer sheet where they just needed to tick. However, 

they had to memorise the consonant ‘ㅂ’.   

③ Another slide with the sentence “My mother is older than my friends” was 

shown for seven seconds followed by a slide with the consonant ‘ㅊ’.  

④ The process at ② was repeated.  

⑤ The sign “???” was shown on the screen. The participants were expected to 

write ‘ㅂ’ and ‘ㅊ’ in order on a separate answer sheet.   

 

The participants practiced with four sets of sentences and consonants prior to the real 

test. When they had to write down the consonants on the answer sheet, twice the number of 

seconds than the number of the consonants was given. For example, if they had to write three 

consonants, they were given six seconds to write the letters. For the reading span test, 

Daneman and Carpenter’s (1980) measurement method was adopted and the level where a 

participant recorded two correct sets out of three was taken as his or her reading span. In the 

case that a participant’s answer was incorrect for all three sentences in a set, the previous set 

was taken as a measure of the participant’s reading span.    

Another working memory test used in the pilot study was a nonword recall task. The 

participants were told that they would hear funny nonsense words which they had to write on 
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an answer sheet after hearing the teacher’s pre–recorded voice on the computer. The test 

began with nonwords made up of three syllables and increased to nonwords having eight 

syllables. The nonwords had been constructed by the researcher and pre–tested with the five 

students who read all the graded readers in the prescreening process. Each set had four trials 

of nonwords; thus, 24 nonwords were created in total. The researcher read them with a one 

second interval between syllables and twice the number of seconds than the total number of 

syllables in each word was given for the participants to write what they heard. For instance, 

after hearing a nonword with 5 syllables, they had to write the word within 10 seconds on the 

answer sheet.  

Ten Korean simple vowels (ㅏ, ㅐ, ㅓ, ㅔ, ㅗ, ㅚ, ㅜ, ㅟ, ㅡ, ㅣ)  and all 19 

consonants including five double consonants (ㄲ, ㄸ, ㅃ, ㅉ, ㅆ) which make tense sounds 

were used. Eleven diphthongs (ㅑ, ㅒ, ㅕ, ㅖ, ㅘ, ㅙ, ㅛ, ㅝ, ㅞ, ㅠ, ㅢ) were excluded for 

the reason that it could confuse the participants since some of them sound very similar or the 

sounds of those vowels change while pronouncing them. For example, the diphthongs, ‘ㅙ’ 

and ‘ㅞ’ sound like the simple vowel, ‘ㅚ’. The differences are obvious in writing, but when 

they are spoken, it is not easy to differentiate those three, even for native speakers of Korean. 

Also, the combination of simple vowels ‘ㅣ’ and ‘ㅏ’ makes the diphthong ‘ㅑ’; thus, when 

‘ㅑ’ is pronounced, it often ends in ‘ㅏ’. In composing the Korean–like nonwords, extra 

efforts were made to provide words that did not sound similar to existing words in Korean so 

that the participants did not rely on their already established lexical knowledge.  

The participants’ nonword recall scores were calculated based on the number of 

nonwords they accurately wrote on the answer sheet. One point was given if a participant did 
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not add or omit syllables from the original word and provided similar sounding words. In 

particular, since the two simple vowels, ㅔ (/e/) and ㅐ (/ae/), sound very similar, either form 

was considered as an accurate answer. The nonword recall scores ranged between 0 and 24.     

3.3.4 Motivation questionnaire 

A Likert scale questionnaire with five points from strongly disagree to strongly agree was 

used in the pilot study. The 36 statements to measure the participants’ Ideal L2 Self (9 items), 

Ought–to L2 Self (9 items), intrinsic (4 items) and extrinsic (5 items) reading motivation, 

along with items related to the pilot study programme (9 items) were presented in Korean. 

Since the motivational items to measure the participants’ L2 Self and L2 reading motivation 

were also used for the main research, more detailed information about them will be given in 

Chapter 4. The nine items asking about the participants’ experience in the pilot study ER 

programme were further divided into the subcategories of preference, usefulness and 

confidence as follows.  

• Preference 

- Overall, I liked the extensive reading programme. 

- I would like to participate in another reading programme similar to the current one.  

- The books I read during the reading programme were interesting.  

• Usefulness 

- I think this reading programme helped me improve my overall English level. 

- I think this reading programme helped me improve my English vocabulary. 

- I think this reading programme helped me improve my reading comprehension skills 

- I think this reading programme helped me improve my English grammar.  

• Confidence  

- After participating in the extensive reading programme, I became more confident in 

reading English books. 

- I think I can read English books by myself now.  
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3.4 Pilot Study Procedures 

3.4.1 The schedule of the pilot study  

A week prior to the start of the reading programme, all the students who voluntarily applied 

to join the programme took the pre–test composed of the vocabulary and the reading 

comprehension tests described in the previous section. Twenty minutes were given for the 

vocabulary test with 100 word items, but all the participants finished it within 15 minutes. 

For the 42 item reading comprehension test, 60 minutes were given.  

The extensive reading programme was run for four weeks. In the second week, two 

working memory tasks were implemented during the class for about 25 minutes and in the 

last week the motivation questionnaire was distributed to the participants to fill in during the 

class time as well. It took less than 20 minutes for them to respond to all the 36 items.  

One week after the extensive reading programme was over, the participants took a 

post–test with the same components as the pre–test. However, some efforts were made to 

conceal the fact that they involved the same words and passages. For the vocabulary test, the 

sequence of the words was mixed while the order of the passages for the reading 

comprehension test was changed. Another difference on the post–vocabulary test was that a 

VKS test was added. After the participants took the pre–test, the results were analysed to find 

out the words that all of them answered incorrectly and marked as “do not know” in the pre–

test, indicating they had zero knowledge of the words. Through the analysis, 11 words (tin, 

Monsieur, bishop, cab, cellar, pedlar, inspector, bullet, tavern, coward and minister) were 

found to belong to this category. One word (minister) belonged to the Word List One, two 

words (tin and coward) belonged to the Word List Two, and one word (inspector) belonged 

to the Word List Three. The rest of them were found in the last category. This meant that all 

the participants did not have any knowledge of the seven words out of 24 in the fourth list. 
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On the post–test, these words were given at the end of the vocabulary test booklet. Following 

Paribakht and Wesche’s (1997) scoring system, the minimum score for each word was 1 

indicating no knowledge on the word and the maximum score was 5 showing good 

knowledge of the word.   

Before the programme began, the participants were not told that they would take the 

same tests at the end of the programme. They were only informed that they would take an 

achievement test later. It was to prevent some students who were eager to receive higher 

marks on the test from memorising the words they saw on the pre–test. 

3.4.2 The reading treatments 

The pilot reading programme began in early January 2017, and for four weeks, the 

participants read two books each week. Since the researcher was the only teacher, the ER 

classes ran between 10 and 11 in the morning while ERP classes were held from 11 to 12 pm 

on the same dates. The participants came to the class twice a week and participated in shared 

book reading for 15 to 20 minutes, engaged in silent reading for about 15 to 20 minutes and 

did various activities such as drawing the main characters or writing a message to them. For 

activities during or after reading, the teacher usually gave the instructions in English first, but 

when the participants did not understand them, the instructions were repeated in Korean.  

In the shared book reading time, usually the teacher started to read the book and all 

the students in the class took turns reading one paragraph each. The teacher frequently 

stopped reading to check whether the students were following the contents and were fully 

engaged in the reading. One or two chapters of a book could be read together during the 

shared book reading time, and then students were asked to read the next chapter by 

themselves. It was often observed that fast readers read considerably more pages than their 

peers during the assigned silent reading time. All the participants could take the reading 
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books home to finish reading the remaining pages. It was found that those who did so spent 

about 30 to 40 minutes on average reading the pages which they had not finished during the 

class. This information was given by the participants when they were asked about the 

previous reading.  

Ten reading comprehension questions for each book were uploaded online and the 

participants in both the ER and the ERP groups were requested to answer them at home after 

they finished reading each book. If they had more than five correct answers, a star was given 

to their account, so they could collect eight stars in total. This was adapted from Robb’s 

MReader system, but the questions were composed by the researcher based on the most 

important facts of the story plots. The teacher (the researcher) tried not to impose an extra 

burden through these after–class reading and question–answering activities, but she checked 

whether each participant worked on the online questions and in every class encouraged those 

who had not done so to complete these activities at home.    

For the ERP group, there was one more thing they were required to do along with 

reading the remaining pages and answering online comprehension questions at home. The 

extra requirement was to work on vocabulary learning activities online. On Quizlet, which is 

an open–access website, a list of 20 preselected words for each graded reader was provided 

with six different interesting activities including watching flashcards, playing matching 

games and typing the L1 equivalent of the English word. While reading the eight books, the 

ERP group could study 160 vocabulary items on Quizlet, which included all the 100 target 

words.  
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3.5 Pilot Study Results  

3.5.1 Pre–test and post–test results on vocabulary and reading comprehension  

Table 3.4 shows how the participants in the extensive reading (ER) group and the extensive 

reading plus (ERP) group performed on the pre–test and the post–test. The pre–test scores of 

the ERP group were higher than those of the ER group on both vocabulary and reading 

comprehension. Initially, there was less than a 5 point difference between the mean scores on 

the vocabulary test; however, one student with good vocabulary knowledge in the ER group 

dropped out in the middle of the programme and two students whose vocabulary scores were 

fairly low moved from the ERP to the ER class due to their private lesson schedule after they 

started the programme. Adjusting for these students’ scores on the pre–test resulted in the 

higher proficiency level for the ERP group.  

 

Table 3-4 Pilot Test Results of the ER and ERP Groups 

  Vocabulary (100) RC (42) 

  Pre–test Post–test Pre–test Post–test 

ER Group 33.46 41.18 12.18 15.73 

ERP Group 47.36 66.27 19.55 22.55 

* RC –Reading Comprehension 

  

Since the ERP group had higher scores than the ER group from the beginning, 

absolute gains were not appropriate to compare their proficiency increases through the 

extensive reading programme. Instead, their relative gains were calculated following the 

formula:   

Relative Gain = [(post –pre) / pre] x 100 
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Table 3-5 Relative Gains of the ER and ERP Groups in the Pilot Study 

  Vocabulary (%) RC (%) 

ER Group 23.07 29.15 

ERP Group 39.93 15.35 

 

Table 3.5 indicates the relative gains in vocabulary and reading comprehension. The 

ERP group showed a 16.86 per cent higher gain in vocabulary than their counterparts; 

however, the ER group performed considerably better in reading comprehension by 13.8 per 

cent. Interestingly, every participant showed improvements to some extent in vocabulary, 

with the highest gain of 82.05 per cent in the ERP group and 100.00 per cent in the ER group. 

However, five participants (two in the ERP and three in the ER) showed declines in reading 

comprehension on the post–test.   

The Vocabulary Knowledge Scale (VKS) to check the participants’ partial knowledge 

gains on the post–test revealed that the ER group scored 20.45 points while the ERP group 

scored 31.64 points on average. The minimum score a participant could get was 11 for the 11 

words (1 point per word), and this score indicates that the participants did not gain any partial 

knowledge on the selected words. On the other hand, the maximum score was 55 (5 points 

per word), and it would indicate that the participants understood the meaning of the words 

well and could use them appropriately in a sentence. Table 3.6 shows each group’s VKS 

results after all the scores of the participants for the 11 items were added.  

 

Table 3-6 The VKS Results in the Pilot Study 

 # of 

participants 

Minimum 

(11) 

Maximum 

(55) 
Mean SD 

ER Group 11 12.00 32.00 20.45 5.15 

ERP Group 11 18.00 50.00 31.64 11.55 
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On an individual basis, the mean score of each person per word in the ER group was 

1.86, and it was 2.88 for the ERP group. According to Paribakht and Wesche (1997), a score 

of 1 reveals no knowledge at all on a certain word and a score of 2 shows that the person is 

familiar with the word but does not know its meaning. A score of 3 is given when the person 

can provide a correct synonym or translation in L2. Compared to the zero knowledge on the 

pre–test, most participants in the ER group selected the second option “I am familiar with this 

word but I do not know its meaning” (a score of 2) on the post–test, which indicates that they 

gained the minimum familiarity with those words. Meanwhile, when the ERP group’s VKS 

mean score was rounded off, their score 3 indicated that they generally selected the third 

option “I have seen this word before, and I think it means ______” and could provide correct 

meanings or synonyms of the words.   

To sum up the vocabulary and reading comprehension test results, before the 

extensive reading programme began, the ERP participants’ language proficiency in both 

categories was higher than that of their ER counterparts. After reading eight graded readers 

for four weeks, they showed superior gains in vocabulary acquisition overall and in the VKS 

items in particular. They learned about 19 new words out of 100 target words through the 

reading and vocabulary learning activities online. On the other hand, the ER group performed 

better in reading comprehension, showing about a 29 per cent improvement on the post–test.  

3.5.2 Working memory span tests  

On the reading span test, two participants, one person from each group, provided the correct 

answers for all 12 sets, so their data was excluded from the test because there was the 

possibility that their reading span could be much higher than the maximum score for the test. 

Therefore, 20 participants’ reading span and 22 participants’ nonword repetition span were 

measured and shown in Table 3.7.  
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Table 3-7 Pilot Study Working Memory Span Test Results 

 Group N Mean SD 

Reading Span  
ER 10 3.10 0.88 

ERP 10 3.50 0.71 

Nonword Span 
ER 11 14.18 4.02 

ERP 11 17.45 3.86 

 

 

On the reading span test, excluding those two students, the mean reading span scores 

were 3.10 and 3.50 out of 5.00 for the ER and the ERP groups, respectively. There was no 

significant difference between the two groups as shown in Table 3.8, t(18) = 1.124, p = .276. 

While the two participants who had the maximum reading span of 5 were 14–year–old 

middle school students, the ages of the three participants with the lowest reading span of 2 

were different: two of them were 11 years old and the other was 14 years old.  

 

Table 3-8 Independent Samples T–Test for the ER and ERP Groups’ Working Memory  

 

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 

Lower Upper 

R_Span Equal variances 

assumed 

.495 .491 1.124 18 .276 .400 .356 –.348 1.148 

Equal variances 

not assumed 
  

1.124 17.236 .276 .400 .356 –.350 1.150 

NW_Span Equal variances 

assumed 

.373 .549 1.948 20 .066 3.273 1.680 –.231 6.777 

Equal variances 

not assumed 
  

1.948 19.965 .066 3.273 1.680 –.232 6.777 
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On the nonword recall span test, the ER group’s mean score was 14.18 points and the 

ERP group’s mean was 17.45 points out of 24. Again, no significant difference was found 

between the two groups’ nonword spans, t(20) = 1.948, p = .066. Among the 22 participants, 

the highest score was 23 out of 24 and the lowest score was 9. The scores did not reveal any 

differences based on the participants’ age, and both the highest and the lowest scores were 

recorded by children aged 11.  

To see the relationship between the participants’ working memory and their language 

proficiency, Pearson correlations were calculated, as summarised in Table 3.9. Excluding the 

two participants with the maximum reading span scores, the participants reading span showed 

moderate correlations with their nonword span, r(18) = .642, p = .002, and the pre–test 

reading score, r(18) = .524, p = .018. However, their reading span did not show any 

significant correlations with the two vocabulary test results. On the other hand, the 

participants’ nonword span had moderate correlations with most of the variables except the 

post–test reading score. In particular, it had statistically significant relationships with both 

vocabulary test scores, r(20) = .47, p = .027 for the pre–test and r(20) = .579, p = .005 for the 

post–test. Its correlation with the pre–test reading score was also moderate, r(20) = .569, p = 

.006 while it did not have any significant relationship with the post–test reading score. 

Meanwhile, the participants’ pre–reading test scores had a strong correlation with their post–

reading test scores, r(20) = .761, p = .000. Therefore, it can be said that the participants’ 

existing reading comprehension ability had more significant correlation with their post–

reading test results than their working memory.   
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Table 3-9 Correlations between Working Memory and Language Proficiency 

 ReadingSpan NonwordSpan Vocab01 Vocab02 Reading01 Reading02 

ReadingSpan Pearson Correlation 1 .642** .325 .338 .524* .326 

Sig. (2–tailed)  .002 .162 .145 .018 .161 

N 20 20 20 20 20 20 

NonwordSpan Pearson Correlation .642** 1 .470* .579** .569** .344 

Sig. (2–tailed) .002  .027 .005 .006 .117 

N 20 22 22 22 22 22 

Vocab01 Pearson Correlation .325 .470* 1 .927** .682** .702** 

Sig. (2–tailed) .162 .027  .000 .000 .000 

N 20 22 22 22 22 22 

Vocab02 Pearson Correlation .338 .579** .927** 1 .637** .626** 

Sig. (2–tailed) .145 .005 .000  .001 .002 

N 20 22 22 22 22 22 

Reading01 Pearson Correlation .524* .569** .682** .637** 1 .761** 

Sig. (2–tailed) .018 .006 .000 .001  .000 

N 20 22 22 22 22 22 

Reading02 Pearson Correlation .326 .344 .702** .626** .761** 1 

Sig. (2–tailed) .161 .117 .000 .002 .000  

N 20 22 22 22 22 22 

Vocab01 = vocabulary pre–test, Vocab02 = vocabulary post–test  

Reading01 = reading comprehension pre–test, Reading02 = reading comprehension post–test   

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

*. Correlation is significant at the 0.05 level (2–tailed). 

 

 

In addition, multiple linear regressions were conducted to see whether the 

participants’ working memory could predict their language learning. As shown in Table 3.10, 

when their nonword span and reading span were used as predictors and their reading 

comprehension scores on the pre–test were used as the dependent variable (summary 1), it 

produced an adjusted r–square of .269, which means that 26.9 per cent of the variance in their 

reading comprehension is explained by the two working memory span measures. When the 

participants’ nonword span was taken as the sole predictor (summary 3), the regression 

yielded more significant results with the adjusted r–square of .290, p = .006 than the results 

for their reading span as the sole predictor (summary 2), with the adjusted r–square of .234, p 

= .018.  
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Table 3-10 Multiple Linear Regression Model Summary for Reading Comprehension 

 
Summary (1) –when the combination of nonword span and reading span was used as predictors 

Model R R Square 
Adjusted R 

Square 

Std. Error of the 

Estimate 

Change Statistics 

R Square 

Change 
F Change df1 df2 

Sig. F 

Change 

1 .588a .346 .269 7.21599 .346 4.492 2 17 .027 

 * Dependent Variable: Reading comprehension scores on the pre–test 

 

Summary (2) –when reading span was used as a sole predictor 

Model R R Square 
Adjusted R 

Square 

Std. Error of the 

Estimate 

Change Statistics 

R Square 

Change 
F Change df1 df2 

Sig. F 

Change 

1 .524a .274 .234 7.385 .274 6.807 1 18 .018 

* Dependent Variable: Reading comprehension scores on the pre–test 

 

 Summary (3) –when nonword span was used as a sole predictor 

Model R R Square 
Adjusted R 

Square 

Std. Error of 

the Estimate 

Change Statistics 

R Square 

Change 
F Change df1 df2 Sig. F Change 

1 .569a .324 .290 7.325 .324 9.570 1 20 .006 

          * Dependent Variable: Reading comprehension scores on the pre–test 

 

On the other hand, when the participants’ vocabulary test scores on the pre–test were 

used as the outcome variable, there were no statistically significant relationships; hence, it 

appeared that the participants’ working memory was not a significant predictor of their 

vocabulary learning.  

3.5.3 Motivation questionnaire  

The participants answered 27 statements by ticking on the 5–point Likert scale on the L2 

motivation questionnaire. The statements were composed of 4 different types of motivation, 

as indicated in Table 3.11. Since the numbers of items in each category varied from four to 

nine, the participants’ absolute scores are accompanied by per centage scores for comparison.     
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Table 3-11 Pilot Study L2 Motivation Questionnaire Results 

Orientations 

(maximum score) 

ER ERP 

Absolute 

Score 

Per centage 

(%) 

Absolute 

Score 

Per centage 

(%) 

Ideal L2 Self (45) 32.82 72.93 32.18 71.51 

Ought–to L2 Self  (45) 27.36 60.80 24.45 54.33 

Intrinsic reading (20) 13.55 67.75 15.64 78.20 

Extrinsic reading (25) 18.36 73.44 18.55 74.20 

  

The most interesting outcomes were that the ER group had higher Ideal and Ought–to 

L2 Self motivations while the ERP group had higher intrinsic and extrinsic L2 reading 

motivation than their counterparts. For the ER group, who showed greater improvements in 

reading comprehension, the strongest motivational orientation was extrinsic reading, 

followed by Ideal L2, intrinsic reading and Ought–to L2 motivations. Meanwhile, the ERP 

group, who achieved higher vocabulary gains, revealed that their intrinsic reading motivation 

was the highest among the four orientations, which was followed by extrinsic reading, Ideal 

L2 and Ought–to L2 motivations.   

Table 3.12 shows a Pearson’s correlation analysis which was conducted to see the 

relationship between the participants’ motivational orientations and their performances on the 

pre– and post–tests. Between the motivational orientations, the participants’ Ideal L2 Self had 

a moderate correlation with both intrinsic and extrinsic reading motivation, while it did not 

show any significant relationship with Ought–to L2 Self. On the other hand, their intrinsic 

reading motivation had somewhat moderate correlations with Ideal L2 Self and extrinsic 

reading motivation, but no significant correlation was found between intrinsic and Ought–to 

L2 Self. When the participants’ motivation was compared with their language test results, 

only the correlation between the participants’ intrinsic L2 reading motivation and their 

vocabulary scores on the post–test was significant, r(20) = .506, p = .016. Other motivational 
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orientations did not show any statistically significant correlations with the participants’ 

vocabulary or reading comprehension test results.   

 

Table 3-12 Correlations between Motivational Orientations and Language Proficiency 

 Ideal OughtTo Intrinsic Extrinsic Vocab01 Vocab02 Reading01 Reading02 

Ideal Pearson Correlation 1 .289 .652** .686** –.030 .082 –.063 –.071 

Sig. (2–tailed)  .191 .001 .000 .894 .718 .781 .753 

N 22 22 22 22 22 22 22 22 

OughtTo Pearson Correlation .289 1 .077 .268 –.200 –.141 –.150 –.171 

Sig. (2–tailed) .191  .735 .227 .371 .532 .506 .445 

N 22 22 22 22 22 22 22 22 

Intrinsic Pearson Correlation .652** .077 1 .646** .411 .506* .192 .322 

Sig. (2–tailed) .001 .735  .001 .058 .016 .391 .144 

N 22 22 22 22 22 22 22 22 

Extrinsic Pearson Correlation .686** .268 .646** 1 .091 .212 –.074 .049 

Sig. (2–tailed) .000 .227 .001  .686 .345 .743 .829 

N 22 22 22 22 22 22 22 22 

Vocab01 Pearson Correlation –.030 –.200 .411 .091 1 .927** .682** .702** 

Sig. (2–tailed) .894 .371 .058 .686  .000 .000 .000 

N 22 22 22 22 22 22 22 22 

Vocab02 Pearson Correlation .082 –.141 .506* .212 .927** 1 .637** .626** 

Sig. (2–tailed) .718 .532 .016 .345 .000  .001 .002 

N 22 22 22 22 22 22 22 22 

Reading01 Pearson Correlation –.063 –.150 .192 –.074 .682** .637** 1 .761** 

Sig. (2–tailed) .781 .506 .391 .743 .000 .001  .000 

N 22 22 22 22 22 22 22 22 

Reading02 Pearson Correlation –.071 –.171 .322 .049 .702** .626** .761** 1 

Sig. (2–tailed) .753 .445 .144 .829 .000 .002 .000  

N 22 22 22 22 22 22 22 22 

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

*. Correlation is significant at the 0.05 level (2–tailed). 

 

Along with the four types of motivational orientations, there were nine more items on 

the questionnaire directly related to the pilot study reading programme. The nine statements 

in this category asked the participants whether they liked the books and the programme 

(preference), whether they thought the reading programme improved their English 

proficiency (usefulness) and whether their confidence in English reading had increased 

(confidence). In general, the ERP group showed much higher satisfaction with 89 per cent 

than the ER group whose overall satisfaction was about 77 per cent. Table 3.13 shows the 

descriptive statistics for the three subcategories. An independent samples t–test results 

showed that there was no statistically significant difference between the two groups; 

however, the ERP group gave higher ratings to all the three subcategories.  



Chapter 3 –Pilot Study 

80 

Table 3-13 Group Statistics for the Participants’ Satisfaction of the Pilot ER Programme 

 
Group N Mean Std. Deviation Std. Error Mean 

Preference (15) 
ERP 11 13.55 2.423 .731 

ER 11 11.36 3.107 .937 

Usefulness (20) 
ERP 11 17.73 2.611 .787 

ER 11 15.64 3.202 .966 

Confidence (10) 
ERP 11 8.73 1.794 .541 

ER 11 7.73 1.849 .557 

 

In the following section, based on the pilot study participants’ performances on L2 

learning and their cognitive and affective measures, how these different variables influenced 

their English learning will be discussed answering the four research questions for the pilot 

test.  

3.6 Discussion 

1) Can young learners in an EFL context who have little experience in English reading 

succeed in completing an extensive reading programme? 

 

Overall, the participants followed the instructions quite successfully and both groups showed 

improved language proficiency in vocabulary and reading comprehension. Only a few of the 

participants who initially joined the programme had to drop out in the middle. During the 

four– week period, five participants missed one class each out of eight due to a family trip or 

other personal reasons such as illness. However, mostly they came on time even though the 

programme was held during the coldest month of the year in Korea, and many participants 

showed their interest in the next book they were going to read.  

