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Abstract

ABSTRACT

Reading instruction in Taiwan and elsewhere has traditionally focused on 
intensive classroom teaching. Such an approach may prove successful in terms of 
scores on reading tests or grades in courses. The problem is that it simply is not 
complete; it does not cultivate a reader who chooses to read. Therefore, there has 
been a call for free voluntary reading to complement reading instruction, to extend 
and consolidate its effectiveness (e.g. Nuttall, 1996; Eskey and Grabe, 1988).

Although free voluntary reading has been claimed by LI and L2 educators to be 
beneficial for language and cognitive development (e.g. Krashen, 1993b), there 
are only a few research studies which have investigated it and even less research 
has been undertaken in Taiwan to determine its benefits. Unfamiliarity with free 
voluntary reading and a lack of appreciation of its likely benefits led to 
considerable difficulties in gaining access to readers in Taiwan to implement an 
experimental programme.

In this study, sixty-three college freshmen, studying at two universities in Taiwan, 
participated in a free voluntary reading programme. The thesis described the free 
voluntary reading activities of the college freshmen. It tried to assess the extent 
and the variety of their reading attitudes, reading habits, and perceptions about 
reading for enjoyment. In particular, it attempts to identify the differences 
between comparison groups varying in gender, university, continuity of reading, 
and test achievement scores.

Data in the study is drawn from reading questionnaires, grammar proficiency 
tests, and reading journals. The test results showed an improvement in particular 
with those subjects who continued free voluntary reading throughout the 
experiment. From questionnaires and reading journals, three problems that 
hampered free voluntary activities were identified: vocabulary problem, faulty 
reading habits and attitude, and inability to locate suitable reading material. 
Additionally, the results showed that the subjects seemed to equate free voluntary 
reading with studying, and they did not read much both in terms of frequency of 
reading and time spent on reading. Distinctive results were found between gender 
groups on reading preferences, between score groups on reading purposes and 
reading patterns, and between continuity groups on reading purposes. A number 
of recommendations and implications were derived for teachers on assisting free 
voluntary reading and for students on how to be better active readers.
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Part I A general background & theoretical framework

P A R T  I

A G e n e r a l B a c k g r o u n d  an d  
T h e o r e t ic a l  F r a m e w o r k

This part provides the background information on which this thesis is constructed. 
The need for the research is first considered and its aims are outlined. Related 
theories and previous studies are then described and reviewed.

Chapter 1 

Introduction

Chapter 2

Review of Related 
Literature

Current interest for free voluntary reading 

English teaching & learning in Taiwan 
The benefits of free voluntary reading 

The major aims o f the study

I
Past research relating to voluntary’ reading 

Factors that influence voluntary' reading 
'Ike role o f grammar 

Reading and Grammatical development
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Chapter 1: Introduction

1. INTRO DUCTIO N

The best way to improve your knowledge of a foreign language is to go 
and live among its speakers. The next best way is to read extensively in it.

Experienced teachers know this, and there is research evidence to justify it.
This is useful when persuading head teachers to give you funds to buy 
books, or convincing parents that reading is not a waste o f time. Students 
who read a lot will not become fluent overnight, and it may take a year or 
two before you notice an improvement in their speaking and writing; but 
then it often comes as a breakthrough. They will progress at increasing 
speed and far outstrip classmates who have not developed the reading 
habit.

.................Christine Nuttall (1996: 128)

Overview

This chapter introduces the importance of developing a lifelong reading 

habit from the following aspects: the importance of reading, the

problem of passive reading attitudes, and the diversity of reading 

abilities and backgrounds. It then discusses how free voluntary reading must 

correspond to the readers’ current interests and meet their individual needs if it is 

to be successful. It describes the necessary conditions as well as ways of 

promoting free voluntary reading in order to ensure its effectiveness. In the final 

section, the purpose of the present study is detailed against a background analysis 

of the problems of language teaching and learning in Taiwan, and its significance. 

Definitions of terms used are also provided.

1.1 Background

The concept of free voluntary reading is not a new one. It has been reported over 

the past 30 years1, albeit it was dubbed with various names, such as sustained

1 Studies o f  reported pleasure reading can be traced back to 1937, when Schoonover’s high school students were involved 
in a free reading program. More studies were administered during the 1980s. They include Greaney (1980), Newman &
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Chapter I: Introduction

silent reading, self-selected reading, recreational reading, leisure reading, 

independent reading, extensive reading, etc. It presupposes readers’ own decision 

to spend, either in school or at home, portions of their time reading a book of their 

own choice.

By emphasising the effects of the free voluntary reading on the improvement of 

vocabulary knowledge, reading ability, writing style, spelling and ability to use 

complex grammatical constructions, over a number of these years Krashen has 

been promulgating the power of reading (Krashen, 1984, 1985, 1988, 1989, 1991, 

1992a, 1993b, 1995). In the prologue of his book (1993b), he indicates that free 

voluntary reading is not a panacea but is something highly beneficial for language 

acquisition and literacy development.

“I will not claim that free voluntary reading is the complete answer.

Free readers are not all guaranteed admission to Harvard Law 

School. What the research tells me is that if children or less literate 

adults start reading for pleasure, however, good things will happen.

Their reading comprehension will improve, and they will find 

difficult, academic-style texts more comprehensible. Their writing 

style will improve, and they will be better able to write prose in a 

style that is acceptable to schools, business, and the scientific 

community. Their vocabulary will improve and will improve at a 

better rate than if they took one of the well-advertised vocabulary 

building courses. Also, their spelling and control of grammar will 

improve.” (Krashen, 1993b)

In addition to language development, Krashen argues that free voluntary reading 

is also an extremely powerful way of promoting cognitive development. In his

Prowda (1982), Evans & Gleadow (1983), Wahlberg & Tsai (1983, 1985). Teller & Kann (1984). Robert et al (1984), 
Neuman (1986), Hafner et al (1986), and Fielding et al (1988).
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Chapter 1: Introduction

greatly expanded reading hypothesis, Krashen (1995) asserts that free voluntary 

reading has a number of other positive consequences as well:

• it is a source of great enjoyment;

• it is an important source of knowledge; and

• it can help people define their life paths.

1.1.1 Current interests

1.1.1.1 The importance of reading

The importance of reading is depicted clearly in the book, The Reading Solution, 

in which the authors write:

One researcher has declared that unless children and adults read 

twenty-two minutes a day, their reading skills will go into decline.

I’m sceptical about magic numbers like ‘twenty-two minutes a 

day’, but I do know that children who stop reading start to fall 

behind their classmates. They lose ground in vocabulary, in 

comprehension, in advanced thinking skills, even in the ability to 

write. (Kropp and Cooling, 1995: 161)

Carrell (1988a) also argues that “reading is by far the most important of the four 

skills in a second language, particularly in English as a second or foreign 

language” (p. 1).

Teaching people to read is certainly the most prevalent goal of schooling in 

English-speaking countries. It is all but impossible to identify a goal more basic 

or more traditional. Language teaching is undergoing many changes; however, 

reading remains unaltered, for the importance of reading is almost universally

School o f  Education, U niversity o f  Leicester 4



Chapter 1: Introduction

recognised. In second language teaching and learning, reading has always had a 

prominent position in the interests of both second language teachers and 

researchers. For many countries where English is taught as a foreign language, 

reading is often identified as the main reason why students learn the language 

(Carrell, 1988a). Such universal demand for English, especially from those with a 

need to study English for academic purposes (Prator, 1991; Dubin and Bycina, 

1991; Mokhatari and Sheorey, 1994), is reflected by the large number of research 

projects and publications concerned with the learning and teaching of reading in 

ESL/EFL situations.

In today’s global village, the skill of reading has never been more important. The 

advent of new information technologies, such as computers and electronic 

networks, has made it a crucial tool for information transmission and retrieval. 

The Internet, for example, provides a unique level of access to information 

databases all over the world, and people are using the Internet for teaching, 

research, business, and practice. Immediate access to a ‘virtual’ library of 

millions of volumes and thousands of items of information is now available at 

people’s fingertips. Electronic mail, moreover, allows people to write back and 

forth quickly without concern about how the message actually gets delivered. 

The Internet has come of age. As with the telephone and the television, it has 

fundamentally changed the way people live and work, and it is becoming 

impossible to ignore. Seemingly, the ability to read in English is crucial for 

joining the global village, as it permits new forms of meaningful communication, 

and provides an easy access to all sorts of information needed.

1.1.1.2 The call for development o f life-long reading habits

It may be true enough that people learn to read by reading (Smith, 1988b; 

Goodman, 1982) and that good readers are those who read much (Elley, 1994). 

Nuttall (1996) indicates that the easiest and most effective way of improving 

students’ reading skills is getting them to read extensively. She also emphasises
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that “it is much easier to teach people to read better if they are learning in a 

favourable climate, where reading is valued not only as an educational tool, but as 

a source of enjoyment” (Nuttall, 1996: 127).

Reading is paramount in language education and free voluntary reading is 

perceived as an effective way to ensure its success. Additionally, most education 

systems emphasise voluntary reading as an important objective, and in at least one 

major large-scale study the majority of teachers rated highly the instructional aim 

of fostering students’ interest in reading (Elley, 1994). It is remarkable, therefore, 

that so little attention is paid in instructional programmes to developing voluntary 

readers; youngsters who do choose to read widely and often do so on their own 

(Lamme, 1976; Speigel, 1981; Morrow, 1986, 1987, 1991; Morrow and 

Weinstein, 1986; Huber, 1993). Lunzer and Gardner (1979, as referred to in 

Nuttall, 1996), for example, revealed that in British classrooms reading occupied 

no more than 15% of lesson time overall, and the situation had not improved ten 

years later. Dub in and Bycina (1991) emphasise that the cause of low frequency 

of free voluntary reading may be that “too many teachers feel they are shirking 

their duties if they fail to ‘instruct’ during each and every minute of a class 

session” (p. 201). Williams (1984) also highlights that “teachers should not feel 

that they are neglecting their job if they are not constantly explaining something 

or organising classroom activities. It is important to give learners some 

uninterrupted time to read and reflect, and resist the temptation to rush in 

constantly to help” (p. 19). In other words, most teachers provide little 

opportunity for students to read for enjoyment as they are not accustomed to 

making time for independent reading. Reasons commonly given for such lack of 

attention to voluntary reading are lack of time, pressure of the syllabus and 

examinations. More often than not, teachers simply instruct on help the students 

discover something in situations where the students ought to find out for 

themselves, which in turn, deprives them the chance of learning through 

experience.
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Another factor accounting for the low frequency of free voluntary reading may be 

that schools generally gauge the success of their reading programmes by 

successful scores on standardised reading tests rather than by assessing frequency 

or liking for reading or by profiling the personal reading habits of their students 

(Irving, 1980; Spiegel, 1981). This view is echoed by Krashen’s statement 

“school is a test” (19902, 1993b: 24) and Nuttall’s “testing instead of teaching” 

(1996: 34). Taverner (1990) fully elucidates this point: “what could be measured 

was important and, conversely, what could not be tested was peripheral” (p. 1). 

Due to the external pressures to improve standardised test scores, it has never been 

more obvious that comparatively few teachers would promote pleasurable literary 

activities to enhance enthusiasm and foster positive attitudes among students 

toward reading, as the benefits of free voluntary reading are apparently not 

immediately forthcoming.

There are two main reasons for reading: Reading for pleasure and reading for 

information (Grellet, 1981). Unfortunately, it is clear that substantial numbers of 

children and adults who can read choose not to read either for pleasure or for 

information. Studies by Greaney (1980), for example, found that fifth-grade 

students devoted only 5.4 percent of available leisure time to reading, and that 

22.2% of the students did not read at all. Few primary-grade children, as Morrow 

and Weinstein (1982) report, choose to read books during free-choice time in 

school. Gurthrie and Greaney (1991, as cited in Elley, 1994) survey across USA, 

Ireland, England, Scotland and New Zealand, and conclude that students do not 

read much in their leisure time. Gurthrie even points out that the small numbers 

of books read by students indicate that many students might have difficulty 

meeting the reading demands of adult life. Similar studies find that children do 

not choose to read very much in their leisure time (Whitehead, et al, 1977, as 

described in Davies, 1986; Speigel, 1981; Walberg and Tsai, 1984; Anderson,

2 Krashen (1990) argues that school does not encourage selective reading or critical writing for problem solving. It 
assigns a certain amount o f  reading and writing for each class, and then test students on their reading and writing ability.

School o f  Education, U niversity o f  Leicester 7



Chapter 1: Introduction

Wilson and Fielding, 1988; Greaney and Hegarty, 1987; Lesesne, 1991; Valencia, 

Hiebert, and Kapinus, 1992).

As reported by Morrow (1991), there is even more concern among educators that 

students’ reading activity out of school is declining, and is declining as children 

become older.

“Whitehead, Capey, Maddren, and Wellings (1977) studied the 

voluntary reading of 8,000 English children. The investigation 

revealed a decline in reading as children became older. They 

found that at age 10, nine percent of the children studied did not 

read voluntarily; by age 14, that figure rose to 40 percent. A 

survey of 233,000 sixth graders by the California Department of 

Education (1980) found that 70 percent almost never read for 

pleasure. A 1972 Gallop survey revealed that 80 percent of the 

books read in the United States were read by only 10 percent of the 

population (Spiegel, 1981); half the adults sampled admitted never 

having completed a book. An extensive investigation by the Book 

Industry Study Group indicated that the number of young people 

under the age of 21 identified as readers dropped from 75 percent 

in 1976 to 63 percent in 1984.” (p. 682)

Most EFL teachers instruct students how to read set texts intensively in class. 

However, as mentioned above, they do not encourage them to read much on their 

own and leave little room for them to practice outside class the skills acquired in 

class and required for approaching other texts not studies in class. From a 

cognitive viewpoint, this low investment of time for extensive reading means that 

teacher may fail to develop the students’ facility to read widely and independently 

for enjoyment. Whereas, from an affective viewpoint, they also fail to develop 

students’ habits and, consequently, the love of reading. It is therefore not 

surprising that substantial numbers of students choose not to read, and this has
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become even more of a problem when television, videos, computers and other 

entertainment compete for students’ free time (Greaney and Neuman, 1990; 

Morrow, 1991).

Teaching students to read is necessary, but is certainly not a sufficient purpose for 

reading teaching. A further concern is with nurturing individuals who will choose 

to read throughout their lives (Davies, 1986; Taverner, 1990; Ellis and McRae, 

1991; Morrow, 1991; Kropp and Cooling, 1995; Nuttall, 1996). Morrow (1991) 

clearly proclaims that readers are made in childhood, so “if schools do not 

deliberately and thoughtfully attract students to reading during these early years, 

voluntary reading may never become a life-long habit” (p. 682). The importance 

of attracting students to reading during the early years is also emphasised in the 

Bullock Report.

The reading habit should be established early, and should receive

unqualified encouragement from that point onwards. (DES, 1975:

304)

Motivating an interest in reading is also the top concern of US Office of 

Education, who appointed ten experts to undertake a survey on reading. Their 

report, Becoming a Nation o f Readers (Anderson, Hiebert, Scott & Wilkinson, 

1985) describes reading as a lifelong process and refers to independent reading as 

a most useful form of reading fluency.

Although the EFL learner’s purpose in reading English might be more on learning 

the target language, “in order for the learner to become an effective reader, he 

needs to have appropriate texts and appropriate tasks that allow him not only to 

develop his language, but also to develop purposeful reading styles (Williams, 

1984: 12).” That is, he should be encouraged to practice reading intensively as 

well as extensively, according to his reading purposes. And this could only be 

completed by reading widely, whether it be for information, interest or
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enjoyment. Some, or most, of this reading must be done out of class by students’ 

reading on their own.

1.1.1.3 English language teaching and learning in Taiwan

It is widely accepted in Taiwan that English is a prerequisite for further learning 

in many areas of knowledge, and a key skill needed for many occupations. 

However, the social context of Taiwan does not provide an urgent motive, such as 

survival in an English speaking society, to learn the language. In other words, 

there may not be an immediate, practical purpose for learning English. 

Essentially, English is a foreign, rather than a second language. English is 

learned by nearly all students at secondary school level and the subject is all 

important element of university entrance, while some students certainly enjoy 

learning English for many it remains only a required subject, to be learned for 

practical and pragmatic reasons. The popular perception of the need for English 

(at least for exams) is seen in the widespread attendance at “cram” school. Again 

in these school, as in daytime normal school, reading focuses on class texts, often 

only for language practices.

In Taiwanese universities, the extensive use of academic materials written in 

English in a wide range of disciplines increasingly fosters the need to master 

English, in particular reading skills. Far too many young people today are 

growing up in circumstances where English teaching and learning is solely to 

prepare for tests or exams, and they are kept dependent on the teacher as source 

of information. Such an attitude is as Ruddock and Hopkins (1984) put it, “For 

many students the teacher is an authority and they are in no position to question 

the claim to authority because the pedagogy does not encourage them to seek 

evidence which might demonstrate the complexity of competing claims to 

knowledge” (p. 26).
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Reading leads to reading (Smith, 1976, 1988b; Goodman, 1982). Many factors in 

Taiwan’s teaching situation often weigh heavily against the development of 

students’ individual reading skills and abilities, such as constraints of class time, 

the availability of books and back-up material, reader motivation, etc. Nuttall 

(1996) emphasises that “class time is always in short supply and the amount of 

reading needed to achieve fluency and efficiency is very great - much greater than 

most students will undertake if left to themselves. So we need to promote reading 

out of class” (p. 39). Free voluntary reading is needed; however, it depends 

heavily on enthusiasm on the teacher’s part to develop students’ desire to read. 

Ellis and McRae (1991) suggest that the teacher should “carefully build up of 

reader familiarity with a variety of books leading to a wider reading range, 

encourage individual exploration, and make extensive reading part of a student’s 

education for life” (p. 5). Such a scaffolding of support is necessary to 

progressively establish students’ confidence and capability for reading widely. 

Otherwise, the exam-led education system will keep students from reading books 

voluntarily and fail to convey the joy that reading can be.

1.1.2 Individual needs

Not only the call for developing students who will choose to read and therefore 

become lifelong readers encourages free voluntary reading, but the enormous 

variety of students’ individual choices and preferences lends powerful support to 

the widespread practice of catering for their needs by means of an individualised 

reading scheme rather than by class sets of books (Whitehead et al, 1977, as cited 

in Davies, 1986).

It is widely agreed that all the students in a given class may not have the same 

tastes. Personal interest or an instrumental need for information varies, so it is 

difficult to cater for individual needs in traditional intensive reading lessons. And 

in order to identify and meet various individual needs, greater effort is required
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from the teacher to try to arouse motivation through the classroom handling of the 

text, so as to give learners a range of purposes in reading.

When dealing with language learners, current attention is being given to whether 

reading is “a reading problem or a language problem” (Alderson, 1984: 1). 

Williams (1984) explicitly stresses the problem of lack of language knowledge: 

“For the foreign language learner, ignorance of the language can be an obstacle to 

understanding, no matter how highly motivated a person may be” (p. 16). Apart 

from the diversity of individual needs and interests, the differences of EFL 

readers’ knowledge of language in comprehending texts also indicate that free 

voluntary reading plays a key role in furthering individual development. For 

some students, reading simply clicks. They read with some degree of critical 

awareness. They know how to assess the purposes of the authors, following their 

lines of argument and making judgements about their views and conclusions. For 

other students, the process is less dramatic. They tend to read slowly and 

intensively with the purpose of extracting the literal meaning from the text. 

However, their understanding varies depending on the extent how they are able to 

make sense of the written word and focus on key words and word sequences. In a 

general sense, some know how to interpret the text, whereas others try to 

understand the text.

Although it is difficult for a teacher to teach a class of students who have an 

enormous range of abilities and backgrounds, the goal of a language course at 

university level is to equip students with the basics to handle many different kinds 

of reading material. Through free voluntary reading, the student is then expected 

to learn the language through reading at his own pace, in his own way, since 

“reading is the skill adults can most easily maintain and improve independent of 

established language courses” (Barnett, 1989: 2).
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1.1.3 Promotion of free voluntary reading

The importance of promoting free voluntary reading is based on the premise that 

schooling alone does not necessarily produce active readers, able to read fluently, 

frequently and voluntarily. If reading is learned by reading, by having control 

over the selection and the pace of reading, by practising skills through an 

individual and private process, by exposure to substantial quantities of favourite 

material, then free voluntary reading should be able to remedy the present 

situation. It must, in other words, be able to correspond to students’ current 

interests and meet their individual needs, as described above.

1.1.3.1 Benefits associated with free voluntary reading

Several studies have identified the benefits of free voluntary reading. Figure 1.1 

illustrates the benefits of language development (reading comprehension, writing 

style, grammar, vocabulary, spelling) and cognitive development (facts and 

ideas).

FREE
VOLUNTARY

READING

Cognitive
Developm ent

• facts

• ideas

Language
Development

• vocabulary

• spelling

• gramm ar

• w riting style

Figure 1.1 The benefits o f free voluntary reading
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Language development. It has been shown that more reading results in better 

language development. Some studies revealed positive relationships between the 

amount of leisure reading and success in reading (Greaney, 1980; Anderson, 

Wilson and Fielding, 1988; Gradman and Hanania, 1991; Foertsch, 1992; 

Pilgreen and Krashen, 1993). Students who participate in in-school free reading 

programs such as sustained silent reading do at least as well, and usually better 

than, children in traditional language arts programmes on tests of vocabulary and 

reading comprehension, as long as the programs last for seven months or longer 

(Krashen, 1988, 1989, 1993b, 1993c). More evidence exists that those who say 

they read more and those who live in a richer print environment display greater 

competence in vocabulary (Wells, 1985; Nagy, Herman, and Anderson, 1985; 

Greaney and Hegarty, 1987; Anderson, Wilson and Fielding, 1988; West, 

Stanovich and Mitchell, 1993; Cho and Krashen, 1994; Lee, 1996; see Krashen, 

1989 for a detailed review) and in grammar (Chomsky, 1972; Elley and 

Mangubhai, 1983). Also, more comprehensible input in the form of listening to 

stories is associated with better vocabulary development (Elley, 1989; Krashen, 

1993b, 1993c). Several studies confirm that pleasure reading and writing are 

correlated (Applebee, 1978; Elley and Mangubhai, 1983; Anderson, Wilson and 

Fielding, 1988; Janopoulos, 1986; Elley, 1991; Lee, 1996; Tsang, 1996). Studies 

by Stanovich and West (1989), Polak and Krashen (1988) find that more reading 

is associated with better spelling. There are several cases showing that the 

development of literacy can occur without formal instruction and study (Krashen, 

1988; 1989, 1991; 1992a; 1993a; 1993b, 1993c, 1994, 1995).