In addition, both the ER and the ERP group participants expressed their high level of 

satisfaction overall with the reading programme on the questionnaire even though the ERP 

participants, who were treated with some additional vocabulary learning, showed somewhat 
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greater satisfaction. It appeared that the participants enjoyed reading the books in English 

since they were familiar with the titles and contents to some extent, and the books were 

written with easy vocabulary and syntactic structures. At the end of the questionnaire, there 

was an open–ended question asking their opinions about the programme. Thirteen 

participants provided positive feedback such as “I liked the books” or “the programme was 

helpful to increase my interests for further English reading”, and so on. Only one participant 

mentioned that the books were difficult to read, and another participant said that it would 

have been better if he had been able to read the entire chapter of a book during the class time. 

Out of these findings, there is evidence that regardless of their language proficiency 

level, young EFL students can truly enjoy an extensive reading programme and can have 

certain benefits from it.    

 

 

2) Can reading story books written only in English boost EFL learners’ vocabulary 

acquisition and reading comprehension?   

 

The answer can be found from the participants in the ER group. The test results of the ER 

only group showed that the young students in an EFL context could improve their vocabulary 

knowledge and reading comprehension by just reading books extensively in English. The ER 

group was designed to see the incidental word gains through reading alone while the ERP 

group was to see the effects of some explicit attention to the target vocabulary. The results 

revealed that the ERP group acquired about 17 per cent more vocabulary knowledge than the 

ER group, with 40 per cent gains through reading the eight graded readers; however, the ER 

group still showed 23 per cent gains in their vocabulary knowledge and even greater 

improvements in their reading comprehension. On the VKS test, the ERP group was also 
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superior to the ER group; however, the latter group still revealed some partial gains in their 

vocabulary knowledge.  

 

3) Can working memory which is tested with L1 predict L2 learning? 

 

The participants’ working memory was tested with a reading span and a nonword recall span 

tasks. Having practised with multiple sets of exercises prior to the real test, the participants 

could carry out the two working memory span tasks without big difficulties or 

misunderstanding. Since all the instructions and sentences for the reading span task were 

given in their native language, none of the participants encountered problems regarding what 

they were supposed to do. Moreover, since the two working memory span tests were 

implemented as a class in Korean, the participants appeared to consider them as playing 

games or class activities with peers.  

When it comes to whether the participants’ reading span and nonword recall span as a 

set can predict their language learning, the outcomes revealed mixed results. These measures 

did not have any predictive power for vocabulary learning, but about a quarter of the variance 

in the participants’ reading comprehension scores could be attributed to tests of their working 

memory.    

 

 

4) Is there any relationship between different orientations from L2 Self and L2 reading 

motivation and L2 reading?  

 

The ER group who showed better improvement rates on reading comprehension had higher 

L2 Self orientations (both Ideal L2 Self and Ought–to L2 Self) while the ERP group that 
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improved more in vocabulary acquisition had higher L2 reading motivation (both intrinsic 

and extrinsic). The ERP group also revealed higher satisfaction on the pilot study reading 

programme through the questionnaire survey.   

During the extensive reading programme, the participants were asked to answer 10 

reading comprehension questions per book online. When all the participants in each group 

worked on the quizzes, the maximum number of trials could be 88 (8 books x 11 

participants). The ER group recorded 74 trials in total and their pass rate was 64.86 per cent. 

Here, the pass rate means the per centage of trials when the participants scored more than 5 

out of 10 questions. On the other hand, the total number of trials was less for the ERP group, 

with 66; however, their pass rate was 87.88 per cent. The larger number of trials for the ER 

group can be associated with their higher Ought–to motivational orientation in L2 Self, which 

may have contributed to their higher reading comprehension improvement rate.   

3.7 Conclusion and the Reflections of the Pilot Study on the Main Research  

Overall, the pilot study proved the feasibility of the study design. The three stages of the pre–

test, four–week reading treatment, and the post–test could measure the improvements of the 

participants in their English proficiency and showed that the working memory tasks 

constructed in the participants’ L1 as well as the motivation questionnaire could provide the 

information about particular individual differences and how these differences could 

contribute to their language learning. The outcomes from the present pilot study indicated 

that there were no statistically significant differences between the two participation groups of 

learners in terms of their working memory and L2 motivation. The main variable which 

contributed to the better vocabulary acquisition rates of the ERP group was the extra 

vocabulary learning activities which they did voluntarily online. Another factor could be their 

existing vocabulary knowledge, as Gathercole (1995) suggested. The ERP group revealed 
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higher vocabulary knowledge on the pre–test and their already established vocabulary 

knowledge may have facilitated more vocabulary learning.    

As a result of conducting the pilot study, it was decided to make six major changes in 

the main study. These changes ranged from the type of participant groups to the design of the 

test instruments, such as the number of target vocabulary items and the use of more complex 

working memory span tasks. First, an extensive reading group (ERG) and a control group 

(CG) would be used for the main study instead of the extensive reading only group (ER) and 

the extensive reading plus group (ERP). The ERP group in the pilot study, who received 

additional vocabulary treatment, clearly showed better vocabulary learning, which had been 

expected. However, the ER group also demonstrated that they could acquire new vocabulary 

via the reading only treatment. Therefore, in the main study, the focus was on the 

contribution of extensive reading to the young EFL learners’ incidental vocabulary 

acquisition and reading comprehension, as compared to a control group who did not receive 

any reading treatment at all.   

Second, the word analysis software was changed from the original Range Program to 

BNC–COCA based online Vocabulary Profiler called AntWordProfiler (Anthony, 2014). The 

BNC–COCA 25K lists include more modern words, and they are based on much larger 

corpora of both British and American English. More explanation will be given in section 

4.3.2. Using the word frequency profiling program, a modification was made to the number 

of target words. Since the duration of the extensive reading programme was extended to eight 

weeks in the main study, the number of the target vocabulary items was increased from 100 

to 150 as well. The Yes/No type question format was retained to check the acquisition of the 

larger amount of vocabulary.  

In addition, through the pilot study, the need for more complexity on the working 

memory span tasks was revealed. Most participants in the pilot study found it too easy to 
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process two sentences while memorising two consonants in the reading span test. Thus, in the 

main study, the reading span task had sets of three to six sentences instead of two to five. The 

nonword recall test was changed into a nonword repetition test, which required the 

participants to verbally repeat the words they heard. In the written nonword recall test, there 

were some vague answers which made it difficult to tell whether the participants correctly 

recalled the nonword. This meant that, as long as the participants wrote the same number of 

syllables and if the word sounded similar to the original nonword, it was considered as a 

correct answer. To clarify this type of vagueness, the participants in the main study were 

requested to articulate the nonwords they heard, and their articulation was recorded.  

Some modifications were made to the L2 motivation questionnaire. The four different 

motivational categories (Ideal L2, Ought–to L2, intrinsic reading and extrinsic reading 

motivation) were adjusted to have an equal number of items (nine items each). Also, the fifth 

category, which was directly related to the extensive reading programme in the main study, 

was made to have nine items. For the main research, the identical motivation questionnaire 

except for the last nine items in the fifth category was conducted twice: at the beginning of 

the ER and at the end of the ER. The purpose of the second questionnaire was to see if the 

participation of the ER had had any impact on the participants’ motivation to learn English 

and to read books in English.   

Another change was made in the selection of the reading comprehension test. In the 

pilot study, a TOEFL Junior test was used, and none of the participants had taken the test 

before. However, it turned out that quite a few private English institutes in Korea encourage 

their students to take the test to ascertain their current proficiency level or use the test as an 

assessment for their students. Therefore, to reduce the possibility of some main study 

participants already being familiar with this test, a new reading test, the ICAS English test, 

was selected. More information about this test can be found in 4.3.1.2.  
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The final change was the elimination from the vocabulary test booklet of the VKS, 

which had been added to the post–test for the pilot study. This was done for two reasons. 

First, considering the increased number of target words, adding another vocabulary test 

would have extended the test taking time to the degree that it was likely to interfere with the 

young participants’ concentration. Second, on the pilot study, there were a few students who 

used a simple sentence pattern for most of the VKS items while claiming that they fully 

understood the words. For example, one participant used a “It is _____” structure for all the 

words he checked as known words. Even though the participant could provide the meaning of 

the words, it was not clear whether he or she understood in what contexts the words should be 

used. This raises the question of whether #5 on the scale really contributes to the 

measurement of vocabulary knowledge (Read, 2000). Read also points out that the VKS does 

not consider “the multidimensional nature of vocabulary knowledge” (p.137). In the current 

form of the VKS, the test–takers are not prompted to reveal their knowledge of different 

meanings of the target word when they compose a sentence for option #5 as well as for 

options #3 and #4. Referring to a problem with the scoring system of the VKS, Bruton (2009) 

mentions that the test–takers might have precise knowledge of a word receptively but might 

“use the word in a very general sense productively” (p.293). Schmitt (2010) also raises a few 

concerns regarding the VKS scoring system. He argues that when test–takers have to self–

assess their own vocabulary knowledge between the option #3 “I have seen this word before, 

and I think it means ______” and the option #4 “I know this word. It means _____”, the 

decision requires a metalinguistic judgement which would have been even harder for young 

test–takers in the present study. Schmitt also mentions a rater subjectivity issue regarding 

option #5 when a rater has to assign a score to a test–taker’s sentence of between 2 and 5 

points. Considering these limitations of the VKS and to avoid the rater–reliability problem, 
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the VKS was not used in the main study, but a delayed post–test was added to check the 

participants’ vocabulary retention rates.     
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 Main Study Methodology  

This chapter will describe how the extensive reading programme for the main study was 

structured and carried out. Following the introduction to the participants and the programme, 

there will be a detailed explanation of what types of test instruments were used to measure 

the young students’ English proficiency and individual differences in working memory and 

second language motivation. The overall structure of the reading programme was similar to 

the pilot test reading programme; however, an increased number of newly recruited 

participants and reading books (graded readers) which were doubled in the quantity were 

employed for the extended length of the extensive reading programme.       

4.1 Participants 

A homogeneous group of Korean participants who were learning English as their foreign 

language were recruited for an English Extensive Reading (ER) Programme during the winter 

vacation in 2017 through two local libraries in Seoul and Anyang, Korea. Out of several 

places contacted, these were the ones with various programmes open for young students and 

the ones that approved the opening of an extensive reading programme for this study. They 

are public libraries supported and run by the local governments in the country, and the 

distance between the two libraries is 12 km. Due to their proximity and their similar status as 

public facilities, there were no noticeable differences in their educational environments. 

Therefore, both places were selected to secure sufficient numbers of participants.  

One month prior to the beginning of the reading programme, online and offline 

advertisements were released through the libraries mentioning that the programme was for 

novice level students whose ages should be in the range of 9 and 11. Some sample pages 
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(Appendix A) of the books were displayed as well to give an idea of what levels of books 

would be read in the class. Forty–five primary school students registered for the programmes 

in both libraries. Their English learning experiences varied from 6 months to 8 years, and 

only one of them had 10 months’ overseas experience in an English speaking country. The 

background information about their age, school year and their English learning experience 

was given by their parents on the registration form along with their contact information. The 

same participation information sheets for parents and students (Appendix C to Appendix F) 

as in the pilot study were distributed on registration, with the necessary adjustments to details 

such as the participation dates and the deadline to freely drop out of the programme.   

Participants for a control group were recruited through two personal acquaintances of 

the researcher, and some students who could not enrol for the reading programme but still 

wanted to take the vocabulary and reading tests joined the control group. Twenty–six students 

who belonged to the same age group of between 9 and 11 years old and whose English 

proficiency did not exceed beginner level were invited to the control group. The rationale for 

using a control group was to see how effective the reading programme was going to be 

without having intentional English learning of vocabulary and reading skills. The control 

group participants voluntarily participated in the study mostly to check their current English 

proficiency level, and later they received a report of their vocabulary and reading test results 

along with a PDF file of the vocabulary items and their meanings in Korean for their future 

study. In addition, a gift voucher was provided as a small token of appreciation each time 

they came to take the test.  

At the time of registration, the ER participants’ English proficiency level was not 

tested, and anyone could register once they believed their level of English was basic. 

However, one week later, they took a vocabulary test, and only the participants whose 

vocabulary level was in the target range were selected to be used to provide the data for this 
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study. Even though around 20 participants’ test results showed that they were not in the 

desired range, the results were not notified at that point and these young learners were all 

welcomed to the programme as long as they wanted to come. They were promised a gift 

voucher for taking the tests and a grade report (for those who indicated as such on the consent 

and assent form by providing their email address) for the vocabulary and reading tests which 

would be sent to their parents and to them upon completing the last post–test.         

Out of the 71 initial participants, three students dropped out of the reading programme 

in the first couple of weeks because of the difficulty of the reading levels for them. Six 

students had to be excluded from the data since they did not take all the tests required even 

though they completed the programme or took other tests. In addition, the English 

proficiency levels of the participants were not in the same range albeit they were supposedly 

novice learners of the language. For example, on the vocabulary pre–test, their scores varied 

widely from 8 to 120 out of 150 points. Therefore, to have similar vocabulary knowledge 

levels in the experimental and the control groups, the participants whose vocabulary scores 

were in the range of between 50 and 110 points were selected. As a result of this process, 11 

participants were excluded from the data.  

Based on the vocabulary level criterion, 29 extensive reading group (ERG) students 

and 22 control group (CG) students were selected to participate in the study. There were 14 

male and 15 female participants in the ERG and their average age was 10.38 years old. For 

the CG, there were 7 males and 15 females with the average age of 10.55 years. As for the 

participants’ English learning experience, including private lessons and home schooling with 

their parents, the ERG had been learning about 32 months while the CG had learnt the 

language for about 34.4 months by the time they participated in the study.  
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4.2 Extensive Reading Programme  

The Extensive Reading Group (ERG) participants were divided into three different classes. 

Two classes were held in the library in Anyang on Wednesdays and Fridays, and one class 

was held in the library in Seoul on Tuesdays and Thursdays. Since the researcher was the sole 

teacher for those three classes, separate days were required for two different locations. 

The programme was named as the Winter English Reading Programme since it was 

held during the participants’ winter vacation for 11 weeks from December, 2017 to February, 

2018. The actual Extensive Reading (ER) programme ran for the first eight weeks. After the 

ER programme had ended, the participants were mostly engaged in basic grammar learning 

for the other three weeks, along with other activities such as working on word puzzles and 

reading two short passages carried out during the class time. This was to hold the participants 

together until the delayed post–test. It was assumed that since the programme was held as an 

out–of–school activity, it would not be easy to gather them again just for a test after three 

weeks from the end of the reading programme. The grammar learning lessons were provided 

by the researcher including different types of nouns, pronouns, verb tenses, and the change of 

statements into negative or question sentences.  

The contents of the ER programme were explained in detail to the potential 

participants and their parents through the online and offline participants recruiting 

advertisements; however, the purpose of the reading programme was briefly explained as to 

investigate the effective way “to improve Korean students’ overall English skills through 

reading without giving them too much stress on intentional learning” in the participant 

information sheets for parents and students (Appendix C and D). The participant information 

sheets were distributed when the participants registered for the programme. The signed assent 

form from the participants and the consent form from their parents were collected in the first 

week of the actual programme. All the parents or caregivers and a majority of the participants 
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agreed to receive a report of test results once all the programme reading and tests were 

completed. Along with the report, a PDF file with the 150 vocabulary items and their 

translations in Korean was sent as a token of appreciation.  

4.2.1 The structure of the main study ER programme 

The participants in the two libraries came to the class twice a week for the 60 minutes’ 

English reading class. Basically, they read two graded readers per week and 16 books in total. 

Every participant in the same class received an identical book so that they could be involved 

in the class reading activity together. During the class, the participants took turns reading a 

paragraph aloud following the teacher’s reading so that all of them had a chance to read out 

up to three paragraphs. The pages appeared on the big screen in front of the classroom, so the 

participants could choose on which medium they would read the stories during the class. 

Also, it played the same role as the Big Books in the previous ER programmes such as Elley 

(1980) and Elley and Mangubhai (1983). After finishing reading each page, a couple of 

comprehension questions were asked to check whether the participants understood the stories 

and to help them understand the overall contents. As an illustration, the two questions “Why 

did Mr. Treves go into the shop?” and “Was the Elephant Man healthy?” were asked after 

reading the first chapter in “The Elephant Man”. This type of reading aloud or shared book 

reading continued for about 40 –45 minutes and usually the first two chapters were read 

together in the class.  

4.2.2 After–reading activities 

Following the shared book reading, the participants engaged in various after–reading 

activities such as drawing the Elephant Man after reading “The Elephant Man” mentioned in 
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the previous section or talking about three wishes after reading “Aladdin and the Enchanted 

Lamp,” and so forth. Depending on the activity, the participants worked as individuals or as a 

pair. For instance, after reading a book titled “Pocahontas”, the participants were requested to 

work on a conversation between the two main characters, Pocahontas and Smith, as a pair by 

asking each other three questions. In the story, Pocahontas is a Native American girl and 

Smith is an Englishman who is a leader among the newcomers to her land, which implies that 

their conversation might be restricted due to the language barrier. An initiating question was 

given by the teacher as a guide: “Where are you from?” Some example questions that the 

participants made up were: “Are you married?”, “How old are you?”, “Do you like me?”, 

“Why did you come?”, and so on. During the post–reading activities, the participants could 

freely ask their teacher either questions or some help for the given task.    

 

4.2.3 Online English quizzes  

The participants went home with the book to finish reading silently at their own speed before 

they came back for the next class. Upon finishing reading, they were required to visit an 

online site titled “Online English Quiz” to answer ten reading comprehension questions 

(engtest.c1.biz). Each participant was given their own ID and Password to log in to their own 

web page. Once they chose the book level and the title, ten comprehension checking 

questions based on the book popped up. The questions asked very basic information about the 

story such as why a character took a certain action or what was true about a main character, 

and so on. The questions were four–option multiple–choice items, with either an incomplete 

statement or a question in the stem. The following are example questions asked about the 

book Pocahontas.     
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1) The Englishmen wanted the Indians' corn, and the Indians wanted the Englishmen's _____. 

 

a. guns 

b. clothes 

c. trees 

d. houses 

 

 

2) Why did John Smith go back to England? 

      

a. Because he was ill 

b. Because he missed his country 

c. Because he was hungry 

d. Because he needed to get married 

 

A complete set of the ten questions for “Pocahontas” can be found in Appendix G. 

The participants could revisit the website to answer the questions later. They could answer 

the comprehension questions as many times as they wanted, and the ten questions were 

automatically shuffled and shown in a different order each time the participants logged in. 

However, only the first attempt was recorded as their score.   

The main purpose of the online reading comprehension quizzes was to encourage the 

participants to complete their reading and for the researcher to check how well they 

understood the story. This idea was based on Thomas Robb’s online reading comprehension 

programme called “MReader,” which can be used to check readers’ reading progress and 

understanding (http://mreader.org). The students using this programme are asked ten 

comprehension questions, and if they pass with more than six correct answers, they receive a 

cover of the book on their own webpage. Robb’s programme also shows a progress bar to 

indicate how much the students have read.  

On the “Online English Quiz” homepage for the present study, if the participants had 

more than five correct answers, a colourful star was given on their own webpage and a 

progress bar was coloured as well to indicate that they had moved forward. These features 

were intended to stimulate the young participants’ interest and sense of fulfilment. Figure 4.1 

http://mreader.org/
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shows the screenshot of a participant’s webpage. It also shows what books the participant has 

read by the three–digit book numbers on the top left corner of the webpage. On the main page 

of “Online English Quiz”, these numbers with matching book titles are displayed in a drop 

down menu. Next to the book numbers, ‘pass’ means that the participant had more than five 

correct answers, and the dates indicate when he or she answered the questions. Next to the 

participant’s name, the “Level” increases as the participant passes each quiz with more than 

five correct answers, and the “Trial” is the number of quizzes he or she has attempted. The 

“Total Words” indicates the number of words the participant has read until that time, 

followed by the per centage of reading out of the total words. On this webpage, the total 

number is shown as 96,498 words because the database was based on the researcher’s typed 

word version. However, when it was analysed with AntWordProfiler, the total number 

increased to 97,943 words. More detailed information about this will be given in the 

following section. The red bar at the bottom of Figure 4.1 indicates the per centage of the 

words read out of the total number of target words. Even though those stickers above the bar 

were given only when a participant had passed the quiz, the participant could still see his or 

her bar increasingly filled with red colour even when their attempt was not successful.    
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Figure 4-1 An Example Online Reading Comprehension Page of a Participant 

 

4.2.4 Reading logs 

Along with the online reading homework, the participants were also asked to write a reading 

log (Appendix H). This was to check how the participants felt about the story and remind 

them to complete their reading and do online quizzes. There were five items for the 

participants to answer, and these were whether the book was interesting, they understood the 

story well, the vocabulary in the book was easy, they finished reading, and they answered all 

the questions online. In order not to give them much stress about filling out the reading log, 

they were asked to simply rate each question by colouring the five stars. There were two 

additional parts on the form: one was to provide their comments on the book and the other 

was to score the book by giving a number out of ten, reflecting the numbers of coloured stars. 

It was allowed for them to provide their feedback in either English or Korean.  

The reading logs were handed out with the books at the beginning of each class, and 

at the top of each log, the participant’s name was written by the teacher. They returned their 
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completed reading logs together with the books in the next class. However, writing a reading 

log was not compulsory, and in the first week, it was not handed out to the participants. The 

first week was considered as the period of adaptation to the programme and to the teacher. In 

addition, they had to work on the motivation survey during the first class, which gave very 

limited time for the reading class. The teacher explained how to work on the reading log in 

the second week and handed it out to the participants. 

 

4.3 Materials and Test Instruments 

For the extensive reading programme, 16 graded readers were the main materials used with 

about 98,000 words. They were distributed on a one book per class basis for every individual 

participant and collected at the beginning of the next class. Due to the limited numbers of 

books, the books were circulated between different classes. However, all the participants in 

one class read the same book at the same time. For instance, while Class A participants were 

reading “The Phantom of the Opera,” Class B read “Aladdin and the Enchanted Lamp” and 

Class C read “Christmas in Prague.” The detailed book reading schedule for the three ER 

classes is shown in Appendix I.   

The participants sat English tests on three occasions: a pre–test, an immediate post–

test and a 3–week delayed post–test. A vocabulary knowledge test was administered for the 

three occasions, and a reading comprehension test was taken for the pre–test and the 

immediate post–test. Along with these language tests, the participants were also invited to sit 

two types of working memory tests: a reading span (RS) and a nonword repetition span 

(NWRS) measure. The last test instrument was an L2 motivation questionnaire to measure 

the participants’ L2 learning and L2 reading motivations. This was also conducted twice at 
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the beginning and at the end of the reading programme to see if the ER would cause any 

changes in the participants’ motivation.  

4.3.1 Reading materials and comprehension tests  

4.3.1.1 Graded readers as reading materials  

For the present study, twelve graded readers from Stage One and four graded readers from 

Stage Two in the Oxford Bookworms Library series were used. The Oxford Bookworms 

Library series have different numbers of headwords for each level. According to the 

publisher, 400 headwords and 700 headwords are used for the Stage One and Stage Two 

books, respectively. Also, there are different genres with various interesting topics, which 

enables the books to attract young L2 learners. Since the participants for the present study 

had little experience in extensive English reading as well as had limited vocabulary 

knowledge, it was decided to use the first two levels in the series. The following table shows 

the 16 graded readers with their levels and total number of words.  
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Table 4-1 Graded Readers Used for the Main Study ER Programme   

Book Titles Levels # of Words 

Aladdin and the Enchanted Lamp 1 5315  

A Little Princess 1 5930  

Christmas in Prague 1 4719  

Les Miserables 1 7370  

One Way ticket 1 5605  

Pocahontas 1 5372  

The Adventures of Tom Sawyer 1 5915  

The Elephant Man 1 5625  

The Lottery Winner 1 5722  

The Phantom of the Opera 1 6372  

The Piano Man 1 6610  

The Wizard of Oz 1 5539 

Alice’s Adventures in Wonderland 2 6478  

Dracula 2 7914  

Robinson Crusoe 2 6835  

The Jungle Book 2 6622  

 

 

The aim of the extensive reading programme was to read around 100,000 words for 

eight weeks, and the participants read 16 books on the basis of two books per week. The 

actual total number of running words contained in the 16 books was around 98,000. The 

books were preselected by the researcher prior to the commencement of the experiment after 

testing for their appropriateness in vocabulary level and interests with a small number of 

students who were in the similar English proficiency levels and age groups to the 

participants. Seven Stage One books among them had been used for the pilot study which 

was conducted one year before the main research. Out of the eight books used for that study, 

seven books were reused since they had proved to be adequate for young readers through 

positive responses from the participants at that time. One Stage One book, titled the Witch of 

Pendle, was excluded since most of the pilot study participants reported it as scary and not 

interesting. The negative feelings in children’s reading experience could influence their 

further reading; therefore, it was left out in the main study.    
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4.3.1.2 Reading comprehension tests 

The reading comprehension test consisted of 40 questions with six passages. The identical 

test was used for the pre–test and for the immediate post–test to see whether the participants 

improved their comprehension ability after the extensive reading programme. The passages 

and questions were extracted from 2014 to 2016 International Competitions and Assessments 

for Schools (ICAS) English Level A test booklets which are developed by the University of 

New South Wales in Australia. The test has 11 different levels from Introductory to Level J, 

and Level A is aimed at Year 4 students in New Zealand or equivalent age groups in more 

than 20 countries including Australia, Hong Kong and South Africa.  

The original Level A ICAS test is composed of six passages with 45 questions 

including grammar and vocabulary items, and the maximum time allowed is 45 minutes. All 

the ICAS English tests are written with multiple choice questions in which the test–takers 

have to select only one correct answer out of the four options provided. For the present study; 

however, 40 questions were selected excluding those items based on grammar and 

vocabulary knowledge since they were unrelated to the comprehension of the reading 

passage. In addition, since the test–takers were young EFL students who had few chances to 

experience this type of intensive English reading test, five more minutes, which was a 

maximum of 50 minutes, were given for the reading comprehension tests. Even if they did 

not complete the test within the given time, they had to hand in the paper when the set time 

was over. However, most participants finished the reading test in between 40 and 45 minutes, 

and in fact, no participant asked for the extended time. An example of a reading passage and 

questions can be found in Appendix J.  
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4.3.2 Vocabulary tests 

4.3.2.1 Target vocabulary 

To select target vocabulary items, all the 16 graded readers were typed on Microsoft Word, 

saved as one document, and converted into a text file. Then, the words used in these books 

were analysed by using AntWordProfiler (Anthony, 2014). The word frequency lists used for 

the present study were those based on the British National Corpus (BNC) and the Corpus of 

Contemporary American English (COCA). The BNC–COCA 25K list contains 25,000 

English words from the 1st most common 1,000 words to the 25th 1,000 words. The software 

provides the information about how many words out of the 16 books are in each frequency 

level along with the words that do not belong to the 25 word lists. In particular, it analyses the 

word items by types and word families based on the 25 lists with the addition of off–list 

words.  

Based on the AntWordProfiler statistics, the total number of tokens contained in the 

16 graded readers was around 98,000, and around 90 per cent of them belonged to List One 

with 88,476 tokens. About 2.4 per cent of the words belonged to List Two. Therefore, when 

combined, over 92 per cent of the vocabulary items in the 16 books were from the first 2,000 

word category, which means that the books were written with fairly easy vocabulary for 

beginning learners. There were 5,576 off–list words, accounting for about 5.7 per cent of the 

total tokens. Most of the words in this category were proper nouns such as the names of the 

characters, cities, countries and compound words where two distinct words are combined to 

have a new meaning. For example, the word ‘candle’ was found in Base List Four, and the 

word ‘stick’ was found in Base List One; however, the compound word ‘candlestick’ 

belonged to the off–list category. Table 4.2 shows the frequency information of the 

vocabulary items from the selected books.   
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Table 4-2 Frequency Figures of the Words Used in the 16 Books by AntWordProfiler 

LEVEL FILE TOKEN T % TYPE T % GROUP G % 

1 basewrd1.txt 88476 89.89 1530 60.24 726 46.15 

2 basewrd2.txt 2341 2.38 312 12.28 211 13.41 

3 basewrd3.txt 431 0.44 60 2.36 43 2.73 

4 basewrd4.txt 489 0.5 70 2.76 53 3.37 

5 basewrd5.txt 290 0.29 38 1.5 28 1.78 

6 basewrd6.txt 205 0.21 19 0.75 16 1.02 

7 basewrd7.txt 170 0.17 25 0.98 17 1.08 

8 basewrd8.txt 18 0.02 9 0.35 7 0.45 

9 basewrd9.txt 153 0.16 5 0.2 5 0.32 

10 basewrd10.txt 23 0.02 7 0.28 5 0.32 

11 basewrd11.txt 31 0.03 9 0.35 8 0.51 

12 basewrd12.txt 3 0 2 0.08 2 0.13 

13 basewrd13.txt 10 0.01 2 0.08 2 0.13 

14 basewrd14.txt 30 0.03 1 0.04 1 0.06 

15 basewrd15.txt 18 0.02 4 0.16 4 0.25 

16 basewrd16.txt 55 0.06 3 0.12 3 0.19 

17 basewrd17.txt 43 0.04 3 0.12 3 0.19 

19 basewrd19.txt 10 0.01 3 0.12 2 0.13 

20 basewrd20.txt 14 0.01 2 0.08 2 0.13 

21 basewrd21.txt 10 0.01 3 0.12 2 0.13 

25 basewrd25.txt 34 0.03 1 0.04 1 0.06 

0 Off–list 5576 5.66 432 17.01 432 27.46 

TOTAL   98430   2540   1573   

  

Based on these lists, 50 target words were selected from the 1st 1,000 word list (List 

One), another 50 words were from the 2nd 1,000 words list (List Two), and the last 50 words 

were chosen from the rest of the lists (List Three). These words are shown in Appendix K. 

The target vocabulary items were selected from among content words: nouns, verbs and 

adjectives. Based on the researcher’s personal experience as an English teacher and the 

outcomes from the pilot test, it was assumed that many of the participants would be quite 

familiar with the List One words and have somewhat sufficient knowledge of the List Two 
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words. Nevertheless, it was decided to include an even number of words from the three lists 

because since the participants were young beginner learners of English, presenting them with 

completely unknown words or difficult words might have created too much test stress or 

could have made them give up on the test itself. Instead, the participants’ relative gains would 

be measured by comparing their results of the pre–test and the post–tests.   

When selecting the target words, very familiar words to the participants such as say, 

do, or man or the ones being used as loan words in Korean such as bus, bag, or Dracula were 

excluded. Especially, in the first list, after excluding highly frequently used words and 

function words, 50 words with the occurrences between 20 and 100 were chosen. From the 

List Two and off–list words, the most common 50 content words were selected considering 

the fact that vocabulary knowledge cumulates through repeated encounters, and they were in 

the frequency range of 10 and 100 for the List Two and 4 and 54 for the List Three.     

The most frequently used words in each list were stay (76), wolf (100) and lottery 

(54), respectively, while the least frequently occurred words were heavy (20), storm (10) and 

chairman (4) in each list. In List Three, sixteen words were from the 3rd 1000 words, twelve 

words were chosen from the 4th 1000 words, seven words from the 5th 1000, five words 

from the 6th 1000, three words from the 7th 1000, one word from the 9th 1000 and six words 

were selected among the off–list words. Among these 150 target words, 74 per cent were 

nouns, which was followed by adjectives (16%) and verbs (10%). Table 4.3 shows the 

information of the parts of speech for the 150 target vocabulary items.  

Table 4-3 Parts of Speech of the 150 Target Words for the Main Study 

Parts of Speech Nouns Verbs Adjectives 

List One (50) 26 7 17 

List Two (50) 41 3 6 

List Three (50)  44 5 1 

Total Words (150) 111 15 24 
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4.3.2.2 Vocabulary tests 

A vocabulary test with a combination of the standard Yes/No (YN) format and a translation 

task was constructed for the pre–test, the immediate post–test and the delayed post–test using 

the 150 target word items. However, on each occasion, the order of the words was changed so 

as to conceal from the participants the fact that they were taking the same test. In this type of 

test, the participants were asked to tick whether they knew a given word or not based on self–

assessment. The YN vocabulary test format makes it possible for researchers and teachers to 

test a large number of vocabulary items within a short time compared to other test formats 

since it takes only a few seconds for the test–takers to assess their own vocabulary 

knowledge. In fact, even though 20 minutes were given for the vocabulary knowledge test, 

most participants finished the test within the set time. In addition, this test format gives less 

stress to the test–takers since they do not have to deal with other words or options as in the 

cloze test or multiple choice type questions. The following is an example used in the present 

test. 

  

Do you know the meaning of the following words? If you choose YES, please provide its 

meaning in Korean.  

 
1. beach    YES___________   NOT SURE    NO  

2. teacher    YES___________   NOT SURE    NO  

 

 

The ‘Not Sure’ option was adopted from Horst’s (2005) study. Horst added ‘Not 

Sure’ option “to allow learners to register partial knowledge of words” and “to encourage 

honesty” (p. 365). This option plays two main roles: one is to measure the participants’ 

partial knowledge, and the other is to discourage them from guessing the word meaning. In 

addition, the participants were required to write the word meaning if they ticked the ‘YES’ 
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option. Since the YN type vocabulary test is a kind of self–assessment on one’s vocabulary 

knowledge, test–takers might overestimate their current knowledge of the word and thus the 

translation acted as a check on the validity of their response.  

 

4.3.3 Working memory span tasks 

4.3.3.1 Reading span task  

The first task used to measure the participants’ working memory capacity was a reading span 

test. It requires readers to use the cognitive abilities of both processing and storing 

simultaneously; therefore, this complex span task is widely used to predict reading 

comprehension or reading fluency. As in Daneman and Carpenter’s (1980) study, it is usually 

carried out by asking the test–takers to engage in a reading activity, which is usually reading 

a set of unrelated sentences, while memorising the last word of each sentence. As the given 

number of sentences increases, so do the words that the test–takers have to memorise.   

However, in Korean, where a sentence mostly ends in a predicate form, the last words 

of sentences could have very similar endings. To avoid the repetition of the same last words, 

Goo (2012) used the method of inserting Korean consonants between sentences. Since his 

study was conducted in a university class setting where several dozen students attended, he 

used PowerPoint to show the sentences on the screen and asked the students to write down 

the consonants in order when they saw the set ending signal “???”. To avoid students not 

reading the sentences but focusing on memorising the consonants and to make the students 

use the processing function of their working memory, he made the reading sentences more 

complicated.  
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The present study adapted Goo’s (2012) RS task since the participants in both studies 

were all monolingual native speakers of Korean. Fifty–four sentences with nine familiar 

themes to the primary school children were composed. These themes which were used as test 

stimuli were school, people, animals, transportation, sports, fruits, places, colours and family. 

Under each theme, there were six different sentences. (Appendix L). Some example 

sentences are as follows:  

 

 “All the students in our school are males.” (School)  

 “People we encounter in the hospital are all doctors.” (People) 

 

These 54 sentences were divided into 12 sets in lengths of three to six sentences for 

each set; that is, there were three sets of equal numbers of slides. They were typed in 

PowerPoint in Korean and shown on the big screen in the classroom on one sentence per slide 

basis, and under each sentence one Korean consonant was placed to remember. Figure 4.2 

below shows what each slide looked like. The sentence means “We have to wear running 

shoes to skate” in English.      

 

 

 

  

 

 

 

 

스케이트를 타려면 운동화를 신어야 합니다. 

ㄷ   

Figure 4-2 Sample Slide for the RS Test with a Sentence 

and a Consonant  
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Each slide was set to be shown for six seconds. During that time, the participants had 

to decide whether the sentence made sense or not and mark their decision on an answer sheet 

by ticking under either the true (O) or false (X) sign. When they saw the set ending signal 

“???” on the screen, it was time for them to write the memorised consonants in order. 

The time for the set ending slide varied depending on the number of slides that had 

shown prior to the ending signal. Two seconds multiplied by the number of slides were given 

for the participants to write down the consonants on a separate answer sheet. For example, 

when they saw four slides before the “???” signal, eight seconds were given, and for five 

slides, ten seconds were given. To draw the young participants’ attention back to the screen 

for the next set of slides, a chime bell sound was applied in the PowerPoint and a camera 

shutter sound effect was added with the turning of each set ending “???” slide.  

Prior to the actual test, the participants practised with five sets of slides. Upon 

confirming the participants had become familiar with this task, the actual test began. Mixed 

numbers of sentences and consonants were used instead of an increasing pattern to 

discourage the participants from guessing the numbers of consonants. For example, at first, 

three consecutive slides were shown which was followed by a slide containing the set ending 

signal (???), and after that, a sequence of five slides were shown with the set ending slide, 

and so on. The actual test took 7 minutes and 16 seconds.  

Since the level of difficulty differed based on the number of sentences and consonants 

to be processed and memorised, a differentiated point–scheme was applied. First of all, one 

of the participant selection criteria was that they had correctly processed at least 45 sentences 

out of 54 on the reading span test, which equated to an 83.3 per cent correct answer rate. This 

was to filter out students who did not make efforts to judge the correctness of a given 

sentence but focused on memorising the consonants only. Second, different points were given 

according to the level of difficulty. When the participants memorised three consonants 
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correctly in a correct sequence, 0.2 points was given, and the points increased to 0.4 points, 

0.6 points and 0.8 points for four, five and six consonants memorised correctly, respectively. 

The maximum reading span a participant could achieve was 6 [(3 x 0.2) + (3 x 0.4) + (3 x 

0.6) + (3 x 0.8)].    

 

4.3.3.2 Nonword repetition task 

The second working memory test used for this study was the nonword repetition task, which 

was to test the participants’ phonological short–term memory. It asked the participants to 

recall a series of spoken items upon hearing them. One big advantage of using this span test is 

that, since the words are not familiar at all, test–takers cannot draw on the help of their long–

term memory, which makes it possible to measure pure phonological loop capacity. There are 

other span tests to measure this component of working memory such as digit recall, word list 

recall, or word list matching. (Pickering & Gathercole, 2001, as cited in Pickering, 2006). 

However, to predict new vocabulary learning in L2, the nonword span task is being widely 

used (Baddeley et al., 1998; Cheung, 1996; French & O’Brien, 2008; Gathercole et al., 2006; 

Gathercole & Baddeley, 1993; Lee, Kim & Yim, 2013; Martin & Ellis, 2012; Masoura & 

Gathercole, 2005; Speciale et al., 2004).     

The 28 nonword stimuli (Appendix M) were constructed with three to nine syllables 

in Korean. That made four pseudo–words for each syllable set. A syllable block composed of 

at least one consonant and one vowel is a minimum unit to form a meaning in Korean 

language. For example, the word ‘bike’ is considered as a one–syllable word in English, but 

when it is pronounced in Korean (바이크), the word has three syllables.  
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The teacher presented the set of nonwords orally to each participant, and they had to 

repeat each one. Before the test began, the participants heard that they would be involved in a 

“listen and repeat” activity. They were told that the teacher would say nonsense words to 

check how clearly they could repeat the invented words. The words with different lengths of 

syllable blocks were mixed in order that the participants could not guess the number of the 

syllables. The NWRS test was conducted individually between the researcher and one 

participant at a time in a separate place from the classroom. Each word was spoken only once 

and there was no time limit for the participants to repeat the words. When they signalled 

either by speaking the word or by saying they could not repeat, the researcher read the next 

word. Approximately, it took between 2.5 and 3 minutes.    

The participants’ NW span was determined after all the 28 pseudo–words were 

presented to them on a one–to–one basis by the researcher. The longest syllable length in 

which they accurately repeated all the four nonwords was set as their default nonword span 

and each correctly articulated nonword above the syllable length was given 0.25 points. For 

instance, when a participant precisely repeated all the pseudo–words consisting of three, four 

and five syllables and pronounced one correct 6–syllable word, his or her nonword span was 

5.25. The partial point, 0.25, was given as credit for their efforts and to discriminate among 

the participants more clearly.  

 

4.3.4 L2 motivation questionnaires  

The motivation questionnaire was administered for two main purposes. Its first aim was to 

see how the participants’ motivational orientations were associated with their L2 reading 

comprehension improvement and vocabulary acquisition. Would the participants with a 

higher level of motivation show better improvement on the reading comprehension and 
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vocabulary knowledge tests? In addition, it was aimed to check whether there had been any 

changes in their motivational orientations after participating in the ER programme.   

Based on the pilot study motivation questionnaire, some modifications were made to 

the intrinsic and extrinsic items to reflect the need to have multiple items to measure each 

motivational orientation. In the pilot study, there were only four items intended to measure 

the participants’ intrinsic motivation (two items for “curiosity” and one item each for 

“involvement” and “challenge”), and five items were used to measure their extrinsic 

motivation (two for “competition”, one item each for “recognition”, “social sharing” and 

“compliance”). For the main study, three items for each of those seven subcategories and 

another three items for “grade” were used. However, the items to measure the participants’ 

“social sharing” and “compliance” related extrinsic motivation were excluded later, and the 

reason will be explained in section 5.5.2.  

As a result of the modification, equal numbers of items related to Ideal L2 Self, 

Ought–to L2 Self, intrinsic reading and extrinsic reading motivation were applied to the main 

study questionnaire (Appendix N). The L2 Self–related items were adapted from Taguchi, 

Magid and Papi’s (2009) questionnaire, which is based on the Hungarian study by Dörnyei, 

Csizer and Nemeth (2006). These items asked the participants whether they could foresee 

themselves as a successful English speaker in the future (Ideal L2 Self) and whether their 

English learning had been influenced by factors other than themselves (Ought–to L2 Self). L2 

reading motivation was based on Komiyama’s (2013) Motivation for Reading in English 

Questionnaire (MREQ). The intrinsic motivation items were further subdivided into curiosity, 

involvement and challenges sections regarding the participants’ attitudes towards English 

reading. Likewise, three items each relating to competition, recognition and grade in English 

reading were asked to measure their extrinsic motivation.    



Chapter 4 –Main Study Methodology 

111 

The motivation questionnaire was constructed on a 5–point Likert scale (5 = strongly 

agree, 4 = agree, 3 = neither agree nor disagree, 2 = disagree, 1 = strongly disagree) and 

handed out as the “English Learning Interests Questionnaire”. The items were all in 

declarative sentence style, and its English version is provided in the Appendix O. However, 

on the actual questionnaire, all the sentences were written in Korean not to confuse the novice 

level participants with the meaning of the items. The 36 items were mixed randomly so as not 

to reveal what each item intended to measure out of the four different motivational 

orientations, and a lot of effort was made to use easy vocabulary since the participants who 

would answer this questionnaire were young primary school students. The questionnaire in 

English and its translated version in Korean were both reviewed by two other native speakers 

of Korean who had English learning experience as their L2 and had been working as English 

teachers in private institutes in Korea. Some adjustments were made as the result of multiple 

discussions, which included the change of some of the original vocabulary into easier words 

and use of an appropriate style for young participants.    

The motivation questionnaire was distributed to the participants twice: before the 

reading programme started and after the extensive reading was completed to determine 

whether there had been any changes in their viewpoints or values towards English and L2 

reading. In addition, on the second motivation questionnaire, nine more items asking about 

their opinions concerning the present ER programme were added. Appendix N shows the 

second version of the questionnaire. The nine items related to the present study were 

composed by the researcher to check how the extensive reading programme influenced the 

participants. It was to ask if they had enjoyed the reading programme (preference), whether 

they found the reading programme useful for their English improvements (usefulness) and 

whether they were positively influenced by participating in the reading programme 

(confidence). These statements included “The books I read during the programme were 
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interesting” (preference) and “After participating in the extensive reading programme, I think 

I can read English books better by myself” (confidence).   

At the end of the second questionnaire for the ER participants, an additional request 

was added for them to provide any feedback on the present extensive reading programme. 

This was an open–ended question, and the participants could freely write their opinions about 

the programme, the teacher and the books they had read, and so on. The participants were 

asked to complete the second questionnaire right after the extensive reading programme so 

that they still had fresh memory to recall their experiences.  

 

4.4 Procedures 

The pre–test and the two post–tests were conducted in the two libraries separately for the 

ERG participants. On the pre–test and the immediate post–test, the vocabulary knowledge 

test booklet was distributed first with a maximum of 20 minutes and the participants raised 

their hand once they completed the test. Then, the reading test booklet was provided, and the 

participants heard that they should finish it within 50 minutes. On the delayed post–test, the 

participants sat only the vocabulary test. Efforts were made to reduce the test–related stress 

for the participants by separating the three language proficiency tests from working memory 

span tests and motivation questionnaire.   

The ERG and the CG participants took the three main language tests in the same 

weeks. However, the working memory tests and the motivation questionnaires had to be 

conducted within a different time frame since it was possible to gather the CG participants 

three times only. Table 4.4 summarises how the participants in both groups were engaged in 

the research. 
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Table 4-4 Procedures for the ERG and the CG 

Weeks Extensive Reading Group Control Group 

0  Pre–test 
 Pre–test 

 Motivation Questionnaire 1 

1 
 Motivation 

Questionnaire 1 ER 
 

7 –8  Working Memory Tests  

9 
 Immediate Post–test 

 Motivation Questionnaire 2 

 Immediate post–test 

 Motivation Questionnaire 2 

12  Delayed Post–test 
 Delayed Post–test 

 Working Memory Tests 

 

 

As for the CG participants, a classroom was hired in the local government building 

for a set time, and they were invited to come and sit the tests at the same time period as their 

ERG counterparts. Having considered the time for each test, it was decided that the 

motivation questionnaires would be administered together with the pre–test and the first post–

test, and the working memory span tests were performed with the final post–test. A maximum 

of 20 minutes was given for the motivation questionnaire, but since it was written in Korean 

and the participants just needed to tick under the right scale point, it took around 10 to 15 

minutes to be completed. On the other hand, the working memory tests had two parts, a 

reading span and a nonword repetition span, and the latter task needed to be done individually 

for about 2.5 to 3 minutes per person. To minimise the waiting time for the participants, 

about half of them were scheduled to come earlier than the others. When everyone was there, 

they were first engaged in the reading span task together using a big screen in the classroom 

and then they sat the vocabulary knowledge test for the delayed post–test. According to the 

order that they finished the test, the participants who had not done the NWRS task were led to 

another classroom and sat the non–word repetition test.     

As for the ERG participants, they were asked to complete the motivation 

questionnaires in the first class in Week One and after the reading programme was over in 
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Week Nine. They also sat the working memory tests during Weeks Seven and Eight. The RS 

task was conducted at the beginning of the class for about 10 minutes including several 

practices, and the NWRS task was done individually before or after the classes during those 

two weeks.   

 

4.5 Analysis of the Data  

Using the IBM SPSS 25 Program, the various research outcomes for the present study were 

analysed. To see whether there were any differences in the main variables (vocabulary 

knowledge, reading comprehension, working memory and L2 motivation) between the 

experimental and the control groups prior to the beginning of the reading treatment, 

independent samples t–tests were used. Following this, paired samples t–tests were 

performed to find out how the participation in the extensive reading affected the participants’ 

vocabulary acquisition and reading comprehension development.  

 Throughout the study, Pearson correlations were calculated to investigate the 

associations between the variables. Some examples include the correlation calculation to see 

whether the ERG participants’ existing vocabulary had a statistically significant relationship 

with their reading comprehension ability and the correlation to study the relationships 

between the four different motivational orientations as well as the effect of the participants’ 

L2 motivation on their performance on the pre–and post–tests. Another useful tool used in the 

present study was multiple linear regression, which was conducted to see whether the 

participants’ working memory spans could predict their vocabulary knowledge and reading 

comprehension. 
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 Results and Data Analysis 

This section will start by reporting how the extensive reading programme progressed, 

including the participants’ performances on online comprehension quizzes and reading logs. 

It will be followed by the introduction of the participants’ test results from the pre–test and 

two post–tests. The differences between the reading treatment group and the control group in 

their vocabulary knowledge and reading comprehension tests will be explained and compared 

in detail. Finally, the outcomes on the participants’ working memory span tests and their 

responses on the second language motivation questionnaires will be given a thorough 

explanation. How these cognitive and affective variables contributed to the participants’ 

language learning will be studied as well.       

5.1 Extensive Reading Programme 

This section will describe what the participants did and how they performed while they were 

participating in the extensive reading programme. Upon finishing reading each book, they 

were asked to answer ten reading comprehension questions online and write a reading log. 

The participants were encouraged to do so, but since these activities were not mandatory, 

individual variations in completing these tasks were observed.   

5.1.1 Classroom observations 

At the beginning of the programme, there were a few students who found it very hard to read 

aloud a whole paragraph in English, especially when there were some words that they did not 

know how to pronounce. In those cases, the teacher offered help by reading the words first. 
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Then, they repeated after the teacher and continued to read. However, after a few classes, 

most of the participants were no longer scared of reading aloud at least one paragraph and 

could finish their reading with very little help. They also paid attention to their peers’ reading 

throughout the class. While one of the participants was reading his or her paragraphs, other 

participants read them with their eyes listening to the vocaliser’s voice. At the end of each 

page, they were required to answer some questions asking about the key contents. They could 

answer freely without waiting for their turns. It was common that a few more active and more 

advanced participants tended to dominate the Q & A times; however, as time passed, more 

and more participants joined their peers.  

Overall, the attendance rate was high. The 29 ERG participants showed the attendance 

rate of about 97 per cent. Twenty–two of them did not miss any class, and three of them were 

absent only one time. Three participants were absent two times, and one participant missed 

four classes. The reasons of their absence varied from illness to a family trip. However, it 

seemed that the participants did not deliberately miss the reading classes. Even in the case of 

absence, most of the participants wanted to borrow the graded readers that they had missed. 

In those cases, they were allowed to read the book and work on the online quizzes.     

5.1.2 Online comprehension quizzes  

Among the 29 ERG participants, 17 participants completed all the reading questions while 

four of them did not attempt any of the online reading quizzes. Another participant tried only 

one set of questions. A 10–year–old girl received the highest score with 9.38 points on 

average from her reading while a 9–year–old boy had the lowest score with 3.44 points out of 

10. Among the 24 participants who answered most of the reading quizzes, 18 participants 

recorded over 5 points, which was the pass mark. This could be roughly interpreted as that at 



Chapter 5 –Results and Data Analysis 

117 

least more than two–thirds of the participants finished their reading, and they understood the 

overall contents correctly.    

Table 5.1 shows the mean scores of each graded reader. They were calculated by 

adding up the participants’ marks for each book and dividing it by the number of the 

participants who answered them. The Wizard of Oz was the book where the participants 

recorded the most correct answers with 8 points out of 10. The second highest score was 

7.29, which was from the Stage Two book, The Jungle Book, and it was followed by another 

Stage Two book, Dracula with 7.11 points. On the other hand, the participants recorded the 

lowest average mark, 5.64 points on the Stage One book, The Elephant Man, and the second 

lowest mark, 5.68 points was also from the Stage One book, The Piano Man. However, the 

lowest point was still over 5, which means that regardless of the different levels of books, the 

participants, as a group, passed on the reading comprehension quizzes for all the 16 books.     

 

Table 5-1 The Mean Scores of Online Comprehension Quizzes 

Stage Book Title Means (10) 

1 Aladdin and the Enchanted Lamp 6.68 

1 A Little Princess 7.05 

1 Christmas in Prague 6.30 

1 Les Miserables 6.79 

1 One–way ticket 6.55 

1 Pocahontas 6.40 

1 The Adventures of Tom Sawyer 6.61 

1 The Elephant Man 5.64 

1 The Lottery Winner 6.59 

1 The Phantom of the Opera 6.84 

1 The Piano Man 5.68 

1 The Wizard of Oz 8.00 

2 Alice’s Adventures in Wonderland 6.45 

2 Dracula 7.11 

2 Robinson Crusoe 6.45 

2 The Jungle Book 7.29 
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5.1.3 Reading logs 

There were quite a few participants who did not colour the stars on the reading logs, but most 

of them still provided the overall rating score for each book. Twenty–five participants 

submitted at least six reading logs, and 10 of them handed in all 14. Meanwhile, four 

participants did not submit any reading logs at all. Table 5.2 indicates the mean points of the 

participants’ self–assessment on each graded reader. Based on their own answers to the five 

questions on each reading log (Appendix H), they rated the book with the scores from one to 

ten.  