Cognitive development. Cognitive development refers to the development of 

new ideas and the acquisition of new factual knowledge, which are developed 

through a five-stage process (Krashen, 1990). The five stages in thinking and 

creating new ideas are (Krashen, 1990: 364):

(1) Gathering ideas. This takes place through reading and listening, or may be 

the result of the entire five-stage thinking process.
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(2) Preparing ideas. In order to come up with new ideas, we first have to 

prepare, or clarify, our current ideas and the problem we are working on. 

Wallas (1926: 44) states: “our mind is not likely to give us a clear answer to 

any particular problem unless we set it a clear question.” Elbow (1972: 129) 

may be referring to the same stage when he discusses “wrestling with ideas” 

and “perception of a major mess” (131).

(3) Incubation. In this stage, the mind goes about solving the problem. Elbow 

(1972, 1981) refers to this as ‘cooking’. Incubation occurs subconsciously 

and automatically. When given a clearly stated problem, we involuntarily 

attempt to solve it.

(4) Illumination. Illumination is the emergence of a new idea, the result of 

incubation. It is often perceived by the thinker as a sudden insight.

(5) Verification. Ideas that emerge from the incubation stage are ‘fragile’ and 

easily forgotten. To enter long-term memory they need to be confirmed. This 

happens when the thinker notes that he or she has arrived at the same idea 

from a different source, or when he or she discovers that someone else has the 

same idea, through reading or listening.

Krashen (1990, 1992b) emphasises that cognitive development occurs incidentally 

when people attempt to solve problems, but not intentionally when people are 

engaged in deliberate study. Smart people use reading in ways that are consistent 

with the five-stage process to solve problems.

Good thinkers read more than general population does. Studies show that there is 

a positive relationship between the amount of leisure reading and thinking (see 

research cited in Krashen, 1990, 1992b). For example, Simonton (1988: 111) 

concludes that “omnivorous reading in childhood and adolescence correlates 

positively with ultimate adulthood success.” It should be noted that those who 

read more are not necessarily these perceived as be good thinkers, as industrious
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passive reading may interfere with incubation of new ideas (Krashen, 1990, 

1992b). Krashen’s own experience illustrates how people learn by reading 

selectively for problem solving, not by studying deliberately.

I have, it seems, nearly total recall for some articles and books I 

read years ago. Quite often, however, I run across an article or 

book on my shelf that has my underlining in it, my notes in the 

margin, and I have no conscious memory whatsoever of having 

read it, even if the book or journal is fairly recent. Whenever this 

happens, it is something I read because I felt I should read it, not 

something that related to a problem I was working on at the time. 

(Krashen, 1990: 368)

In sum, well-educated people will choose to read because it is beneficial to do so. 

They are readers by choice, not by coercion. They read for interest and pleasure 

and they engage in problem solving; language acquisition and intellectual 

development occur as a result (Krashen, 1990).

For EFL students, free voluntary reading in English may also be the best way to 

stimulate language development and make a significant contribution to cognitive 

development. In Taiwan, free voluntary reading is likely to help students bridge 

the gap between little or no L2 ( Second Language) reading in high school and a 

lot of difficult L2 texts in the university, and also enable them to discover that L2 

reading can be interesting and entertaining, and not just hard work.

1.1.3.2 Strategies for promoting free voluntary reading

As mentioned earlier in the chapter, encouraging students to develop lifelong, 

voluntary reading habits is valued highly by most teachers and many researchers. 

Morrow (1991) points out that although schools have emphasised the important 

role of literature in promoting free voluntary reading, the use of literature in the 

classroom appears to be quite limited. In her studies (reported in 1991), she finds
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out that “most teachers had no regular literature programme and that no time was 

set aside for students to use books”, and that “while programmatic development of 

voluntary reading was ranked and rated fourth in importance by parents, 

principals, and teachers, when compared with comprehension, word recognition 

skills, and study skills, its ratings were fairly high - an indication that teachers, 

principals, and parents considered it an important area, though simply not one to 

which they would assign top priority.” In addition to a teacher’s external pressure 

for improving standardised test scores (see Section 1.1.1.2), constraints of class 

time, limited money for reading material, and reader motivation are perceived to 

hinder the promotion of free voluntary reading (Morrow, 1991; Ellis and McRae, 

1991). These will not be barriers if there is a teacher, a supportive model who 

provides time for pleasure reading in class and who influences the student’s 

attitude toward reading. The importance of the teacher as a key factor in the 

success of any voluntary reading activity is widely supported (e.g. Nuttall, 1996; 

Morrow, 1991; Richards, 1990; Williams 1984; etc.). Below is a typical 

contention.

“One of the clear points to emerge from research into reading 

failure is that there was no association between reading and 

pleasure...The role of teachers in stimulating voluntary reading 

among children and young people is ... potentially the most 

powerful of all adult influences upon the young.” (Irving, 1980: 7)

With regard to extensive reading, the role of the teacher is mainly to instil 

students’ desire to read (Spiegel, 1981). The teacher, in other words, has to 

prepare students to become voluntary readers. Some efficient readers may be 

able to adapt their style to their reading purpose3; however, most students will

3 Williams (1984) contends that people generally do not read unless they have a reason for reading, and that an effective 
reader knows how to determine his reading style (e.g. skimming, scanning, intensive reading, extensive reading) 
according to his own purpose (e.g. learning English, information, pleasure or interest).
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probably need preparation to make the leap from teacher-guided close study of 

short texts to individual reading of whole books.

Preparing the students

For students who have not developed the habit of reading in English or who have 

not experienced pleasure reading, preparation is needed to lead them away from 

passive or intensive reading and to promote purposeful and active involvement.

Psychological preparation. As Williams (1984) states, “one of the principal 

problems of the foreign language learner is that his knowledge of the language is 

incomplete, and this may cause serious difficulty with some texts.” Language 

barriers, in particular vocabulary, are found to deter EFL students from the desire 

to read. As a consequence, many students find reading in English difficult and 

laborious, and it is unlikely for them to associate reading with pleasure. It is 

important that students are helped to become aware of and to understand, the 

differences between intensive and extensive reading, and to build up suitable 

attitudes and confidence for reading independently.

Methodological preparation and practical consideration. No matter

whether previewing, predicting, guessing the meaning of unknown words, 

developing vocabulary, SQ3R4, or KSQ4R5, the major concern is to create an 

interest in reading.

4
The SQ3R technique consists ot five steps: Survey (S), Question (Q), Read (R), Recite (R), and Review (R). Nuttall 
(1996: 129) explains how the study technique is for use when the teacher has provided no guidance.

• Survey: Skim the text to make sure it is relevant and to get an overview o f  the main points.
• Question: Pause to ask yourself questions you want the text to answer; beginners should write them down. Note that 

it is the reader who asks the questions', this is intended to make you think about your purpose - what you want to get 
out o f  the text. It also involves prediction: what help do you expect the text to supply?

• Read: Now read carefully, looking for the answers to your questions and noting anything else that is relevant.
• Recite: This is not reading the text aloud, but speaking aloud the answers to your questions, to fix them in your mind; 

alternatively, write them down. The essential thing is to reprocess in some way the salient points gained from the 
text.

• Review: Think about what you have learnt, and organise the information in your mind, consider its implications for 
other things you know, assess its importance and so on. The aim is to integrate it into your previous knowledge and 
experience. This stage may usefully take place later, to provide reinforcement and revision.
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Nuttall (1996: 141) recommends some promoting activities in the class to help 

the students become interested in the books.

• Read aloud, stopping the story at a tantalising point. Help the 

class to speculate about what happens next and encourage 

them to read on by themselves.

• Get a student who has enjoyed a book to talk about it or write 

a brief note for display (without giving away the end of the 

story!).

• Show the class new books and talk a little about each one - 

enough to whet the appetite but not to give away the plot.

• Buy cassette recordings of some graded readers for loan with 

the books. Play parts of them in class. Or play a whole 

cassette in instalments of about five minutes at the end of each 

lesson. (If you or a friend read well, make your own recording 

if the commercial ones are not available or too costly .)

• Encourage students to make or do things arising from their 

reading; they might prepare pictures for display or tape a 

dramatised version of the story. Students may enjoy preparing 

materials of this kind to interest their friends in lower classes, 

with benefit to both.

• Promote discussion of the practical or ethical problems faced 

by people in the books. This can take place after a fair number 

of the class have read the book, or follow an outline of the 

problem given by a student who has read it; either way, others 

may be tempted to do the same.

' KSQ4R refers to knowledge o f the world, survey, question, read, recite, review, and reflect according to Richards (1990).
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Morrow (1991: 687) also lists 14 elements found to have a positive relationship 

toward promoting voluntary reading.

• Discussing story meaning

• Reading to children

• Using children’s literature in basal stories

• Scheduling recreational reading

• Doing art activities related to stories

• Maintaining a classroom library

• Asking children to record books read

• Asking children to write stories for the classroom library

• Encouraging children to read to each other

• Encouraging children to tell stories

• Using the school and public library

• Sharing books read at home and school

• Discussing authors and illustrators

• Asking children to keep records of books they’ve read

The importance of teacher guidance is acknowledged; however, the question is to 

what degree should the teacher of second language reading intervene in his or her 

students’ learning (Eskey and Grabe, 1988). Nuttall and Morrow, as mentioned 

above, recommend the teacher to introduce and provide practice in reading 

strategies for motivating students to read. Whereas the best way to promote free 

voluntary reading, as suggested by Krashen, is letting students select their 

favourite texts and allowing time for reading. For Krashen (1993b, 1995), free 

voluntary reading provides many students with genuine pleasure. That is, the real 

motivation for reading must always be found in reading itself - and the books, 

magazines, and stories that go with that. No matter if it is total non-intervention 

or the kind of structured approach, without doubt the premise is that students will
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learn to know what to read. Nuttall (1996: 131) presents the acronym SAVE to 

list criteria for selecting extensive reading materials, defined as follows:

S Short The length of the book must not be intimidating. Elementary 

students, and anyone undertaking extensive reading for the first time, need short 

books that they can finish quickly, to avoid becoming bored or discouraged.

A Appealing The books must genuinely appeal to the intended readers. It helps 

if they look attractive, are well printed and have (coloured) illustration - more 

pictures and bigger print for elementary students. They should look like the 

books we buy from choice, not smell of the classroom - notes and questions 

should be unobtrusive or excluded.

V Varied There must be a wide choice suiting the various needs of the 

readers in terms of content, language and intellectual maturity.

E Easy The level must be easier than that of the current target language 

course book. We cannot expect people to read from choice, or to read fluently, if 

the language is a struggle. Improvement comes from reading a lot of easy 

material.

Practice in self-direction. While consensus has not yet been reached on an 

overall effective reading strategy, the concept that reading is private, a process 

controlled by the reader himself rather than the teacher, accounts for the 

importance of providing opportunities for students to gain periods of 

independence from the teacher and to initiate their own activities. Essentially 

reading is a matter of “you can lead a horse to water but you cannot make him 

drink”. The best way to establish reading habit is- as Abby suggests (see below) 

- read! read! read!
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Dear Abby
Words to the Wise:
Read! Read! Read!

By Abigail Van Buren
DEAR ABBY: As an eighth-grade English and social studies 

teacher, I am trying to encourage my students to establish the habit o f  
reading.

Students tend to emulate and identify with famous people, so I am 
asking various celebrities to help me with this project. As you know, 
Abby, better-educated students grow up to be more informed and 
responsible citizens.

Would you please write a paragraph or two, stressing the 
importance o f reading? Thank you for your time and help.

RAY SMYTHE, PORTLAND, ORE.

DEAR MR. SMYTHE: With pleasure. If I could give young 
people on piece o f advice. It would be, read, read, read!

Reading will open up new worlds, real and imagined. Read for 
information, read for pleasure, read for inspiration. Our libraries 
contain a wealth o f information and entertainment, and it’s all yours - 
as much as your want - free for the taking!

The person who does not read has no advantage over the person 
who cannot read.

And since last week was National Library Week, I want to 
encourage parents to read to their very young children. This loving act 
will create a bond of closeness between parent and child as well as 
make the child aware of the buried treasures that can be found in books.

Let me share with you the closing paragraph from one of my 
favourite poems, “The Reading Mother” by Strickland Gillilan:
You may have tangible wealth untold,
Caskets ofjew els and coffers o f  gold,
Richer than I  you can never be - 
I  had a mother who read to me.

--------------------------------------- 24 April 1985, L. A. Times

Williams’ conclusions in Reading in the Language Classroom (1984: 126)

justifies Abby’s assertion: “While the learner is reading, however, teachers

should bear in mind that it is essentially a private and individual process.

Learners should be given time to read, and time to reflect  The teacher may

guide and encourage, but reading skills are achieved by the learner, through 

practice; the more the learner practises, the more chance there is of 

improvement.”
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1.2 Statement of the problem and its proposed solution

Although proficiency in English is valued highly in Taiwan, English teaching and 

learning, (as discussed in Section 1.1.1.3), are often aimed principally to train 

students to pass tests. As far as reading is concerned, such teacher-centred and 

text-based teaching, more often than not, results in passive reading. For example, 

many students tend to depend excessively on the teacher to explain or translate the 

text for them, rather than actively take responsibility in their own learning. 

Reading in Taiwan, for another example, is usually confined to academic texts, so 

students are accustomed to a slow and intensive reading style even if they can 

read other kinds of texts. However, the main problem appears not to be faulty 

reading habits but reading attitude. In Taiwan, considerable concern is placed on 

promoting for the least expenditure of time and energy, the greatest performance 

in term of test scores. Whether students can take personal control over further 

learning seems to be a forgotten goal. Accordingly, university students may not 

see how much they need to read and thus may feel they have no time in their busy 

lives for reading. Such an indifferent attitude toward reading is likely to cause the 

rejection of reading of wider reading or reading for pleasure and eventually result 

in limited language proficiency.

The general rationale for free voluntary reading is that it will promote language 

and cognitive development (see Section 1.1.3.1). While research findings on its 

effects are mixed, the consensus is that free voluntary reading is useful in 

developing reading maturity and a more positive attitude towards reading.

It is therefore assumed that if any one wants to improve one’s English and to 

obtain profit and enjoyment for life, then one needs to:

(1) reads books of his interest, and

(2) reads a substantial number of them.
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Interesting and meaningful reading. Reading educators have long

accepted the notion that reading is important, and noticed that inadequate 

language competence can be a major hindrance to reading comprehension 

(Alderson, 1984; Clarke, 1988). However, the usage of more difficult texts in the 

class5 confines the student to relying on bottom-up decoding skills, processing 

graphic information, rather than relying on top-down strategies such as higher 

order schemata for understanding the text. This heavy reliance on textual features 

may associate reading with a slow and laborious experience and thus inhibit the 

reader’s desire to read. Therefore, the selection of reading material should be 

according to the reader’s own interest and at his independent reading level. 

Simplified readers, for example, are suitable for students to enjoy stories and 

ensure comprehensible input.

Plentiful reading. For Krashen (1988, 1990, 1991, 1992b, 1993b,

1993c, 1994, 1995), language competence is most efficiently attained by 

comprehensible input in the form of reading. If it is true that one learns to read by 

reading, as Krashen and many other specialists claim, then why is it that many 

people fail to make progress in such a valuable skill7?

Clay (1991) points out that most difficulties in learning to read stem from 

inappropriate experiences rather than from impaired structures. Generally 

speaking, teachers’ expectation is higher than students’ reading proficiency. 

Therefore, the course textbooks used in universities are often a bit too difficult for 

students and the topics chosen might not meet every one’s needs. And these 

problems will hinder their understanding and interest. When reading is too often 

associated with a laborious experience, students might well tend to dislike English 

reading. Stanovich (1986) describes the rich-get-richer and poor-get-poorer

5 According to Nuttall (1985), there is a tendency for the teacher to use more difficult texts and to eschew simplification o f
text, particularly at intermediate levels and above.

For example, most in-school free voluntary reading usually works better than traditional language arts programmes, but 
some projects are not as consistently successful.
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phenomenon as the Matthew effect. He explains that readers who read become 

better readers and those who do not choose to read rarely develop into good 

readers. Nuttall’s book (1996) advising the teacher to get students out of the 

cycle of frustration and into the cycle of growth, refers to the same concept. 

Cullinan (1992), corresponding to Stanovich and Nuttall’s accounts, indicates 

that “The more you read, the better you read. The better your read, the more you 

enjoy it. The more you enjoy it, the more you want to read” (p. 32). If 

enjoyment is a prerequisite for learning to read, then plentiful reading should be 

followed for maintaining that skill. A free voluntary reading programme is a 

major way to encourage large numbers of readers to read more extensively for 

pleasure.

1.3 Purpose of the study

Motivated by Krashen’s Input Hypothesis (1988, 1990, 1991, 1992b, 1993b, 

1993 c, 1994, 1995) about second language acquisition, and the findings of 

previous free reading research (see Section 1.1.3 and Chapter 2), which suggest 

quantitative free reading to promote the acquisition of language proficiency and 

reading attitudes, the major purpose of this study was to describe the free 

voluntary reading activities of a group of university students in Taiwan. The 

study tries to assess the extent and variety of the students’ reading, such as 

reading habits, factors hindering reading, personal belief concerning being a good 

reader and claimed purposes of reading English. In particular, it attempts to 

identify the differences on the above reading perceptions between comparison 

groups varying in gender, continuity, performance on a grammar test, and 

university.

The study is an attempt to determine whether free voluntary reading can be useful 

for university students in Taiwan, and see what can be done to make it even more 

effective.
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1.4 Research questions

The present investigation was guided by the following questions:

• What are the factors claimed to influence the development of 

voluntary reading by the university students?

• Which books do students prefer for their free voluntary reading 

and which criteria influence their choices?

• Is reading for pleasure given priority by the university students 

among their reading purposes?

• What do the university students perceive about being a good 

reader? Do their beliefs influence their reading habits?

• Do LI (Chinese) and L2 (English) have an effect on the 

reading preference and reading frequency?

• What are the differences in voluntary reading activities 

between comparison groups varying in gender, continuity, the 

grammar test, and university?

1.5 Significance of the study

Although free voluntary reading has been claimed by LI and L2 educators to be 

better than traditional reading instruction, little research has been done to 

investigate its effectiveness on EFL/ESL instruction in Taiwan (see Chapter 2). 

Empirical research findings from this kind of study would draw attention to free 

voluntary reading and the possible benefit for EFL/ESL teachers in Taiwan who 

are looking for new approaches to enhance their students’ English language 

proficiency.

The current study provides a description of why and how free voluntary reading 

should be promoted in terms of current interest and individual needs. The findings
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should enhance our understanding of how the university students do free 

voluntary reading in Taiwan as well as highlight any problems that hinder the 

effectiveness of free voluntary reading. This provides important implications for 

teachers on assisting free voluntary reading and for students on how to be better 

active readers.

1.6 Definition of terms

The following terms are used in this study:

Free voluntary reading: reading self-selected print materials such as books,

magazines, and newspapers for pleasure. In this study, the term is used 

interchangeably with extensive reading, independent reading and pleasure 

reading.

Gender groups: female and male students.

Continuity groups: continuous and discontinuous students, into whom the sample 

was divided based on the participating students’ answer on the question: Do you 

read continuously during the semester?

Score groups: high-scoring and low-scoring students, into whom the sample was 

divided based on the scores of the grammar test. The top 25 per cent scoring 

students were defined belonging to the high-scoring group, while the bottom 25 

per cent were allocated to the low-scoring group.

University groups: University A and University B students i.e., students at two 

contrasting universities

Books: In the study, books were sometimes broadly referred to as any kind of 

reading material.
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1.7 Organisation of the study

This study is composed of six chapters (see the flowchart of the research). 

Chapter One introduces the study including the background concerning free 

voluntary reading, a statement of the problem, significance of the study, and a 

definition of terms. Chapter Two reviews the literature related to this study. 

Chapter Three contains (a) the original framework of the study, (b) problems 

encountered during the process of setting up the research project, (c) modified 

design, and (d) a description of the subjects, procedures, and limitations of the 

study. Chapter Four presents methods of interpreting data and the descriptive 

results of the study. Chapter Five describes the patterns of free voluntary reading 

from the aspects of the learner and text, and provides a discussion of the findings. 

A summary of the results and recommendations is given in Chapter Six.

School o f  Education, University o f  Leicester 28



Chapter 1: Introduction

Flowchart of the Research
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2 . R E V IE W  OF RELATED LITERATURE

“Teaching is an art, not a science; one must just take the best o f all 
approaches, the techniques and ideas and strategies found to be most 
congenial and blend them into a workable formula that suits the realities o f  
the particular teaching situation.”

-----------------Robert W. Blair (1991: 23 - 24)

“The relationship between reported free voluntary reading and literacy
development is not always large, but it is remarkably consistent. Nearly
every study that has examined this relationship has found a correlation, and 
it is present even when different tests, different methods o f probing reading 
habits, and different definitions of free reading are used.”

.................Stephen D. Krashen (1993b : 7)

Overview

In the last chapter it was argued that free voluntary reading was of 

importance in terms of students’ current interests and individual needs. The 

purpose of this chapter is to review the literature concerning free voluntary 

reading from the perspective of reading in a foreign or second language. This 

perspective matches the situation of the subjects of the empirical work of this 

study: students at universities in Taiwan who read English as a foreign language. 

In the first section, an attempt is made to review the most relevant theoretical 

framework: the input hypothesis. Krashen’s theory of second language 

acquisition (the Monitor Model) is described, the criticisms relating to each 

hypothesis (the acquisition learning hypothesis, the natural order hypothesis, the 

monitor hypothesis, the input hypothesis, and the affective filter hypothesis) and 

Krashen’s general responses to these criticisms then follow. The second section 

aims to explore current theories and approaches to English (EFL) reading research 

from two aspects: a) the principal issues discussed in first and second language 

reading, and b) the effects of first language reading models on EFL / ESL

School of' Education, U niversity of' Leicester 30



Chapter 2: Review o f  Related Literature

reading. The third section focuses on how Chinese approaches to reading affect 

English reading. Possible explanations are offered from the viewpoints of 

language differences and training background differences. The last section 

describes successful programmes of free voluntary reading. Rationales in the 

cognitive domain and affective domain are depicted and some correlates of free 

voluntary reading are identified.
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2.1 Regarding Krashen’s theory of second language acquisition

This section begins with a brief introduction to Krashen’s theory of second 

language acquisition. The theory as a whole is variously known as the Monitor 

Model, or the Input Hypothesis Model. Criticisms of its five central hypotheses 

are then addressed. The last part presents Krashen’s responses to such criticisms.