 

Table 5-2 The Participants’ Ratings of the Graded Readers 

Stage Book Title Means (10) 

1 Aladdin and the Enchanted Lamp 7.00 

1 A Little Princess 7.17 

1 Christmas in Prague 5.94 

1 Les Miserables 8.18 

1 One–way ticket 6.40 

1 Pocahontas 7.74 

1 The Adventures of Tom Sawyer 7.17 

1 The Elephant Man 6.69 

1 The Lottery Winner 7.60 

1 The Phantom of the Opera 7.54 

1 The Piano Man 6.71 

1 The Wizard of Oz 8.58 

2 Alice’s Adventures in Wonderland 6.77 

2 Dracula 6.47 

2 Robinson Crusoe 7.81 

2 The Jungle Book 7.93 

 

According to Table 5.2, it appears that the participants felt The Wizard of Oz was the 

best story. They gave 8.58 points out of 10 to this book. Interestingly, their highest mark on 

the online comprehension quizzes was from this book as well. The second best book was Les 

Miserables, which received 8.18 points. On the online reading quiz, the participants recorded 
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6.79 points after reading this book. In fact, these two stories are well known to Korean 

children through books translated into their native language or musicals. On the other hand, 

they rated Christmas in Prague the lowest with 5.94 points and One–way Ticket was the 

second lowest with 6.40 points. The students might have found these books less interesting, 

or worthwhile due to their unfamiliarity with these stories. During the lessons when they read 

the two books, none of them indicated as they had read them before or heard of the stories 

somewhere else.   

 

5.1.4 Correlation between online RC scores and reading log ratings  

Table 5.3 shows descriptive statistics of the ERG participants’ reading comprehension (RC) 

quiz results and their self–assessment ratings on reading logs for the graded readers they read. 

Twenty–four ERG participants who worked on the online RC quizzes recorded 6.57 points on 

average out of 10, and their standard deviation was 1.77 points. As for the reading logs, 25 

participants submitted them, and their mean rating was 7.10 points. However, three of them 

did not answer any online RC questions, so their cases were excluded, leaving 22 as the 

number of cases for the reading logs when these two categories were compared using 

Spearman’s Correlation as shown in Table 5.4.    

  

Table 5-3 Descriptive Statistics for Online RC Quizzes and Reading Logs 

 N Minimum Maximum Mean Std. Deviation 

Online_RC 24 3.44 9.38 6.57 1.77 

Reading_Log 25 3.13 10.00 7.10 2.07 

Valid N (listwise) 22     
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A Spearman’s Correlation was carried out to see if there was a significant association 

between the online RC scores and the reading log ratings, and it turned out that there was 

moderate correlation, rs = .47, p < .05. These results denote that the more interesting the book 

was for the participants, the higher their reading comprehension score on the online quizzes.     

 

Table 5-4 Spearman’s Correlation between Online RC Quiz and Reading Log 

 Online_RC Reading_Log 

Spearman's 

rho 

Online_RC Correlation Coefficient 1.000 .468* 

Sig. (2–tailed) . .028 

N 24 22 

Reading_Log Correlation Coefficient .468* 1.000 

Sig. (2–tailed) .028 . 

N 22 25 
* Correlation is significant at the 0.05 level (2–tailed). 

 

 

5.2 Vocabulary Tests 

The identical 150 vocabulary items were administered three times with an eight–week and a 

three–week time intervals. One of the criteria to select the sample of students to be used for 

this study was that their pre–test vocabulary score needed to be in the range of 50 and 110 

points. This was to have participants with similar vocabulary knowledge in the control and 

the experimental groups. Figure 5.1 shows the performances of the 29 ERG and 22 CG 

participants on the three vocabulary knowledge tests. The ‘Post–test 1’ and ‘Post–test 2’ refer 

to the immediate post–test and the three week delayed post–test, respectively. As the graph 

indicates, the participants in both groups by and large showed somewhat improved results 

from the pre–test to the delayed post–test. The descriptive statistics will be given first, and 
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whether the reading treatment had any effects on their incidental vocabulary learning will be 

explained in detail.       

 

 

Figure 5-1 Vocabulary Knowledge Test Results 

 

One week prior to the beginning of the reading treatment, all the participants took the 

vocabulary knowledge pre–test. The two purposes of the pre–test were to check the 

participants’ vocabulary levels at that moment and to see if there was any statistically 

significant difference between the two groups’ existing vocabulary knowledge levels on the 

tested words. If there was no noticeable difference between their pre–test scores, it could be 

safe to assume that before the extensive reading started, the two groups had had similar 

vocabulary knowledge of the words that were going to be tested. 
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Table 5-5 Vocabulary Test Results for the ERG and the CG 

Group Pre–test Immediate post–test Delayed post–test 

ERG 

(29) 

Mean 74.59 89.52 92.52 

SD 18.78 17.88 18.70 

Minimum 50.00 63.00 62.00 

Maximum 109.00 115.00 119.00 

CG 

(22) 

Mean 82.73 87.18 88.86 

SD 17.00 16.89 15.43 

Minimum 57.00 64.00 66.00 

Maximum 109.00 115.00 116.00 

 

 

More detailed information on how the participants performed on the pre–test, the 

immediate post–test and the three week delayed post–test is given in Table 5.5. The mean 

pre–test score for the ERG was 74.59 points out of 150, and it was 82.73 for the CG. The 

control group’s score was a little higher than that of the experimental group by 8.13 points; 

that is, on average the CG participants had known about eight more words among the 150 

target words tested than their ERG counterparts. However, an independent samples t–test 

revealed that the difference in vocabulary knowledge between the ERG and the CG was not 

significant, t(49)= –.160, p=.12.  

On the immediate post–test, which was conducted after an 8–week reading 

programme, the participants in both groups recorded higher scores than the pre–test. 

However, the ERG overtook their counterparts at this point. Their mean score on the 

immediate post–test was 89.52 which was a 20.02 per cent increase while the CG’s 

improvement rate was 5.39 per cent by increasing their mean scores from 82.73 to 87.18. 

Roughly speaking, the ERG participants showed over a threefold higher growth rate in their 

vocabulary knowledge than the CG participants after reading books extensively for eight 

weeks.  



Chapter 5 –Results and Data Analysis 

123 

The delayed post–test was taken three weeks after the immediate post–test. On this 

test, the ERG group made a further gain in vocabulary with a mean score of 92.52. When it 

was compared to the pre–test result, they recorded a 24.04 per cent increase in vocabulary 

knowledge for the target words. On the other hand, the CG participants’ mean score on the 

delayed post–test was 88.86 points, and they showed 7.42 per cent increase in their 

vocabulary knowledge from the pre–test. In short, the ERG incidentally acquired about 18 

new words while the CG gained about six new words during the same time span.    

The two groups’ vocabulary growth patterns from the pre–test to the post–test 

according to the parts of speech are presented in Table 5.6. As a group, the ERG provided 

14.76 correct translations out of the 24 target adjectives on the pre–test, but after the reading 

treatment the number increased to 17.55 while the CG’s correct answers for adjectives 

increased from 16.54 to 18.29. The ERG outperformed their counterpart on the 111 target 

nouns with a vocabulary growth of 11.17 words compared to the 2.76 gain of the CG on 

average. For the 15 verbs, the ERG showed a vocabulary gain of 0.97, while it was 0.43 for 

the CG.  

Table 5-6 The Influence of Part of Speech on Vocabulary Growth 

  Adjectives (24) Nouns (111) Verbs (15) 

  Pre–test Post–test Pre–test Post–test Pre–test Post–test 

ERG 14.76 17.55 54.52 65.69 5.31 6.28 

CG 16.54 18.29 60.05 62.81 6.38 6.81 

 

 

These growth patterns are shown more clearly in percentages in Figure 5.2. For the 

ERG, the highest growth came from the gains of adjectives with 11.64%, followed by nouns 

(10.07%) and verbs (6.44%). The CG also showed the highest growth on adjectives (7.29%), 

but they showed more gains on verbs (2.86%) than nouns (2.49%). Meanwhile, when the two 
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groups were compared, the ERG achieved superior vocabulary growth on every part of 

speech tested, and the biggest difference came from their gains on nouns.  

 

  

 

Figure 5-2 The Vocabulary Growth Comparison by Parts of Speech between the ERG and 

the CG 

 

Although these patterns seem clear, it should be noted that, when the two groups’ 

mean test scores were compared using an independent samples t–test, the only significant 

difference was found in pre–test verbs, t(49) = –2.028, p = .048. 

To see if there was any significant difference between the ERG participants’ three 

vocabulary test scores, one–way repeated measured analysis of variance (ANOVA) was used. 

A Wilk’s Lambda test was applied to evaluate the null hypothesis that there were no changes 

in participants’ vocabulary knowledge when measured three times: before, immediately after, 

and three weeks after participating in the extensive reading programme. The results indicated 

a significant reading treatment effect, Wilks’ Lambda = .19, F (2, 27) = 58.66, p <.01, ŋ2 = 
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.81. Based on Cohen (1988), if the effect size is larger than .14, it is considered as large 

effect; therefore, the partial eta squared value, .81 indicates that there was a strong reading 

treatment effect on the participants’ vocabulary knowledge. Overall, then, the ER group 

acquired substantially more vocabulary than the control group. 

Follow up comparisons between the three tests indicated that each pairwise difference 

was significant at p < .05 level. In other words, there was a significant increase in scores over 

time from the pre–test to the delayed post–test, indicating that participation in the reading 

programme consistently increased the participants’ vocabulary knowledge level, even after 

the end of the programme. Table 5.7 shows the results of this analysis.  

Table 5-7 Pairwise Comparisons of the Three Vocabulary Scores 

(I) Time (J) Time 

Mean 

Difference (I–J) Std. Error Sig.b 

95% Confidence Interval for 

Differenceb 

Lower Bound Upper Bound 

1 2 –14.931* 1.539 .000 –18.851 –11.011 

3 –17.931* 1.626 .000 –22.071 –13.791 

2 1 14.931* 1.539 .000 11.011 18.851 

3 –3.000* .769 .002 –4.958 –1.042 

3 1 17.931* 1.626 .000 13.791 22.071 

2 3.000* .769 .002 1.042 4.958 

Time 1 = pre–test, Time 2 = immediate post–test, Time 3 = delayed post–test 

Based on estimated marginal means 

*. The mean difference is significant at the .05 level. 

b. Adjustment for multiple comparisons: Bonferroni. 

 

 

The comparison of individual performances between the pre–test and the immediate 

post–test indicated that every participant in the ERG gained vocabulary knowledge to some 

extent, while three out of 22 CG participants showed some regression. Nine ERG participants 

out of 29 acquired over 20 new vocabulary items, with 30 being the highest increase. The 

participant who gained 30 new words retained the same number of vocabulary items on the 

delayed post–test. On the other hand, none of the CG participants gained more than 20 new 
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words. In this group, one female participant acquired 12 new words, which was the highest 

number. However, she lost a half of them on the delayed post–test.     

To sum up the vocabulary test results, the ERG knew about eight fewer words among 

the 150 target words than the CG prior to the reading treatment; however, they overtook their 

counterparts in terms of vocabulary knowledge after reading 16 books extensively, and on the 

final test, which was taken 12 weeks after the pre–test, they showed that they knew 3.66 more 

words than their counterparts. It can be said that the participants who read 16 books during 

eight weeks without having any specific vocabulary lessons incidentally acquired and added 

18 new words to their vocabulary store.   

 

5.3 Reading Comprehension Tests 

The passages used for the pre–and post–reading comprehension tests were unfamiliar to both 

the ERG and the CG participants since the ICAS test is usually conducted in English 

speaking countries such as Australia, Hong Kong, New Zealand and so on. It appeared that 

the reading comprehension test was a little too difficult for the participants; thus, the two 

groups showed much less than 50 per cent correct answer rates on these reading 

comprehension tests. However, as the Figure 5.3 indicates, the two groups showed a little 

different test results before and after the reading treatment. Whether there was a statistically 

significant difference between the two groups before the reading treatment will be mentioned 

first, and it will be followed by if any effect of extensive reading on their reading 

comprehension was observed.   
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Figure 5-3 Reading Comprehension Test Results 

 

Similar to the vocabulary test results, the ERG scored lower than the CG on the 

reading pre–test. The ERG’s mean score was 12.48 points out of 40, or about 31 per cent. On 

the other hand, the CG’s mean pre–test score was 14 points, a correct answer rate of 35 per 

cent. An independent samples t–test showed that the difference between the two groups’ 

reading comprehension levels was not significant, t(49) = –1.09, p = .28.  

 

Table 5-8 The Results of Reading Comprehension Tests 

Group  Pre–test Post–test 

ERG (29) 

Mean 12.48 13.34 

SD 5.09 5.04 

Minimum 2 5 

Maximum 24 27 

CG (22) 

Mean 14.00 13.91 

SD 4.69 5.28 

Minimum 3 4 

Maximum 21 25 
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More detailed descriptive statistical information for the comparison between the two 

groups on the two reading comprehension tests can be found on Table 5.8. On the post–test, 

which was taken after the eight–week extensive reading classes, the ERG participants’ 

reading comprehension score was still lower than that of the CG with the mean of 13.34 

points versus 13.91. A paired samples t–test was performed to test the hypothesis that the 

pre–reading (M=12.48) and the post–reading (M=13.34) means of the ERG were equal, and 

the null hypothesis could not be rejected, t(28) = –1.194, p = .243. Since there was no 

statistically significant difference between their pre–and post–test mean scores, it can be said 

that the ER classes had no real effect on the participants’ reading comprehension ability.       

Having learnt that there was no significant association between participation in the ER 

programme and reading comprehension improvement, Pearson’s correlations were calculated 

to explore the association between the participants’ vocabulary knowledge and their reading 

comprehension level. As shown in Table 5.9, for the ERG participants, their vocabulary 

knowledge test scores and reading comprehension test scores were somewhat related in 

general.  First of all, there was a significant positive relationship between the pre–vocabulary 

test and the pre–reading comprehension tests, r(27) = .595, p = .001. It can be interpreted as 

‘the higher their vocabulary knowledge, the higher their reading comprehension ability’. 

After eight weeks of the ER programme, the correlation between their vocabulary knowledge 

(Vocab 2) and their reading comprehension level (Reading 2) was still significant, r(27) = 

.484, p = .008, even though the strength of the correlation was somewhat reduced. Finally, 

the ERG’s vocabulary score on the delayed post–test (Vocab 3) was also significantly 

correlated with both their pre–reading (r = .487, p = .007) and post–reading (r = .427, p = 

.021) scores. 
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Table 5-9 Correlations between Vocabulary Knowledge and Reading Comprehension Tests 

for the ERG 

 Vocab 1 Vocab 2 Vocab 3 Reading 1 Reading 2 

Vocab 1 Pearson 1 .899** .891** .595** .489** 

Sig.  .000 .000 .001 .007 

Vocab 2 Pearson .899** 1 .975** .532** .484** 

Sig. .000  .000 .003 .008 

Vocab 3 Pearson .891** .975** 1 .487** .427* 

Sig. .000 .000  .007 .021 

Reading 1 Pearson .595** .532** .487** 1 .735** 

Sig. .001 .003 .007  .000 

Reading 2 Pearson .489** .484** .427* .735** 1 

Sig. .007 .008 .021 .000  

**. p < 0.01 level (2–tailed).    *.  p < 0.05 level (2–tailed). 

 

 

On the other hand, for the CG participants the correlations were not as robust as they 

were with the ERG as shown on Table 5.10. The correlation between Vocab 1 and Reading 1 

was quite robust, r = .566, p = .006; however, the relationship between their vocabulary 

knowledge on the immediate post–test (Vocab 2) and their reading comprehension ability on 

the post–reading test (Reading 2) was not significant, r(20) = .312, p = .157.  The 

participants’ vocabulary knowledge on the delayed test showed a positive correlation with 

their pre–reading test, and it was statistically significant, r(20) = .537, p = .010. However, 

there was no statistically significant relationship between the CG’s vocabulary scores on the 

delayed test (Vocab 3) and their post–reading test result, r(20) = .399, p = .066.     
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Table 5-10 Correlations between Vocabulary and Reading Tests for the CG 

 Vocab 1 Vocab 2 Vocab 3 Reading 1 Reading 2 

Vocab 1 Pearson 1 .954** .957** .566** .366 

Sig.  .000 .000 .006 .094 

Vocab 2 Pearson .954** 1 .971** .524* .312 

Sig. .000  .000 .012 .157 

Vocab 3 Pearson .957** .971** 1 .537** .399 

Sig. .000 .000  .010 .066 

Reading 1 Pearson .566** .524* .537** 1 .520* 

Sig. .006 .012 .010  .013 

Reading 2 Pearson .366 .312 .399 .520* 1 

Sig. .094 .157 .066 .013  

**. p < 0.01 level (2–tailed).    *.  p < 0.05 level (2–tailed). 

 

Table 5.11 shows the participants’ overall relative gains in their reading scores. These 

were calculated by deducting each participant’s number of correct answers on the pre–test 

from their post–test results. When the participants in each group were divided by two 

subgroups, one with increased reading scores and the other with decreased reading scores, 

and their scores were combined, the calculation revealed that 17 ERG participants’ reading 

scores were increased by 55 points while eight participants’ scores were reduced by 30 

points. There were no changes on four ERG participants’ reading scores. On the other hand, 

11 CG participants showed increased reading scores by 43 points and one participant’s score 

stayed at the same level while 10 participants’ scores decreased by 45 points in total. Their 

results showed that the relative gains for the ERG was 25, but it was –2 for the CG, which 

means that overall their reading comprehension performance decreased.       

Table 5-11 Relative Gains on the Reading Tests 

 ERG (29) CG (22) 

# of participants with increased scores 17 11 

# of participants with unchanged scores 4 1 

# of participants with decreased scores 8 10 

The sum of increased correct answers 55 43 

The sum of decreased correct answers 30 45 

Relative gains 25 – 2 
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In short, the ERG and the CG participants’ performance on the reading pre–test was 

quite poor, and their reading comprehension level did not improve noticeably on the post–

test. Even after reading books extensively for eight weeks, there was slight improvement on 

the ERG’s reading comprehension level, but it was not statistically significant. Therefore, it 

can be said that the extensive reading programme was not a great help to improve the 

participants’ reading comprehension but perhaps the effects of extensive reading could not be 

measured by a difficult reading test which was not familiar to the participants.      
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5.4  Working Memory Span Tests 

Two different types of working memory span tests, reading span and nonword span, were 

used to measure their cognitive effects on young EFL learners’ second language learning. 

The descriptive statistics will be explained first. Then, it will be followed by how the 

participants’ working memory was correlated with their vocabulary learning and reading 

comprehension development and whether it could predict the young learners’ language 

learning.  

5.4.1 Nonword span  

Table 5.12 summarises the nonword (NW) span test results. The mean NW spans for the 

ERG and the CG were 6.98 and 7.31, respectively.  The CG’s NW span was 0.33 points 

higher than that of the ERG, but the difference was not significant as shown by an 

independent samples t–test, t(49) = –1.487, p = .143. The highest score the participants could 

receive was 9, but no one achieved this span. Figure 5.4 shows the distribution of the 

participants’ scores. Most of the scores were in the range of 6.0 and 8.0 points. The top score 

was 8.25 points for both groups. Two ERG participants and two CG participants recorded this 

span. On the other hand, the lowest span was 4.50 for the ERG and 6.25 for the CG. Three 

ERG participants’ NW scores were below 6.0 while no one belonged to this range from the 

CG.   

Table 5-12 Descriptive Statistics on Nonword Span Tests 

 Group N Minimum Maximum Mean SD 

NW 

Span 

(0 ~ 9) 

ERG 29 4.50 8.25 6.98 .88 

CG 22 6.25 8.25 7.31 .60 
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Figure 5-4 Nonword Span Test Results for the ERG and the CG 

   

Pearson’s correlations were calculated to see how the ERG participants’ NW span and 

their performances on the vocabulary and reading tests were associated. Their age and gender 

differences were also compared with their NW span. As indicated in Table 5.13, their NW 

span was positively related with vocabulary knowledge, as measured by all three of the 

vocabulary tests. That is, as the participants’ NW span increased, their vocabulary knowledge 

scores increased as well. In addition, the correlation showed an increasing pattern from the 

pre–test (V1) to the immediate post–test (V2) and towards the delayed post–test (V3) with the 
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r values of .396, .418 and .446, respectively. From this, it can be said that the influence of 

their nonword span on their vocabulary knowledge increased through the three tests. With 

regard to the reading test, the participants’ NW span had the strongest correlation with their 

pre–test reading scores (R1), r (27) = .521, p = .004 among all the variables compared. 

However, the strength of the correlation was reduced to r (27) = .390, p = .037 on the post–

reading test (R2). The ERG participants’ age and gender had virtually no association with 

their NW span.  

 

Table 5-13 Correlations between Nonword and Other Variables for the ERG 

 NW V1 V2 V3 R1 R2 Age Gender 

NW r 1 .396* .418* .446* .521** .390* –.090 –.059 

Sig. (2–tailed)  .034 .024 .015 .004 .037 .642 .759 

N 29 29 29 29 29 29 29 29 

V1 r .396* 1 .899** .891** .595** .489** .150 –.037 

Sig. (2–tailed) .034  .000 .000 .001 .007 .438 .850 

N 29 29 29 29 29 29 29 29 

V2 r .418* .899** 1 .975** .532** .484** .110 .079 

Sig. (2–tailed) .024 .000  .000 .003 .008 .569 .682 

N 29 29 29 29 29 29 29 29 

V3 r .446* .891** .975** 1 .487** .427* .082 .057 

Sig. (2–tailed) .015 .000 .000  .007 .021 .672 .768 

N 29 29 29 29 29 29 29 29 

R1 r .521** .595** .532** .487** 1 .735** .134 .079 

Sig. (2–tailed) .004 .001 .003 .007  .000 .487 .682 

N 29 29 29 29 29 29 29 29 

R2 r .390* .489** .484** .427* .735** 1 .080 .112 

Sig. (2–tailed) .037 .007 .008 .021 .000  .679 .563 

N 29 29 29 29 29 29 29 29 

Age r –.090 .150 .110 .082 .134 .080 1 –.059 

Sig. (2–tailed) .642 .438 .569 .672 .487 .679  .761 

N 29 29 29 29 29 29 29 29 

Gender r –.059 –.037 .079 .057 .079 .112 –.059 1 

Sig. (2–tailed) .759 .850 .682 .768 .682 .563 .761  

N 29 29 29 29 29 29 29 29 

*. Correlation is significant at the 0.05 level (2–tailed). 

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

V1 = vocabulary pre–test, V2 = vocabulary post–test 1, V3 = vocabulary post–test 2 

R1 = reading comprehension pre–test, R2 = reading comprehension post–test  
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Table 5.14 shows the correlations between the control group’s nonword span and 

other variables. Interestingly, their NW was negatively correlated with their vocabulary 

knowledge test results, but the differences were not significant. Neither of their age nor 

gender had a statistically significant relationship with their NW. On the other hand, the only 

significant correlation was found between the CG’s NW and their pre–reading 

comprehension test results, r (20) = – .468, p = .028. However, it was a negative correlation, 

which means as their NW span increased, their RC score decreased.  

 

Table 5-14 Correlations between Nonword and Other Variables for the CG 

 NW V1 V2 V3 R1 R2 Age Gender 

NW r 1 –.130 –.172 –.131 –.468* –.198 .007 –.058 

Sig. (2–tailed)  .565 .444 .561 .028 .377 .976 .796 

N 22 22 22 22 22 22 22 22 

V1 r –.130 1 .954** .957** .566** .366 .652** .359 

Sig. (2–tailed) .565  .000 .000 .006 .094 .001 .101 

N 22 22 22 22 22 22 22 22 

V2 r –.172 .954** 1 .971** .524* .312 .588** .291 

Sig. (2–tailed) .444 .000  .000 .012 .157 .004 .188 

N 22 22 22 22 22 22 22 22 

V3 r –.131 .957** .971** 1 .537** .399 .515* .363 

Sig. (2–tailed) .561 .000 .000  .010 .066 .014 .097 

N 22 22 22 22 22 22 22 22 

R1 r –.468* .566** .524* .537** 1 .520* .292 .532* 

Sig. (2–tailed) .028 .006 .012 .010  .013 .188 .011 

N 22 22 22 22 22 22 22 22 

R2 r –.198 .366 .312 .399 .520* 1 .036 .423* 

Sig. (2–tailed) .377 .094 .157 .066 .013  .872 .050 

N 22 22 22 22 22 22 22 22 

Age r .007 .652** .588** .515* .292 .036 1 .102 

Sig. (2–tailed) .976 .001 .004 .014 .188 .872  .651 

N 22 22 22 22 22 22 22 22 

Gender r –.058 .359 .291 .363 .532* .423* .102 1 

Sig. (2–tailed) .796 .101 .188 .097 .011 .050 .651  

N 22 22 22 22 22 22 22 22 

*. Correlation is significant at the 0.05 level (2–tailed). 

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

V1 = vocabulary pre–test, V2 = vocabulary post–test 1, V3 = vocabulary post–test 2 

R1 = reading comprehension pre–test, R2 = reading comprehension post–test 
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5.4.2 Reading span 

Table 5.15 summarises the descriptive statistics on the two groups’ reading span (RS) test 

outcomes, and the information is also in Figure 5.5. The mean RS was 2.03 points for the 

ERG and 2.14 points for the CG when the highest score they could achieve was 6 points. 

Similar to the NW span results, the CG’s RS mean score was slightly higher than that of the 

ERG. However, an independent samples t–test showed there was no statistically significant 

difference in the two groups’ RS results, t(49) = –.313, p = .756.  

Table 5-15 Descriptive Statistics on Reading Span Tests 

 Group N Minimum Maximum Mean SD 

Reading 

Span 

(0 ~ 6) 

ERG 29 .00 5.20 2.03 1.43 

CG 22 .60 3.80 2.14 .90 

 

 

 

  

Figure 5-5 Histograms Based on Reading Span Test 
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To study the relationships between the ERG participants’ RS and other variables, a 

Pearson’s correlation was calculated. The outcomes are shown in Table 5.16. The 

participants’ RS had significant associations with the three vocabulary tests and the post–

reading test. In particular, it showed the strongest correlation with the immediate vocabulary 

post–test score, r = .518, p = .004, which was conducted right after the extensive reading 

programme. In general, the correlations between the participants’ RS and reading 

comprehension test scores were not as strong as those with vocabulary test scores, but a 

moderate relationship could be found between their RS and their post–reading test results.  

However, as in the correlation between the ERG participants’ NW span and their age and 

gender, their RS did not show any significant relationship with their age (r = .289, p = .128) 

and gender (r = .058, p = .764) either.    

 

Table 5-16 Correlations between Reading Span and Other Variables for the ERG 

 RS V1 V2 V3 R1 R2 Age Gender 

RS r 1 .443* .518** .478** .286 .432* .289 .058 

Sig. (2–tailed)  .016 .004 .009 .133 .019 .128 .764 

N 29 29 29 29 29 29 29 29 

V1 r .443* 1 .899** .891** .595** .489** .150 –.037 

Sig. (2–tailed) .016  .000 .000 .001 .007 .438 .850 

N 29 29 29 29 29 29 29 29 

V2 r .518** .899** 1 .975** .532** .484** .110 .079 

Sig. (2–tailed) .004 .000  .000 .003 .008 .569 .682 

N 29 29 29 29 29 29 29 29 

V3 r .478** .891** .975** 1 .487** .427* .082 .057 

Sig. (2–tailed) .009 .000 .000  .007 .021 .672 .768 

N 29 29 29 29 29 29 29 29 

R1 r .286 .595** .532** .487** 1 .735** .134 .079 

Sig. (2–tailed) .133 .001 .003 .007  .000 .487 .682 

N 29 29 29 29 29 29 29 29 

R2 r .432* .489** .484** .427* .735** 1 .080 .112 

Sig. (2–tailed) .019 .007 .008 .021 .000  .679 .563 

N 29 29 29 29 29 29 29 29 

Age r .289 .150 .110 .082 .134 .080 1 –.059 

Sig. (2–tailed) .128 .438 .569 .672 .487 .679  .761 

N 29 29 29 29 29 29 29 29 

Gender r .058 –.037 .079 .057 .079 .112 –.059 1 

Sig. (2–tailed) .764 .850 .682 .768 .682 .563 .761  

N 29 29 29 29 29 29 29 29 
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*. Correlation is significant at the 0.05 level (2–tailed). 

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

V1 = vocabulary pre–test, V2 = vocabulary post–test 1, V3 = vocabulary post–test 2 

 R1 = reading comprehension pre–test, R2 = reading comprehension post–test 

 

 

 

As shown in Table 5.17, there were no significant relationship between the control 

group’s RS and other variables including the vocabulary knowledge test and reading test 

results. Similarly, the CG participants’ age and gender did not have any significant 

correlation with their working memory spans.  

 

Table 5-17 Correlations between Reading Span and Other Variables for the CG 

 RS V1 V2 V3 R1 R2 Age Gender 

RS r 1 .074 .059 .067 –.242 –.151 .316 –.205 

Sig. (2–tailed)  .742 .796 .766 .278 .503 .152 .359 

N 22 22 22 22 22 22 22 22 

V1 r .074 1 .954** .957** .566** .366 .652** .359 

Sig. (2–tailed) .742  .000 .000 .006 .094 .001 .101 

N 22 22 22 22 22 22 22 22 

V2 r .059 .954** 1 .971** .524* .312 .588** .291 

Sig. (2–tailed) .796 .000  .000 .012 .157 .004 .188 

N 22 22 22 22 22 22 22 22 

V3 r .067 .957** .971** 1 .537** .399 .515* .363 

Sig. (2–tailed) .766 .000 .000  .010 .066 .014 .097 

N 22 22 22 22 22 22 22 22 

R1 r –.242 .566** .524* .537** 1 .520* .292 .532* 

Sig. (2–tailed) .278 .006 .012 .010  .013 .188 .011 

N 22 22 22 22 22 22 22 22 

R2 r –.151 .366 .312 .399 .520* 1 .036 .423* 

Sig. (2–tailed) .503 .094 .157 .066 .013  .872 .050 

N 22 22 22 22 22 22 22 22 

Age r .316 .652** .588** .515* .292 .036 1 .102 

Sig. (2–tailed) .152 .001 .004 .014 .188 .872  .651 

N 22 22 22 22 22 22 22 22 

Gender r –.205 .359 .291 .363 .532* .423* .102 1 

Sig. (2–tailed) .359 .101 .188 .097 .011 .050 .651  

N 22 22 22 22 22 22 22 22 

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

*. Correlation is significant at the 0.05 level (2–tailed). 

V1 = vocabulary pre–test, V2 = vocabulary post–test 1, V3 = vocabulary post–test 2 

 R1 = reading comprehension pre–test, R2 = reading comprehension post–test 
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To sum up the relationships between the participants’ working memory and their test 

results, even though there were no significant differences between the two groups’ working 

memory, the patterns were quite different when their NW and RS were compared with their 

language test results. In general, the ERG’s NW and RS had somewhat moderate correlations 

with their performances on the vocabulary knowledge and reading comprehension tests. 

Meanwhile, for the CG, the only significant relationship was found between their NW and 

pre–reading test scores, which was a negative correlation.   

5.4.3 Predictions of L2 language learning through working memory  

To investigate whether the participants’ working memory could predict their vocabulary and 

reading comprehension learning gains, multiple linear regressions were calculated. The 

participants’ test scores on the immediate post–test were used as the dependent variables and 

their working memory span results were inserted as independent variables.  

First, Tables 5.18 and 5.19 show the model summary and ANOVA F–test results for 

the ERG when their immediate post–vocabulary test (vocabulary test 2) scores were used as 

an output variable. Model 1 used RS as a predictor and Model 2 used both RS and NW spans 

as predictors. They indicate that the overall regression models were significant. In particular, 

when the two predictors, RS and NW spans, were taken together as a pair, they could account 

for 37.3% of the variance in the ERG’s vocabulary learning (F(2, 26) = 7.747, p < .05, with 

an R2 of .373). However, when the working memory variables were considered individually, 

only their reading span contributed significantly to the prediction, F(1, 27) = 9.913, p < .05, 

with an  R2 of .269. A multiple regression was calculated to study whether the CG’s working 

memory could be predictive of their vocabulary gains; however, neither NW nor RS of the 

CG was a significant predictor.   
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Table 5-18 Multiple Regression Model Summaryc for the ERG’s Vocabulary Knowledge  

Model R R Square 
Adjusted R 

Square 

Std. Error of the 

Estimate 
Durbin–Watson 

1 .518a .269 .241 15.57393  

2 .611b .373 .325 14.68924 2.045 

a. Predictors: (Constant), Reading Span           b. Predictors: (Constant), Reading Span, Nonword Span      

c. Dependent Variable: Vocabulary test 2  

 

Table 5-19 ANOVAa   F–test Results for the ERG’s Vocabulary Knowledge 

Model 
Sum of 

Squares 
df Mean Square F Sig. 

1 

Regression 2404.466 1 2404.466 9.913 .004b 

Residual 6548.775 27 242.547     

Total 8953.241 28       

2 

Regression 3343.121 2 1671.561 7.747 .002c 

Residual 5610.120 26 215.774     

Total 8953.241 28       

a. Dependent Variable: Vocabulary test 2                         b. Predictors: (Constant), Reading Span      

c. Predictors: (Constant): Reading Span, Nonword Span  

 

 

 Second, to investigate if the participants’ working memory could predict their 

reading gains, the post–reading comprehension test scores were used as an output variable, 

and the two working memory span test scores were used as independent variables. Tables 

5.20 and 5.21 show the regression results for the ERG. They reveal that the RS only was a 

significant predictor for the ERG participants’ reading comprehension ability, F(1, 27) = 

6.196, p < .05, with an R2  of .187. That is, the ERG’s RS could account for 18.7 per cent of 

the variance in their reading comprehension gains. On the other hand, no significant 

regression equation was found between the CG’s working memory and their post–reading test 

results.  
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Table 5-20 Multiple Regression Model Summaryb for the ERG’s Reading Comprehension 

Model R R Square Adjusted R Square 
Std. Error of the 

Estimate 
Durbin–Watson 

1 .432a .187 .157 5.08555 2.041 

a. Predictors: (Constant), Reading Span     b. Dependent Variable: Reading test 2 

 

Table 5-21 ANOVAa   F Test Results for Reading Comprehension 

Model 
Sum of 

Squares 
df Mean Square F Sig. 

1 

Regression 160.256 1 160.256 6.196 .019b 

Residual 698.296 27 25.863     

Total 858.552 28       

a. Dependent Variable: Reading Test 2     b. Predictors: (Constant), Reading Span 

 

To sum up, at the initial stage, there were no statistically significant differences in the 

ERG and the CG’s working memory spans; however, the two groups showed different rates 

of vocabulary acquisition and reading comprehension development after the ERG 

participated in the reading programme. The multiple linear regression results indicate that the 

ERG’s RS could predict both their vocabulary learning and reading comprehension to some 

extent while their NW could not. In particular, the combination of their RS and NW could 

predict about 37 per cent of their vocabulary learning. Therefore, it can be safely mentioned 

that there is evidence that the two working memory span tests as a set can be used to predict 

the extensive reading group learners’ vocabulary knowledge to some extent but not their 

reading comprehension. 
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5.5 L2 Motivation 

The questionnaire about the participants’ motivation towards second language learning and 

second language reading, was presented to both the ERG and the CG participants before and 

after the extensive reading programme. At the pre–test stage, the overall questionnaire was 

highly reliable (Cronbach’s alpha = .94). When the items were separated into four distinct 

sections as Ideal L2 Self, Ought–to L2 Self, intrinsic L2 reading and extrinsic L2 reading, 

their alpha coefficients were .88, .86, .91 and .80, respectively. Therefore, the identical items, 

but in a different sequence, were used for the second motivation questionnaire with the 

addition of nine items to ask the participants in the reading group about their opinions on the 

extensive reading experience. 

In this section, descriptive outcomes on these two questionnaires will be presented 

first, followed by the analysis of how the participants’ second language learning and second 

language reading motivations are correlated with each other and how these motivations are 

associated with their language learning and working memory.  

5.5.1 Ideal L2 Self vs. Ought–to L2 Self  

Nine statements related to how the participants envisaged themselves as English speakers in 

the future (Ideal L2 Self) and another nine items regarding how they perceived the external 

pressures such as parents or social expectation as important factors for their English study 

(Ought–to L2 Self) were used to see how they affected the participants’ English learning as a 

foreign language. Table 5.22 summarises each group’s responses on those 18 items.  
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Table 5-22 The Participants’ L2 Self Motivation Results 

Orientations Group (#) Sequence Mean (45) SD 

Ideal L2 Self 

ERG (29) 
1st 35.14 7.48 

2nd 35.93 8.63 

CG (22) 
1st 36.18 5.97 

2nd 34.50 7.56 

Ought–to L2 Self 

ERG (29) 
1st 29.41 8.58 

2nd 28.97 8.12 

CG (22) 
1st 29.95 7.03 

2nd 32.09 5.36 

 

 

Both the ERG and the CG participants showed that they rated their Ideal L2 Self 

orientation higher than their Ought–to L2 Self with means of 35.14 and 36.18 on the first 

questionnaire, respectively. The maximum score they could obtain from each category was 

45 (9 items x 5). The mean scores for their Ought–to L2 Self orientation were noticeably 

lower than those of Ideal L2 Self with 29.41 for the ERG and 29.95 for the CG. On the 

second motivation questionnaire, the means for Ideal L2 Self were still higher than Ought–to 

L2 Self for both groups. The mean differences were less than 1 point for the ERG with 0.79 

points increase for Ideal L2 Self and .044 points decrease in their Ought–to L2 Self while the 

differences were larger for the CG and the pattern was reversed. Their Ought–to L2 Self 

increased by 2.14 points while their Ideal L2 Self decreased by 1.68 points. However, there 

were no statistically significant differences between the two groups’ L2 Self motivations both 

on the first and the second questionnaires.     

Pearson’s Correlations for each group were calculated to determine the associations 

between the participants’ L2 Self motivations and between the two motivation questionnaires. 

Table 5.23 shows the correlations between the ERG participants’ Ideal L2 Self and Ought–to 

L2 Self on the first and on the second questionnaires. The results indicate that the relationship 
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between their Ideal L2 Self on the first (Ideal1) and the second (Ideal2) questionnaires is 

statistically significant, r(27) = .697, p < .01. Likewise, the correlation between their Ought–

to L2 Self means on the first (Ought1) and the second (Ought2) questionnaires was also 

strong, r(27) = .698, p < .01. This can be interpreted as that there were no big changes in the 

ERG participants’ second language self motivations between the two different times. In 

addition, it was shown that the association between the ERG’s Ideal L2 Self and their Ought–

to L2 Self on the first questionnaire was significant, r(27) = .643, p <.01. However, their 

Ideal L2 Self and their Ought–to L2 Self on the second questionnaire did not show any 

evidence of correlation, r(27)  = .053, p = .785. That is, the strong association between their 

Ideal L2 Self and Ought–to L2 Self before the reading programme was lost after their 

participation in the programme.   

Table 5-23 Correlations between the ERG’s L2 Self Motivations 

 Ideal1 Ideal2 Ought1 Ought2 

Ideal1 Pearson Correlation 1 .697** .643** .235 

Sig. (2–tailed)  .000 .000 .221 

Ideal2 Pearson Correlation .697** 1 .281 .053 

Sig. (2–tailed) .000  .139 .785 

Ought1 Pearson Correlation .643** .281 1 .698** 

Sig. (2–tailed) .000 .139  .000 

Ought2 Pearson Correlation .235 .053 .698** 1 

Sig. (2–tailed) .221 .785 .000  

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

 

 

Table 5.24 shows the L2 Self motivational correlations for the CG participants. The 

only significance was found in the relationship between their Ideal L2 Self motivations 

measured on the two different times, r(20) = .726, p < .01. On the contrary, no significant 

relationship was found between their Ought–to L2 Self results on the two questionnaires nor 

between their Ideal L2 Self and their Ought–to L2 Self on both questionnaires.   



Chapter 5 –Results and Data Analysis 

145 

Table 5-24 Correlations between the CG’s L2 Self Motivations 

 Ideal1 Ideal2 Ought1 Ought2 

Ideal1 Pearson Correlation 1 .726** .171 .113 

Sig. (2–tailed)  .000 .448 .618 

Ideal2 Pearson Correlation .726** 1 .418 .217 

Sig. (2–tailed) .000  .053 .332 

Ought1 Pearson Correlation .171 .418 1 .330 

Sig. (2–tailed) .448 .053  .134 

Ought2 Pearson Correlation .113 .217 .330 1 

Sig. (2–tailed) .618 .332 .134  

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

 

In a nutshell, both the experimental and the control group participants rated their Ideal 

L2 Self orientation higher than their Ought–to L2 Self on the first and second questionnaires, 

and the correlations based on the two different questionnaires within each group was quite 

strong. The ERG’s Ought–to L2 Self before and after the reading programme was also 

strongly correlated, but it was not for the CG.    

5.5.2 Extrinsic and Intrinsic L2 Reading Motivation 

Nine items each were designed to measure the 51 participants’ extrinsic and intrinsic second 

language reading motivation. Wang and Guthrie’s (2004) three constructs for intrinsic 

motivation (curiosity, involvement and preference for challenge) which were developed to 

the Motivation for Reading in English Questionnaire (MREQ) by Komiyama (2013) were 

adapted for the present study; however, for the extrinsic dimensions, only three out of five 

were selected and used: competition, recognition and grade. Three items each for 

‘compliance’ and ‘social sharing’ were presented on the actual questionnaires, but some of 

the participants did not have any reading assignments at all (compliance) and since their 

English proficiency level was low, quite a few of them did not have any reading experience 

(social sharing), which made those two dimensions hard to measure. So, those six items were 



Chapter 5 –Results and Data Analysis 

146 

not included in this analysis. Table 5.25 summarises the ERG and the CG’s responses on the 

L2 reading motivation.   

Table 5-25 The ERG and CG participants’ L2 Reading Motivation Comparison 

Orientations Group Sequence Mean (45) SD 

Extrinsic 

ERG (29) 
1st 35.21 6.91 

2nd 35.97 6.58 

CG (22) 
1st 36.09 4.73 

2nd 36.86 5.98 

Intrinsic 

ERG (29) 
1st 32.14 8.92 

2nd 33.34 8.99 

CG (22) 
1st 31.14 7.27 

2nd 31.27 7.28 

 

There were consistent slight increases from the first questionnaire to the second for 

both groups of participants, and the comparison showed that their extrinsic reading 

motivation was slightly higher than their intrinsic reading motivation. However, as is shown 

in Table 5.26 which provides the outcomes of an independent samples t–test, the differences 

in L2 reading motivation between the two groups were not statistically significant.  

Table 5-26 Independent Samples T–Test for L2 Reading Motivation 

 

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 

Lower Upper 

Intrin1 

Equal 

variances 

assumed 

1.618 .209 .429 49 .670 1.002 2.334 –3.689 5.692 

Intrin2 

Equal 

variances 

assumed 

2.613 .112 .883 49 .382 2.072 2.346 –2.643 6.787 

Extrin1 

Equal 

variances 

assumed 

4.167 .047 –.515 49 .609 –.884 1.717 –4.334 2.566 

Extrin2 

Equal 

variances 

assumed 

.170 .682 –.502 49 .618 –.898 1.789 –4.493 2.697 
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Pearson’s Correlations were calculated for each group to see the relationships in their 

L2 reading motivations between the two questionnaires. Table 5.27 shows the associations 

between the ERG’s L2 reading motivations. The strongest correlation was found between 

their extrinsic motivations on the first and the second questionnaires, r(27) = .780, p <.01, 

and the second largest correlation came from their intrinsic motivations between the two 

different times, r(27) = .655, p < .01. The ERG’s extrinsic motivation increased from 35.21 

points on the first measure to 35.97 points on the second measure. Their intrinsic motivation 

was lower than their extrinsic motivation on both times with 32.14 and 33.34 points, 

respectively. Similarly, the associations between their intrinsic and extrinsic reading 

motivations on both questionnaires were significant even though the strength was slightly 

reduced later, r(27) = .649 and r = .584 at p <.01, respectively.   

 

Table 5-27 Correlations between the ERG’s L2 Reading Motivations 

 Intrin1 Intrin2 Extrin1 Extrin2 

Intrin1 Pearson Correlation 1 .655** .649** .417* 

Sig. (2–tailed)  .000 .000 .024 

Intrin2 Pearson Correlation .655** 1 .437* .584** 

Sig. (2–tailed) .000  .018 .001 

Extrin1 Pearson Correlation .649** .437* 1 .780** 

Sig. (2–tailed) .000 .018  .000 

Extrin2 Pearson Correlation .417* .584** .780** 1 

Sig. (2–tailed) .024 .001 .000  

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

*. Correlation is significant at the 0.05 level (2–tailed). 

 

 

Table 5.28 shows the L2 reading motivation associations for the CG participants. The 

relationships between their extrinsic motivations as well as their intrinsic motivations were 

also significant even though the r values were lower than those of the ERG. Except for the 

relationship between their intrinsic motivation on the first questionnaire and their extrinsic 
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motivation on the second questionnaire, all the other correlations were statistically 

significant. The largest correlation was found between the intrinsic and the extrinsic 

motivation on the second questionnaire, r(20)= .789, p <.01, and the second largest 

correlation was found between the extrinsic reading motivations on the two questionnaires, 

r(20) = .654, p < .01. On the Table 5.24, it shows that their extrinsic motivation (36.09 and 

36.86 points, respectively) was quite higher than their intrinsic motivation (31.14 and 31.27 

points, respectively) on both questionnaires.      

Table 5-28 Correlations between the CG’s L2 Reading Motivations 

 Intrin1 Intrin2 Extrin1 Extrin2 

Intrin1 Pearson Correlation 1 .526* .505* .238 

Sig. (2–tailed)  .012 .017 .286 

Intrin2 Pearson Correlation .526* 1 .531* .789** 

Sig. (2–tailed) .012  .011 .000 

Extrin1 Pearson Correlation .505* .531* 1 .654** 

Sig. (2–tailed) .017 .011  .001 

Extrin2 Pearson Correlation .238 .789** .654** 1 

Sig. (2–tailed) .286 .000 .001  

*. Correlation is significant at the 0.05 level (2–tailed). 

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

 

 

 

5.5.3 Items related to the reading programme 

On the second questionnaire, the ERG participants were requested to provide their responses 

to the nine additional items related to the reading programme. These statements can be found 

in Table 5.29. It also shows the means and standard deviations of these nine items. 
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Table 5-29 Items Related to the Extensive Reading Programme and the ERG’s Responses 

Dimension Items Mean (5) SD 

Usefulness 

 I think the ER programme helped to 

improve my overall English skills 
4.34 1.05 

 I think the ER programme helped to 

improve my vocabulary 
4.10 1.11 

 I think the ER programme helped to 

improve my reading comprehension level 
4.24 1.09 

Preference 

 Overall, I liked the ER programme 4.31 1.04 

 The books I read during the ER 

programme were interesting 
4.14 1.16 

 I would like to participate in another 

English reading programme 
3.83 1.37 

Confidence 

 After participating in the ER, I started to 

think that I want to read more books 

written in English 
4.07 1.13 

 After participating in the ER, I became 

more confident in English reading 
4.24 1.06 

 After participating in the ER, I started to 

think that I can read books written in 

English better by myself 
4.31 1.04 

 

The participants’ overall responses were positive for all the three dimensions 

(usefulness, preference, and confidence) with the mean rating of 4.18 out of 5. Among the 

three dimensions, the usefulness of the programme received the highest mean score, 4.23, and 

the confidence and preference dimensions followed with 4.21 and 4.09, respectively. For the 

individual items, the participants gave the highest mean value, 4.34, to the item “I think the 

ER programme helped to improve my overall English skills (usefulness).” Interestingly, the 

lowest rating, 3.83 was given to the preference related item, “I would like to participate in 

another English reading programme”. In fact, this item was the only one which received a 

mean score below 4.00. Presumably, reading two story books per week could be quite 

intensive work for the young EFL readers who had not had similar experience before. 

However, the second highest mean point, 4.31, came from the two items, “Overall, I liked the 

ER programme (preference)” and “After participating in the ER, I started to think that I can 

read books written in English better by myself (confidence)”.       
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On the open–ended item at the end of the questionnaire (“Please feel free to write any 

comments or feedback on the reading programme”), 28 participants provided short opinions, 

and they were mostly positive comments. Some example sentences are as follows:  

 

“The reading books were interesting. I came to like English books.” 

“It was fun, and I would like to participate again.” 

“The English books were fun to read, not difficult.”  

“Please open this programme again next year, but once a week will be good.” 

“The programme was interesting and good. I would like to recommend it to others.” 

 

Eleven participants among the 28, who responded to the last item, used the word 

“재미있었다” of which equivalent meaning is “(It) was fun” in English. There were some 

personal suggestions as well, such as “I don’t want to read sad or scary stories” and “I want 

to read more books in various genres,” and so on.   

5.5.4 Correlations between the participants’ motivations and other variables 

Since the participation in the extensive reading programme is assumed to have influenced the 

participants’ motivations for their further English learning and reading, the correlations were 

carried out separately for each group. Table 5.30 shows the correlations between the ERG 

participants’ four different motivational orientations based on the first questionnaire and 

other variables including vocabulary tests and reading comprehension test results.  
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Table 5-30 Correlations between Motivation and Other Variables for the ERG 

 
 (1) (2) (3) (4)  Vocab_1 Vocab_2 Vocab_3 R_1 R_2 RS NW 

Ideal 

(1) 

r 1 .643** .833** .815** .077 –.014 –.077 .309 .401* .066 –.113 

Sig.   .000 .000 .000 .692 .943 .692 .103 .031 .735 .561 

N 29 29 29 29 29 29 29 29 29 29 29 

Ought–to 

(2) 

r .643** 1 .435* .749** –.133 –.270 –.318 .096 .045 –.272 –.386* 

Sig.  .000  .018 .000 .491 .156 .093 .621 .817 .153 .038 

N 29 29 29 29 29 29 29 29 29 29 29 

Intrinsic 

(3) 

r .833** .435* 1 .649** .136 –.025 –.068 .390* .369* .028 .005 

Sig.  .000 .018  .000 .483 .899 .727 .036 .049 .884 .980 

N 29 29 29 29 29 29 29 29 29 29 29 

Extrinsic 

(4) 

r .815** .749** .649** 1 .100 .023 –.031 .282 .218 –.040 –.144 

Sig.  .000 .000 .000  .607 .904 .872 .138 .255 .838 .456 

N 29 29 29 29 29 29 29 29 29 29 29 

Vocab_1 

r .077 –.133 .136 .100 1 .899** .891** .595** .489** .443* .396* 

Sig.  .692 .491 .483 .607  .000 .000 .001 .007 .016 .034 

N 29 29 29 29 29 29 29 29 29 29 29 

Vocab_2 

r –.014 –.270 –.025 .023 .899** 1 .975** .532** .484** .518** .418* 

Sig.  .943 .156 .899 .904 .000  .000 .003 .008 .004 .024 

N 29 29 29 29 29 29 29 29 29 29 29 

Vocab_3 

r –.077 –.318 –.068 –.031 .891** .975** 1 .487** .427* .478** .446* 

Sig.  .692 .093 .727 .872 .000 .000  .007 .021 .009 .015 

N 29 29 29 29 29 29 29 29 29 29 29 

R_1 

r .309 .096 .390* .282 .595** .532** .487** 1 .735** .286 .521** 

Sig.  .103 .621 .036 .138 .001 .003 .007  .000 .133 .004 

N 29 29 29 29 29 29 29 29 29 29 29 

R_2 

r .401* .045 .369* .218 .489** .484** .427* .735** 1 .432* .390* 

Sig.  .031 .817 .049 .255 .007 .008 .021 .000  .019 .037 

N 29 29 29 29 29 29 29 29 29 29 29 

RS 

r .066 –.272 .028 –.040 .443* .518** .478** .286 .432* 1 .194 

Sig.  .735 .153 .884 .838 .016 .004 .009 .133 .019  .312 

N 29 29 29 29 29 29 29 29 29 29 29 

NW 

r –.113 –.386* .005 –.144 .396* .418* .446* .521** .390* .194 1 

Sig.  .561 .038 .980 .456 .034 .024 .015 .004 .037 .312  

N 29 29 29 29 29 29 29 29 29 29 29 

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

*. Correlation is significant at the 0.05 level (2–tailed). 