2.1.1 Krashen’s context

Krashen’s theory of second language acquisition consists of five central 

hypotheses. Although the present study was mainly based on Krashen’s input 

hypothesis, a brief review of each hypothesis is introduced below as the five 

hypotheses are closely interrelated. For example, when comprehensible input via 

reading for one’s own interest (the input hypothesis) is encouraged, motivation 

for more reading (the affective filter hypothesis) is necessary to reinforce the 

effects of free voluntary reading.

2.1.1.1 The acquisition-learning hypothesis

It has been observed in foreign language learning that what adults generally 

achieve only at great expense and with great imperfection, children do both 

effortlessly and perfectly (Brown, 1987). One explanation for this discrepancy is 

that there is a critical period for language acquisition. Such a biologically- or 

neurologically-based critical period was first connected to first language 

acquisition by Lenneberg (1967) and utilised in second language acquisition to 

explain the adult’s laboriously obtained, yet mostly imperfect, results. It 

presupposes that once past this critical period, language can not be acquired 

easily. In other words, the adult L2 learner cannot unconsciously assimilate 

language in a way a normal child develops. He, on the contrary, demands a more 

cognitive, though less successful, learning strategy to acquire a second language.
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However, Krashen strongly asserts that not only children, but adult L2 learners8 

can also acquire the target language through subconscious processes similar to 

those involved in LI acquisition. Krashen (1983: 26) states: “the acquisition- 

learning hypothesis claims that adults can still acquire a second language, that the 

ability to ‘pick-up’ languages does not disappear at puberty, as some have 

claimed, but it is still with us as adults”.

Krashen’s theory of second language acquisition (1982) is based on the 

acquisition-learning hypothesis. The acquisition-learning hypothesis claims that 

there are two independent ways of developing ability in second languages.

“Acquisition” is a subconscious process identical in all important 

ways to the process children utilise in acquiring their first 

language, while “learning” is a conscious process that results in 

“knowing about” language. (Krashen, 1985: 1)

When knowledge is acquired, it is subconsciously stored in the brain. When it is 

learned, it represents consciously in the brain. Krashen (1982) emphasises that ‘a 

very important point that also needs to be stated is that learning does not ‘turn 

into’ acquisition” (p. 83). Krashen (1992b) specifies that some language teaching 

techniques and strategies, such as error correction, help learning not acquisition. It 

is, nevertheless, possible to effectively encourage acquisition in the classroom. 

Just as the child is not explicitly taught his first language, the second language 

learner can develop his linguistic ability in a natural way - with focus on meaning 

rather than form - but the process might be different. This implies that formal 

learning environments (i.e. classrooms) should be language-rich in order to 

provide the optimum conditions for acquisition, and that such formal 

environments should not centre on teaching about grammar or any other form-

From Krashen’s viewpoint, learners and acquirers are different, but in this thesis learners are broadly referred to as both 
acquirers and learners.
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focussed aspect of language. Table 2.1 summarises the characteristics of 

acquisition and learning according to Krashen.

Table 2.1 The Acquisition-Learning Distinction

A cquisition Learning

sim ilar to child first language acquisition formal know ledge o f  language
“picking up” a language “know ledge about” a language

subconscious conscious
im plicit know ledge explicit know ledge

formal teaching does not help formal teaching helps

Source: Krashen and Terrell, 1983, p. 27.

2. 1.1.2 The natural order hypothesis

The natural order hypothesis states that there is a predictable order of grammar 

acquisition in both child and adult learners of either a first or a second language. 

This, as Krashen emphasised (1992b; Krashen and Terrell, 1983), does not imply 

strict invariance. The order of acquisition for first and second languages is 

similar, but not identical. There is good evidence of the natural order hypothesis 

in first language acquisition (Brown’s longitudinal study of Adam, Eve and 

Sarah, 1973; de Villers and de Villers’ cross-sectional study, 1973); language 

pathology or delayed first language (Curtiss, Fromkin and Krashen, 1978; 

Johnston and Schery, as reported in Morehead and Morehead, 1976); children’s 

second language acquisition (Dulay and Burt, 1973, 1974; Hakuta, 1976; Fabris, 

1978; Makino, 1980; Kessler and Idar, 1977; Rosansky, 1976); adult second 

language acquisition (Bailey, Madden and Krashen, 1974; Larsen-Freeman, 1975; 

Krashen, Sferlazza, Feldman, and Fathman, 1976; Krashen, Butler, Birnbaum and 

Robertson, 1978; Houck, Robertson and Krashen, 1978; Christison, 1979; Long, 

1981; Kayfetz, 1982); studies using other languages (Snow and Hoefnagel-Hohle, 

1978; Kaplan, 1987; VanPatten, 1987; Eubank, 1987); a natural order for 

comprehension (Morsbach, 1981; d’Anglejan and Tucker, 1975); a natural order 

for spelling (Read, 1971; Henderson and Beers, 1980). Through such a review of
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studies that examined the accuracy of learners’ production of morphemes and 

grammatical structures, Krashen (1985) stated: “In all these studies some

individual variation is found, but it is quite clear that strong tendencies exist - we 

can certainly speak of some rules as being early-acquired and others as being late- 

acquired, and of predictable states of acquisition” (p. 21). For example, some 

grammatical items tend to be acquired early in L2 but later in LI acquisition (e.g. 

copula and auxiliary), whereas other are acquired early in LI but may never come 

in L2 acquisition (e.g. possessive and article). The average order of acquisition of 

a selected range of grammatical morphemes for ESL is presented in Figure 2.1, 

which shows Krashen’s much-quoted summary.

IRREGULAR PAST

AUXILARY (progressive) 
ARTICLE ( a, the)

ING (progressive) 
PLURAL 
COPULA (to be)

REGULAR PAST 
III SINGULAR (-s) 
POSSESSIVE (*s)

Figure 2.1 Average Order of Acquisition of Grammatical Morphemes for English as a 
Second Language (Children and Adults)

Notes: 1. This order is derived from an analysis o f  empirical studies o f  second language acquisition in a
1981 study by Krashen. Most studies show significant correlations with the average order.

2. No claims are made about ordering relations for morphemes in the same box!
3. Many o f the relationships posited here also hold for child first language acquisition, but some 

do not. In general, the bound morphemes have the same relative order for first and second language 
acquisition (-ing, Plural, Ir. Past, Reg. Past, III Singular, and Possessive) w hile Copula and Auxiliary tend 
to be acquired relatively later in first language acquisition than in second language acquisition.

(Source: Krashen and Terrell, 1983, p. 29.)
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Krashen (1992b) highlighted: “natural order appears to be immune to deliberate 

teaching; we cannot change the natural order by explanations, drills and

exercises” (p. 2).

2.1.1.3 The monitor hypothesis

Learning is only available as a Monitor or editor. The monitor hypothesis 

attempts to explain how acquisition and learning are used in production. 

Language is produced using the acquired linguistic competence, the subconscious 

knowledge. Conscious learning functions as a “Monitor” or editor. It is utilised 

to correct errors, to inspect and change utterances generated from acquired 

knowledge. The monitoring process can take place internally before the 

production of speech or writing, or as self-correction after sentences are produced, 

or as reformulation while they are being produced (see Figure 2.2).

L e a r n e d  c o m p e t e n c e  
( t he  M o n i t o r )

N

A c q u i r e d  
com p e t ence

O utput

Figure 2.2 A Model of Adult Second Language Performance
Source: Krashen and Terrell, 1983

Monitor use disturbs natural order. When the Monitor is blocked or not

used, the natural order appears, which is held to be the evidence of the use of the 

acquired system. On the contrary, when the Monitor is used, it disturbs the 

natural order. Krashen (Krashen and Terrell, 1983) explained as below:
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“We see the natural order for grammatical morphemes when we 

test students in situations that appear to be relatively ‘Monitor- 

free’, where they are focused on communication and not form.

When we give adult students pencil and paper grammar tests, we 

see ‘unnatural orders’, a difficulty order that is unlike the child 

second language acquisition order. ... The unnatural order is due 

to the intrusion of conscious grammar in situations where students 

are deliberately focused on correctness. Specially, the natural 

order is disturbed by the rise in accuracy of certain late acquired 

items, items that the performer has not yet acquired, but that are 

“easy” to learn. ... The English third person singular, for example, 

is ideal for the conscious Monitor. It is relatively easy to describe 

and learn, and it is very late acquired, one of the last of the 

grammatical morphemes to arrive. In fact, even very advanced 

acquirers of English as a second language may miss the third 

person marker in unmonitored speech. If, however, they are 

efficient Monitor users, they will rarely get it wrong in writing, in 

prepared speech or on other occasions when monitoring is a 

relatively simple task.” (pp. 31 - 32)

Conditions for Monitor use. Three conditions need to be met in order to

use the Monitor successfully (Krashen, 1985, 1992b; Krashen and Terrell, 1983):

1. Focus on form: The performer must be consciously concerned about 

correctness, not meaning.

2. Know the unacquired rule: For Monitor effect, the performer 

must know the rule, and the rule must not be acquired yet.

3. Time: There must be sufficient time.

The three conditions are necessary and must be satisfied to produce Monitor 

(capital “M”) effects. For example,
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Child: I goed there yesterday.
Adult: You what? You did what yesterday?
Child: I mean I went there yesterday.

The child knows “went” (know the rule), but has not yet settled in his acquired 

knowledge (at i + 1 level). Thus, he used “goed” first and edited into “went” 

when questioned (focus on form). Nevertheless, any focus on form may present 

monitor (lower-case “m”) effects. For example, in the study of Hustijn and 

Hustijn (1984), those who did not know the rule also showed improvement when 

the focus was on form. This is the m-effect (monitor effect) without the M-effect 

(Monitor effect).

Krashen (1992b) emphasised that Monitor use can be helpful in some aspects but 

at a price9. He stated:

“Acquisition does not, typically, provide us with 100% of a 

language; there is often a small residue of grammar, punctuation, 

and spelling rules we do not acquire, even after extensive 

opportunity to do so. In English, these can include the lie / lay 

distinction, the its/it’s distinction, and spelling demons such as 

“separate,” and “commitment” (how many t’s?). Since our 

standard for written language is 100%, these aspects of language 

need to be learned, but they make up a very small part of our 

language competence. We pay a price for the modest amount of 

accuracy we get from Monitoring. Some research shows that when 

we focus on form while speaking, we produce less information, 

and we slow down (Hulstijn and Hulstijn, 1984).” (Krashen,

1992b: 3)

Krashen classifies learners as Monitor under-users, over-users and optimal users. Under-users do not edit their output, 
either because they have never learned the rules or because they do not use those rules which they have learned. Over
users, on the other hand, constantly check their output against their conscious rule system. No surprisingly, their 
production, which is marked by hesitation and massive self-correction, is often extremely not fluent. Krashen believes that 
neither Monitor under-use nor over-use is an acceptable instructional outcomes. He (1982: 19) states: “our pedagogical 
goal is to produce optimal users, performers who use the Monitor when it is appropriate and when it does not interfere with 
communication.”
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The effects o f Monitor. In his previous publications, Krashen (1982, 1991,

1994; Dulay, Burt, and Krashen, 1982) has argued that correction is consistently 

ineffective, no matter whether it is self correction or other error correction. 

Krashen (1982) indicated that self-correction improved with more focus on form, 

but is was never perfect. For example, Mallet’s (1985) study revealed that FSL 

(French as a Second Language) university students heard their taped interview 

and were able to correct 12.9% of their errors (Of the 20.6% identified oral errors, 

they were able to correct 62.4%.). Moreover, Houck, Robertson, and Krashen 

(1978) showed that subjects inspected transcriptions of their own speech and were 

able to correct 17.5% of their errors. When asked if they wanted their teachers or 

native-speaker friends to correct their mistakes, a large percentage of language 

students appeared to desire correction. According to Krashen (1994), the subjects 

in Chenoweth, Day, Chun, and Luppescu’s (1983) and Young’s (1990) studies 

showed a positive attitude toward correction. The study of Nemni, Huovelin, 

Rondeau, and Vadnais (1993) found that 79% of FSL (French as a Second 

Language) adult students approved of error correction in both grammar and 

pronunciation. Similarly, in Cathcart and Olsen’s (1976) study, 100% of the 

community college and university ESL students wanted their teachers to correct 

their mistakes, and teachers tried to provide as much as they could. However, 

very little correction (6.3 correction per class) actually went on in class, and a 

variety of correction styles (e.g. expansion, repeating both error and correct 

model, providing rules, etc.) were used. Moreover, when total correction was 

provided, the full correction behaviour was dysfunctional for students:

“An interesting informal experiment was conducted by one of the 

teachers following the questionnaire. She told her students she 

would correct all their errors in a discussion and proceeded to do 

so. Afterwards, the students agreed that it was impossible to think 

coherently or produce more than fragmented sentences when they 

were interrupted constantly.” (Cathcart and Olsen, 1976: 50)
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Additionally, studies of error correction showed either no effect for correction or 

a very small effect on form-based measures. Cohen and Robbins (1976) reported 

no relationship between correction and students’ errors, as correction was not 

consistent, not always done by the same person, and there was no record kept of 

correction:

“The finding from analysis of deviant verb forms in papers over a 

10-week quarter was that the corrections did not seem to have any 

significant effect on student errors. But a closer look at the whole 

correction process suggested that the specific process of correction 

was at fault, rather than correction in general. Although there was 

a correction checklist used by graders, there wasn’t necessarily 

consistency in correction procedures. The papers were corrected 

by one of three people, the instructor or one of the two volunteer 

classroom aides. Furthermore, the instructor returned the papers to 

students without keeping any record of the errors each student 

committed. Thus, it was impossible to make any accurate 

diagnosis of student difficulties in that in any given paper, errors 

could appear as non-errors or as random rather than systematic.”

(p. 50).

More studies showed that those who were corrected did no better (Hendrickson, 

1977; Jafarpur and Yamini, 1993; DeKeyser, 1993), or did only slightly better 

(Ramirez and Stromquist, 1979; Cardelle and Corno, 1981; Lalonde, 1982; 

Carroll, Roberge and Swain, 1992; Carroll and Swain, 1993). These studies 

described above involved a variety of modalities (oral, written) and situations 

(e.g. ESL, FSL), they all concluded that correction was not a very reliable tool in 

helping students overcome errors.
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2.1.1.4 The input hypothesis

Krashen (1985, 1992b; Krashen and Terrell, 1983) states that the input 

hypothesis10 is the most important part of his theory of second language 

acquisition as it answers the most crucial question in the field of language 

education: How does language acquisition occur?

The hypothesis is supported by a range of evidence from studies such as caretaker 

(mother, father, and others) speech to children (Cross, 1977; Ellis and Wells, 

1980; Barnes et al., 1983), exposure to a language-rich environment11 (e.g. 

Fathman, 1975; Murakami, 1980; Oiler et al. 1980), successful cases of second 

language acquisition without formal instruction and study12 (e.g. Constantino, 

1993; Nagy, Herman, and Anderson, 1985), sheltered subject matter teaching 

(e.g. Edwards et. al. 1985; Hauptman et al., 1988; Lafayette and Buscaglia, 1985; 

Schleppegrell, 1984; Peck, 1987), free voluntary reading (see Section 2.4.1), the 

din in the head15 (Bedford, 1985; Parr and Krashen, 1986; deGuerrero, 1987)), 

complexity arguments14, etc.

The input hypothesis assumes that language is acquired by understanding 

messages, or obtaining ‘comprehensible input’ (Krashen, 1989, 1992b). In other 

words, people move from i (the current level of acquired competence) to i + 1 

(the next level that is a bit beyond the current level of competence along some

Hatch’s (1978) input hypothesis said that meaning, rather than structure learning, should be emphasised from the 
beginning. MacNamara (1973) made the same claim for first language acquisition. Others who proposed an input 
hypothesis before Krashen include: Winitz (1981), Asher, Nord, and Burling (1981), Wagner-Gough and Hatch (1975), 
t̂pd Oiler (1979).

Positive correlations have been found between length o f residence in the country where the language is spoken and 
^tainment in second language acquisition.

“There are, for example, documented cases o f  adult immigrants developing impressive levels o f second language 
competence without instruction. Also, second language teaching methods that rely nearly completely on comprehensible 
input have produced excellent results. In all cases o f  acquisition without instruction, comprehensible input was available.” 
^rashen (1992b: 5- 6).

“Din in the Head” as described by Barber (1980), is an involuntary rehearsal o f second language words and phrases, that 
occurs along with exposure to a second language in natural situations. Krashen (1983) hypothesised the phenomenon is 
|^e result o f  the Language Acquisition Device at work.

According to Krashen (1992b, 1993b, 1994, 1995), the complexity o f  language makes it unlikely that much o f  language 
is consciously learned. He (ibid.) listed research studies to manifest that direct instruction did not help language acquisition 
in grammar (Krashen, 1982), spelling (Krashen, 1989), phonics (Smith, 1988b), writing style (Smith 1988a; Krashen,
1984), and vocabulary, (Smith, 1988b; Nagy, Herman, and Anderson, 1985; Nagy and Herman, 1987).
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natural order) by understanding input containing i + 1. This is able to be done 

with the aid of context, which includes extra-linguistic competence knowledge of 

the world and previously acquired linguistic competence. Krashen (Krashen and 

Terrell, 1983) exemplified how this happened:

“..teachers help make input comprehensible by providing extra- 

linguistic knowledge in the form of pictures and realia, and by 

modifying their speech. The adjustment they make, however, are 

not rigidly imposed. Rather, teachers naturally tend to talk a little 

slower and use somewhat less complex language as they try to 

make themselves understood.” (p. 27)

The input hypothesis also supports the notion of a silent period that proceeds 

second language production - “a time during which the acquirers build up 

competence by active listening, via input” (Krashen and Terrell, 1983: 36). The 

ability to speak is a result of acquisition, not a cause15. It is produced after enough 

competence has been developed by listening and understanding. During the time 

of readiness, it is therefore reasonable that early speech is typically not accurate, 

and the cure is more input. By documenting studies (e.g. SSR) and cases of 

individual readers without formal instruction to show that free voluntary reading 

resulted in cognitive and literacy development, Krashen (1984, 1988, 1989, 1991, 

1992b, 1993b, 1993c, 1995) asserted that free voluntary reading was the major 

source of comprehensible input. Krashen (1992b) stated that “We read for 

interest and pleasure and engage in problem-solving, and language acquisition and 

intellectual development occur as a result” (p. 24). (Further discussion about free 

voluntary reading is offered in Section 2.4.)

is
Krashen (1992b: 7) argued that speaking did not directly result in language acquisition. He (ibid.) exemplified that if  a 

person practised his French out loud every morning in front o f  the mirror, his French would not improve. However, 
speaking could help language acquisition indirectly. It could result in conversation and invited more input, but the premise 
was that the speech was not forced.
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Krashen (1994) emphsised that comprehensibe input was good for language 

acquisition and listed three activities that did not help language acquisition: 

correction, forced speech, and grammar study. Error correction has been 

discusssed earlier. This section focuses on Krashen’s view of forced speech and 

grammar study.

Forced speech. According to this input hypothesis, forced speech can not

assist language acquisition as the learners are forced to produce what is beyond 

their current level of acquisition (i.e. i + 1 or beyond). Swain’s output hypothesis 

(1985) claimed that forced speech was one of the effective ways of acquiring 

language. Krashen (1994: 302) argued that “people simply do not produce 

enough language for output to make a significant contribution to language 

development.” Additionally, forced speech, more often than not, may cause 

anxiety. Price (as reported in Krashen 1994) asked a group of anxious EFL 

learners what bothered them the most, “they all responded that the greatest source 

of anxiety was having to speak the target language in front of their peers. They all 

spoke of their fears of being laughed at by the others, of making a fool of 

themselves in public” (p.313).

Grammar study. Krashen (1992a, 1993a, 1994) stated that the effectiveness 

of formal grammar instruction was typically short lasting and did not become part 

of acquired competence. He (1992a, 1993a) argued that the 1984 study of 

Pienemann focused on the performance of one student and only one rule was 

taught, and that the 1989 study of Pienemann did not provide raw data and the 

effects appeared to be short-term. Also, he (1993a) questioned whether oral test in 

the study of White et al. (1991) focused students on form rather than on acquired 

competence. As described in Krashen (1994), the subjects in Scott and Randell’s 

(1992) study showed clear drops in accuracy on the second test; Harley’s (1989) 

subjects lost their advantage over a comparison group on grammar tests 

administered three month later; Day and Shapson’s (1991) subjects received six 

weeks of grammar instruction and held their gains for merely eleven weeks; and
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after five weeks of treatment, the subjects in White’s (1991) study lost the 

grammar rules they learned when tested one year later. Such research merely 

confirms that “the effect of grammar is peripheral and fragile”, as described by 

Krashen (1992a: 410). He (ibid.), therefore, contended:

Although there is a role for grammar, research and theory show 

that the best way of increasing grammatical accuracy is 

comprehensible input. Studies also suggest that the most effective 

kind of comprehensible input for advanced grammatical 

development is reading (Elley, 1991; Krashen, 1991). Getting 

students interested in books will insure continued grammatical 

development (as well as improvement in vocabulary, spelling, and 

writing style) long after the language course ends. (Krashen,

1992a: 411)

If free reading is considered as input, reading in class may be considered as forced 

input and correction of reading may be analogous to grammar correction.

2.1.1.5 The affective filter hypothesis

The affective filter hypothesis claims that affective variables affect second 

language acquisition. They prevent input from reaching the Language Acquisition 

Device (LAD), the part of brain that is responsible for language acquisition (see 

Figure 2.3).

filter

input
Language
Acquisition
Device

-*■ acquired competence

Figure 2.3 Operation o f the “Affective Filter”
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The affective filter acts to prevent input from being used for language acquisition. Acquirers 
with optimal attitudes are hypothesised to have a low affective filter. Classrooms that encourage 
low filters are those that promote low anxiety amount students, that keep students off the
defensive.

(Source: Krashen and Terrell, 1983, p. 39)

Performers with optimal attitudes, a low affective filter, are more open to the

input and thus obtain more input. On the contrary, when they are anxious, have

low self-confidence, or lack of motivation16 to learn the language, the affective 

filter is up and blocks input to reach the language acquisition device. The 

affective filter hypothesis implies that “our pedagogical goals should not only 

include supplying optimal input, but also creating a situation that promotes low 

filter” (Krashen and Terrell, 1983: 38).