 

For the ERG, their motivational orientations appeared to have strong correlations with 

other motivational dimensions, but their relationships with vocabulary, reading, and working 

memory spans were fairly weak. In particular, their Ideal L2 Self showed very strong 

correlations with intrinsic and extrinsic reading motivations, r(27) = .833 and r(27) = .815, p 

< .01, respectively. It also had a modest correlation with reading comprehension, especially 

with the post–reading comprehension test, r(27) = .401, p < .05. However, there were no 

statistically significant relationships between the ERG’s Ideal L2 Self and their vocabulary 

knowledge nor working memory. The ERG’s Ought–to L2 Self had significant correlations 

with extrinsic L2 reading (r = .749, p < .01), Ideal L2 Self (r = .643, p < .01) and intrinsic L2 
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reading (r = .435, p < .05). Meanwhile, it had a significant negative correlation with NW 

span, r = –.386, p < .05, but no significant correlations were found between the ERG’s 

Ought–to L2 Self and vocabulary nor reading test results. Their intrinsic L2 reading 

motivation also had statistically significant relationships with the other motivational 

orientations, and interestingly it showed a significant modest correlation with both reading 

tests (r = .390, and r = .369, p < .05, respectively). Finally, the ERG’s extrinsic L2 reading 

motivation had quite strong correlations with other motivational orientations, but it was not 

significantly correlated with any other test variables.    

For the CG the correlations between their L2 motivations and the other variables 

showed different patterns as indicated in Table 5.31. First, their Ideal L2 Self motivation had 

significant correlations with their L2 reading motivations. The Pearson’s coefficients 

produced r(20) = .560 for intrinsic reading and r(20) = .548 for extrinsic reading motivation 

at p < .01. The CG’s Ideal L2 Self also had modest to strong correlations with all the three 

vocabulary knowledge tests, r = .521, r = .435 and r = .483 at p < .05, respectively. Its 

relationships with the two reading comprehension tests were also significant, r = .511 and r = 

.434 at p < .05, respectively. On the other hand, their Ought–to L2 Self did not show any 

significant associations with all the other variables. Both the CG’s L2 reading motivations 

had strong positive correlations with Ideal L2 Self and with each other, but their relationships 

with the Ought–to L2 Self were not statistically significant. There were no significant 

correlations between their intrinsic reading and vocabulary knowledge nor reading 

comprehension; however, their extrinsic L2 reading and the three vocabulary knowledge tests 

showed somewhat strong and significant correlations with r = .627, r = .602 and r = .627 at p 

< .01, respectively. Neither the CG’s L2 learning nor their L2 reading motivations showed 

significant correlations with their working memory spans.       
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Table 5-31 Correlations between Motivation and Other Variables for the CG 

 
 (1) (2) (3) (4)  Vocab_1 Vocab_2 Vocab_3 R_1 R_2 RS NW 

Ideal 

(1) 

r 1 .171 .560** .548** .521* .435* .483* .511* .434* .095 –.328 

Sig.   .448 .007 .008 .013 .043 .023 .015 .043 .675 .136 

N 22 22 22 22 22 22 22 22 22 22 22 

Ought–to 

(2) 

r .171 1 –.065 .162 .038 .017 –.003 –.181 .137 .134 .018 

Sig.  .448  .773 .471 .868 .939 .991 .421 .543 .552 .938 

N 22 22 22 22 22 22 22 22 22 22 22 

Intrinsic 

(3) 

r .560** –.065 1 .505* .355 .414 .387 .258 .203 .172 –.179 

Sig.  .007 .773  .017 .105 .056 .075 .246 .365 .444 .427 

N 22 22 22 22 22 22 22 22 22 22 22 

Extrinsic 

(4) 

r .548** .162 .505* 1 .627** .602** .627** .144 .334 –.156 –.073 

Sig.  .008 .471 .017  .002 .003 .002 .523 .129 .489 .747 

N 22 22 22 22 22 22 22 22 22 22 22 

Vocab_1 

r .521* .038 .355 .627** 1 .954** .957** .566** .366 .074 –.130 

Sig.  .013 .868 .105 .002  .000 .000 .006 .094 .742 .565 

N 22 22 22 22 22 22 22 22 22 22 22 

Vocab_2 

r .435* .017 .414 .602** .954** 1 .971** .524* .312 .059 –.172 

Sig.  .043 .939 .056 .003 .000  .000 .012 .157 .796 .444 

N 22 22 22 22 22 22 22 22 22 22 22 

Vocab_3 

r .483* –.003 .387 .627** .957** .971** 1 .537** .399 .067 –.131 

Sig.  .023 .991 .075 .002 .000 .000  .010 .066 .766 .561 

N 22 22 22 22 22 22 22 22 22 22 22 

R_1 

r .511* –.181 .258 .144 .566** .524* .537** 1 .520* –.242 –.468* 

Sig.  .015 .421 .246 .523 .006 .012 .010  .013 .278 .028 

N 22 22 22 22 22 22 22 22 22 22 22 

R_2 

r .434* .137 .203 .334 .366 .312 .399 .520* 1 –.151 –.198 

Sig.  .043 .543 .365 .129 .094 .157 .066 .013  .503 .377 

N 22 22 22 22 22 22 22 22 22 22 22 

RS 

r .095 .134 .172 –.156 .074 .059 .067 –.242 –.151 1 .456* 

Sig.  .675 .552 .444 .489 .742 .796 .766 .278 .503  .033 

N 22 22 22 22 22 22 22 22 22 22 22 

NW 

r –.328 .018 –.179 –.073 –.130 –.172 –.131 –.468* –.198 .456* 1 

Sig.  .136 .938 .427 .747 .565 .444 .561 .028 .377 .033  

N 22 22 22 22 22 22 22 22 22 22 22 

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

*. Correlation is significant at the 0.05 level (2–tailed). 

 

 

To sum up the correlation findings for the ERG, before the extensive reading, the only 

significant relationship was found in the participants’ intrinsic motivation and reading 

comprehension. After participating in the reading programme, both Ideal L2 Self and intrinsic 

reading showed significant correlations with reading comprehension. However, none of their 

L2 Self and L2 reading motivational orientations had a significant relationship with their 

vocabulary knowledge.  For the CG, their Ideal L2 Self and extrinsic reading motivations had 

significant relationship with the pre–vocabulary knowledge test results, and their moderate to 
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strong correlations remained on the second questionnaire. Their Ideal L2 also had a moderate 

correlation with their pre–and post–reading test results.  

Meanwhile, for both groups, the only significant correlation between their motivations 

and working memory was found from between the ERG’s Ought–to L2 Self and their 

nonword span; however, it was a modest negative association. Therefore, it appeared that the 

two groups’ L2 Self and L2 reading motivations had very little correlation with their working 

memory.     
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 Discussion 

In this chapter, the detailed answers to the research questions of the present thesis will be 

provided while summarising the relevant research outcomes. It will begin with whether there 

were any influences of extensive reading on the young EFL learners’ incidental vocabulary 

learning, which will be followed by the existence or nonexistence of the effects of extensive 

reading on the learners’ reading comprehension development. The participants’ working 

memory as a cognitive variable and their L2 motivation as an affective variable will be 

discussed to see whether they had any correlations with the participants’ vocabulary 

knowledge and reading comprehension. These research findings will be compared with the 

results of previous studies in L2 vocabulary and reading fields mentioned in the Literature 

Review chapter. Following this, other relevant research outcomes such as whether ER is 

really helpful in boosting children’s L2 learning and what elements are required for a 

successful ER programme will be discussed.    

 

6.1 Answers to the Research Questions      

RQ 1. What effects does extensive reading have on young learners’ incidental vocabulary 

acquisition in an EFL context? 

The five studies introduced in the Literature Review chapter, which involve young L2 

learners’ vocabulary acquisition, reveal mixed results on their vocabulary learning through 

extensive reading. It seems that as the learners’ age is younger, the results are more 

unpredictable than for adult learners. The 8–year–old L2 learners of English in Niue in 
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Elley’s (1980) research and the primary school Class 6 students in Elley and Mangubhai’s 

(1983) study showed much higher vocabulary acquisition rates than their control group 

counterparts. Also, the secondary school EFL learners in Webb and Chang’s (2015) study 

acquired about 20 new words incidentally out of 100 target words while the control group 

picked up only four new words. On the other hand, even though the primary school Class 4 

students in the Elley and Mangubhai’s (1983) study showed better word recognition results 

than the control group, the difference was not significant. Likewise, the L2 English learners 

at the age of 10 to 11 in Tudor and Hafiz’s (1989) research were not very successful in 

improving their vocabulary knowledge through extensive reading. Based on these previous 

findings, it was expected that the students who were to participate in the present ER 

programme might achieve better vocabulary acquisition than the control group students since 

they would be repeatedly exposed to the target words through reading even though those 

exposures would be incidental encounters. However, it was not certain whether there would 

be a significant difference between the two groups’ vocabulary learning rates.   

In the present study, the results showed that the ER treated participants achieved 

much better incidental vocabulary learning than their counterparts. Out of 150 target words, 

the ER participants learnt approximately 15 new words when they were tested with the same 

questions from the pre–test right after the programme completed. After three additional 

weeks, they retained about 18 new words achieving approximately a 24 per cent increase in 

knowledge of those words. On the contrary, the control group showed gains of about four and 

six new words in the two post–tests with the same interval, which is equal to about 5 per cent 

and 7 per cent increases, respectively. Another noteworthy point is that every single 

participant in the ER group picked up new vocabulary, making the range from 4 to 30 words 

whereas three of the control group students showed regression in their vocabulary knowledge 

to some extent. An ANOVA test demonstrated that there were statistically significant 
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differences in the ER groups’ vocabulary knowledge level between their pre–test and the two 

post–test results. Based on these findings, it can be said that the participation in this eight–

week extensive reading programme had significant effects on these young Korean EFL 

learners’ incidental vocabulary learning.    

       

RQ 2. Can extensive reading contribute to novice EFL learners’ reading comprehension? 

The seven extensive reading programmes introduced in the Literature Review chapter (2.1.3) 

were all conducted with young beginning L2 learners aged between 8 and 15, but they had 

somewhat different consequences for their language learning. Even though the programmes 

mostly used graded readers as their reading materials and were implemented within school 

boundaries (except for Tudor and Hafiz’s (1989) study), there were quite a few differences 

between them: the duration for the reading programme, reading methodology (shared reading 

experience with books selected by teachers and sustained silent reading with books chosen by 

readers), the number of books read, and the existence of after–reading activities, and so on. 

Table 6.1 summarises these differences between the seven programmes along with the 

features of the present study named EERP (Exciting Extensive Reading Programme). Some 

ER programmes without distinct names are listed as the country names. For example, Lai’s 

two ER programmes are named Hong Kong 1 (1993a) for the one–year programme and Hong 

Kong 2 (1993b) for the four–week summer programme.    
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Table 6-1 Comparison of Reading Gains between Previous ER Programmes and the EERP 

ER Programmes Methods 
Approximate reading per 

week (# of books) 

After–reading 

activities 
Gains 

Fiafia in Niue  SB and SR 1 Yes 32.1%  

Book Flood in Fiji SB or SR NG  
Yes for SB 

No for SR 

SR > SB > CG 

(in one year after ER) 

REAP SB NG Yes  
Mean increased from 

7.19 to 21.80 

RELA SB NG Yes 

Mean increased from 

0.35 to 2.93  

successful 

UK SR NG No 2 points out of 15  

Hong Kong 1 SR 0.4 No No significant gains 

Hong Kong 2 SR  4 Yes 5.2 points out of 87 

Present Study 

(EERP) 
SB and SR 2 Yes No significant gains 

 * SB = shared book   * SR = silent reading   * CG = control group   *NG = not given     

 * EERP = exciting extensive reading programme 
  

It is not strange to think that the readers would benefit from intensive reading 

treatments, especially when the reading is included as part of the school curriculum and 

implemented under the guidance of their teachers. However, Lai’s (1993a) participants and 

the participants in the EERP failed to show great improvement in reading comprehension 

after having been part of one year and eight week reading programmes, respectively. The 

participants in the other ER programmes were mostly successful in showing increased 

reading proficiency overall. The question then is what accounts for these differences? Here 

are three aspects to be considered into evaluating and comparing these ER programmes.   

The ER programmes mentioned above were carried out using either silent reading 

(SR) or shared book (SB) reading methods: three of them used SR, two of them used both SR 

and SB, two used SB, and the other one separated the participants into SB and SR treatments. 

The reading comprehension test results reveal that three (UK, HK 2, one ER group in Book 

Flood) out of the four ER programmes using SR only were successful in improving the 

readers’ reading comprehension competence, while HK 1 was not. The three ER programmes 
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which used SB only (REAP, RELA and one ER group in Book Flood) also produced positive 

outcomes. On the other hand, the two ER programmes using both SB and SR showed 

contradictory results in terms of reading comprehension improvement: the Fiafia was 

successful but the EERP was less so. Referring to these test results, it appears that whether 

readers were engaged in their own silent reading or involved in the shared classroom reading 

with the teacher did not have a big impact on their reading comprehension development.  

The next element to note is the different amount of reading done between the ER 

programmes. Four of them (Book Flood, REAP, RELA and UK) did not specify how much 

reading the participants did on average; they simply reported that a lot of story books had 

been provided as a small library either in the classroom or the school itself. For example, the 

SR participants in the Book Flood groups could select books from 250 graded readers, and 

the students in the UK study could choose from 105 graded readers. However, in both cases, 

the researchers do not provide the precise information about how many books the participants 

read individually during their programmes. Then, let us compare the two studies, the Fiafia 

and HK 1, which were carried out for the same duration (one year). The Fiafia participants 

read 48 books during the period and recorded about 32 per cent gains in reading 

comprehension while HK 1 participants read 20 books but out of eight ER groups, only one 

group showed significant improvement regarding reading comprehension. That is, the two 

groups read approximately one book and 0.4 book per week, respectively, and produced 

different results. Then, how about the ER programmes with much shorter lengths? The HK 2 

by Lai (1993b) was conducted for four weeks during the participants’ summer vacation, and 

they read four books per week. On the other hand, the EERP lasted for eight weeks and the 

participants read two graded readers per week during their winter vacation. The results were 

quite different: the HK 2 participants gained 5.2 points out of 87, but the EERP students 

gained only 0.86 points out of 40 even though they read the same number of books, 16 
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graded readers, during their respective ER programmes. In addition, the HK 1 participants’ 

ER duration was more than 10 times longer than that of the HK 2 participants; however, the 

latter one produced a much better improvement. These results indicate that if an ER 

programme is to continue for about a year, the readers have to read at least one book per 

week. If it is to run for less than a few months, the amount of reading should be increased to 

more than four books per week to observe certain improvements in reading comprehension 

ability.  

The last point which distinguished the ER programmes is whether they employ one or 

more after–reading activities. Due to the nature of the different reading methods, the 

participants in silent reading experience groups chose books that they wanted to read, and 

they started to read them without any pressure from being tested afterwards. In most SR 

classes, the readers could freely change to another book, even though they had not finished 

the one they were reading. On the other hand, SB groups were assigned a book to read by 

their teachers since they had to read the book together as a class. For example, the SB group 

teachers in the Book Flood groups as well as the REAP teachers led the reading classes using 

big books they had made by themselves. In addition, those SB teachers included some other 

fun activities such as role playing, word study and art work based on that day’s reading story 

to attract their students’ interest. Meanwhile, regardless of the use of after–reading activities, 

both SB and SR groups in the Book Flood Programme showed better reading comprehension 

than the control group on the post–tests. More specifically, the SB’s improvement was 

greater than that of the SR groups soon after the programme was done; however, in the one–

year follow–up test, it was the SR students whose reading scores were superior despite their 

lack of post–reading activities. In addition, out of the two ER programmes where the 

participants did not show any significant improvement, HK 1 did not use any follow–up 

activities but the EERP did in every class. Hence, it seems that utilising different after–



Chapter 6 –Discussion 

161 

reading activities does not help young readers to increase their reading ability to any great 

extent.  

In contrast with the vocabulary test results, the EERP participants did not show much 

improvement in their reading comprehension development. One possible cause is that the 

passages in the reading test were too difficult for the beginning level students. None of them 

had taken the ICAS test or a similar type of a reading test which has the texts as well as the 

questions only written in English. Another cause can be found in a rather short period of the 

reading programme. Even though the participants could acquire a significant amount of 

vocabulary in only eight weeks, they have not accumulated enough words to help them in 

comprehending unfamiliar texts.    

 

RQ 3. Can working memory predict L2 learners’ vocabulary acquisition and reading 

comprehension development?  

From the previous studies in the Literature Review chapter, it is known that L2 learners’ 

phonological short–term memory capacity has a strong influence on how much vocabulary 

they will acquire (Cheung, 1996; Gathercole, 1995; Gathercole and Baddeley, 1993; Masoura 

and Gathercole, 2005; Papagno et al., 1991). In particular, Cheung (1996) and Masoura and 

Gathercole (2005) state that L2 beginning learners with limited knowledge of the language 

could benefit more from this type of working memory. To investigate the correlation between 

the learners’ phonological short–term memory and L2 vocabulary learning, nonword 

repetition capacity was measured in the present study. There are also some other studies that 

have explored the predictive power of reading span in L2 reading (Daneman and Carpenter, 

1980; Harrington and Sawyer, 1992; Miyake and Friedman, 1998). Interestingly, this type of 

more complex working memory capacity is known to benefit advanced L2 learners more than 
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beginning learners (Miyake and Friedman, 1998), and it is said to play an important role in 

reading comprehension and grammar (Harrington and Sawyer, 1992).  

In the present study, the working memory capacity of the extensive reading group 

participants was investigated through measuring their nonword repetition span and reading 

span, in comparison with their vocabulary knowledge and reading comprehension test results. 

Interestingly, the test outcomes showed quite a moderate correlation between their nonword 

repetition and the pre–test reading (r = .521), and the correlations between the nonword 

repetition and pre–and two post vocabulary knowledge tests (r = .396, r = .418, r = .446, 

respectively) were lower than the former but still significant. The correlation of the nonword 

repetition with the post–reading test was the weakest among the five different tests, but it still 

had a moderate effect (r = .390). As described in the previous chapter, there was an 

increasing pattern in their correlations between the learners’ nonword repetition span and 

vocabulary test results from the pre–test to the delayed post–test, while the correlations 

decreased from pre–reading to post–reading. These findings indicate the fact that young L2 

learners’ nonword repetition span is associated with their reading ability as well as the 

vocabulary competence; however, while being engaged in a reading programme, their 

nonword repetition capacity contributed to facilitating the learners’ incidental vocabulary 

acquisition more than it did to their reading comprehension development. When these results 

are compared with the previous studies, the present study adds more evidence that the 

phonological short–term memory benefits novice learners’ vocabulary learning. Furthermore, 

learners’ nonword repetition span can also show that “the stronger their nonword repetition 

capacity, the higher their reading comprehension ability”, even though the connection 

between these two becomes weaker after participating in an ER programme.  

On the other hand, the comparisons between the ER participants’ reading span and 

their vocabulary and reading comprehension test results showed somewhat different patterns. 
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Their reading span was correlated with the three vocabulary tests, with the immediate post–

test as the highest correlation (r = .443 for the pre–test and r = .518 and r = .478 for the two 

post–tests, respectively). On the other hand, their reading span did not show any significant 

relationship with the pre–reading test, but after the reading treatment, the learners’ reading 

span and reading comprehension showed a moderate correlation (r = .432, p < .05).  

Figures 6.1 and 6.2 show the changes of the correlation patterns between the ER 

participants’ working memory and their vocabulary and reading comprehension test results 

before and after the reading treatment.  

 

            

* All correlations were significant 

Figure 6-1 Changes of Correlations between Nonword Span and Vocabulary/Reading Test 

Results for the ERG 

 

             

* Except for the reading pre–test, all the other correlations were significant 

Figure 6-2 Changes of Correlations between Reading Span and Vocabulary/Reading Test 

Results for the ERG 
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Then, the question is how well can the nonword repetition and reading spans predict 

the learners’ language learning? A standard multiple linear regression was performed to 

predict the ERG participants’ language learning based upon their working memory. A 

significant regression equation was found when the ERG’s two working memory measures 

were used as a pair to predict their vocabulary learning, F(2, 26) = 7.747, p < .05, with an R2 

of .373. In other words, the pair can account for about 37 per cent of the variance in the 

participants’ vocabulary acquisition while it is only the reading span which can predict their 

vocabulary learning when they are individually considered. Meanwhile, the ERG’s reading 

span could also be considered as a predictor for their reading comprehension development.      

To put these research findings in a nutshell, the young EFL students’ working 

memory has moderate to near strong correlations with their vocabulary learning and reading 

comprehension development. While the combination of nonword repetition and reading span 

could predict their vocabulary learning to some extent, there seem to be other factors rather 

than the learners’ working memory which can predict their reading comprehension 

improvement.    

 

RQ 4. Which motivational orientations have a strong correlation with L2 learners’ 

vocabulary learning and reading comprehension?  

If L2 learners’ working memory does not apparently account for large part of their language 

learning in the study, there should be some other important non–cognitive factors to explain 

their learning gains. There has been some research focused on the relationship between 

language learners’ motivation and their L2 learning. Among these, there are researchers 

(Noels et al., 2000; Wang and Guthrie, 2004; Wigfield and Guthrie, 1997; Zhang et al., 2017) 
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who propose that learners’ intrinsic motivation has more impact on L2 learning than their 

extrinsic motivation. To study the link between L2 learners’ different motivational 

orientations and how they affect the learners’ L2 learning, two different types of motivation 

(L2 learning and for L2 reading), which were further divided into 4 categories (Ideal L2 Self / 

Ought–to L2 Self for L2 learning and intrinsic / extrinsic motivation for L2 reading), were 

measured before and after the extensive reading programme.  

As described in detail in the previous chapter, both the ERG and the CG participants 

showed stronger Ideal L2 Self than Ought–to L2 Self and stronger extrinsic reading 

motivation than intrinsic reading motivation. Also, the correlations between the first and the 

second measures of the same motivational orientations remained fairly strong for all four 

types. One minor change was found in the control group’s L2 learning motivation. Compared 

to the first questionnaire, their Ideal L2 Self motivation score slightly decreased by 1.68 

points while their Ought–to L2 Self score increased by 2.14 points out of 45 total points. To 

test whether these differences were significant,  a paired samples t–test was conducted; 

however, the mean scores of both Ideal L2 and Ought–to L2 for the CG participants between 

the first questionnaire and the second questionnaire were not significantly different (p = .146 

and p = .184, respectively).   

The outcomes of the correlational analyses reveal that even though the strongest 

motivations for the ERG participants on the initial questionnaire were Ideal L2 Self and 

extrinsic reading, there were no significant correlations between the latter and their 

vocabulary or reading test results. Their Ideal L2 Self had a moderate correlation with the 

post–reading test results (r = .401, p < .05), but no relationships were found between this 

motivational orientation and the three vocabulary test results or the first reading test. On the 

other hand, their intrinsic reading motivation showed moderate correlations with both the 

pre– and post–reading test results (r = .390 and r = .369, p < .05, respectively). This means 
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that the higher their intrinsic reading motivation was, the better their reading test scores were. 

This is very consistent with the previous research results. On the other hand, the CG’s 

motivation results represented quite different patterns. Both their Ideal L2 Self and extrinsic 

reading motivation had significant correlations with all three vocabulary knowledge tests, 

ranging from moderate (Ideal L2 Self with r = .521, .435, .438, p < .05, respectively) to 

strong (extrinsic with r = .627, .602, .627, p < .01, respectively). The Ideal L2 Self, which 

scored the highest among the four types on the first questionnaire, also significantly 

correlated with the pre–and post–reading comprehension test results (r = .511 and r = .434, p 

< .05, respectively). Meanwhile, their Ought–to L2 Self and intrinsic motivation did not show 

any correlations with either the vocabulary or the reading tests.  

It was quite interesting to observe that the two groups who had started with similar 

motivational orientations ended up with different outcomes. Since the first questionnaire was 

compared with the participants’ English proficiency test scores, the reading treatment could 

not have any impact on these outcomes. In addition, all the participants were from the same 

area, none of them had English studying experience overseas, and even their English 

proficiency level was similar when they answered these items. Thus, the answer to the 

differences can possibly be found in the ERG participants’ emotional preparations for the 

reading programme. When they had applied for the reading programme, they were well 

aware of that they would be involved in a lot of reading, and they had prepared themselves to 

go ahead. In fact, at the beginning of the programme, the list of the 16 graded readers was 

provided to the participants and their parents through the library web page. Since the young 

participants had not had any experience in participating in an English reading programme, 

they showed great interests in the programme itself, and a few students indicated that they 

had read some of the books on the list which were written in Korean because they were 

worried about not being able to understand the contents. Probably this positive mental 
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attitude may have triggered their intrinsic reading motivation to be more alert to incoming 

reading related input.    