Studies o f affective variables. Many research studies show a stronger

relationship between second language acquisition and affective variables. 

Positive affective variables include:

a) high motivation. Some studies show that integrative 

motivation helps to achieve proficiency in a new language 

(FSL/FFL in Anglophone Canada: Gardner and Lambert,

1972; Gardner et al, 1976. ESL in the USA: Bialystok and

Frohlich, 1977; Spolsky, 1969). Others reveal that

instrumental motivation is stronger than integrative motivation 

in language proficiency (ESL in Bombay: Lukmani, 1972;

ESL in Philippines: Gardner and Lambert, 1972).

b) high self-confidence: Chastain (1975) reported that outgoing 

students tended to get higher grades in FL. Wesche (1979) 

indicated that students who were more willing to role-play did 

better in intensive French as L2.

Based on Gardner and Lambert (1972), there are two types o f motivation. One is integrative motivation, referring to the 
desire to be like members o f  the community who speak the language. The other is instrumental motivation. The goal o f  
this is to use the second language for practical purposes, such as to solve problems.
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c) low anxiety: Results of Horowitz’s (1986: 561) study

indicated that “anxiety specifically related to foreign language 

class accounts for approximately 25% of the variance in final 

grades.” Chastain (1975) pointed out that acquisition required 

low or zero anxiety, whereas learning required moderate 

anxiety.

The free voluntary reading approach (see later) is, among other aspects, to lower 

the affective filter and enhance motivation through less pressure and more choice 

of what and when to read.

2.1.1.6 Factors influencing second language acquisition

Second language aptitude. Krashen (Krashen and Terrell, 1983) argued that 

aptitude is related to learning rather than acquisition, as language aptitude 

measures such as Carroll and Sapon’s Modem Language Aptitude Test or 

Pimsleur’s Language Aptitude Battery tested classroom skills and included many 

tasks that required a conscious awareness of language. He (ibid.) thus 

hypothesised that “aptitude relates to learning and attitude to language 

acquisition” (p. 40).

The use o f the first language. According to Krashen (1985, 1989, 1992b;

Krashen and Terrell, 1983), first language can help or hurt second language 

acquisition, depending on how it is used. It can catalyse and accelerate second 

language acquisition; it makes L2 input more comprehensible by providing 

background knowledge, subject matter knowledge and knowledge of the world. 

LI literacy can be transferred by way of negotiation. On the other hand, LI can 

hurt second language acquisition when L2 learners fall back on the first language 

due to the lack of acquisition of a target language rule that is needed in 

performance. Concurrent translation, for example, tends to make L2 learners 

focus on LI rather than L2, for the students do not have to listen to the second 

language to get comprehensible input. Therefore, reading in Chinese might - or
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might not - reinforce free voluntary reading in English. This remains to be 

investigated (see Chapter 4).

Routines and Patterns. Krashen and Scarcella (reported in Krashen and 

Terrell, 1983) argue that “routines and patterns are neither acquisition nor 

learning, nor do they turn into acquisition or learning directly, except to 

occasionally serve as comprehensible input” (p. 43). Routines and patterns, like 

the first language, have advantages and disadvantages. They indirectly benefit 

second language acquisition by allowing early production and thus inviting input. 

On the contrary, they lead to trouble when L2 learners have not acquired the rules 

for productive use.

Individual variation. Krashen (1982, 1985; Krashen and Terrell, 1983)

claimed that language was acquired in the same way, via comprehensible input. 

This does not mean, however, that individual variation does not exist. Individual 

variation is seen in the rate and extent of acquisition, which are determined by the 

amount of comprehensible input and/or the strength of the affective filter. 

Additionally, individual variation exists to the extent how conscious knowledge is 

applied. Krashen (1982, 1985, 1992b; Krashen and Terrell, 1983) indicated three 

types of adult second language learners: a) Monitor over-users, b) Monitor under

users, and c) the optimal Monitor user (See footnote 9 on page 38).

Age differences. Krashen indicated that older learners (i.e. after age 15) get 

more comprehensible input than younger learners due to the fact that they manage 

conversations better, that they produce earlier in L2 via the first language (this 

invites more input), and that they have more knowledge of the world to help to 

make input more comprehensible. In other words, the difference between child 

and adult acquisition is rate; adults are faster in attaining second language 

proficiency over the short run. With respect to ultimate attainment, however, 

younger learners are better than older learners in the long run, as younger learners 

tend to have a lower filter. This is not to say that adult learners can not acquire
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high levels of language proficiency. “The increase in filter strength may only 

mean that most adults will probably not attain a native-like level” (Krashen and 

Terrell, 1983).

2.1.2 Criticisms of Krashen’s theory

Krashen’s theory is simple and comprehensive in its formulation (Ellis, 1986); it 

does not posit a different neurological mechanism than the one that accounts for 

first language acquisition (Brown, 1987); it is congruent with a great deal of 

experimental data on second language acquisition (e.g. Hafiz and Tudor, 1989); it 

allows teachers to predict outcomes under various social circumstances for 

various types of individuals17; and it provides a framework for designing 

interventions aimed at facilitating second language acquisition18.

Although this theory enjoys wide popular support, it has met with considerable 

scepticism from theorists and researchers in second language acquisition (e.g. 

Ellis, McLaughlin and Yorio), who dispute the dichotomy which Krashen has 

established between subconscious assimilation (i.e. acquisition) and conscious 

assimilation (i.e. learning) of target language rules. Whatever the underlying 

neurological organisation of conscious and subconscious processes may be, it 

cannot be refuted that the product of conscious, formalised study of a second 

language is not the same as that of unconscious assimilation of the language 

through social interaction. The following sections address some key critical 

points concerning each hypothesis of the Monitor Theory.

For example, Krashen (Krashen and Terrell, 1983: Ellis, 1986) discusses a number o f  factors that influence second 
^nguage acquisition., such as age differences and second language aptitude.

As Krahnke (1994: 246) described, “Each teacher can decide for himself or herself what constitutes comprehensible input 
in any given situation. Each teacher can decide how much form-focused instruction to include in the overall instructional 
mix. Each teacher can try to identify the affective factors operating in the classroom and to devise ways o f  minimising 
their effects. Therefore, the practical, real-world effect o f  the theory on teaching practice is helpful to teachers in the sense 
that it suggests structured freedom and individual latitude rather than strict adherence.” Yorio (1994: 125) also indicated: 
“Not very many theoretical hypotheses or insights find their way into practice so easily as this one has.”
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2.1.2.1 The acquisition-learning hypothesis

The distinction between acquisition and learning. The principal argument for 

the acquisition-learning hypothesis is based on the distinction between acquisition 

and learning. The first objection is from the view point of methodology. Ellis

(1986) argued that “the ‘acquisition-learning’ hypothesis is not acceptable, 

because it cannot be tested in empirical investigation” (p. 264). McLaughlin

(1987) pointed out that the concepts of acquisition and learning are poorly 

defined. He (ibid.) stated: “there needs to be some objective way of determining 

what is acquisition and what is learning. This Krashen did not supply” (p. 22).

Does learning become acquisition? Another criticism concerns

Krashen’s claims that consciously learnt rules are never turned into acquired 

knowledge. In other words, the focus is on the question: Does learning become 

acquisition? Gregg (1984), among others19, doubted that even maximal 

exploitation of acquisition strategies may not be sufficient for successful second 

language development, especially to adult learners, and argued that some rules 

can be automatized and then acquired through practice. Yorio (1994) cited his 

self-study and argued that highly conscious learning and successful 

communication were not incompatible. If linguistic awareness was used 

appropriately, it could lead to acquisition. He (ibid.) thus concluded : 

“Acquisition and learning are not incompatible; neither should they be seen as 

two separate, opposing forces. They are, rather, like the two ends of a continuum 

that adult second language learners must have access to if they are to become 

effective and accurate communicators” (p. 135).

Such as McLaughlin (1987), Rivers (1980, 1983), Stevick (1980), Sharwood-Smith (1981), and Yorio (1994).
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2.1.2.2 The natural order hypothesis

A central problem with the natural order hypothesis is about rampant individual 

variation. A greater complexity than that acknowledged by Krashen is revealed 

from a number of case studies. McLaughlin (1987) queried the limited data base 

on the California “morpheme” studies. He (ibid.) listed studies of individual 

children and argued that the natural order was not always found. For one thing, 

“the results of longitudinal studies do not always agree with the result of cross- 

sectional research” (p. 32). For another thing, the learner’s native language has 

great impact on acquisitional sequences of the second language. McLaughlin 

(1987: 32), additionally, pointed out that these morpheme studies “did not 

measure acquisition sequence but rather accuracy of use in obligatory contexts” 

by only a few morphemes in one language. It is, indeed, easy to see that the 

range of morphemes in studies cited by Krashen is quite limited and, in any case, 

morphology is only one aspect of language structure. In agreement with 

McLaughlin, Ellis (1994) also doubted if the linear natural order could adequately 

account for second-language variability. He (ibid.) stated:

“the main evidence for the [natural order] hypothesis comes from 

largely cross-sectional studies that have investigated the order of 

acquisition of a number of English grammatical morphemes, 

longitudinal studies of structures involving the uses of auxiliary 

verbs (e.g., English negatives and interrogatives), and, for German, 

studies of the acquisition of word order rules by migrant worker 

(cf. Pienemann, 1980; Meisel et al., 1981). The question that 

needs to be addressed is whether this hypothesis is compatible with 

the nature of variability in SLA.” (p. 151)

Considering the variability that learners display across various linguistic and 

situational contexts, Ellis (ibid.) recognised that the order of acquisition depended 

on the learner’s performance and that different tasks produced different orders.
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2.1.2.3 The monitor hypothesis

There are several difficulties with Krashen’s monitor hypothesis. First, the three 

conditions for Monitor use do not automatically lead to its application. The study 

of Hulstijn and Hulstijn (1984) revealed that when there was no focus on form, 

giving subjects more time did not make a difference in their performance. The 

same study did find that accuracy increased when the learners were focused on 

form. Houck et al (1978) found that asking students to correct themselves (i.e. 

focus on form) did not result in the use of Monitor. Another problem is that there 

is no clear distinction on the extent and the types of monitoring. According to 

Krashen, some language learners are Monitor over-users, who become hesitant 

and excessively slow both in language reception and production. Whereas others 

are Monitor under-users, who tend to be overconfident and draw little attention to 

check what they read and write. In order not to get bogged down in a fossilised 

use of language errors, learners have to adjust the degree of monitoring. Krashen 

puts it at “between 7% and 50%, depending on the time available and the amount 

of Teamed’ knowledge available” (Ellis, 1994: 146). However, the range is 

questionable. In addition, it is difficult to distinguish Monitoring (editing by rule) 

from monitoring effects (editing by “feel”).

Finally, Krashen (Krashen and Terrell, 1983) stated that for most people, it took a 

grammar test to bring out the conscious Monitor. In other words, he limits the use 

of Monitor to grammar. Stern (1992: 332) argued: “a conscious learning strategy 

covers a much wider range of activities, and consequently an explicit teaching 

strategy is not restricted to what in Krashen’s terms is described as grammar 

teaching alone.”
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2.1.2.4 The input hypothesis

It is widely agreed that “access to meaningful input is somehow a critical factor in 

successful language development” (VanPatten, 1994: 225). It is a valuable service 

for Krashen to emphasise the role of meaning input in the process of language 

acquisition. However, many query the adequacy of comprehensible input as an 

over-arching concept. McLaughlin (1987) argued that input hypothesis did not 

show how the learner progressed from understanding messages to acquisition. 

Long (1983) also asserted that comprehensible input was not a sufficient condition 

for second language acquisition. To maximise acquisition, learners need more 

than receive comprehensible input. They must be “active conversational partners 

who negotiate the quality and quantity of input they receive in order to pick up 

language” (VanPattem, 1994: 230). In general, the major criticisms concerning 

the input hypothesis centre on two views: the effects of instruction and the role of 

output.

The effects o f formal instruction. Marton (1994) described Krashen’s theory 

was deeply anti-pedagogical. As he (ibid.) has indicated, Krashen stressed the 

importance of comprehensible input, questioned the value of many classroom 

practices and gave incomparable attention to learning in a natural setting. Ellis 

(1986) recognised that studies of formal instruction had produced mixed results, 

but in general instruction was found to aid the rate/success of second language 

acquisition and classroom fostered more rapid development. He (ibid.) thus 

queried Krashen’s overreliance on comprehensible input, rather than formal 

instruction, to aid language development.

The other point raised against the input hypothesis is the untestability of ‘i + 1’. It 

is impossible to measure or observe the i + 1 notion. As cited in McLaughlin 

(1987: 39), Loup pointed out that at the present stage of second-language study, it 

is possible for researchers and teachers to define a set of levels and determine

School o f  Education, University o f  Leicester 52



Chapter 2: Review o f  Related Literature

which structures constitute the i + 1 level when dealing with many students at 

different levels of ability.

The role o f output. As the input hypothesis emphasises that speaking the 

second language is the result of acquisition rather than the cause, the role of 

production, or output, is minimalized, particularly at the early stage (i.e. the silent 

period). Chaudron (1983) noted that little feedback from students was less likely 

to help teachers tune their input. In other words, learners output can thus 

influence teachers input; input and output are dialogically (interactively) related. 

McLaughlin (1987) argued that Krashen de-emphasised the importance of output, 

and that “the learner must be given the opportunity to produce the new forms” (p. 

50). The 1985 study of Yorio (1994) revealed that full emphasis on meaning and 

ignorance on form resulted in fossilisation:

“The high level of comprehensibility (98%), the low level of 

grammatical accuracy (32%), the fluency and ease with which K.

(the subject) handled himself both in writing and speaking, and the 

lengthy term of residence (6 years) in an English-speaking 

environment show clearly that comprehensible input and exposure 

to an acquisition-rich environment are not sufficient to produce a 

communicative and accurate learner. K. is at present a fossilised 

learner who must ‘de-fossilise’ if he is to meet the writing 

requirements needed for graduation from his college.” (p. 133)

In other words, exposure to comprehensible input can achieve fluency but not 

accuracy. Swain (1985) also found that despite seven years’ comprehensible 

input, the subjects failed to achieve native-like grammatical competence. She 

thus concluded that if accuracy was desired, comprehensible output had to be 

added to second language learning. She (1993: 159 - 61) suggested that output 

was important in several ways:
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a) it provided opportunities for practice of linguistic resources 

permitting the development of automaticity in their use;

b) using the language might force the learner to move from 

semantic to syntactic processing;

c) it provided the opportunity to test out hypothesis about the 

second language; and

d) it generated feedback from speakers of the language which 

could lead learners to make modifications.

Apart from the assertion that talking was not practising, Krashen (1990, 1992b, 

1993b, 1994, 1995) also maintained that writing was not practising. Krashen 

(ibid.) argued that writing competence came from the quantitative input from free 

voluntary reading rather from writing. However, McLaughlin (1987) queried 

what the best type of reading input for writing was, and questioned whether i + 1 

input in reading helped writing. He (ibid.) pointed out that “there is a certain 

degree of ‘face validity’ to much of what Krashen says” (p.43).

2.1.2.5 The affective filter hypothesis

McLaughlin (1987) argued that the theory was not precise about how a filter 

would operate, and that “the theory does not differentiate between the indifferent 

and highly motivated [learners], because the filter is essentially described as a 

limiting and restrictive mechanism” (p. 54). Additionally, he queried that children 

were better learners than adolescents. He emphasised individual differences in 

second language learning, for a considerable evidence supported that “early 

adolescence is the best time to learn a second language” (McLaughlin, 1987: 55). 

The affective filter, like the Monitor, is uncharacteristic of first language 

acquisition. It is impossible to define clearly or to measure its function; it, 

therefore, can be used only as a metaphor (Larsen-Freeman and Long ,1991).
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2.1.2.6 Evaluation

Many theorists and researchers recognise Krashen’s theory is influential on 

scholars and students of second language acquisition and learning. This is 

noticeable from the fact that his theory and concepts are introduced in books of 

current research review on second language acquisition, such as Ellis’s 

Understanding Second Language Acquisition (1986), Larsen-Freeman, and 

Long’s An Introduction to Second Language Acquisition Research (1991), and 

that “Krashen’s ideas”, as Barasch and James (1994: 3) stated, “have become the 

focal point of interest in successive conferences”. Also, they (e.g. McLaughlin, 

1987; Barasch and James, 1994; Littlewood, 1994) admit that his theory can be 

practically applied to language teaching and learning as it clearly presents the 

concepts of language acquisition and provides concrete suggestions and 

approaches for language arts teachers. However, they (e.g. Gregg, 1984; 

McLaughlin, 1987; Ellis, 1986, 1994) tend to choose parts of Krashen’s theory to 

criticise rather than treat it as a whole. What they have pinpointed is not totally 

unreasonable. What is questionable is that most of them criticise Krashen’s early 

works and often focus on the issue of speech production. Browsing through 

Krashen’s recent publications and papers, any one can easily detect that Krashen 

has shifted his focus to the role of input rather than that of the monitor, and that 

free voluntary reading is central to his thinking. For example, Beyond the Monitor 

Model was published in 1994 to assess the impact of Krashen’s theory on different 

aspects of language teaching and learning. Of the 19 contributors to the book, the 

majority quoted Krashen’s works before 1985, and only one article (Pica, 1994) 

referred to any of Krashen’s published work or major conference presentation on 

reading, and even this was only a passing reference. From the mid 80s, however, 

reading as input was clearly a major theme in Krashen’s thinking, as demonstrated 

by a number of important papers by Krashen from the mid 80s onwards, referred 

to comprehensively in Krashen (1993b). Krashen (1993b) also summarises much 

other research on reading.
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Vygotsky’s ‘zone of proximal development’ has clear parallels with Krashen’s 

independently thought of ‘ i + 1 ’. Both concepts involve the teacher, or tutoring 

peer, matching input to learner’s knowledge, skill or current ability but extending 

the input towards the next stage of potential learning. Where Vygotskian 

approaches emphasise joint activity, scaffolding and socio-cultural contexts for 

cognitive development, Krashen’s Natural Approach emphasises comprehension, 

meaning, language activity and lowering anxiety. Clearly, the two key concepts 

overlap.

Surprisingly, while neo-Vygotskian theories were applied to young learners and 

oral language (Bruner, 1983; Wood, 1988; Meadows and Cashdan, 1988, Mercer, 

1995), it was only later that they were specifically applied to the learning of 

literacy skills, although Vygotsky had clearly written of writing development 

(Vygotsky, 1978). However, when such applications were made, it was 

noticeable that many were specifically in a second-language or multi-ethnic 

context. (Tharp and Gallimore, 1988; McNamee, 1990; Wells and Chang-Wells, 

1992; Cazden, 1994; Moll and Dworin, 1996), or related to such areas as Reading 

Recovery (Clay and Cazden, 1990) or Whole-language perspectives (Goodman 

and Goodman, 1990). However, it was only slowly, and by few researchers that 

clear connections were made to Second Language Acquisition research and theory 

(Frawley and Lantolf, 1985; Lantolf and Ahmed, 1989; Foley, 1991; Lantolf and 

Appel, 1994). Even so, few researchers, or literacy experts, relate Vygotsky’s 

theories to Krashen’s. For example, of 12 contributors to Lantolf and Appel

(1994), only 4 mention Krashen, and then only to discuss, briefly, the Input 

Hypothesis, not reading. However, while Krashen’s ‘i + 1’ has evoked strong 

criticism - and relatively little specific research other than by immediate followers 

- Vygotsky’s ‘zone of proximal development’ has not only been widely taken up, 

with much less criticism, but it has also engendered strong research to (locate) the 

‘zone of proximal development’ in practical terms (Wertsch, 1985; Tharp and 

Gallimore, 1988; Newman, Griffin and Cole, 1989; Tudge, 1990; Litowitz, 1993;
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Washburn, 1994; Erickson, 1996). Plainly, there is scope for inter-disciplinary of 

research and application here. A free voluntary reading programme might well 

draw on the ‘zone of proximal development’ notion by first, the ways in which 

teachers recommend levels or titles of books, and secondly, the specific ways in 

which teacher (and peers) might discuss reading material before, during or after it 

has been read, in presentations, classroom discussions or through journals. The 

teacher who is strongly aware of the ‘zone of proximal development’, or ‘i + 1’, 

may effectively take a scaffolding role in these contexts.

2.1.3 Krashen’s replies to these criticism

Krashen (1989, 1993c, 1995) indicates two leading rivals to his theory of second 

language acquisition: the instruction hypothesis and the writing, or output, 

hypothesis. He claims that each has serious problems.

The instruction hypothesis claims that language is learned by first consciously 

learning individual rules or items, and then practising them or output them until 

they become “automatic.” In Krashen’s terms, the instruction hypothesis 

emphasises that “learning becomes acquisition.” Krashen argues that this 

hypothesis is impossible for three reasons: complexity argument, competence 

without direct instruction, and weak effects of direct instruction (Krashen, 1995: 

189).

1. The system to be acquired is too complex to be learned 

consciously. The rules of grammar, discourse, and spelling 

have not even been adequately described by linguists, and the 

amount of vocabulary to be learned is amazingly high, far more 

than any instructional program can handle.

2. There are cases of literacy development without direct 

instruction, including some in which individuals developed
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high levels of literacy from reading alone20, as well as studies 

showing that readers can pick up small but significant amounts 

of vocabulary and spelling knowledge from as little as one 

exposure to an unknown word in context, without instruction or 

output (Nagy et al, 1985). ... Finally, there are studies showing 

that exposure to misspelled words can have a deleterious effect 

on spelling competence (Jacoby & Hollingshead, 1990). Such 

studies confirm that we can acquire spelling from input, from 

reading, without study and without output.

3. Studies consistently show that direct instruction in spelling, 

vocabulary, and grammar is not particularly effective and that 

the effect of error correction is very small and often absent. In 

addition, research strongly suggests that the effect of the direct 

teaching of grammar is weak. Studies do show improvement 

after direct instruction, but gains are typically very modest and 

short-lived; when students are retested some time later, the 

gains have often disappeared. In addition, gains are evidence 

only on measures in which students are focused on form and 

have time to apply the rules they have studied.

The other is output hypothesis, which claims language is learned by trying them 

out in production. There are several versions of the output / writing hypothesis 

(Krashen, 1993c: 73 - 74):

1. the Simple Output hypothesis, that claims we acquire language 

by producing it, with or without feedback. Those who believe 

that writing alone, as in personal journals, improves writing 

style and mechanics, believe in this hypothesis.

20
For example, Day, Omura and Hiramatsu (1991), Dupuy and Krashen (1993), Pitts, White, and Krashen (1989) confirm 

that vocabulary acquisition is possible in second language acquisition From reading alone.
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2. the Output plus Correction hypothesis, that claims we acquire 

language by trying out new forms in conversation or writing, 

and receiving feedback on their correctness. When we receive 

a correction, we adjust our version of our conscious rule.

3. the Comprehensible Output hypothesis, that claims we acquire 

language by trying out new forms in conversation or writing, 

and receiving feedback on their communicative success. If we 

succeed in communicating, the rules or items we used are 

confirmed. If not, we try a different version until we succeed.

Krashen indicated three problems of the output hypothesis. The major problem

with all versions of the output/writing hypothesis is that increasing writing

quantity does not affect writing quality (Krashen, 1991, 1993b, 1995). For

example, Gradman and Hanania (1991) found frequency of writing reported

outside of shool did not correlate with performance on Test of English as a 

Foreign Languge among international students who planned to study in the United 

States. As Krashen (1993b) reported, Hillocks (1986) found that writing classes 

that emphasised free writing did not produce significantly better writing than 

comparison classes. The results suggest that language acquisition comes from 

input rather than output. The second problem is that people simply do not write 

much (Krashen, 1991, 1993b, 1995). Research shows actual writing in school and 

out of school appears to be infrequent. The subjects in Rice (1986, reported in 

Krashen, 1993b) study reported 2 hours per week in writing. Applebee et al 

(1986, reported in Krashen, 1993b) found that the majority of students wrote less 

than 10 essays over six weeks for any school subjects. The Output plus 

Correction hypothesis is further damaged by research showing that despite a great 

deal of effort, correction achieves little or no effects on language development, 

and that the phenomenon itself is surprisingly rare (Krashen, 1991). Krashen 

(1995), thus concluded that “although writing makes an important contribution to
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cognitive development, it does not appear to cause language acquisition and 

literacy development” (p. 189).

In addition, Krashen uses inter-stage fluctuation to explain the variation in 

individual performance when the learner is using “acquired” knowledge (Ellis, 

1994). He indicates that the phenomenon of editing by “feel” emerges when the 

leaner is focusing on form and when the features have only partially acquired (i.e. 

at i + 1 stage rather than at firmly acquired i stage). Furthermore, Krashen uses 

the output filter to explain why learners are not able to perform firmly “acquired” 

rules. According to Krashen, when the learner is focused on form instead of 

meaning, the output filter is raised and the learner is not able to perform at his or 

her level of competence (Ellis, 1994).

2.1.4 Summary

As described earlier, Krashen has drawn from a large number of various empirical 

studies and cases, incorporating not only his own studies but those of many 

different researchers, to describe the assumptions of his second language 

acquisition theory. Krashen’s theory and its application have created controversial 

debates and discussions, and, meanwhile, promoted thinking and understanding of 

second language acquisition and language teaching. For many teachers, “he is the 

first ‘applied linguist’ who has not only made theoretical ideas accessible but also 

shown how these ideas might be relevant to their practical problems” (Littlewood, 

1994: 204), although many teachers do not agree with a strict distinction between 

learning and acquisition. Based on their experience, they view learning and 

acquisition as more interactive and interconnected. For theorists and researchers, 

“Krashen’s views are hypothetical and not based on sufficiently firm evidence to 

warrant the practical conclusion that they point toward” (Littlewood, 1994: 204). 

They have challenged, as mentioned above, the definition of his hypotheses, his 

overemphasis on acquisition and underestimation in learning. As Brumfit (1994: 

264) stated: “The views of Krashen do indeed pose problems for the profession,
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not simply because of inconsistencies in the views themselves or possible 

deficiencies in the argumentation and exemplification (these are of course the 

normal currency of academic debate), but also because of the manner in which 

they have been both presented and taken up.” Apart from examining the 

theoretical justification of Krashen’s theory and criticising “like sour grapes rather 

than careful concern for the well-being of language teaching”, in Brumfit’s (1994: 

264) terms, it should be more important to employ the useful insights that 

Krashen’s theory offers for coping with classroom realities. Rivers (1994) put it 

well:

“Theories of language acquisition and learning are continually 

changing as they evolve. In classrooms, language learning is 

taking place in ways theorists may not yet understand, but which 

teachers observe every day. They must continue with their task 

while waiting for more definitive answers, employing the best of 

what has been proposed theoretically, according to their own 

judgement of its appropriateness in their own situation, and 

innovating in a practical way in classroom involvement to help 

students express themselves in the new and unfamiliar language. If 

we wish to see our students develop the ability to use the language 

freely and purposefully, we must provide a classroom environment 

where there is an atmosphere of trust and confidence that develops 

the students’ own confidence and encourages them to plunge in and 

make the language their own.” (p. 88)
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2.2 Current theories and approaches to reading of English

2.2.1 Principal issues in first and second language reading

Reading researchers have long been trying to answer two basic questions:

a) What is reading?

b) How do you teach someone to do it?

The problem is that reading is an invisible process21 so that no product is 

necessarily produced for a teacher to see. However, most reading teachers feel 

they need to teach something tangible in isolated reading classes, and typically 

turn to teaching reading strategies and study skills rather than text comprehension 

or meaning construction. Of more concern, they pay little attention to reading 

process, but want to observe its apparently related products - they want to know if 

students are learning when they and students are engaged in these instructional 

activities. Asking students to answer questions orally or in writing, for example, 

does not often teach reading but tests it.

Reading is a complex mental process which cannot be broken down into a series 

of discrete steps that a teacher can take into the classroom and teach (Eskey,

1973). That is to say, reading cannot be taught. Nevertheless, if the reading 

process is better understood, the teacher could help students to become better 

readers.

With over twenty years work on the psycholinguistics of reading, various explicit 

models have been developed to explain the implicit process of reading and 

therefore provided the teacher ways to intervene in the process.

There are three general types of reading models: bottom-up, top-down, and

interactive. Models based on the idea that reading is principally obtaining

21
We must always remember, too, that reading comprehension processes are invisible and that our evidence about what is 

taking place can be no better than second-hand. (Casanave, 1988, reported in Barnett, 1989)
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meaning from the text are called “bottom-up” models. Models based on the idea 

that reading is directed by the brain, that the brain makes predictions about the 

meaning of the text based on what it already knows and then mainly samples the 

text to confirm these predictions, are called “top-down” models. Models based 

on the idea that reading is best thought of as combining information acquired 

from the text (bottom-up) with information supplied by the brain (top-down) are 

called “interactive” models. That is, reading is dynamic interaction between 

bottom-up and top-down processes.

2.2.1.1 Reading and decoding

Bottom-up models. In the traditional notion, reading involves merely a 

sequential, word by word, phrase by phrase, decoding of the text (Gough, 1972). 

The reader builds up meaning by recognising letters and words and working out 

sentence structure. Such a process requires the reader to engage in a step-by-step 

process, in which “small chunks of text are absorbed, analysed, and gradually 

added to the next chunk until they become meaningful” (Barnett, 1989). Davies

(1995) illustrates the process of sequence as 1) eyes look, 2) letters identified and 

“sounded out”, 3) words recognised, 4) words allocated to grammatical class and 

sentence structure, 5) sentences give meaning, and 6) meaning leads to thinking. 

Comprehension is built from letter to word to phrase to sentence. In sum, the 

reader performs two major tasks in the reading process: decoding and

comprehending. As letters and word patterns become more familiar, the decoding 

process will become increasingly automatic, more attention can then be allocated 

to comprehension, and reading will become more fluent (LaBerge and Samuels,

1974). Good readers are good decoders; their decoding skills become more 

automatic (both rapid and accurate) as their reading skill develops.

According to such models, reading can be defined as the process of taking 

information from written or printed text. Therefore, reading aloud is not 

necessarily reading since sometimes the person reading aloud may be so
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concerned with pronouncing the words correctly that he or she does not pay 

attention to the meaning and does not truly read. It is “barking at print”, to use 

Smith’s term.

Bottom-up models like Gough’s (1972) and LaBerge and Samuels’ (1974) imply 

that the teaching of reading should reflect the sequential and automatic 

processing, and are usually used to support phonic approaches to the teaching of 

reading, which focus attention on phonetic interpretation of the written symbol 

(sound-symbol correspondences). It is expected that “the more the reader has 

automatized the mechanical decoding skills, the more attention is freed up to 

grasp the overall meaning of a phrase or sentence” (McLaughlin, 1987: 61).

Limitations o f bottom-up models to ESL /  EFL readers. As indicated by Barnett 

(1989: 34), “most foreign / second language readers do not have a fully developed 

phonological system when they begin to read.” Therefore, any deficiency of 

skills in the sound-symbol correspondences hinders second language students 

from applying the bottom-up strategies in processing reading in the target 

language.

The major problem with practices associated with bottom-up models is that 

readers’ short-term memory is saturated with too many individual words and 

letters, so they fail to grasp the larger meaning of the text or to relate it to what 

they already know about the subject (Eskey and Grabe, 1988):

“This plodding, exact identification approach slows the reader 

down to the point that the information cannot be held in short-term 

memory22 long enough to make sense of whole sentences or larger 

pieces of discourse and makes the process of reading overly

Short-term memory, or working memory, is “a temporary memory that is required to make sense o f  what we are ding at 
the moment” (Smith, 1985: 36). According to Eskey (1986), to read for meaning, a reader must bring groups o f  words into 
short-term memory to construct meaning. However, if letter-by-letter or word-by-word reading fill short-term memory 
with meaningless units, then no meaningful information will get through to combine with the reader’s schemata for 
placement in long-term memory.
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laborious and unenjoyable “ (Eskey, cited in Lynch and Hudson,

1991: 219)

2.2.1.2 Reading and prediction

Top-down models. In top-down models, the process of reading is more like a 

“psycholinguistic guessing game” (Goodman, 1967), in which the reader picks 

up graphic cues and uses general knowledge of the world and about the language 

to make intelligent guesses, a syntactic and semantic prediction about what 

appears on the printed page. According to Goodman (1973), a proficient reader:

“... does not use all the information available to him. Reading is a 

process in which the reader picks and chooses from the available 

information only enough to select and predict a language structure 

which is decodable. It is not in any sense a precise perceptual 

process.” (p. 164)

With minimal attention to visual decoding, the reader samples only enough of the 

text to confirm hypotheses and form new hypotheses. Davies (1995) illustrates 

the process of sequence as 1) eyes look, 2) thinking - predictions about meaning, 

3) sample sentence as a whole to check meaning, 4) to check further, look at 

words, 5) if still uncertain study letters, and 6) back to meaning predictions. 

Comprehension is built from higher order mental concepts down to physical text 

on the page.

In his miscue analysis, Goodman (1981) distinguishes proficient and 

nonproficient readers from the types of miscues they make. Proficient readers 

know how to use implicit knowledge of sentence structure (syntactic cues) in 

order to predict a word that is grammatically acceptable in context, or use 

meaning (semantic cues) to predict a word that is meaningful in context. They 

tend to make meaningful errors (miscues). Nonproficient readers, on the other 

hand, use mainly phonological cues to interpret texts and often neglect syntactic
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and semantic cues. Their reading is likely to lose track of the overall meaning of 

the passage, so they tend to make more local errors.

Like Goodman, Smith emphasises the importance of meaning and of making use 

of prior knowledge for prediction. Smith ( 1982: 3) lists four fundamental 

characteristics of reading: First, reading is purposeful. Reading is a matter of 

making sense of print and meaningfulness is the basis of learning. It is 

meaningless in reading if there is no purpose. Second, reading is selective: 

readers selectively extract information from text or sample the text in order to 

answer specific question that they are asking. Moreover, reading is anticipatory, 

that is readers expect what they read since reading is used for evident meaningful 

purposes. Finally, reading entails comprehension. Understanding is the basis 

while meaning is constructed during fast reading process.

What differentiates the top-down view from the traditional bottom-up view is that 

the former reading is more a process of bringing meaning to print than extracting 

sound from print.

“Meaning is not contained with the sounds of speech or the printed 

marks of writing, conveniently waiting to be discovered or 

decoded but rather must be provided by the listener or reader ... an 

understanding of reading requires a more complex theory of 

comprehension than one that simplistically assumes that meaning 

will take care of itself provided a reader can identify individual 

words correctly.” (Smith, 1982: 69 - 70)

For Smith (ibid.), reading is an interaction between a reader and a text, which 

involves a combination of visual and nonvisual information. Visual information 

refers to what is received from print through the eyes to the brain; whilst 

nonvisual information includes knowledge of language, knowledge of subject 

matter, and knowledge of how to read. Even though reading is a sequential 

process, the reader does not have to see everything on the page. That is, a
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proficient reader does not always employ rigid fixation of eye movements that 

move from left to right along the first line of print. Studies of the eye movements 

of readers show that the eyes do not move smoothly over the page (Hawkins, 

1991; Smith, 1982). Instead the eyes move in short, jerky movements (called 

“saccades”). Skilled readers may not make more than one fixation a line and may 

skip lines in reading down the page. With each movement, the eyes take in a 

chunk of text. The brain then decodes (takes the meaning of) this chunk of text 

on the basis of the minimum amount of visual information needed. Here is an 

example to illustrate the point.

Take a quick look at Figure 2.4, and answer what is written in the triangle.

/  Y o u  l o o k  at i t \

/  it b u t  y o u  d o  n o t  \

/  s e e  it. \

Figure 2.4 A Reading Test

Apart from those who have encountered the test before, most testees, including 

non-native speakers, do not notice the redundant “it”. The test results suggest that 

good readers do not have to see everything on the page - just enough to get the 

meaning. Smith (1985) says: “what the brain tells the eyes” is much more

important than “what the eyes tell the brain”, as “It is the brain that sees, the eyes 

merely look, usually under the direction of the brain.”

Limitations o f top-down models for ESL /  ELL readers. It is widely

acknowledged that language is a problem for foreign or second language readers 

(e.g. Alderson, 1984). The problem of top-down models lies in their 

overemphasis on higher-level processing skills and ignorance of lower-level 

linguistic skills. Hawkins (1991: 174) criticises that “second language learners
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are not able to predict with much accuracy in the first stages of reading, since 

their experience with the language, in terms of both syntax and semantics, is so 

limited.”. The problem is related not only to lack of language knowledge, but 

also to the amount of time required for effortful prediction, for:

“even if a skilled reader can generate predictions, the amount of 

time necessary to generate a prediction may be greater than the 

amount of time the skilled reader needs simply to recognise the 

words. In other words, for the sake of efficiency, it is easier for a 

skilled reader to simply recognise words in a text than to try to 

generate predictions.” (Samuels and Kamil, 1989: 32)

2.2.1.3 Reading and schema /  script building

Interactive models. During the 1980s an interactive model of reading was 

proposed, for researchers in both first and second language reading noted the 

weaknesses and inadequacy of over-reliance on lower-level or high-level process. 

They have come to believe that although top-down and bottom-up models are 

contradictory, it is not a question of one or the other. The view, widely accepted 

at present, is that the two processes are complementary and both are used to create 

meaning from text.

As mentioned earlier, bottom-up skills are to decode linguistic units and build 

textual meaning from graphemes to phonemes, whilst top-down skills are to 

predict text based on prior experience or background knowledge and relate new 

information or interpretation to existing cognitive structure. However, the 

bottom-up model lacks feedback loops between low-level decoding and high-level 

encoding. Similarly, the top-down model does not apply to those who with little 

knowledge of presented texts, who cannot generate predictions and activate 

relevant schema. By subsuming both knowledge-based and text-based strategies, 

the interactive model serves the purpose to compensate for the deficiencies
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apparent in schema inference and text-boundedness. Briefly, this model assumes 

that the reading process is an interactive relation between decoding text and 

predicting meaning. Efficient and effective reading requires the interactive 

operation of both bottom-up and top-down strategies.

In 1977, Rumelhart proposed the first interactive model to compensate for the 

deficiencies in linear models. His model (see Figure 2.5) assumes that:

“the reader looks at the words and spelling that are registered in a 

visual information store (VIS). The feature extraction device pulls 

out the critical features of these words (with the successful reader 

sampling only enough of the text to continue) and moves them into 

the pattern synthesiser. The pattern synthesiser is where all the 

reader’s previous knowledge about the language spelling patterns, 

syntax, vocabulary, semantics, and context come together to 

interpret what has been read. ‘Thus, all of the various sources 

knowledge, both sensory and nonsensory, come together at one 

place and the reading process is the product of the simultaneous 

joint application of all the knowledge sources.’” (Barnett, 1989:

23)

Although Rumelhart’s model incorporates parallel processing of a range of source 

information (visual, orthographic, lexical, semantic, syntactic and schematic), it 

pays considerable attention to the processing of visual information. For 

Rumelhart, the process of reading “begins with a flutter of patterns on the retinal 

and ends (when successful) with a definite idea about the author’s intended 

message. Thus reading is at once a “perceptual” and “cognitive” process. 

Moreover, a skilled reader must be able to make use of sensory, semantic and 

pragmatic information to accomplish his task. These various sources of 

information appear to interact in many complex ways during the process of 

reading.” (Rumelhart 1977: 573 - 573, cited in Davies 1995: 64).

School o f  Education, U niversity o f  Leicester 69



Chapter 2: Review o f  Related Literature

Most
probable

interpretation

► ►
►

Syntactical
knowledge

Semantic
knowledge

Lexical
knowledge

VIS
Feature

extraction
device

Pattern
synthesiser

Figure 2.5 Rumelhart’s model of reading
Source: Rumelhart 1977, pages 573-4

Rumelhart (1977) presents the concepts of schema23 and relate them to the process 

of reading as the cognitive structure underlying the process. In order to explain 

semantic level of processing, he amplified his 1977 model by paying greater 

attention to the role of schemata. According to Rumelhart (1984):

“A schema theory is basically a theory about knowledge ... 

According to schema theories all knowledge is packaged into units.

These units are the schemata ... A schema then, is a data structure 

for representing the generic concepts stored in memory.” (p. 2)

According to Ausubel (Ausubel, 1963; Ausubel and Robinson, 1969), in meaningful learning, already-known general 
ideas “subsume” or “anchor” the new particular propositions found in texts. This happens only when the existing ideas are 
stable, clear, discriminable from other ideas, and directly relevant to the to-be-understood propositions. The readers has to 
be aware o f  which aspects o f  his knowledge are relevant. Sometimes this will be obvious. Sometimes the text will be 
explicit. When neither o f  these conditions holds or the reader’s grasp o f  the required knowledge is shaky, an “advance 
organiser” may be prescribed. An advance organiser is a statement written in abstract, including terms deliberately before 
a text and intended to provide a conceptual bridge between what the reader already knows and the propositions in the text 
that it is hoped he will understand and learn.
Ausubel has not called his theory a schema theory, but it clearly is. (Anderson and Pearson, 1988)
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Rumelhart (1977) calls schemata the “building blocks of cognition,” as they are 

the fundamental elements used in the process of “interpreting sensory data, in 

retrieving information from memory, in organising actions, in determining goals 

and subgoals, in allocating resources, and generally, in guiding the flow of 

processing in the system” (p.34). Namely, they “provide frameworks for 

interpreting the world” (Davies, 1995). The notion of schema implies that the 

brain is not an empty container but full of “packets” or “units of knowledge” 

already stored in memory. The brain relates new information taken from the text 

to the much larger body of old information it already has to make sense of and 

give a meaning to the text. The process of connecting new visual information to 

prior knowledge and experience suggests that schemata may change over time and 

with experience. In terms of reading, the schemata notion plays an important 

role. If there is a good match between new information and old knowledge, then 

comprehending new information is of no trouble. If, on the other hand, there is 

not a good match, or the new information is entirely new that there is no existing 

schema for it, then it will be difficult to comprehend new information. 

Accordingly, the definition that reading is taking information from a written or 

printed text is incomplete and partial. Reading should, therefore, be defined as:

Reading is taking information from a written or printed text and 

relating it to what the reader already knows to create a meaning for 

the text as a whole.

Readers are held to have schemata, or background knowledge, relating not only to 

text topic or content (content schemata) but also to text or rhetorical structure 

(formal schemata). Appropriate schema should be possesed and activated in order 

to construct meaning of the text. Obviously, the lack of a given schema or the 

inability to activate a relevant schema is potentially a major difficulty with 

reading comprehension in L2. Further discussion of this point is provided later in 

the Chapter.
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The interactive-compensatory model of Stanovich (1980) accounts for different 

kinds of reading behaviour. As Stanovich (1981, reported in Grabe 1988) states, 

“a process at any level can compensate for deficiencies at any other level” (p. 61). 

That is, when readers are weak at decoding skills, they will rely more heavily on 

context-dependent guessing or hypothesis testing. Similarly, when readers fail to 

take advantage of previous knowledge and prediction, a greater reliance may be 

placed on decoding letters and words. For Samuels and Kamil (1988), 

Stanovich’s approach offers an explanation of why sometimes poor readers are 

better predictors or make better use of context than good readers.

Stanovich (1980) summarises, “Interactive models ... assume that a pattern is 

synthesised based on information provided simultaneously from several 

knowledge sources. The compensatory assumption states that a deficit in any 

knowledge results in heavier reliance on other knowledge sources, regardless of 

their level in the processing hierarchy” (p. 63). Table 2.2 presents the summary 

of the three types of reading models.

Table 2.2 Summary of Reading Models

Bottom-up Top-down Interactive
Representative Gough Goodman Rumelhart

LaBerge and Samuels Smith Stanovich
Characteristics sequential psycholinguistic interactive

automatic anticipatory compensatory
Reader’s role decoder interpreter active participant
Teacher’s role instructor informer facilitator
Focus graphic information linguistic guesswork reader variables

the role of interference
Strategy text-based knowledge-based bottom-up + top-down

data-driven conceptual-driven
Major tasks decoding text activating schemata bottom-up + top-down

comprehending predicting meaning
Approach skill-based strategy-based skill-based + strategy-

• developing rapid • building content based
identification skills schemata

• rate building • building formal
• vocabulary schemata

building
• grammar practice
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2.2.2 The effects o f  L I models on EFL /  ESL reading

In terms of ESL / EFL reading, particularly for adult readers, it is important to 

take into consideration language proficiency levels and reading proficiency levels.