 

6.2 Other Findings 

In this section, two more questions will be posed regarding the helpfulness of extensive 

reading and prerequisites for a successful extensive reading programme, and they will be 

answered based on the findings from the implementation of the extensive reading 

programme.  

 

6.2.1 Is extensive reading helpful in supporting L2 learning for young children? 

The helpfulness of extensive reading will be approached from two distinct sides: from the 

perspectives of students and from the actual test results. However, to answer this question, it 

is necessary to see whether the ERG participants enjoyed the reading programme first. 

Evidence can be found on the second motivation questionnaire which was conducted at the 

end of the ER programme. The participants provided feedback on their preferences regarding 

the programme itself and books they had read using a 5–point Likert Scale. The overall mean 

score was 4.09 out of 5, and out of the three items in the ‘preference’ category, they gave the 

highest score, 4.31 to the item, “Overall, I liked the extensive reading programme.”  

Having mentioned that the participants mostly enjoyed the reading programme, it is 

time to answer how helpful they felt the programme was. Out of the nine items related to the 

ER programme, the item “I think the extensive reading programme helped to improve my 

overall English skills” in the ‘usefulness’ category received the highest score, 4.34 points. In 
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addition, the participants also highly positively evaluated the item in the ‘confidence’ 

category, “After participating in the extensive reading programme, I started to think that I 

can read books written in English better by myself” with 4.31 points, which was the joint 

second highest score. Based on these outcomes, it can be said that from the participants’ point 

of view, the EERP was helpful in improving their English skills and their confidence in L2 

reading. In addition, the actual language test results indicate that the ERG participants 

benefited from attending the reading programme. They showed remarkable increases of 

English vocabulary knowledge and a positive sign of improvement in their reading 

comprehension skills.  

Since the participants were studying English in a context where it is used as a foreign 

language and not often spoken outside of their English classrooms, extensive reading can 

provide a large amount of indirect encounters with the language; hence, it is helpful for L2 

learners, especially for young EFL learners, to acquire the language in a less stressful 

environment.   

6.2.2 What are the essential elements of successful extensive reading?     

Elley (1986) proposes five important elements to set up a successful extensive reading 

programme: 1) massive doses of reading at an early stage, 2) the shared book reading 

approach, 3) the teachers’ adherence to the project guidelines, 4) universal favourite stories 

for children, and 5) an effective ER programme with high motivation, emphasis on meaning, 

sufficient amount of and high quality of exposure to the language (as cited in Lai, 1993b, p. 

87). Compared to Day and Bamford’s (2002) top 10 principles for extensive reading, the two 

most distinct differences are that Elley emphasises that L2 reading should be started at an 

early age and instead of individual and silent reading, shared book experience methodology 

should be employed so that children can enjoy reading. The EERP followed Elley’s proposal 
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for the former; however, it combined the individual silent reading and shared book reading 

approaches and led to fruitful results. However, as was already mentioned in the discussion 

on the second research question, the method of reading does not seem to be directly related to 

the success of ER programmes. Rather, as both Elley and Day and Bamford suggest, the role 

of teachers and their complying with guidelines appear to be the more important part of 

effective ER programmes.     

While referring to the less successful implementation of the Hong Kong Extensive 

Reading Scheme (HKERS) project, Green (2004) extrapolates that the lack of teacher 

training as well as insufficient interactions and negotiations between students themselves 

were the main causes. Green reports that some teachers did not follow the intended 

guidelines, and specifically they did not implement the intended model of reading by leaving 

the students to do the reading on their own. As a result, students did not have chances to 

interact with their teachers or share their experiences with their peers. In addition, since there 

were not appropriate after–reading activities or tasks, the students could not go through the 

internal negotiation process to find out the best solutions for those given tasks. Wong (2001) 

also points out that the teachers in the HKERS only followed ‘the rule of silence’ (p. 6) while 

not providing suitable guidance to their students so that the students were not able to enjoy 

silent reading. In addition, the students’ limited reading skills and vocabulary knowledge 

gave them negative attitudes and low motivation towards English reading.  

In implementing the EERP with the primary school students, three principles from 

Day and Bamford were not applied on purpose. Instead of using a variety of reading materials 

and making learners choose what they wanted to read, the EERP used 16 preselected graded 

readers. First of all, having plenty of books was not practical due to financial reasons and a 

lack of storage space. In addition, to attract the young participants’ attention, it was more 

feasible to employ the shared book reading. While they were reading the first couple of 
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chapters with the teacher using the big screen in the classroom as a big book, they could 

make themselves familiar with the story, and once they had the gist of the story through 

guided reading, they could enjoy their own silent reading for the rest of the books. The other 

departure from the principles came from using after–reading activities to reinforce their 

reading and rewarding the participants with stickers after online activities. Even though Day 

and Bamford insist that reading should be its own reward, since these participants were just 

beginning to read in English, developing their reading habit could be regarded as more 

important. When they felt excitement and happiness by being engaged in various activities 

such as drawing and role playing with peers and by receiving the colourful star stickers, these 

young students could be more motivated, and reading could be a real reward for them in the 

end. Those positive feelings associated with reading had the potential to lead to long–lasting 

reading habit.           
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 Conclusion 

This chapter will begin by summarising the main findings of the present research outlining 

how it can contribute to the field of extensive reading for EFL children. It will be followed by 

suggestions on how ER could be effectively integrated into the Korean public school system. 

Then, some limitations in conducting an ER programme with young participants and in the 

private education sector will be mentioned. Finally, there will be some discussion of how the 

research findings could lead to further studies to investigate young learners’ L2 acquisition 

using ER with the help of their motivation toward L2 learning.   

7.1 Research Summary 

Twenty–nine participants read 16 graded readers for eight weeks using a mixed method of 

shared book reading and silent reading along with some post–reading activities. The results 

showed a significant increase in the learners’ vocabulary knowledge, while there was no 

measurable improvement in their reading comprehension. A thorough review of extensive 

reading studies having young children as their participants and the comparisons between 

these studies and the present EERP programme revealed that extensive reading can boost L2 

readers’ incidental vocabulary knowledge, but the results were less predictable than for adult 

counterparts.  

While many researchers, such as Day and Bamford, have advocated the use of the 

silent reading method for an extensive reading programme, it appears that the amount of L2 

reading has a stronger effect on vocabulary acquisition and reading comprehension than the 

choice between silent reading and shared book reading or the choice between incorporating 

post–reading activities into a reading programme and no after–reading tasks at all. As the 
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Fiafia participants demonstrated (Elley, 1980), to have a significant improvement in second 

language vocabulary learning, L2 children should read at least one graded reader per week if 

they continue to read for more than a year, or they should read more than four graded readers 

per week if they are to participate in a relatively short ER programme such as Lai’s (1993b) 

four–week ER programme in Hong Kong. 

The research also investigated the effects of young L2 participants’ cognitive and 

affective domains on their language learning. When the participants’ nonword verbal 

repetition span and more complex reading span were combined to see the effect of working 

memory on second language learning, the results showed that their working memory capacity 

could predict their vocabulary learning to some extent (37% of the variance), but as a set it 

did not have any significant correlation with their reading comprehension. From the 

comparisons between the participants’ responses on the motivation questionnaire and their L2 

test results, it was revealed that the participants’ intrinsic reading motivation had overall 

moderate correlations with their pre–reading and post–reading comprehension test results and 

their Ideal L2 Self was also moderately correlated with their post–reading test results. 

However, none of their L2 Self and L2 reading motivational orientations had a significant 

relationship with their vocabulary knowledge. These findings provide clear evidence that L2 

learners’ cognitive domain is somewhat more associated with their vocabulary learning while 

their affective domain, especially their intrinsic motivation, accounted for reading 

comprehension development to some extent. Therefore, even though it is not practically 

possible to develop L2 learners’ working memory for language learning, by stimulating and 

increasing the learners’ intrinsic reading and Ideal L2 learning motivation, teachers can help 

their students to have a better understanding of the books they read. This, in turn, can result in 

more reading, which will lead to incidental vocabulary acquisition. These processes can form 

a virtuous circle as shown in Figure 7.1. 
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Figure 7-1 A Virtuous Circle for L2 Reading and Vocabulary Learning 

 

7.2 The Contribution of the Present Study to the Field of ER for EFL Children  

There have been very few studies which tried to investigate the relationships between 

children’s second language learning through extensive reading and other individual traits that 

indirectly contribute to their language learning. For example, Elley (1980), Elley and 

Mangubhai (1983), Tudor and Hafiz (1989), and Lai (1993a; 1993b) studied how extensive 

reading could influence L2 learners’ vocabulary and reading comprehension in addition to 

some other aspects of language learning such as writing or grammar; however, none of them 

focused on the impact of their participants’ individual differences on those language learning 

outcomes. On the other hand, some studies have looked at the correlations between children’s 

language learning and how well they process and send those inputs to their short–term 

memory storage (Baddeley, 2015; Baddeley et al., 1998; Gathercole, 1995; Martin & Ellis, 
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2012), and other research has dealt with L2 motivation as a driver of language learning and 

how it influences L2 learning (Wang & Guthrie, 2004; Wigfield & Guthrie, 1997) However, 

none of those studies has tested the relationship of EFL children’s working memory and their 

language learning and the connection between their L2 learning and their motivation using 

the same cohort. That is, most studies that have studied the effect of individual differences on 

second language learning generally focus on one aspect of their learners, not both cognitive 

and affective differences. To be more specific, there have been no studies which involved 

Korean children studying English as a foreign language in their research to investigate the 

relationship between their L2 learning and different aspects other than their language 

proficiency. Addressing how children’s language learning can be improved by extensive 

reading and what mediating roles their working memory and motivation play during the 

process, this thesis can provide a basis for answering the question: “How can we incorporate 

extensive reading into effective second language learning by children by taking into account 

their cognitive and affective individuality?”  

7.3 Suggestions for a Successful ER Incorporated into Korean Public School System 

As mentioned in the Introduction chapter, quite a number of Korean students are going 

abroad mostly for their English studies, and about 40 to 50 per cent of primary and 

intermediate school students in Korea are learning English outside the school curriculum. In 

addition, increasing numbers of students are knocking on the doors of officially authorised 

international schools (six schools nationwide) and even more unauthorised private academies 

(at least a few dozens) where most of their curricula are taught by native speakers of English 

within Korea. The question then is, why are so many students and their parents not satisfied 

with the public school curriculum and choose additional or alternative ways for English 

education? One possible answer could be found from insufficient class time in public schools. 
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According to the amended school curriculum in 2015 by the Korean Ministry of Education, 

Science and Technology (www.moe.go.kr), Grade 3 and 4 students in primary schools learn 

English for 68 hours during 34 weeks each year, and it increases to 102 hours for upper grade 

students. Considering that the length of each class time is 40 minutes, about 80 minutes for 

younger students and 120 minutes for upper grade students are allocated each week for 

English learning. Due to the limited class time to cover the prescribed syllabus, it is very hard 

for the public school teachers to attempt to introduce reading story books into their English 

classroom. A mother of a participant in the extensive reading programme stated her opinions 

on this issue in a private talk with the researcher: “I know that reading is very important when 

children learn English just like when they started their Korean language learning, but it 

looks like my son doesn’t know how to start reading.” A few participants also expressed their 

opinions regarding more actual reading during the reading programme. In response to the last 

question on the second motivation questionnaire to give any feedback about the reading 

programme, one of them wrote, “I would like to finish reading in the class instead of reading 

the rest of the chapters at home.” Another participant expressed a similar opinion saying, “I 

want to do all the reading during the class. I like when I can ask questions to my teacher if 

there is something I don’t understand.”    

In practice, students in Korea rarely have direct contacts with native speakers of 

English in their daily lives, and the main reason for their English study is to obtain good 

grades on their school subject. In addition, their English teachers are mostly Koreans who 

share the same first language with the students. Therefore, the primary medium of instruction 

in English classes is Korean. However, as the statistics clearly show, the desire for more 

English studies and extended exposure time is constantly growing. The results of the 

motivation questionnaire also reveal that Korean students, whether they participated in the 

reading programme or not, had higher Ideal L2 Self and intrinsic reading motivations. Thus, 

http://www.moe.go.kr/
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how can teachers tap their interest and high motivation toward English learning in their 

classes and help them establish robust reading habits?          

The two prominent lists of principles for a successful extensive reading programme 

from Elley (1986) and Day and Bamford (2002) have three overlapping points: a lot of 

reading, teachers’ role in guiding their students, and focus on meaning while reading. Adding 

to these three stipulations (#1 to # 3), the research findings in the present study suggest two 

more items (#4 and #5), summarised as the following. 

  

1. The amount that children read should be sufficient. If an extensive reading 

programme runs in a primary school context in an EFL environment, the 

students should read at least 25,000 words per month, which is equal to one 

graded reader per week.   

2. Teachers should guide their students through reading. If they are beginning level 

readers or do not have much experience in English reading, shared book reading 

approach is recommended. Once they have confidence in reading, the 

combination of shared and silent book reading can increase the amount of 

reading.  

3. Reading should be focused on understanding the contents. Teachers may utilise 

online resources such as MReader or Quizlet to help their students to 

comprehend the stories they read without having much stress.  

4. Teachers and parents should look for ways to increase the level of the young 

readers’ intrinsic reading motivation and Ideal L2 Self. For instance, if children 

are to read “The Phantom of the Opera,” showing a short video clip of the opera 

or talking about their experience of watching any opera could connect the 

readers’ real life and reading, which results in increased intrinsic motivation.    

5. A positive reading experience is very important for young learners to continue 

their reading. Providing a specific and feasible reading aim for children and 

rewarding them with praises and small prizes will lead them to have a positive 

experience of L2 reading and to further reading in the end.  
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The importance of intrinsic motivation has been greatly emphasised by many 

researchers (Guthrie, Wigfield, Barbosa, Perencevich, Taboada, Davis, Scafiddi, & Tnks, 

2004; McRae & Guthrie, 2009; Wang and Guthrie, 2004; Wigfield & Guthrie, 1997). In 

particular, Wigfield and Guthrie (1997) clam that intrinsically motivated readers spend much 

more time on their reading compared to the readers with low level of intrinsic motivation. As 

a method to spur readers’ intrinsic motivation, McRae and Guthrie (2009) suggest that 

reading texts and reading–related activities should be relevant to readers’ real–life 

experiences and hands–on activities, which is in the same vein with Guthrie et al.’s (2004) 

claim that concept–oriented reading instruction supports students’ motivation and 

engagement in reading. Providing students with hands–on activities and organising 

collaboration for learning from text which involves collaborative activities are among the five 

practices suggested by Guthrie et al., to facilitate students’ motivation.   

 

7.4 Research Limitations  

The distinctive features of the extensive reading programme in this research have involved 

three types of limitations in a broad sense: constraints caused by the physical place where the 

reading programme was run; insufficient funding to purchase multiple books for each 

participant for shared book reading; and participants’ different English proficiency levels, 

which led to the reduction in the available data.     

First, having an extensive reading programme in a private sector content caused 

certain constraints. The programme was implemented as one of the special winter vacation 

programmes in the two local libraries in Korea, and the participants were recruited through 

the libraries as well. Due to the limitation of the classroom size and available teachers, only 
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three ER classes could be open. In particular, only a couple of rooms were available in each 

library with necessary facilities such as a computer, a beam projector and more than 20 desks 

for the class. Also, the advertisements for the participants were disseminated through the 

library web sites and by the word of mouth through individual acquaintances of the 

researcher, which restricted the total number of volunteers that could be recruited. In 

addition, the duration of the programme was also limited since it was held mostly during the 

participants’ winter vacation. One reason is that the library has four different terms a year to 

run various programmes, so the extensive reading programme had to comply with one of the 

four 3–month periods, and were not able to start earlier since another programme was in 

progress in the limited number of classrooms. The other reason is that it was difficult to retain 

the majority of the primary school students once they returned to their school for a new 

school year due to their different individual schedules. If an ER programme were able to be 

incorporated into the public school curriculum, more participants could join in the 

programme, having more books in the school library for an extended period of reading. 

Second, the financial burden of purchasing large quantities of graded readers and of 

preparing gift vouchers for the participants limited the efforts to find more volunteers for the 

research. Even though the three classes took turns in reading each graded reader, still at least 

twenty books were needed for the shared book reading for every student to read the shared 

book at the same time. The participants read 16 books during the programme, which meant 

that at least 320 books had to be purchased. In reality, two to three additional volumes for 

each book were prepared in case some of them were lost or returned later than the required 

date for the next class. It actually happened frequently during the programme. When a few 

participants stopped coming to the class, they did not return the books they had borrowed, 

and some pages were ripped out of the books, which had to be replaced with new books.    
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The third type of difficulty was caused by the different levels of English proficiency 

among the participants. The ER group participants, who were in the range of 9 to 11 years 

old, demonstrated beginning level vocabulary knowledge on the pre–test, knowing about 75 

out of the 150 target words which were selected from the Stage One and Two graded readers. 

However, before it was adjusted, the difference in vocabulary knowledge between these ER 

participants and the control group participants was quite large. Therefore, to have similar 

initial vocabulary knowledge level between the two groups, some outliers had to be excluded 

from the data even though they continued to come to the classes. In addition, since the 

participants were young children, their attendance was somewhat dependent on their parents’ 

schedules. Quite often some participants, especially the younger students, had to be absent 

because their parents were not able to pick them up at the end of the class or because they had 

a family trip. Therefore, out of 71 initial participants, 20 students’ data was excluded because 

their vocabulary proficiency levels were not in the target range (between 50 and 110 out of 

150 points) or because they missed one or more of the required tests.  

In terms of instrumental limitations, the use of an international reading 

comprehension test, which was not familiar to the participants at all, turned out to be too 

challenging to measure their reading improvement. Some alternative ways to measure the 

immediate effect of extensive reading could be using the texts which the participants have 

encountered during their reading, or looking at improvement in their reading fluency. As 

some researchers (Day & Bamford, 1998; Elley, 1980; Hendriwanto & Kurnati, 2019; 

Iwahori, 2008) have mentioned, through repeated encounters with vocabulary while reading, 

L2 learners can increase their sight vocabulary, which will result in an increase in reading 

fluency.   
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7.5 Recommendations for Future Research in ER for EFL Children 

For the present thesis, the effect of the extensive reading on learners’ vocabulary knowledge 

was measured through a yes/no type question due to the large number of target words (150 

items) to be tested in a limited test time with young students. Through the pre– and post–test 

outcomes on their vocabulary knowledge, it was demonstrated to be an effective device that 

can be used with young children. However, as Read (2000) and Henriksen (1999) state, 

vocabulary knowledge should be approached as fundamentally having a multidimensional 

and complex nature. Future research on the role of extensive reading in EFL children’s 

vocabulary learning needs to investigate how engaging in pleasant reading can contribute to 

the depth of their vocabulary knowledge. The Vocabulary Knowledge Scale (VKS) by 

Paribakht and Wesche (1997) may be considered for that purpose if the test–takers’ English 

proficiency is sufficient enough to compose a sentence using a stimulus word by properly 

demonstrating its meaning in the sentence. The VKS requires test–takers to compose a 

sentence as a demonstration of their knowledge on a word; thus, it is known as measuring 

learners’ productive vocabulary knowledge.  In fact, the VKS had been used in the pilot study 

for this thesis; however, since some participants repeated using the simple structure “It is 

______” for all the word items given, in addition to the extended test time with 50 more 

words in the main research, the VKS had to be left out. If it is for beginning level 

participants, employing the first four steps, dispensing with the last sentence–writing task, is 

recommended.    

Another ideal test instrument to measure the degree of L2 learners’ vocabulary 

knowledge for the future research is the Word Associates Format (WAF) by Read (1993). 

This test provides the test–takers with a stimulus word and eight other words, and it asks 

them to choose the words which are related to the stimulus word. The relationships are one of 

the following: paradigmatic by choosing synonyms or words with similar meaning, 
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syntagmatic by choosing collocates and analytic by selecting one aspect or component of the 

stimulus word’s meaning (p. 359). The WAF can measure the development of learners’ 

receptive knowledge on words, and it can be an efficient vocabulary test when there are large 

numbers of target words to be tested. Schoonen and Verhallen (2008) adapted Read’s WAF 

to measure Dutch primary school students’ L1 and L2 learning and simplified it to have six 

words, instead of eight, to choose from. Their revised version of WAF creates a visual 

association by drawing lines between the target word in the centre and three possibly 

associated words out of six to have a word web.   

For the present thesis, a vocabulary knowledge test and a reading comprehension test 

were employed to measure the young children’s language learning through reading. A future 

study may include other types of language proficiency tests such as a listening 

comprehension, or a grammar test. The restricted programme length and the participants’ low 

proficiency level and young age limited the test types into two; however, exploring more 

various aspects of children’s language learning with a reading treatment would yield 

complementary findings to those of the present study.   

Elley (1980), Ng and Sullivan (2001), Ng (2001) and some other researchers 

mentioned that both teachers and students were highly satisfied with the extensive reading 

programme. The REAP teachers in Singapore and the RELA teachers in Brunei Darussalam 

showed 90 per cent and 88 per cent satisfaction, respectively. All of them indicated that their 

students enjoyed the extensive reading programme, and as a result, they all showed positive 

learning attitudes and significant improvement in language learning in the end. Following up 

on these studies, the present thesis demonstrates that the universal wisdom can apply to 

children’s second language learning as well.      
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“The one who was born a genius can’t win against the one who tries, and the one who tries can’t 

win against the one who enjoys.” 

–Confucius (551 –479 BC) – 
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APPENDICES  

Appendix A. Sample Pages from Graded Readers 

 

* Extracted from Oxford Bookworms Library stage one book –The Wizard of Oz  
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* Extracted from Oxford Bookworms Library stage two book –Robinson Crusoe 
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Appendix B. Ethics Committee Approval Letter from the University of 

Auckland 

 

 

 
 
 

 

 

UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS COMMITTEE (UAHPEC) 

 

24–Nov–2016 

   

MEMORANDUM TO: 

Prof John Read 

App Lang Studies & Linguistics 

 

Re: Application for Ethics Approval (Our Ref. 018286): Approved with comment 

The Committee considered your application for ethics approval for your project entitled The 

Effects of Extensive Reading on Second Language Learners’ Reading and 

Vocabulary Acquisition.  

 

Ethics approval was given for a period of three years with the following comment(s): 

 
1. PIS – Parent 

Please correct the following from: 

‘so this what we call an intervention study.’ to ‘so this is what we call an intervention study.’ 
 

The expiry date for this approval is 24–Nov–2019. 

 

If the project changes significantly you are required to resubmit a new application to UAHPEC 

for further consideration. 

 

In order that an up–to–date record can be maintained, you are requested to notify UAHPEC 

once your project is completed. 

 

The Chair and the members of UAHPEC would be happy to discuss general matters relating to 

ethics approvals if you wish to do so. Contact should be made through the UAHPEC Ethics 

Administrators at ro–ethics@auckland.ac.nz in the first instance. 

 
All communication with the UAHPEC regarding this application should include this reference 
number: 018286. 

 

(This is a computer generated letter. No signature required.) 

Secretary 

University of Auckland Human Participants Ethics Committee 

Office of the Vice-Chancellor  
Finance, Ethics and Compliance 

 
 

 
The University of Auckland Private Bag 
92019 Auckland, New Zealand 

 
Level 10, 49 Symonds Street 
Telephone: 64 9 373 7599 
Extension: 87830 / 83761 
Facsimile: 64 9 373 7432 

 

mailto:ro-ethics@auckland.ac.nz
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c.c. Head of Department / School, App Lang 

Studies & Linguistics Ms Miyoung Song 

 
 

Additional information: 

1. Should you need to make any changes to the project, write to the Committee giving 

full details including revised documentation. 

 

2. Should you require an extension, write to the Committee before the expiry date 

giving full details along with revised documentation. An extension can be granted 

for up to three years, after which time you must make a new application. 

 

3. At the end of three years, or if the project is completed before the expiry, you are 

requested to advise the Committee of its completion. 

 

4. Do not forget to fill in the 'approval wording' on the Participant Information Sheets 

and Consent Forms, giving the dates of approval and the reference number, before 

you send them out to your participants. 

 

5. Send a copy of this approval letter to the Awards Team at the, Research Office 

if you have obtained funding other than from UniServices. For UniServices 

contract, send a copy of the approval letter to: Contract Manager, UniServices. 

 

6. Please note that the Committee may from time to time conduct audits of 

approved projects to ensure that the research has been carried out according to 

the approval that was given. 
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Appendix C. Participant Information Sheet for Parents 

 

 

School of Cultures, Languages and Linguistics, Faculty of Arts 

Arts 1, Building 206, 14a Symonds Street, Auckland, 1010 

Phone: +64 9 373 7599 ext. 73158 

The University of Auckland 

Private Bag 92019 

Auckland, New Zealand 

 

 
 

 

Project title:  The Effects of Extensive Reading on Second Language Learners’ Reading and Vocabulary 

Acquisition 

 

Researcher:   Miyoung Song 

Supervisors:  Professor John Read, Dr. Shaofeng Li 

 

 

 

Researcher introduction 

My name is Miyoung Song and I am a student in the University of Auckland. I am currently studying for a doctor’s degree 

(PhD) in Applied Linguistics. This sheet describes detailed information regarding the research which I am doing for my 

degree. Please take your time to read through the information. 

 

 

The purpose of the study 

This study is conducted as part of my PhD degree in the University of Auckland. Since I have been involved in English 

teaching for more than 10 years, I have deep interests in how to improve Korean students’ overall English skills through 

reading without giving them too much stress on grammar learning. I will write a thesis about the study and I hope that the 

findings will have useful implications for effective language learning for Korean young students of English. I would like to 

invite your child to participate in the study.   