2.2.2.1 Holding in the bottom

Goodman’s and Smith’s top-down views of reading have had a stronger impact 

on second and foreign language reading than any other first language models, 

presumably because it considered the cognitive skills of an adult second or 

foreign language reader. The model also easily accommodates linguistic and 

literacy skills which L2 readers may already possess in their LI. Extensive 

research has therefore been generated to study how conceptual knowledge, 

inference and background interaction affect the reading process. Although top- 

down approaches have been influential, they only provide a partial explanation to 

the reason how readers read (e.g. good readers). They, for example, do not 

account for poor readers who guess extensively and good readers who do not 

make use of their greater ability for syntactic and semantic prediction. In addition, 

an ample number of researchers have questioned that at the expense of perceptual 

processing skills, top-down models may have overestimated context clue effects 

in reading (e.g. Alderson, 1984; Carrell, 1988a, 1988b, 1988c; Eskey, 1988; 

Samuels and Kamil, 1988).

There is considerable evidence to show that many reading problems in the L2 

basically stem from linguistic deficiency (Alderson, 1984; Carrell, 1988b; 

Bossers, 1991). Reading research from experimental studies and self-reports of 

L2 has particularly identified vocabulary as the primary reading problem for 

second / foreign language learners (Clarke, 1979; Cohen et al, 1988; Singer, 

1981; Carrell, 1988c). That is, non-native speakers do not have a large enough 

vocabulary to help them process reading fluently. Stanovich’s interactive- 

compensatory model also suggests that less skilled readers rely on context to 

compensate for their poor decoding skills; however, good readers do not need to
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do so, since they already have good decoding skills (Stanovich, 1980; Eskey and 

Grabe, 1988). Reported in Grabe (1988: 60), van Dijk and Kintsch (1983) 

exemplify how word identifying skills distinguish good and poor readers:

“The full complex nature of the interaction between these top- 

down and bottom-up processes becomes apparent if one looks at 

the contrast between good and poor readers in these terms. What 

exactly distinguishes a good reader from a poor reader? ...

The greatest facilitation of word recognition by meaningful context 

is observed with poor readers, not with good readers. 

Furthermore, it is simply not true that good readers take decoding 

lightly; they fixate almost every content word...It has been found 

over and over again that the best discriminator between good and 

poor readers is performance on simple letter and word 

identification tasks. What is really wrong with poor readers is that 

they recognise isolated words inaccurately and too slowly, and 

compensate for their lack in decoding skills with context- 

dependent guessing or hypothesis testing ... Good readers with 

their superior decoding skills can decode letters and words rapidly 

in a bottom-up fashion, and therefore do not normally need to 

resort to guessing strategies...What is really at issue are the speed 

and accuracy of context-free word recognition operations.” (pp. 23 

-24)

When compared to vocabulary, grammatical complexity does not seem to cause 

so many difficulties to second or foreign language learners. This does not imply 

that syntax should be ignored. Instead, it has been recognised that both lexical 

units and syntactic structures are necessary to decode the text. As Eskey and 

Grabe (1988: 226) assert: “Reading requires a relatively high degree of

grammatical control over structures that appear in whatever readings are given to
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[L2] students.” A good reader, from the perspective mentioned above, does not 

do away with bottom-up recognition skills but becomes so proficient at them that 

they become automatic in their interaction with top-down interpretation skills. As 

Eskey (1988) notes, the fact that top-down processing skills which focus 

primarily on meaning, rather than on form, play a major role in reading does not 

“substitute for accurate decoding”. He thus summarises:

“Fluent reading entails both skillful decoding and relating the 

information so obtained to the reader’s prior knowledge of the 

subject and the world. Thus the fluent reader is characterised by 

both skill at rapid, context-free word and phrase recognition and, at 

higher cognitive levels, the skillful use of appropriate

comprehension strategies. For the proper interpretation of texts the 

latter skills are crucial, but such lower-level skills as the rapid and 

accurate identification of lexical and grammatical forms are not 

merely obstacles to be cleared on the way to higher-level “guessing

game” strategies, but skills to be mastered as a necessary means of

taking much of the guesswork out of reading comprehension. An 

interactive model or reading provides the most convincing account 

of this reciprocal perceptual / cognitive process.” (p. 98)

The other prospective that supports the assumption that second or foreign 

language reading ability depends more on general language proficiency is the

failure of language transfer. Clarke’s (1988) well-known study found that a

language competence ceiling in L2 effectively prohibits the complete transfer of 

L1 reading skills to L2 reading. The results of his study suggest that although the 

psycholinguistic assumptions that reading is universal may be justified, “the role 

of language proficiency [in L2] may be greater than has previously been assumed; 

apparently, limited control over the language ‘short circuits’ the good reader’s 

system causing him / her to revert to poor reader strategies when confronted with
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a difficult or confusing task in the second language” (p. 120). Such a ‘language- 

ceiling’ or ‘short circuit hypothesis’ of second language reading emphasises that 

minimal threshold of the second language proficiency needs to be attained before 

good readers’ reading strategies from their native language can be transferred to 

reading comprehension in the second language (Cummins, 1979; Clarke, 1988; 

Devine, 1988; Bossers, 1991; Carrell, 1991).

Since most EFL readers, in particular adult learners, are fluent in their native 

language, they tend to have well-established schemata for reading (LI reading 

skills) but knowledge of the phonology, syntax and vocabulary of the target 

language (L2 language skills). As a consequence, lower-level linguistic skills are 

critical for those who want to be fluent readers. These bottom-up skills may 

include: a) developing rapid identification skills, b) rate-building, c) vocabulary 

building and d) grammar practice.

Developing rapid identification skills. As asserted by Eskey and Grabe

(1988), the ability to identify lexical cues more quickly and efficiently is 

important for good comprehension. It can be promoted through a variety of rapid 

recognition exercises, such as word recognition and phrase identification.

Rate-building. As most EFL / ESL students tend to read at a laboriously

slow pace and mistakenly believe such close reading ensure comprehension, 

reading speed needs to be built up. Reading at a rate of 200 words per minute 

would appear to be the absolute minimum; below that speed the comprehension is 

negatively affected (Eskey and Grabe, 1988; Nuttall, 1996). However, the key 

point is to balance speed and comprehension. Grellet (1981: 16) suggests that 

“one of the most common ways of increasing reading speed is to give students 

passages to read and to ask them to time themselves”. Nevertheless, extensive 

reading after class is the most natural way to attain a reasonable fast reading 

speed.
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Vocabulary building. A large vocabulary is “a prerequisite to fluent

reading skills” (Eskey and Grabe, 1988: 226). It is widely agreed that simply 

providing a list of new words from the passage, as many ESL textbooks do, does 

not ensure vocabulary acquisition, nor does it seem to improve reading 

comprehension (Hudson, 1988). Knowledge of individual word meaning, as 

Carrell (1988c) has claimed, is closely related to conceptual knowledge. A good 

way to expand vocabulary is reading extensively, as full vocabulary meanings are 

better acquired when they are presented in a natural linguistic context rather than 

in isolation.

Grammar practice. Fluent reading depends on the ability to recognise and 

understand grammatical structure (Eskey and Grabe, 1988). In research by Cohen 

et. al. (1988), noun phrases and conjunctions were identified to be the serious 

problem in comprehending science and economic texts. Unfamiliarity with other 

cohesive devices may also cause difficulties, particularly in synthesising 

information across sentences and paragraphs.

2.2.2.2 Projecting appropriate schemata

“Within second languge reading theory, particular prominence has been given to 

the role that the reader’s background information or previous knowledge plays in 

text comprehension” (Dubin and Bycina, 1991: 197). Schemata, knowledge 

structures already stored in memory, are identified into two types: content 

schemata and formal schemata. Content schemata refer to a reader’s concepts 

about the content area of a text, whereas formal schemata are a reader’s concepts 

of the formal, rhetorical organisational structures of different types of texts (i.e. 

genre). Readers of a text containing familiar cultural concepts or topics can attain 

a better understanding than those who are less familiar with the text content. 

Similarly, formal schemata, knowledge of how texts are organised, define 

readers’ expectations about how pieces of textual information are arranged and 

related to each other. Thus, comprehension results from the activation of
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appropriate content and formal schemata. That is, the readers successfully use 

their background knowledge in predicting what comes next. On the other hand, 

schemata failure may cause reading problems. In other words, inappropriate 

schemata use may interfere with comprehension. The various degrees of 

comprehension interference are listed as below.

a) the reader lacks the appropriate schemata required by the text,

b) the reader has not activated the relevant schemata,

c) the reader makes a mismatch between the schemata presumed 

by the text and those possessed by the reader, and

d) the writer has not provided sufficient textural cues to signal the 

appropriate schema to be activated.

Teaching schemata use has been found to increase second language

comprehension (Hudson, 1988). However, studies also suggest that learners 

below a certain threshold of language proficiency are unable to activate their top- 

down processing skills (Clarke, 1988).

Building content schemata. Many of the problems encountered by L2 readers 

seem to be due to insufficient or non-existent background knowledge. The lack 

of an adequate schema may result from either ignorance of a particular field or the 

absence of a specific schema in the students’ cultural experience. However, 

reading difficulties are caused not so much by the absence of a schema as by 

interference from one which exists and which sets up different expectations. This 

is particularly the case when dealing with culture-bound material in a second or 

foreign language. Since different cultures have different values and attitudes, or 

different ways of organising thoughts and rhetoric, readers from different cultures 

tend to bring different systems of background knowledge to the comprehension 

process. That is, culture plays a critical role for the comprehension of many text 

topics. Cited in Carrell (1988c: 245), Steffensen et al. (1979), Johnson (1981), 

and Carrell (1981) have all demonstrated that it is easier for students to read texts
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based on their own culture than to read texts of similar difficulty based on a less 

familiar culture. Additionally, Hayes and Tierney (1982, reported in Carrell, 

1988c) found that presenting background information related to the topic to be 

read helped readers to comprehend the passage no matter how that background 

information was presented or how specific or general it was.

Established techniques for building schemata involve introducing key words and 

previewing the text, but recently class discussions and debates, role-play 

activities, lectures, cue pictures, movies, and even field trips have been used with 

some success.

Building formal schemata. The value of teaching text structure has in fact been

confirmed in both LI and L2 situations. As reported by Carrell (1988c), many 

researchers, such as Meyer (1975) and Carrell (1985), have shown that explicit 

instruction in top-level organisational patterns (e.g. time order, collection of 

descriptions, cause-effect, and comparison-contrast) does indeed facilitate 

comprehension.

Teaching such patterns is often done today with the assistance of graphic 

techniques, such as flow-charting, text mapping, or semantic webbing. Again, 

once the patterns have become clear, the same techniques can be used to guide 

students through a text and to make the relationship of ideas more evident.

2.2.2.3 Reading as situated social practice

The current trend of literacy over the last decade has moved “away from idealised 

generalisation about the nature of Language and of Literacy and toward more 

concrete understanding of literacy practices in ‘real’ social contexts” (Street, 

1995: 3). Many literacy educators have argued that literate development is a 

socially elaborated process (Au, 1980; Bloome and Green, 1984; Vygotsky, 1978) 

and challenged the narrowness of psychological and skills-based approaches 

(Wallace, 1992; Gee, 1992; Baynham, 1995; Williams and Hasan, 1996;
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Lankshear, 1997). In order to be read meaningfully, critical reading requires 

more than an interaction between reader and text (e.g. bottom-up, top-down and 

interactive approaches); it involves a broader consideration of social aspects 

regarding who writes and reads what, and why they do so in what situations (see 

Figure 2.6). In other words, reading is not “private psychic possessions of 

decontextualised heads, nor [is it] generalised skills isolable from specific 

contents and contexts” (Gee, 1992: 33). Reading, from a social practice 

perspective, must be understood in how varying social conditions shape the 

production and interpretation of text. Reading development is “not mastered 

solely by overt instruction, but by enculturation (“apprenticeship”) into social 

practices through scaffolded and supported interaction with people who have 

already mastered [it]” (Gee, 1992: 33). Such a socio-cultural approach is similar 

to “guided participation” in Vygotsky’s (1987) view and “joining the literacy 

club” in Smith’s (1988a) terms. As a social practice, reading should be extended 

beyond the class. When students read for their own interest (i.e. free voluntary 

reading), they are, in effect, developing their reading proficiency within a social 

context.

Social Contexts

Linguistic Contexts

/  Bottom-Up /  N. Top-Down \

f  Approach /  Interactive \  Approach \

\  (skill-based)
1 Approach j  , . . .  . . „ I
\  /  (psychohnguistic) /

Figure 2.6 Reading in linguistic and social contexts
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In this Information Age, the Internet has played an influential role in the society24 

and therefore in literacy. Reference to the Internet is seen everywhere - it is in the 

newspapers and magazines, at the end of television news broadcasts and 

commercials; it is unlikely to see a business card without providing electronic 

mail (e-mail) and/or World Wide Web (also referred to as WWW or the Web) 

addresses. The number of the Web sites is increasing “at a rate of 3,000% per 

year as hundreds of new sites are added each week” (Mike, 1996: 5). The Internet 

is used for information retrieval, resource material retrieval and communication 

(e.g. e-mail, newsgroups). It is obvious that the interaction with the Internet is 

entirely through reading and writing, and more often than not, is in the language 

of English. From the social perspective of literacy, the Internet enables learners 

to explore with the real world. Although the Internet is unlikely to replace 

textbooks any time soon, it can promote literacy for authentic purposes and within 

a social context by providing the most current information for both teacher and 

student as well to supplement printed materials. It is never known what will be 

found, but every individual is able to find something particularly interesting to 

him/her through searching tools, such as Yahoo for searching the Web and 

Veronica for searching Gopherspace. It, therefore, carries great potential for 

promoting free voluntary reading programmes. As an example of the range of 

what is available to a voluntary reader who might be interested in education, 

Table 2.3 provides a list of Web and Gopher sites related to education.

According to Mike (1996: 5), the Web, as a mirror on society, reflects both depth (i.e. there often is a great deal 
available on a particular subject) and breadth (i.e. an extremely wide variety o f  subjects are available). For example, 293 
Web sites are accessible for those interested in dance. There are 698 sites devoted to hobbies, 3,713 to games, and 4,576 to 
sports. The singer Michael Jackson appears on more than 6,000 World Wide Web home pages; U.S. President Clinton 
shows up more than 5,500 times. In Taiwan, the Internet is particularly popular to students. Based on the statistics 
compiled by Liu (1996), o f  300,000 wired users in Taiwan, 250,000 were students and 50,000 were members o f  the 
general public.
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Table 2.3 Internet sites related to education

Gopher sites
AskEric askeric@ericir.syr.edu
Educational Journals gopher://info.asu.edu:70/l 1/asc-cwis/education/joumals
K-12 Internet Resources infomins.kl2.mn.us
Kidsphere (discussion group) kidsphere@vms.cis.pitt.edu
National Aeronautics and Space Administration spacelink.msfc.nasa.gov
National School Network Testbed copemicus.bbn.com
University o f Massachusetts K-12 Internet Resources kl2.ucs.umass.edu
WELL (While Earth ‘Lectronic Link) gopher.well.sf.ca.us

World Wide Web sites
AskEric http://ericir.syr.edu/index.html 
British Library http://portico.bl.uk
Cisco Ed Archive http://sunsite.unc.edu/cisco/edu-arch.html 
Collins Cobuild http://titania.cobuild.collins.uk
Department of Instructional Technologies at San Francisco State University WWW Server 

http ://130.212.25.153/dit_home_page.html 
EdWeb http://kl2.cnidr.org:90 
Financial Times http://www.ft.com
Gifted and Talented Homepage http://www.eskimo.com/~user/kids.html 
Guides/Tutorials/Lists http ://library .tufts. edu/www/intemet_guides.html 
Heinemann http://www.heinemann.co.uk 
Internet in the Classroom http://www.schnet.edu.au 
NASA’s Network Applications and Information Centre (NAIC) 

http ://naic.nasa.gov/naic/guide/
National Reading Conference

http://www.iusb.edu/webacts/edud/EleEd/nrc/nrcindex.html 
K12 Cyberspace Outpost http://kl2.cnidr.org/janice_kl2/kl2menu.html 
Kids Created Resources http://sln.fi.edu/tfi/hotlists/kids.html 
Kids Internet Delight http://www.clark.net/pub/joumalism/kid.html 
Learning in Motion http:///www.leam.motion.com  
NASA’s Network Applications and Information Centre (NAIC) 

http://naic.nasa.gov/naic/guide/
National Reading Conference

http: //www. iusb. edu/webacts/edud/EleEd/nrc/nrcindex.html 
National Reading Conference Yearbook

http://syllabus syr.edu./EED/DJLEU/EED625/
Roadmap for the information Superhighway Interactive Internet Training Workshop 

http ://www. 11. mit. edu/Roadmap/
Scholastic http ://scholastic. com: 2005/b
Spacelink http ://spacelink. msfc. nasa. gov
The Applied Linguistics WWW Virtual Library

http://alt.venus.co.uk/VL/AppLingBBK/VLESL.html 
U.S. Department of Education (ED)/Office of Educational Research and Improvement 
(OERI) http://www.ed.gov/
Web66 http://web66.coled.umn.edu
Sources: compiled from Mike, 1996, p. 9 and the author
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2.2.2.4 Summary

Teaching bottom-up and top-down reading skills may raise students’ 

consciousness of these strategies for assessing a text and prepare students to be 

better decoders and interpreters. However, this may not be the most important 

determinant of developing a fluent reader. As Eskey and Grabe (1988) claim, the 

content of the readings provided and the amount of reading students are expected 

to do may be more significant in the end. A reading programme in which 

students can set their own pace and choose their own reading materials in order to 

promote their reading proficiency (i.e. literacy from a linguistic perspective), as 

well as build their confidence and personal satisfaction (i.e. literacy from a social 

perspective), would seem to be ideal.
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2.3 Comparing English and Chinese approaches to reading

It may be true, as Alderson (1984) and Goodman (1967) have proclaimed, that 

reading is a universal process and should be similar across languages. Previous 

studies have shown similarities in reading process and indicated the possibility of 

transfer of reading strategies across languages (Coady, 1979; Alderson, 1984; 

Hudson, 1988). It can not be ignored that the differences of languages and 

cultures inevitably cause various degrees of comprehension problems in second / 

foreign language reading. In this section, an attempt is made to discuss the 

differences of reading in English and in Chinese in terms of two identified 

features. The first feature regarding the distinctive writing systems is language 

processing differences; the second focuses on training regarding background 

differences25.

2.3.1 Writing system: language processing differences

The languages in use today can be divided into two main categories regarding 

scripts: logographic languages such as Chinese and alphabetic systems such as 

English (Gray 1956, cited in Leong 1973; Lee, Stigler, and Stevenson, 1986). 

Apparently, the greater difference between English and Chinese lies in the writing

system.

In English, each symbol represents a speech sound and the relation of symbol to 

meaning is mediated through its phonological system. Phonetic decoding 

therefore is obligatory in English reading. Whereas in Chinese, each symbol or 

character represents a single morpheme or a minimum meaningful linguistic unit. 

A character, or often more than one character, constitutes a word, and the word 

itself is directly linked with meaning. Thus, English words have more direct

25
According to Grabe (1991), reading in a second language is influenced by training background differences, language 

processing differences, and social context differences.
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relationship to phonemes, but Chinese words have more direct relationship to 

meaning.

There is no grapheme-phoneme recognition process in reading Chinese 

characters26. However, it is important for a beginning reader of English to 

develop such phonetic interpretation of the written symbol. As mentioned in 

Section 2.2.1.1, it is the skill that is emphasised in bottom-up and interactive 

models for automatic decoding process. Mastering phonology, or knowing how 

to relate symbol to sound, helps English reading as well as spelling. Thus, it is 

possible to learn English vocabulary by reading, by phonetic decoding. However, 

Chinese characters, more often than not, have to be learned by writing, 

particularly at the beginning stage. Traditionally, every single character with its 

arbitrary stoke sequences needs to be practised repeatedly until it is memorised. 

Lee et al. (1986) explain how Chinese students are taught to read Chinese:

“Teachers introduce several characters each day, and through 

successive years of elementary school, children’s reading 

vocabularies increase. By the end of the sixth grade, they have 

acquired the approximately 3000 characters needed for reasonable 

literacy. Although, initially, the meaning of combinations of 

characters must be memorised, consistencies in their use 

sometimes make it easier for the experienced reader to learn the 

meaning and pronunciation of new words employing one or more 

of these characters.” (p. 129)

In other words, learning to read Chinese depends heavily on writing drills and 

memory to learn Chinese for beginners. This is presumably because Chinese

It is zhuyin fuhao, or pinyin, rather than characters that has grapheme-phoneme correspondence.
In Taiwan, zhuyin fuhao, a phonetic spelling system, is used to assist the child in pronouncing characters. Zhuyin fuhao  is a 
set o f  37 symbols for which there is consistent grapheme-phoneme correspondence. The pronunciation o f  any Chinese 
character can be represented by more than three o f  these symbols. In the People’s Republic o f  China, pinyin, an alphabetic 
form o f  writing with consistent grapheme-phoneme correspondence, has been adopted for this purpose. Markers indicating 
the four tones o f  Mandarin Chinese are further aids to pronunciation. (Lee et al. 1986: 128)
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written symbols are more complicated and difficult to be learned, or perhaps 

because calligraphy is more emphasised and valued. The complexity of the 

Chinese writing system can be observed from the various ways in which 

characters are formed. Chinese characters can be grouped into six categories 

(Leong, 1973: 385 - 386):

a) Pictographs ( )are characters based on pictures of objects.

b) Ideographs ( ^  ) or diagrammatic characters indicate the idea or ideas

they are meant to convey.

c) Compound ideographs or suggestive characters ( ^  %  5" ) are those

formed on the basis of associations of ideas suggested by their constituent 

parts.

d) Loan characters (rffX \ \ ) are those adopted for new characters on the basis of 

identity of sound.

e) Phonetic compounds ( ) form by far the largest category, comprising

at least 80 per cent of the characters.

f) Analogous characters ( ) are mainly new characters patterned after old

ones so that they are analogous in meaning but do not share the same sound.

Most Chinese characters (phonetic compounds) consist of two elements: a radical, 

or signific, which determines the meaning (e.g. &  means “silk”, means

“words”,  ̂ means “water”), and a phonetic, which suggests the pronunciation 

(e.g. fang; If ping; ^  yang). The combination of these phonemic-

semantic components make up characters. Thus, fch “to spin” is compounded 

of A  “silk” and the phonetic ^  “fang”. Similarly, the combination of 

%. “words“ and “ping” means “to comment”. ^ “ocean”

has ^  “yang” as the sound component and / “water” to give the 

character its meaning. Thus, Leong (1973) challenges the idea that Chinese 

characters are arbitrary and demand unreasonable rote memory by stressing
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certain similarities between logographic and alphabetic writing. Leong (ibid.)

states:

“Even though the English phonemic system cannot strictly be 

equated with sounds in Chinese, there is isomorphy between the 

distinctive functions of phonemes as contrastive linguistic 

members and the distinctive properties of the 214 radicals.” (p.

391)

Fundamentally, any Chinese character can be categorised into one of the six basic 

patterns; however, there are irregularities. Lee et al. (1986) give good examples 

to explain that components of a character do not give cues to meaning or 

pronunciation.

... in the character -rfl*] the left radical (the signific) stands for 

“tree” and gives us a clue that the character might present a type of 

tree. However, this is a very general piece of information; scores 

of characters contain this radical and each represents something 

having to do with trees or wood. Similarly, radicals such as 

^ , which denotes water, or ^  , which appears in characters 

concerned with metals, again pertain to very broad categories that 

give only vague cues about meaning.

The right component (the phonetic) of the character provides 

information about pronunciation. The character -%\$\ is 

pronounced “tong.” In this case the right-hand component I?1 

also is pronounced “tong.” Unfortunately, this type of aid to 

pronunciation occurs only in a limited number of characters. This 

can be illustrated with the character . Here, the

pronunciation of the right component is “bai.” The pronunciation 

of the right component. Thus, even though in this case the right
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component carries information about pronunciation, the 

information is of little value to the contemporary reader. In other 

cases there is no relation between the pronunciation of the right 

component and the pronunciation of the character. For example, 

the left hand portion of the character \  % means person (‘ren”) 

and the right hand portion means word (“yen”). The pronunciation 

of the whole character, however, is “xing.” (p. 127)

Therefore, teachers seldom analyse the structure components of a character or 

stress the relationships between components while teaching young students 

Chinese. The focus is on holistic recognition rather than analytical understanding 

of Chinese characters, which is totally different from the way English is generally 

learned. English words, on the contrary, require a pattern of analysis to be broken 

down into letters and English sounds. That is, there is a strong tendency for new 

words to be broken down into phonemes27.

The characteristics of Chinese writing system suggest that Chinese readers in 

reading Chinese characters, comparatively have a more direct access to meaning 

from the visual configuration of a character and can consequently read with little 

recourse to phonetic recoding. That is, phonetic recoding is not a common 

strategy for Chinese learners in reading Chinese. Therefore, when they read 

English, they are not likely to relate visual symbol with sound. Other strategies, 

such as looking up a dictionary, are more typically used to obtain lexical sounds. 

This is in accordance with what Barnett (1989: 34) states: “[Ujnlike first

language readers, most foreign / second language readers do not have a fully 

developed phonological system when they begin to read. Therefore, the bottom- 

up models that depend on the reader’s encoding of the text into phonological

These statements depend heavily on the particular approach or approaches adopted for reading in English. The ‘Look 
and Say’ approach is, indeed, holistic; however, the currently more favoured ‘Phonics” approach is arguably analytic.
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symbols or internal speech cannot apply directly to the second language reading 

process.”

2.3.2 Learning and teaching culture: training background differences

In terms of reading instructions, there seems to be a close connection between 

teaching Chinese students in reading Chinese as a native language and their 

reading of English as a second language. According to Fischer-Kohn (1986, cited 

in Kohn 1992: 121), Chinese teachers of reading have a tendency to encourage 

students to:

1. read slowly and take care that they know each word as they go;

2. vocalise or voice the material, either aloud or silently;

3. reread difficult sentences until they are understood;

4. look up definitions for all unknown words in a dictionary;

5. analyse complex structures carefully.

Such close and intensive reading strategies are similar to the traditional way that 

Chinese is taught and learned. However, they are very different from what 

American teachers would expect their students to use. Conversely, American 

teachers of reading tend to teach students to (Fischer-Kohn, 1986, cited in Kohn 

1992. 121):

1. read rapidly;

2. take care to avoid vocalisation or regression;

3. use prior background knowledge to predict what a reading 

may be about;

4. focus on the main ideas rather than treating every phrase as 

equally important;

5. guess the meaning of the words from the context wherever 

possible, avoiding frequent use of a dictionary.
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As Kohn (1992: 121) puts it: “the very patterns of reading behaviour that 

American teachers are training their students to avoid are the ones that Chinese 

teachers expect their students to use”.

The intensive teaching methods used by Chinese teachers not only reflect the way 

Chinese is learned, but impose great influence on students, particularly in a culture 

where the teacher is viewed as “an authority, a source of knowledge, an 

intellectual and moral example” (Cortazzi and Jin, 1996: 155). Thus, student 

learning style, more often than not, would concentrate on vocabulary, repetition, 

and accuracy (e.g. Leong, 1973; Chi, 1993; Bell, 1995).

This suggests that reading strategies specific to the native orthography transfer to 

a second language reading involving a different orthography. Of course, there are 

similarities between the processes of reading in Chinese and in English (Leong, 

1973; Mohan and Lo, 1985; Alptekin, 1988), which are likely to assist the success 

of transfer. There are apparent differences between the two distinctive types of 

orthographies. Special difficulty, for example, can be expected in comprehending 

English texts since the habits of focusing on the form will limit attention to the 

comprehension of meaning. As Yorio (1971) has claimed, the difficulty in 

learning to read in a foreign language could basically be traced to lack of 

knowledge in the target language and continuous interference of the native 

language.

An understanding of the negative transfer of reading a logographic language to 

reading an alphabetic one will help to avoid interference and hopefully to increase 

reading comprehension and language acquisition. Traditionally, learning to read 

Chinese depends heavily on holistic recognition of words and phrases, 

memorisation, intensive and close study and accuracy (Leong, 1973; Lee et al., 

1986; Bell, 1995; Cortazzi and Jin, 1996). These Chinese readers’ literacy skills 

and reading habits not only are detected in the way they read English but found to 

cause some problems in reading the target language.
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Vocabulary and memorisation. It is not surprising to know that many 

Chinese students indicate that vocabulary is the most important thing when 

learning a language (Chi, 1993; Cortazzi and Jin, 1996), for mastery of 

vocabulary, as mentioned earlier, has been emphasised in Chinese reading.

With regard to Chinese approaches to learning English vocabulary, the study of 

Cortazzi and Jin (1996) found that memorisation of lists of individual words, 

though such a process may be viewed as dull, boring and mechanical, is still 

popular. Even to those who have good command at English, “memorising words” 

was one of the two dominating strategies used to learn vocabulary (Chang, 1990, 

reported in Cortazzi and Jin, 1996). The prevalence of memorisation is probably 

because, as indicated by interviewees in Cortazzi and Jin’s study (1996), it is 

“efficient to enlarge vocabulary in a short period to pass tests.” (More discussion 

about the effect of the examination system on the concentration on accuracy is 

discussed later.)

The importance of vocabulary in reading has been recognised (Eskey and Grabe, 

1988). However, memorisation of lists of individual words is not believed by 

EFL teachers to be an efficient strategy in reading English as a foreign or second 

language. Words learned in isolation can hardly obtain their full meaning, since 

“a given word does not have a fixed meaning, but rather has a variety of meanings 

around a ‘prototypical’ core, and that these meanings interact with context and 

background knowledge” (Carrell, 1988c: 242). The complex nature of 

vocabulary is demonstrated by Richards, who clearly depicts the characteristics of 

lexical competence (cited in Carter and McCarthy, 1988: 44):

1. Native speakers continue to expand their vocabulary in 

adulthood. Little is known about the average language-user’s 

vocabulary but anything from 20,000 - 100,000 words could be 

within a person’s receptive vocabulary.
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2. Knowing a word means knowing the degree of probability of 

encountering it and the sorts of words most likely to be found 

associated with it (frequency and collocability).

3. Knowing a word means knowing its limitations of use 

according to function and situation (temporal, social, 

geographical; field, mode, etc.).

4. Knowing a word means knowing its syntactic behaviour (e.g. 

transitivity patterns, cases).

5. Knowing a word means knowing its underlying forms and 

derivations.

6. Knowing a word means knowing its place in a network of 

associations with other words in the language.

7. Knowing a word means knowing its semantic value (its 

composition).

8. Knowing a word means knowing its different meanings 

(ploysemy).

Such a categorisation shows that extending vocabulary by memorising lists of 

isolated words is not so much efficient or effective as encountering words 

repeatedly in different linguistic contexts. As to vocabulary acquisition, the 

traditional way to learn Chinese characters is obviously not suitable for learning 

English new words.

Slow reading speed. Fluent reading for a native reader is rapid (Grabe, 1991), as 

the reader needs to maintain the flow of information at a sufficient rate to make 

connections and inferences which are vital to comprehension. Unfortunately, a 

slow reading speed is a common phenomenon among many second language 

learners. In the study of the relationship between general language proficiency 

and L2 reading ability, Cohen et al. (1988) indicated that second language 

learners read far more slowly - up to six times slower - than native readers,
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presumably because L2 readers spent more efforts on processing syntactic cues. 

Many students, as Coady (1979) indicated, have a great deal of proficiency in 

English and yet read very slowly and with poor comprehension.

As mentioned earlier, English is written in an alphabetic system, whereas the 

Chinese writing system is logographic. When reading a less familiar orthographic 

system, Chinese students tend to spend more time decoding the words and phrases 

and figuring out their meanings. Apart from linguistic deficiencies, their slow 

reading speed might be attributed to their Chinese reading habits (i.e. a transfer of 

habits from LI to L2). From her experience of learning Chinese, Bell (1995) 

noted that her Chinese teacher “did not see speed as being relevant or helpful to 

the development of literacy in Chinese.” When it comes to English reading, Kohn 

(1992) also mentioned that accuracy rather than fluency had been emphasised in 

the teaching of reading in China. Such close reading habits, as a consequence, 

tend to encourage Chinese naturally to give the same amount of attention to every 

word in order not to misinterpret the meaning of each word. The feeling of 

insecurity to skip some words not only slows down reading but, more often than 

not, is likely to result in comprehension failure. In other words, if a reader has to 

concentrate most of his attention on word recognition, he has little attention left to 

give priority to the meaning, especially with difficult material or unfamiliar 

topics. For ESL / EFL students, building up a faster reading rate has been 

emphasised in much of the literature in the field of second language reading - “the 

ability to read the written language at a reasonable rate and with good 

comprehension has long been recognised to be ... important” (Carrell, 1988a: 1), 

“Good readers ... are more reliant on context for fluency and poor readers more 

reliant on context for accuracy” (Stanovich 1980, cited in Eskey 1988: 95), etc. A 

slow reading speed is obviously one of the main obstacles for L2 readers in their 

reading. Thus, it is important for Chinese students to build up a reasonably fast 

reading speed when they do English reading
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Accuracy. “In Taiwan, students are constantly tested to see whether they can 

produce the ‘right’ answers in order to complete the course” (Chi, 1993: 117 - 

118). When high accuracy is demanded, students inevitably focus on decoding 

processes and / or depend on the teacher to provide the right answers (e.g. in 

tackling reading comprehension tasks). The former tend to slow down reading 

rate, and the latter is likely to develop more passive responses in students who 

might excessively depend on the teacher rather than initially take responsibilities 

for their own learning. As Kohn (1992: 121) described, Chinese students are 

accustomed to “detailed concentration on the words and phrases used in the text, 

with little or no attention to the overall structure of the short story”, and when 

asked to analyse a story they would either “copy the introduction from the 

textbook”, or “copy excerpted passages from the story”. He thus concluded that 

“in their experience, analysing a story independently of the teacher’s 

interpretation given in class was a very novel concept.” In most or nearly all 

Chinese classroom situations, the teacher plays a dominant role as an authority, an 

information-giver and a text-explainer; he is not to be “questioned”, in Bell’s 

(1995: 698) terms. Students are usually not expected and not rewarded for active 

engagement in active participation. Such a traditional culture of teaching and 

learning is contradictory to those western cultures, where reading is viewed as an 

individual process; fluency rather than accuracy is targeted first, and closer 

attention is paid to learners’ needs (Kohn, 1992; Cortazzi and Jin, 1996). 

Halliday, McIntosh and Strevens (1964) present a question that is central to the 

differences of Chinese culture and western culture and deepens the understanding 

of why and how the processes of teaching and learning vary:

“Before we can properly consider the problems and techniques of 

teaching languages we must first take account of the other side of 

the coin, language learning. The relationship between learning and 

teaching is one that defies close analysis. ‘Did he learn or was he 

taught?’ is an unanswerable question.” (p. 177)
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In essence, it can be concluded from the above examination of trends that Chinese 

students are taught and western students learn. Chinese teachers teach, and 

western teachers guide students to learn.

It is hoped by understanding the differences of training background, the LI 

literacy skills can be an advantage rather than impediment in the switch from 

reading an logogrphic language to reading an alphabetic one.
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2.4 Past research relating to free voluntary reading

The limited evidence available on free voluntary reading can be classified into 

two principal groups, one examining the extent of free voluntary reading and the 

other identifying correlates of free voluntary reading.

2.4.1 The extent of free voluntary reading

The extent of free voluntary reading can be seen from the viewpoints of cognitive 

and affective domains. The former refers to teaching students how to read, or the 

development of reading skills by reading. The latter emphasises teaching students 

to love reading. In other words, it focuses on encouragement and development of 

reading interests and enjoyment. According to Lundberg (1994: 162), the 

cognitive domain contains five aims:

1. developing skills in reading aloud

2. improving students’ reading comprehension

3. extending students’ vocabulary

4. improving word-attack skills

5. increase speed of reading

The affective domain contains:

1. developing a lasting interest in reading

2. developing students’ research and study skills

3. developing students’ critical thinking

4. expanding students’ world views

5. making reading enjoyable

Historically, the cognitive domain has dominated the attention of reading teachers 

and researchers. However, the last decades have witnessed an emerging interest 

in the affective domain.
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2.4.1.1 The cognitive domain’s rationale

There have developed two positions on free voluntary reading in recent years. 

The most prevalent position is that free voluntary reading is used as a means of 

practising skills. Krashen (1995) explains this:

“This view is consistent with the ‘skill-building’ hypothesis of 

language and literacy development, which holds that we acquire 

language and develop literacy by first learning an aspect of 

language consciously and then practising it repeatedly in output 

until it becomes ‘automatic’.” (p. 187)

The popularity of skill-building free voluntary reading is evident in the huge 

expenditures for basals (books in reading schemes) and computers but declining 

expenditures on a more general range of books (Miller and Shontz, 1993); 

however, this is not the focus in this thesis.

Another position is that free voluntary reading itself is the major cause of the 

acquisition of reading ability. The possibility of learning to read by reading is 

contended by Smith’s (1976, 1988b) and Goodman’s (1982) emphasis on giving 

the reader a central (anticipating / predicting) role in understanding what he or she 

reads, and is supported by Teale’s (1981, as referred to in Morrow 1991) 

discussion of natural literacy development and Vygotsky’s (1978) theory of “zone 

of proximal development”28.

Teale (ibid.) argues that “the typical literacy curriculum with its progression from 

part to whole and its hierarchy of skills” does not reflect the way children learn to

read:

Vygotsky (1978) defined the zone o f proximal development in a deceptively simple way: the distance between the 
actual developmental level as determined by individual problem solving and the level o f  potential development as 
determined through problem solving under adult guidance or in collaboration with more capable peers (p. 86).
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“The belief is that literacy development is a case of building 

competencies in certain cognitive operations with letters, words, 

sentences and texts, competencies which can be applied in a 

variety of situations. A critical mistake here is that the motives, 

goals, and conditions have been abstracted away from the activity 

in the belief that this enables the student to “get down to” working 

on the essential process of reading and writing. But ... these 

features are critical aspects of reading and writing themselves. By 

organising instruction which omits them, the teacher ignores how 

literacy is practised (and therefore learned) and thereby creates a 

situation in which the teaching is an inappropriate model for the 

learning.” (p. 567)

Following a similar line as Teale, Vygotsky (1987) had earlier argued against 

focusing on isolated skills and subskills, and insisted on carrying out the whole 

process of reading in the general conditions of learning.

“... a psychology that decomposes verbal thinking into its elements 

in an attempt to explain its characteristics will search in vain for 

the unity that is characteristic of the whole. These characteristics 

are inherent in the phenomenon only as a unified whole. 

Therefore, when the whole is analysed into its elements, these 

characteristics evaporate. In his attempt to reconstruct these 

characteristics, the investigator is left with no alternative but to 

search for external, mechanical forces of interaction between 

elements.” (p. 9)

According to Vygotsky (1987), what learners can do with help today they will be 

able to do unaided tomorrow. The role of the teacher is to provide the necessary 

guidance - mediations, in a Vygotskian sense - so that learners, through their own 

efforts, assume full control of their own learning.
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“That which lies in the zone of proximal development at one stage 

is realised and moves to the level of actual development at a 

second. In other words, what the child is able to do in 

collaboration today he will be able to do independently tomorrow.”

(p. 206)

“a central feature of the psychological study of instruction is the 

potential the child has to raise himself to a higher intellectual level 

of development through collaboration ... The zone of proximal 

development determines the domain of transitions that are 

accessible to the child.” (p. 206)

This perception is similar to what Smith (1988a) proposes, ‘an effective non- 

evaluative teacher’. He provides his personal experience to illustrate how a 

teacher can facilitate students to appropriate their independence on learning.

“Earlier this year, at an informal reception at a private house in 

Chicago for participants in a literacy conference, I met a most 

remarkable teacher of Greek. Everyone was speaking English, but 

there was a pleasant Greek atmosphere in the room, in the books 

that were around, in the pictures on the walls, in the music that was 

playing, (and in the refreshments). The setting led me to reveal 

that I had once studied modern Greek but had given up because I 

felt I hadn’t made much progress.

The Greek teacher took me in hand. She found some books 

that she knew I would understand, simple stories with interesting 

illustrations. We easily ignored all the other conversations in the 

room. We browsed through the books until we found one that I 

was comfortable with. Then she invited me to read the story with 

her - in Greek. If I mispronounced a word, she didn’t worry. If I 

struggled to say a word, she quietly said it for me, in Greek. If I
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didn’t understand, she gently suggested a meaning, in English. I 

don’t suppose I read much of the book myself, but she made me 

feel that I read it all, without any stress of being evaluated, in a 

pleasant collaboration. She devoted twenty minutes to me, and 

when we had done, I was a member of the club of people who read 

Greek. I might not have been very proficient, but I was well 

established. I was able to enjoy the next book by myself. And I 

started to look for other Greek books that I could read (with the 

help of the authors and illustrators) when my teacher was not 

around.

The name of my teacher was Sofia - and she was seven 

years old.” (p. 136-137)

By providing meaningful texts for learners to read, teachers, as described above, 

can promote reading practice and encourage the learners to teach themselves to 

read. However, the active organism is still the learner.

Learning to read by reading is supported by direct evidence that free voluntary 

reading and reading proficiency are related. Greaney (1980) reported a 

significant correlation (p<001) between the amount of time devoted to book and 

comic reading and reading attainment. Anderson, Wilson and Fielding(1988) 

recorded children’s amount of leisure reading in minutes. The study found that 

children who scored at the 90th percentile on a reading test spend five times as 

many minutes per day reading books as children at the 50th percentile, and more 

than two hundred times as many minutes per day reading books as the children at 

the 10th percentile. Gradman and Hanania (1991) pointed out a clear 

relationship between reading done outside of school and performance on the Test 

of English as a Foreign Language (TOEFL). Pilgreen and Krashen (1993) 

reported a remarkable gains on the Standard Diagnostic Reading Comprehension 

Test (p<001) for ESL students participating in a sixteen-week sustained silent
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reading programme. The possible explanation by Krashen (1995) for the short 

but successful programme is that: the students “had an excellent supply of

interesting reading material easily available to them, were encouraged to read at 

home, were allowed to take books home, and were informed about the 

advantages of free reading” (p. 188). Additionally, Krashen (1988; 1989; 1991; 

1992a; 1993a; 1993b, 1993c; 1994; 1995) enumerates a number of studies to 

manifest the effect of free voluntary reading on reading ability, as well as the 

development of vocabulary, spelling, grammar and writing style.

According to Krashen (1993b), free voluntary reading may be categorised into 

three kinds: a) in-school free reading programmes, b) reported free voluntary 

reading, and c) read and test studies. Each of these is discussed in turn.

In-school free reading programmes. In-school free reading programmes

include sustained silent reading29 (SSR) and self-selected reading. In SSR, student 

are given a quiet time (about five to fifteen minutes) for engaging in free 

voluntary reading. Teachers in order to model how to enjoy reading also read 

what they want to read. No book reports or comprehension questions are 

required. In self-selected reading, more time is devoted to free reading. Regular 

short conferences are held to discuss what students read with teachers. Previous 

research (see below) shows that students in in-school free reading programmes 

outperform students in traditional language arts programmes on standardised tests 

of reading comprehension and vocabulary if the programmes last longer than 

seven months.

Among these studies, the following in-school free reading programmes are 

particularly relevant to the present study since they were performed on second 

language learners. Firstly, the study by Elley and Mangubhai (1983) was an 8

29
The principles o f sustained silent reading were developed by McCracken (1971). Unlike earlier models o f  independent 

reading, McCracken recommended that students should not be required to conference about, or report on, their voluntary 
reading. He emphasised that all they have to do were select their own reading materials and pace themselves in their 
reading
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month-long project with 614 Class 4 and 5 Fijian students from 12 rural schools. 

They found that students in book flood groups progressed in reading and listening 

comprehension at twice the normal rate. After 20 months, more significant 

differences were found between two book flood groups and the control group in 

reading, word knowledge, English structures and written composition. The 

findings of the investigation described in this paper are also similar to those of 

Elley (1991). He conducted a large scale study in Singapore with 3000 EFL 

students. By comparing book-based programmes with traditional and 

audiolingual approaches, he reported that students in book-based programmes 

outperformed those in regular language programmes in reading. Moreover, he 

stressed “the spread of effect from reading competence to other language skills - 

writing, speaking, and control over syntax” (p. 404). Working with ESL learners 

of Pakistani origin aged ten and eleven in Leeds in the UK, Hafiz and Tudor 

(1989) reported that the free reading experimental group outperformed the control 

groups in both reading and writing during a period of 12 weeks. In a further 

report, Tudor and Hafiz (1989) conducted a more detailed analysis of 

improvement on an essay writing test. The results showed gains in the number of 

words written and greater accuracy of expression. However, the subjects’ 

vocabulary base remained relatively unchanged and they used a generally more 

simple syntax. Tudor and Hafiz (ibid.) suggested that probably due to the 

provision of simplified graded reader, the extensive reading programme appeared 

to encourage a simpler though more correct form of expression in the target 

language. Tudor and Hafiz thus concluded: “Extensive reading is suggested to 

have a potential in L2 development terms, though the effect obtained from any 

given reading programme may be significantly related to linguistic form of the 

material used. (p. 164)”

Reportedfree voluntary reading. Data gained from questionnaire or reading 

diaries show that there are modest but positive correlations between reading 

achievement and amount of reading done outside school. Table 2.4 summarises
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findings from previous studies regarding reported pleasure reading and reading 

achievement.