 

 

Project Procedure 

If your child takes part in the research, the basic task will be to read ____ books called graded readers, which are suitable for 

learners of this age. First, prior to the start of reading class, students including your child will be asked to come to the class 

to take a basic English test for about 40 –50 minutes. This is to make sure that the students are at the similar level and to see 

the effects of reading by comparing the results with those of after–reading tests. Then, for ____weeks, students will come to 

the class two times a week for one hour’s lesson. They will read books for about half an hour and will be engaged in group 

activities such as class discussions. At the beginning of the study, a working memory test will be conducted to see what roles 

the working memory plays in language learning. After the ____–week reading programme, the same format of English test 

from the first test will be given to the students to see how effective the reading has been, so this is what we call an 

intervention study. They will be asked to fill in a questionnaire of which items are to check how reading has influenced their 

motivation for future English study. About one month later, the students will be asked one more time to take another 

language test. This is to see the retention rates of their initial acquisition.    

 

 

Data storage, future use and destruction 

The test papers and questionnaire will be stored in a locked cabinet in my supervisor’s office for 6 years, and all 

computerised records will be kept in a password–protected University of Auckland computer, backed up by a server for the 

same period. The data will be used only for the purpose of writing my doctoral thesis and will be completely destroyed right 

after 6 years from the research completion. All electronic records will be permanently deleted from the computer where they 

are stored as well.  

 

 

Right to withdraw from the participation 

Your child’s participation in this study is entirely voluntary. You and your child have the right to withdraw from the study at 

any time until  _____________ without giving a reason. 
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Assurance statement 

The Principal has given an assurance that your child’s participation or non–participation will have no effect on the 

relationship with his/her teachers or with the institute.  

 

 

Anonymity and confidentiality 

Your child’s name or identity will not be revealed at any time during the study and will not be given in my thesis. Students’ 

names will be labelled numerically such as student 1, student 2, and so on. The data will not be viewed by any other person 

or organisation except for the researcher (myself) and my supervisors. 

  

For the students who decide to attend the reading programme, a book gift card or a book voucher worth $30 will be offered 

as a small token of appreciation. If you are interested, you will have the opportunity to request a summary of the research 

results after the study is complete. 

 

Thank you for taking time to read this information sheet. Should you have any questions, please feel free to contact any 

person listed below. 

 

Researcher:  

Miyoung Song 

Phone: (09) 373 7599  ext. 85424  

Email: mson055@aucklanduni.ac.nz  

Main Supervisor:  

Professor John Read 

Phone: (09) 923 7673   

Email: ja.read@auckland.ac.nz  

Head of School of Cultures, Languages and 

Linguistics: 

Professor Gary Barkhuizen 

Phone: (09) 923 8197 

Email: g.barkhuizen@auckland.ac.nz 

 

 
For any queries regarding ethical concerns you may contact the Chair, The University of Auckland Human Participants Ethics Committee, 
The University of Auckland, Research Office, Private Bag 92019, Auckland 1142. Telephone 09 373 7599 ext. 83711. Email: ro–

ethics@auckland.ac.nz. 

 

 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS COMMITTEE ON  

24/11/2016 for 3 years, Reference Number: 018286 
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mailto:ja.read@auckland.ac.nz
mailto:g.barkhuizen@auckland.ac.nz


 

204 

Appendix D. Participant Information Sheet for Students 

 
 

 

 

 

Project title:  The Effects of Extensive Reading on Second Language Learners’ Reading 

and Vocabulary Acquisition 

 

Researcher:   Miyoung Song 

Supervisors:  Professor John Read, Dr. Shaofeng Li 

 

 

Researcher introduction 

My name is Miyoung Song and I am a student in the University of Auckland. I am currently studying 

for a doctor’s degree (PhD) in Applied Linguistics.  

 

Project description and invitation 

I would like you to take part in this reading programme because I am interested in improving Korean 

students’ English skills. The basic task will be to read fifteen books called graded readers, which I 

hope you will find interesting and enjoyable. We will meet two times a week for eight weeks. Each 

time we will read books together and discuss the stories in English as much as possible for about an 

hour. Before and after the reading programme, I may ask you to take English tests to check your 

progress.    

 

I will keep your test papers and my notes about you in a safe place, so no one else can see them. 

When I write a report about the project for my university degree, I will not give your real name. 

 

Even if you agree to join in the project, you can decide later that you do not want to continue and it 

will be OK for you to stop, any time until  ___________. Also, please note that your participation or 

non–participation will not have any effect on your relationship with your teachers nor on your grades 

in the institute.  

 

If you have any questions about the project, please call me at 09 373 7599 (ext. 85424) or email me at 

mson055@aucklanduni.ac.nz.  

 

Thank you for reading this sheet and I hope you would like to join the project. 

 

 

 

 

 

 
APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS COMMITTEE ON 

24/11/2016 for 3 years, Reference Number, 018286.  

 

 

 

 

 

 

School of Cultures, Languages and Linguistics, Faculty of Arts 
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Auckland, New Zealand 
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Appendix E. Consent Form for Parents 

 

 

 

 

 

 

 

School of Cultures, Languages and Linguistics, Faculty of Arts 

Arts 1, Building 206, 14a Symonds Street, Auckland, 1010 

Phone: +64 9 373 7599 ext. 73158 

The University of Auckland 

Private Bag 92019 

Auckland, New Zealand 

 
 

THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 

 

 

 

Project title:  The Effects of Extensive Reading on Second Language Learners’ Reading and 

Vocabulary Acquisition 

 

Researcher:  Miyoung Song 

Supervisors:  Professor John Read, Dr. Shaofeng Li 

 

Contact email address for researcher: mson055@aucklanduni.ac.nz 

 

 

I have read the Participant Information Sheet, and I have understood the nature of the research and 

why my child has been invited. I have had the opportunity to ask questions and have them answered 

to my satisfaction. 

 

 I give my permission for my child to participate in this project. 

 I understand that my child is free to withdraw from participation at any time until ___________, 

and to withdraw any data associated with him/her.  

 I understand that the names of the participants will not be identified in any publication resulting 

from this study.  

 I understand that the data will be kept for 6 years, after which they will be destroyed.  

 I wish / do not wish to receive the summary of findings. (Please circle) 

 I will allow / not allow my child to receive his/her test results. (Please circle) 

 

 

 

Child’s Name:                              Parent’s / Caregiver’s Name:                              

                 

Signature                               Date:                                

 

 

Parent’s/ Caregiver’s Email:    __________________________________           

(Provide your email address if you wish to receive the summary of findings) 

 
APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS COMMITTEE ON 

24/11/2016 for 3 years, Reference Number, 018286.  
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Appendix F. Assent Form for Students 

 

 

School of Cultures, Languages and Linguistics, Faculty of Arts 

Arts 1, Building 206, 14a Symonds Street, Auckland, 1010 

Phone: +64 9 373 7599 ext. 73158 

The University of Auckland 

Private Bag 92019 

Auckland, New Zealand 

 

 

 

THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 

 

 

 

Project title:  The Effects of Extensive Reading on Second Language Learners’ Reading 

and Vocabulary Acquisition 

 

Researcher:   Miyoung Song 

Supervisors:  Professor John Read, Dr. Shaofeng Li 

 

 

 
• I have read the information about Ms. Song’s study and understand what she wants me to do. 

• I agree to take part in this research.  

• I understand that I will read books and participate in class discussion for about 1 hour in each 

class for ___weeks, take multiple language tests and answer some questionnaire items.  

• I understand that I can change my mind later and decide to stop taking part, any time until___. 

• I understand that all the information about me will be kept safe and that my name will not be 

used in the report on her project.  

• If my parent agrees, I want / do not want to receive my test results. (Please circle)  

 

 

 

 

Your Name:  ________________  Signature:   ________________  

 

Date    ________________ 

 

 

Your Email:  ______________________________  

(Provide your email address if you want me to send you the test results) 

 

 

 

 

 

 

 
APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS COMMITTEE ON 

24/11/2016 for 3 years, Reference Number, 018286. 

 

  



 

207 

Appendix G. Sample Online Quiz Questions 

 

Pocahontas 
 

 

Choose the most appropriate answer for 

each question. 
 
 

1. Why did the Englishmen call their town 

'Jamestown' and the river 'James River'? 

a) Because one of them was James. 

b) Because they liked the name. 

c) Because it was the name of the town 

before they came.  

d) Because the King of England was 

called James. 

 

 

2. Who saved John Smith when an Indian named 

Opekankanu tried to kill him? 

a) John Smith's friends 

b) The King of England 

c) Pocahontas 

d) The King of the Indians 

 

 

3. Why did John Smith go back to England? 

a) Because he was ill 

b) Because he missed his country 

c) Because he was hungry 

d) Because he needed to get married 

 

 

4. Which is NOT true about this story? 

a) When the Englishmen came, there 

was no one in Virginia. 

b) Virginia was beautiful. 

c) The Englishmen began to build a little 

town in Virginia. 

d) The Englishmen came from England. 

 

 

5. What is TRUE about Powhatan?       

a) He wanted his daughter more than the 

guns. 

b) He wanted the guns more than his 

daughter. 

c) He wanted his daughter to live with 

him.  

d) He wanted his daughter to get married 

with an Englishman. 

 

Choose the most appropriate word for each 

blank. 
 

 

6. The Englishmen wanted the Indians' corn, and 

the Indians wanted the Englishmen's _______. 

a) guns 

b) clothes 

c) trees 

d) houses 

 

 

 

 

7. The Englishmen took a hostage because they 

wanted to __________________. 

a) kill the Indians 

b) have more corn 

c) get the guns back from Indians 

d) be friends with Indians 

 

 

8. _________ was the King of all the Algonquin 

Indians. 

a) John Smith 

b) Powhatan 

c) Pocahontas 

d) Opekankanu 

 

 

9. _____ helps people to find where the north is. 

a) A gun 

b) A candle 

c) A compass 

d) A watch 

 

 

10. Pocahontas was the first American woman to 

__________. 

a) kill many Englishmen 

b) marry an Englishman and come to 

England 

c) fight with the King of England 

d) become a Queen in England 
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Appendix H. Reading Log 

 

_________________’S READING LOG 

 

 Book Title: ___________________________________________ 

 The date and time you start to read: __________________ 

 The date and time you finish reading: _________________ 

 

 

⚫ Colour the stars as you rate each item. 

# Questions Rating 

1 Was the book interesting? 
     

2 
Did you understand the story 

well?      

3 Were the vocabulary easy? 
     

4 Did you finish reading the book? 
     

5 
Did you solve all the questions 

online?      
 

 

 

⚫ Your comments on this book: 

______________________________________________________________________________________

______________________________________________________________________________________

______________________________________________________________________________________ 

 

 

 

⚫ What score would you like to give to the book?  _________________ 
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Appendix I. Book Reading Schedule by Class for the ER Programme 

 

 

Weeks Class A Class B Class C 

1–1 The Elephant Man The Lottery Winner Pocahontas 

1–2 The Wizard of Oz Christmas in Prague The Phantom of the Opera 

2–1 A Little Princess The Piano Man Robinson Crusoe 

2–2 Aladdin Les Miserables The Elephant Man 

3–1 One Way Ticket The Wizard of Oz 
Alice’s Adventures in 

Wonderland 

3–2 
The Adventures of Tom 

Sawyer 
The Elephant Man Les Miserables 

4–1 Pocahontas A Little Princess The Wizard of Oz 

4–2 The Phantom of the Opera 
Aladdin and the 

Enchanted Lamp 
Christmas in Prague 

5–1 The Lottery Winner One Way Ticket The Piano Man 

5–2 Les Miserables The Jungle Book 
Aladdin and the 

Enchanted Lamp 

6–1 Christmas in Prague Pocahontas 
The Adventures of Tom 

Sawyer 

6–2 Robinson Crusoe Dracula The Lottery Winner 

7–1 The Piano Man 
The Adventures of Tom 

Sawyer 
The Jungle Book 

7–2 
Alice’s Adventures in 

Wonderland 
The Phantom of the Opera Dracula 

8–1 The Jungle Book Robinson Crusoe A Little Princess 

8–2 Dracula 
Alice’s Adventures in 

Wonderland 
One Way Ticket 
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Appendix J. An Example of a Reading Passage and Questions for the Main 

Study Reading Comprehension Test 

 

 

 

5. The purpose of this view of the worm is to show 

 (A) a part of a worm in more detail. 

 (B) a close-up of a worm burrow. 

 (C) a detailed view of a casting. 

 (D) a close-up view of a worm’s skin.          

 

6. How do earthworms make soil healthier? 

 (A) by attracting birds  

 (B) by adding nutrients 

 (C) by eating plants 

 (D) by releasing water  

 

7. This text is mainly about 

 (A) how birds trick earthworms. 

 (B) which animals live in the soil. 

 (C) how earthworms help to improve soil. 

 (D) why plants are important to earthworms.  

 

 

* The passage and questions are extracted from 2014 ICAS English Paper A (p. 3)  
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Appendix K. Target Vocabulary Items for the Main Study 

 

 
 
 

(1) Fifty words from 1st 1000 words list 

 
stay (76) island (59) gold (39) pot (33) hole (25) 

hospital (74) daughter (56) kind (38) warm (29) field (24) 

small (74) hit (56) wild (38) dirty (28) finish (24) 

brother (73) queen (54) clock (37) blood (28) court (23) 

cold (72) city (54) terrible (37) surprise (27) law (23) 

garden (72) read (53) chair (36) decide (27) master (23) 

bad (71) king (52) road (35) ready (27) west (21) 

river (66) music (51) tomorrow (34) strong (27) past (20) 

wife (65) important (48) floor (34) aunt (26) wrong (20) 

tall (63) ground (43) different (33) stare (25) heavy (20) 

 
 

(2) Fifty words from 2nd 1000 words list 
 

wolf (100) cart (35) captain (21) slave (17) moon (13) 

ticket (75) plate (34) silver (20) creature (15) bucket (12) 

lamp (61) castle (30) escape (20) restaurant (15) December (12) 

village (61) tin (28) scream (19) secret (15) thief (12) 

ill (60) accident (28) cow (18) cash (14) sandwich (12) 

magic (54) alive (27) brain (18) fence (14) journey (11) 

ghost (51) famous (21) soldier (18) gentleman (14) enemy (11) 

lawyer (44) shore (21) meat (17) dollar (13) polite (10) 

knife (37) brave (21) newspaper (17) language (13) inspect (10) 

lion (35) clever (21) rope (17) lesson (13) storm (10) 

 
 

(3) Fifty words from other words lists 
 

lottery (L6_54) carriage (L4_30) cab (L4_15) caterpillar (L7_11) picnic (L5_8) 

witch (L5_53) coffin (L4_29) passage (L3_15) bullet (L4_10) silent (L3_8) 

wizard (L5_52) tunnel (L3_27) treasure (L3_15) execute (L3_10) factory (L3_6) 

policeman (Off_51) attic (L6_22) upstairs (Off_14) jury (L3_10) footprint (Off_6) 

whisper (L3_49) corn (L4_19) patients (L3_14) ravine (L9_10) harpist (L7_6) 

cave (L4_45) miner (L3_18) concert (L3_13) snatch (L4_10) interpret (L3_6) 

scarecrow (Off_44) vampire (L7_17) candlestick (Off_12) rebel (L3_9) straw (L4_6) 

cub (L5_42) hare (L6_16) cellar (L5_12) trousers (L4_9) tart (L6_6) 

jungle (L4_38) jewel (L5_16) graveyard (Off_12) conduct (L3_8) tavern (L6_6) 

palace (L3_33) tiger (L4_16) tomb (L5_12) goat (L4_8) chairman (L3_4) 

 

* Numbers in brackets indicate the total occurrences of each word in the 16 books. 

* L in the last category indicates Word List.   
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Appendix L. Sentences for Reading Span Task for the Main Study 

Themes Sentences 

School 

• I usually go to school every day.  

• On Tuesdays, our school finishes in the afternoon.   

• All the students in our school are males.  

• All the teachers in our school are females.   

• Our school is in Jeju Island.   

• Our school does not have classes on Sundays.   

People 

• My friend’s younger sibling is older than me.   

• All of my friends are high school students.   

• Primary school students are younger than high school students.   

• People who catch thieves are police officers.   

• People we encounter in the hospital are all doctors.  

• Most of my classmates live in the same neighbourhood.    

Animals 

• Penguins can swim.   

• Turtles are faster than cheetahs.  

• Giraffes are taller than tigers.    

• Puppies are babies of cats.   

• Elephants have long noses.    

• Every bird does not have wings.  

Transportation 

• We can see ships in the sea.    

• Trains go under the sea only.   

• Cars are smaller than airplanes.    

• Cars have two wheels.   

• Ships usually go on the ground.   

• Airplanes fly in the sky.   

Sports 

• We have to wear running shoes to skate.   

• We can swim in the swimming pool.    

• We can ski during summer only.   

• Soccer is the sport we can play alone.   

• Basketball players play a game with a ball.    

• Tennis players can play tennis well.     

Fruits 

• Watermelons have stripes on their skin.      

• Apples are not fruits.   

• We can eat tangerines only in Jeju Island.   

• Fruits grow in hot countries only.   

• Watermelons are bigger than apples.    

• Bananas are fruits.    

Places 

• Japan is on the left side of Korea.   

• Seoul is the capital city of Korea.    

• The lowest building in Seoul is 63 Building.   

• Jeju Island is in the further South than Pusan.     

• Our country is closer to China than to the USA.    

• North Korea is on the south of South Korea.   

Colours 

• There is yellow in the Korean national flag.   

• At 9 pm, the sky is blue.   

• Rainbows have 7 colours.   

• When all the colours are combined, we get white.    

• There are more than 12 colours in the world.   

• The seas are usually blue.    

Family 

• My maternal grandmother is my mother’s mother.   

• My mother is the daughter of my grandparents.  

• My father’s mother is my grandfather.   

• My younger brother is someone who is younger than me.   

• I call my father’s female siblings ‘Maternal Aunt’  

• My parents are my relatives.   
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Appendix M. Nonword Repetition Task Stimuli for the Main Study 

 

 

# of syllables Non–words 

3 

 num–da–po  

 chi–dang–eo  

 ja–gu–ong  

 han–seo–ma 

4 

 tan–su–jin–beo   

 ha–jeol–no–man 

 pol–sa–gang–cha   

 geo–da–jung–seo 

5 

 sa–ya–beon–chu–gae   

 di–gan–saeng–neu–ho 

 pal–yu–cha–na–jeong   

 sa–jeo–gang–ma–u 

6 

 gi–heo–seong–bu–neo–a  

 im–go–ji—na–ho–sang 

 o–ja–pan–su–geu–ha  

 bon–cha–su–ga–an–ji 

7 

 neo–ba–ga–seong–ho–bi–dung  

 jang–tu–seol–mi–ju–ni–ko 

 yang–cha–du–eo–keo–si–man  

 ki–ba–deo–ang–neo–ju–ho 

8 

 un–jeo–nu–ti–seo–gon–heo–ko   

 so–geon–ji–nun–chung–do–beo–pang  

 gan–hu–do–ji–no–teo–ha–bal 

 jeong–so–ma–chan–go–teo–ban–seo 

9 

 ga–saeng–na–ko–man–ji–bon–heo–ma 

 ong–ha–beo–an–chu–yu–ma–gon–bal   

 sa–ang–ko–gun–chan–teo–beo–ho–im 

 dung–nu–so–pan–ki–geo– seo–jeol–

seong 
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Appendix N. Motivation Questionnaire Items 

 

ITEMS SORTED BY ORIENTATIONS FOR THE MAIN STUDY 

 

(1) Ideal L2 motivation 

• I can imagine myself writing English e–mails fluently. 

• I can imagine myself living abroad and using English effectively for communicating with 

the people living there. 

• I can imagine a situation where I am speaking English with foreigners. 

• I can imagine myself speaking English with international friends. 

• I imagine myself as someone who is able to speak English.   

• I can imagine myself speaking English as if I were a native speaker of English. 

• I can imagine myself studying in a university where all my courses are taught in English. 

• The things I want to do in the future require me to use English. 

• Whenever I think of my future career, I imagine myself using English. 

 

 

(2) Ought–to L2 motivation 

• I have to study English, because, if I do not study it, I think my parents will be 

disappointed with me. 

• I study English because my close friends think it is important. 

• Learning English is necessary because people surrounding me expect me to do so. 

• My parents believe that I must study English to be an educated person. 

• I consider learning English important because the people I respect think that I should do 

it. 

• It will have a negative impact on my life if I don’t learn English.  

• Studying English is important to me because an educated person is supposed to be able to 

speak English. 

• If I fail to learn English, I’ll be letting other people down. 

• Studying English is important to me because other people will respect me more if I have a 

knowledge of English. 

 

 

(3) Intrinsic reading motivation 

[Curiosity] 

• I like reading in English to learn something new about people and things that interest me. 

• I like reading about new things in English.   

• I feel happy when I read about something interesting in English. 

[Involvement] 

• I like reading a lot of interesting things in English. 

• It’s fun for me to read about something I like in English. 

• It is hard for me to stop reading in English when the topic is interesting. 

[Challenges] 

• When the topic is interesting, I am willing to read difficult English materials. 

• I like it when the topic of an English reading makes me think a little more. 

• I like challenging myself while reading in English. 
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(4) Extrinsic reading motivation  

[Competition] 

• I am willing to work hard to read better than my friends in English. 

• I like being the only student who knows an answer about something we read in English. 

• When I complete English reading assignments for class, I try to get more answers correct 

than my classmates.   

[Recognition] 

• I like my friends to tell me that I am a good English reader. 

• I like my teacher to say that I read well in English. 

• I like it when my teacher asks me to read English aloud in class. 

[Grade] 

• It is important for me to receive a good grade in my English reading course. 

• I want to read in English to improve my grades.  

• I work harder on English reading assignments when they are graded. 

 

(5) Main Study ER Programme related items  

[Preference] 

• Overall, I liked the extensive reading programme. 

• I would like to participate in another reading programme similar to the current one. 

• The books I read during the programme were interesting.   

[Usefulness] 

• I think this reading programme helped me improve my overall English level. 

• I think this reading programme helped me improve my English vocabulary. 

• I think this reading programme helped me improve my reading comprehension skills  

[Confidence] 

• After participating in the extensive reading programme, I became more confident in 

reading English books. 

• After participating in the extensive reading programme, I feel like reading more books in 

English.   

• After participating in the extensive reading programme, I think I can read English books 

better by myself.   
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Appendix O. The Actual Motivation Questionnaire Format in English 

 

ENGLISH LEARNING INTERESTS QUESTIONNAIRE 

Please read the following items carefully and put a √ below the number that best represents how you 

feel about each item. Each number represents the following: 

 

1.  Strongly disagree 2.  Disagree                        3.  Neither disagree nor agree   

4.  Agree              5.  Strongly agree  

 

 

# Items 
1. 

  

2. 

  

3.  

 

4. 

  

5. 

  

1 
I study English because my close friends think it is 

important. 
     

2 
It is important for me to receive a good grade in my 

English reading course. 
     

3 
I can imagine a situation where I am speaking English with 

foreigners. 
     

4 
I think this reading programme helped me improve my 

reading comprehension skills. 
     

5 I like challenging myself while reading in English.      

6 
I can imagine myself speaking English as if I were a native 

speaker of English. 
     

7 
My parents believe that I must study English to be an 

educated person. 
     

8 I like my teacher to say that I read well in English.      

9 
It is hard for me to stop reading in English when the topic 

is interesting. 
     

10 
After participating in the extensive reading programme, I 

think I can read English books better by myself. 
     

11 
It will have a negative impact on my life if I don’t learn 

English. 
     

12 
I think this reading programme helped me improve my 

English vocabulary.  
     

13 
I am willing to work hard to read better than my friends in 

English. 
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# Items 
1. 

  

2. 

  

3.  

 

4. 

  

5. 

  

14 
I consider learning English important because the people I 

respect think that I should do it. 
     

15 I can imagine myself writing English e–mails fluently.      

16 I like my friends to tell me that I am a good English reader.      

17 
After participating in the extensive reading programme, I 

became more confident in reading English books. 
     

18 
I like reading in English to learn something new about 

people and things that interest me. 
     

19 
I can imagine myself studying in a university where all my 

courses are taught in English. 
     

20 
I have to study English, because, if I do not study it, I think 

my parents will be disappointed with me. 
     

21 
I feel happy when I read about something interesting in 

English. 
     

22 I like reading a lot of interesting things in English.      

23 
Studying English is important to me because an educated 

person is supposed to be able to speak English. 
     

24 
Whenever I think of my future career, I imagine myself 

using English. 
     

25 
The things I want to do in the future require me to use 

English. 
     

26 
Studying English is important to me because other people 

will respect me more if I have a knowledge of English. 
     

27 
When the topic is interesting, I am willing to read difficult 

English materials. 
     

28 
I would like to participate in another reading programme 

similar to the current one. 
     

29 If I fail to learn English, I’ll be letting other people down.      

30 
When I complete English reading assignments for class, I 

try to get more answers correct than my classmates. 
     

31 
After participating in the extensive reading programme, I 

feel like reading more books in English.  
     

32 It’s fun for me to read about something I like in English.      

33 
I like it when my teacher asks me to read English aloud in 

class. 
     

34 
I can imagine myself speaking English with international 

friends. 
     

35 Overall, I liked the extensive reading programme.      
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# Items 
1. 

  

2. 

  

3.  

 

4. 

  

5. 

  

36 I like reading about new things in English.      

37 
I like it when the topic of an English reading makes me 

think a little more. 
     

38 
I can imagine myself living abroad and using English 

effectively for communicating with the people living there. 
     

39 The books I read during the programme were interesting.       

40 
I work harder on English reading assignments when they 

are graded. 
     

41 
Learning English is necessary because people surrounding 

me expect me to do so. 
     

42 I want to read in English to improve my grades.      

43 
I like being the only student who knows an answer about 

something we read in English 
     

44 I imagine myself as someone who is able to speak English.      

45 
I think this reading programme helped me improve my 

overall English level. 
     

 

 

46. Please feel free to write any comments or feedback on the reading programme.  

___________________________________________________________________________ 

___________________________________________________________________________ 

___________________________________________________________________________ 
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