Table 2.4 Reported Pleasure Reading and Reading Achievement

Study Subjects Results
Schoonover 1937 high school r = .079 between number o f books read over six years 

and scores on reading test: all students involved in 
free reading program

Sheldon & Cutts grades 1 - 1 2 parents report that “almost half of the above-average
1953 n = 521 and superior readers have reading as an out-of 

school interest... about one-fourth of the average 
and only one-tenth of the below-average readers 
seem to be interested in reading at home.” (p. 519)

Hansen 1969 grade 4 no relationship between reading achievement and00StIIe number o f books read
Long & Henderson grade 5 r = . 18 to .22 between time spent reading and subtests

1973 13 II Ln O o f Gates-MacGinitie Reading Test
Thorndike 1973 14 years old correlations between hours of reading for pleasure and

n = 39,307 reading comprehension:
(15 countries) all 15 countries: r = .16 

12 developed countries: r = .29
Purves 1973 age 14 High correlations between professed interest in reading 

literature and achievement scores.
Lamme 1976 grades 4 - 6 r = .30 between number of books read and test o f

n = 65 reading comprehension
Lambert & high school skilled readers non-skilled

Saunders 1976 readers 42 readers 
non-readers 26 25

51
“skilled” = top 50% of STEP test
“reader” = reads five hours or more per day for
pleasure
“non-reader” = reports no free reading 
chi square = 12.023, p<001  
phi coefficient = .29

Greaney 1980 grade 5 correlations between time devoted to reading and
n = 920 performance on the Drumconda English Test 

comprehension and vocabulary: books = .31 
comics and popular magazines = 1 3

Newman & 4, 8, 11th partial correlations between hours per week of reading
Prowda 1982 graders for pleasure and tests o f reading:

n = 7,787 grade 4 r = . 2 2  
grade 8 r = .25 
grade 11 r = .27

Evans & Gleadow grade 11 n = 78; no relationship between reported leisure reading and
1983 adults n = 66 reading proficiency (British Columbia Reading

middle class Assessment)
continued —
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continued

Study Subjects Results
Telfer & Kann 4, 8, 11th grade r = .21 between time spent reading for enjoyment and

1984 n = 234 reading scores on Gates-MacGinitie test for 11th 
graders, “statistically nonsignificant trend among 
4th and 8th graders” (p. 538)

Robert, Bachen, grades 2, 3, 5 correlation between reading achievement (CTBS, SAT,
Hornby & SRA) and number o f books read in last two weeks:
Hemandez- grade 2 r = .01 n = 127
Ramos 1984 grade 3 r = .22 n = 134 

grade 5 r = . 2 1  n = 203
Walberg & Tsai age 17 correlations with reading achievements frequency of

1984 n = 2,300 spare time reading = . 18 
amount o f leisure reading = . 10

Walberg & Tsai age 9 correlation between reading achievement & frequency
1985 n = 1,459 of spare time reading = -.03

Neuman 1986 grade 5 “heavy readers” (about 6 books per month) score
n = 59 higher on Reading Progress Scale than “light 

readers” (about one book per month) 
heavy readers = 2.8 
light readers = 2.3 
(maximum = 4 points)

Hafner, Palmer & grade 9 no difference between good readers and poor readers in
Tullos 1986

o00IIe “number o f books or magazines read”; 
good reader = upper half o f scores on Davis 
Reading test
poor readers= lower half o f scores on Davis 
Reading test

Alexander 1986 grade 8 positive relationship between amount of free reading 
and scores on the CAP test of English and Language 
Arts

Anderson, Wilson grade 5 minutes per day reading best predictor among leisure
& Fielding n = 155 time activities o f reading comprehension,
1988 vocabulary and reading speed

Foertsch 1992 4, 8, 12th positive relationship between amount of free reading
graders and test o f reading comprehension

Mokhtari & undergraduate, positive relationship between amount of academic
Sheorey 1994 graduate reading and TOEFL; no significant differences

students between the amount of non-academic reading and
n = 158 (95 + 
63)

TOEFL

Elley 1994 Age 9, 14 Positive relationship between frequency of reading and
27 countries achievement.

Masuhara, Kimura, English major Both groups (the Reading Experience and the Strategy
Fukada & college students Training Groups) improved after 10-week
Takeuchi 1996 n = 89 treatment, but greater improvement was the 

Reading Experience Group.
Sources: Compiled from Krashen 1988, 1993b; Greaney, 1980; Anderson et al, 1988; Foertsch, 

1992; Elley, 1994; Mokhtari et al. 1994; Masuhara et al, 1996
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Apart from reading achievement, positive relationships have been found between 

free voluntary reading and writing. In a study by Applebee (1978), high school 

students who won the National Council of Teachers of English achievement 

awards in writing reported reading an outstanding average of 14 books for 

pleasure during the summer vacation and 4 books at the first two months of their 

senior year. Janopoulos (1986) investigated 79 ESL graduate students in seven 

language groups and found that reading proficiency was correlated with writing 

proficiency. The results indicated that the heavy readers tended to write better in 

English. Tsang (1996) examined 144 Cantonese students at four form levels in 

Hong Kong and compared the effects of reading and writing on writing 

performance. The extensive reading group was found to be the most effective in 

improving writing when compared with writing and mathematics groups. Lee 

(1996) studied 318 Taiwanese senior high school students, and the results showed 

that free voluntary reading significantly influenced their writing performance.

Other evidence shows that free voluntary reading leads to literacy development. 

Greaney (1980) and Greaney and Hegarty (1987) found modest but significant 

positive correlations between the amount of leisure reading reported by fifth 

graders and performance on test that included a vocabulary measure. As 

mentioned earlier, Anderson, Wilson and Fielding (1988) reported that reading 

books out of school not only benefited reading comprehension but vocabulary and 

reading speed. West, Stanovich and Mitchell (1993) surveyed airport passengers 

and discovered the performance on an author-recognition test, considered a 

measure of free reading, was highly correlated with airport reading (r = .47), 

vocabulary recognition (r = .62), and cultural literacy (r = .72). In Cho and 

Krashen’s (1994) study, four adult second-language acquirers made impressive 

gains in vocabulary knowledge from reading novels from the “Sweet Valley 

Kids” series and reported increased competence in understanding and speaking 

English. Polak and Krashen (1988) indicated that intermediate ESL students in 

Los Angeles who reported more free reading tended to make fewer spelling
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errors. Chomsky (1972) reported that children who grew up in richer print 

environments displayed more grammatical competence. Elley and Mangubhai 

(1983) also found that subjects in book flood groups outperformed the control 

group in English syntactic structures.

Read and test studies. Read and test studies require subjects to read for

comprehension passages with unfamiliar words in the context. An untold spelling 

or vocabulary test is given afterwards to evaluate if the meaning or spelling of 

these unfamiliar words has been acquired or improved. A study by Nagy, 

Herman and Anderson (1985) revealed that readers could pick up small but 

statistically reliable increases in vocabulary and spelling knowledge from as little 

as one exposure to an unknown word in context, without instruction or output. 

They also suggested that reading alone was enough to account for an adult native 

speaker’s vocabulary size. Thus, while Nagy et al (ibid.) have successfully 

shown vocabulary growth of first language learners through reading, Pitts, White 

and Krashen’s (1989) study showed that adult intermediate students of English as 

a second language could also increase their vocabulary by reading. Following 

Saragi, Nation and Meister (1978)30, Pitts et al. asked ESL adult students to read 

two chapters of A Clockwork Orange and tested if they could acquire nadsat 

words incidentally from reading. The results showed that subjects in both 

experimental groups exceeded the control group; the gain in vocabulary was small 

but significant.

Evidence from most of the studies advanced above implies that free voluntary 

reading is the best predictor of reading comprehension, vocabulary growth, 

spelling ability, grammatical structures and writing style. Stanovich (1986)

JO
Saragi, Nation and Meister (1978) asked adult native speakers o f  English to read A Clockwork Orange, a novel 

containing 241 slang words o f  Russian origin, called “nadsat” words. Subjects were not told to try to leam or remember 
the nadsat words, but were only told that after they finished the book they would be given a test o f  literary criticism and 
comprehension based on A Clockwork Orange. The dictionary o f  nadsat words that is published at the end o f  A Clock 
Orange was removed from the copies the subjects read. A few days after they finished the book, subjects were give a 
multiple choice test covering 90 nadsat words. There was a significant amount o f  nadsat word learning: The lowest score 
on the multiple choice test was about 50% correct, and the average score was about 76% correct (Pitts, White and Krashen, 
1989).
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brings to attention “the Matthew Effect” - an analogy of the rich getting richer 

and the poor getting poorer. If readers who read become better readers and those 

who do not choose to read rarely develop into good readers, then a further 

concern is how to motivate non-readers to want to read.

2.4.1.2 The affective domain’s rationale

“The ‘affective domain’ has long been accorded an important place in education”, 

as indicated by Stem (1992). He points out: “Since the early years of the

twentieth century psychology has concerned itself more and more with emotional 

and motivational aspects of the human psyche, which had previously been 

neglected.” More than the training of the intellect or the learning of specific 

skills, educational goals should include two aspects of the affective domain 

(Stern, 1992: 85):

a) Emotional response, concerning the development of positive 

feelings about activities in which learners are being trained.

b) Ego-involvement31, referring to the relationship between the 

individual and the activities concerned.

• What does the individual do about the objects towards which 

he has such positive feeling?

• To what extent can it be said that he is involved, that he cares 

about them and shows concern for them.

The affective domain is concerned with “changes in interest, attitudes, and values, 

and the development of appreciation and adequate adjustment” (Krathwohl et al., 

1964, as cited in Stern, 1992).

Ego-involvement is used as a unifying expression for the related concepts o f interest, motivation, participation, 
engagement, and commitment. The degree o f ego-involvement can range from simple awareness o f an activity or field o f  
knowledge, becoming personally involved in the activity or being informed about the field, to the greater level o f  
becoming part o f the individual’s value system and playing a well-defined and visible role in the person’s life.
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The importance of developing the affective domain in free voluntary reading is 

established by the evidence described in Section 1.1.1.2, as well as research 

results presented in Section 2.4.1.1, that many people, either in LI or L2, do not 

choose to read even though they can read. For example, Anderson, Wilson and 

Fielding (1988) argued that although reading books was found to be the best 

predictor of reading achievement, on most days most children did little or no book 

reading. They concluded that:

“ ... the typical child in the middle grades reads less than 25 

minutes a day out of school. The amount appears to be 

considerably less than this in the United States, maybe as little as 8 

- 12 minutes per day when all types of reading material are 

included and maybe as little as 4 - 5 minutes a day when only 

books are counted. The amount of reading is almost certainly 

much lower than many have supposed.” (p. 299)

Taking ESL learners as subjects, Mokhtari and Sheorey (1994) found that 

students did not do much English reading for pleasure:

“... however well or poorly these students read, they spend more 

time on academic reading than any other type of reading in 

college. In other words, ESL students either do not have the time 

to do extracurricular reading or English is not their language of 

choice when it comes to reading non-academic materials.” (pp. 58 

-59)

Morrow (1991) emphasises that aliterates - individuals who can read but choose 

not to do so - constitute a threat to the development of societies and civilisation 

which is at least equal to a perceived threat from illiterates. Furthermore, Smith 

(1988a) describes the danger of assuming that information gathering is the sole or 

even the most important function of reading — and behaving and teaching
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accordingly. He emphasises that reading should fulfil a range of purposes and 

extend across all human endeavours. However, if just one aspect of reading must 

be highlighted then it should be reading for pleasure.

“Louise Rosenblatt (1978) distinguishes two kinds of reading, 

which she calls efferent and aesthetic. Efferent reading is reading 

that is indeed done for the sake of information, like looking 

something up in a telephone directory, a catalogue, a television 

guide, or a textbook. Efferent reading is easy to recognise - you 

want to finish it as quickly as possible and would be quite happy to 

get the information in some other way (by being told, for 

example). Aesthetic reading, on the other hand, is reading engaged 

in for the pleasure of the activity, like reading a novel or poem (or 

in certain circumstances a newspaper or magazine). With aesthetic 

reading we do not want other people to save us the trouble by 

telling us what is going to happen. We may even slow down as we 

near the end so that we can extend the satisfaction we are getting. 

Aesthetic reading, in other words, is done for experience, not for 

information. Experience may provide information as a by-product, 

but information can never provide experience. And experience, I 

shall argue, is the basis of learning.” (Smith, 1988a: 95 - 96)

Developing students who not only can read but who will read and love to read is a 

critical goal for reading instruction. According to the previous research cited 

earlier (e.g. Masuhara et al, 1996), the key factor that distinguishes students in 

free voluntary reading groups from other groups is ‘interest’ - being able to read 

their own choice. However, a requisite for benefiting from free voluntary reading 

is ‘continuity’ (or sustaining free reading over time). Ultimately, it refers to 

developing the habits of reading for pleasure.
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The teacher has an important influence on the amount of time students spend 

reading books out of school (Anderson et al, 1988). If reading, as advocated by 

Smith (1990), is an activity in which there is a strong attitude-behaviour 

connection, then the teacher’s role, especially for inexperienced or non-readers, is 

to cultivate positive attitudes toward reading while at the same time recognising 

and respecting individual differences.

Anderson et al (1988: 296) suggest ways of promoting reading. They are:

a) assuring access to interesting books at a suitable level of 

difficulty,

b) using incentives to increase motivation for reading,

c) reading aloud to students, and

d) providing time for reading during the school day.

By providing these positive teaching treatments, students can then be expected to 

gain a positive learning outcome (see Figure 2.7). Cultivating positive attitudes 

toward reading does not guarantee swift success on the affective goal of reading, 

for reluctant or aliterate students are always prone to complain of having no time 

to read (Kropp and Cooling, 1995). As advocated by Smith (1988a), getting 

students to love to read is no different for reluctant students than for the 

enthusiastic ones. It just requires more patience and sensitivity. The answers that 

Smith (1988a) gave to a question about how to motivate reluctant readers and 

writers to show an interest in reading and writing, disclose that the best solution to 

aliteracy is reading, and more free reading.

“The trick is to find something involving reading and writing that 

interests the learner and to engage the learner authentically in that 

area of interest, making the reading and writing incidental. Lack of 

interest in reading and writing should not be a problem, because it 

should never be an issue.” (p. 125)
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English reading treated as 
unpleasant task
A void s English  reading  
Is irritated hy English 
reading
Wants  to drop  out

Resists English reading 
Hates having to read In 
English .

Accepts English reading 
without enthusiasm

Tackles English reading 
with confidence & 
enjoyment
Is willing & co-operative
Handles difficulties in a 
positive spirit

Enthusiastic about 
English reading

Very
positive

Positive

Positive

Neutral Neutral/
detached

Negative

Very
negative

Negative
Treat English reading harsh 
discipline or necessary w it  

T reat English as m ainly an 
craminatkm requirement .

Cultivate no particular attitude to 
English reading
Treat English reading as a job to 
be done, with no special love or 
enthusiasm

Encourage interest in English 
reading
Treat English reading as 
worthwhile
Urge students to continue study 
outside course & after end of 
course
Convey enthusiasm for English 
reading

Figure 2.7 Range of student attitudes to English reading expressed 
as learning outcomes and teaching goals
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2.4.2 The correlates of free voluntary reading

Various factors have been reported to be correlated with free voluntary reading. 

They include age, gender, socio-economic status, a print-rich environment, role 

models, reading attainment, reading preference, teacher enthusiasm and 

encouragement, and time devoted to television viewing. Each factor is briefly 

discussed below.

Age. Some survey results have indicated that time and amount of reading 

decline with age (Davies, 1986; Morrow, 1991; Kropp and Cooling, 1995; see 

also Section 1.1.1.2). Investigating elementary students’ reading choices, Monson 

and Sebesta (1991) pointed out that younger students tended to choose humorous 

books and animal stories, and that older students usually preferred adventure, 

mystery, and informational books.

Gender. The relationship between free voluntary reading and gender seems 

clear. One large scale study, which examined 27 countries with two age-group 

populations, found that in age 9 populations girls reported more book reading and 

boys reported more comic reading than their counterparts in nearly every country. 

However, in age 14 groups boys reported more reading of books and magazines 

than girls. Monson and Sebesta (1991), in their review of historical and current 

literature, concluded that boys liked adventure, sports, and information books, 

whereas girls preferred mystery, romance and books about home life. 

Additionally, a study of intermediate grade students reported that girls chose 

books recommended by the teacher and boys chose books by interest topic (Linek 

etal, 1994).

Socio-economic status. A number of studies have found that socio

economic status is a factor in free voluntary reading, though not the most 

important. Greaney (1980: 340) indicated in his review: Long and Henderson 

(1973), Maxwell (1977), and Whitehead et al. (1975) observed that children from 

working class homes did not read very much; frequent leisure reading was most
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characteristic of those of higher social backgrounds, education, and ability 

(Himmelweit & Swift, 1976). According to Greaney and Hegarty (1987), 

formally educated parents have more positive home support for reading. Morrow 

(1983) also found that free voluntary readers were more likely to come from 

small families and have parents holding a college or graduate degree.

Print-rich environment. Many studies have found that a rich literacy 

environment contributes to students’ voluntary interest. Powell (1966) found that 

the more immediate the access to library material, the greater the amount of 

student recreatory reading. Correlation is also found by Morrow (1982) and 

Morrow and Weinstein (1982) between the number of children using literature 

and physical characteristics of the class “library corner”, such as adding new 

books to the library comer, having attractive displays related to books, placing 

pillows in the library comer, etc. Greaney and Hegarty (1987) reported that a 

good reading environment encouraged reading: Heavy readers had more books at 

home, and their parents allowed them to read in bed more than those of non

readers. Evidence presented in a number of surveys indicates that the correlation 

between book ownership and extensive reading is well established (Heather, 

1981; Whitehead et al. 1977, cited in Davies, 1986). The study by Elley (1994), 

for example, showed that homes with a plentiful source of books and newspapers 

apparently provided more advantages for children’s literacy development in all 

the countries surveyed.

Role models. In addition, results of many investigations have

demonstrated that parents and teachers who read more often in their leisure time 

influence their children and students to read more, since they serve as reading 

models and create a reading atmosphere. Morrow (1983) reported that parents of 

high interest literature groups read more novels and magazines, and that more 

books were in the home and were kept in the child’s own room. Morrow (1982) 

found that children in SSR programmes read more when teachers read too. In 

Heather’s (1981, reported in Davies 1986) study, students were found to be more
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likely to use the public library if their parents used the library. Rieck (1977, 

reported in Davies 1986), described a study investigating teacher and student 

attitudes toward reading, showing how teachers who did not read or did not value 

reading might pass this negative attitude on to their students. Teachers and 

parents are models of reading behaviour for their students and children. If they 

show that they value reading, their students and children will be more motivated 

to read.

Reading preference. Examining previous studies, Krashen (1993b) found that 

good readers consistently preferred science fiction and adventure books. He also 

indicated some contradictions: history and religious books were popular for good 

readers in Thorndike’s (1973) study, but by poor readers in Hafner, Palmer, and 

Tullos’ (1986) study. Elley (1994), in his large scale study, reported that humour, 

sports, music and adventure were preferred book themes for 14-year-olds in 

nearly all countries surveyed, whereas poetry, biography and classics were the 

least popular. In magazines and newspapers, these subjects devoted more 

attention to sections related to entertainment and sports. Morrow (1983) found 

that all parents read newspapers and work-related materials. However, parents 

with children who were interested in books tended to read novels and magazines 

when compared with parents of non-voluntary readers. Greaney (1980) concluded 

that fiction was generally preferred to non-fiction and that poetry was less popular 

than prose. Davies (1986: 41- 42) summarised reading choices: “the case for 

selecting books for voluntary reading according to literary (fiction and quality) 

and recency criteria are well established and widely unchallenged.”

Reading attainment. Previous research studies discussed in 2.4.1.1 indicate a 

positive correlation between free voluntary reading and reading performance, but 

there is apparently no direct evidence to indicate that this relationship is causal.

Teacher enthusiasm and encouragement. Morrow (1982) strongly suggested 

that teacher enthusiasm and encouragement might result in more literature use and
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better library corners. Elley (1994) reported that good teachers tended to give 

students many opportunities to do independent, silent reading in a library which is 

richly stocked, and they often held discussions with students about the books they 

had read. In addition, they encouraged students to read outside school and to use 

the library often, and they themselves read a lot, both professionally about 

education and also literature. Anderson, Wilson, and Fielding (1988) emphasised 

the significant influence of the teacher on the amount of book reading children do 

out of school. They indicated: “The influence is substantial: the class that read 

the most averaged 16.5 minutes per day, whereas the class that read the least 

averaged only 4.1 minutes per day. (p. 296)”

Time devoted to television viewing. Studies that have compared television 

viewing and free voluntary reading have not proved that watching television 

diminishes students’ interest in reading. Inconclusive results have been found. 

Some studies show television prevents reading when the viewers are young 

(Gadberry, 1980, cited in Krashen, 1993b). Reviews of studies by Greaney (1980) 

and Krashen (1993b) suggest that a substantial number of studies demonstrate that 

television does not interfere with the reading of books and that merely a few 

studies show that heavy readers watch a lot of television. In general, children 

who demonstrate an interest in books watch less television daily than those who 

do not demonstrate an interest in books (Hansen, 1969; Morrow, 1983), and yet 

good readers still watch a modest amount of television (Williams et al, 1982; 

Anderson et al, 1988; Krashen, 1993b).

The characteristics of a voluntary reader

Due to the diversity of individuals and environments, it is difficult to make 

generalisations about features characterising the best voluntary readers. It might 

be worthwhile, however, to attempt a brief summary statement that draws a 

picture of free voluntary readers based on characteristics appearing regularly in 

the studies discussed above.
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Voluntary readers tend to be girls. Most of the research reviewed indicates that 

voluntary readers with strong interest in books score well on tests (e.g. 

vocabulary, writing, reading speed tests) in school and are particularly successful 

in reading performance. The readers who demonstrate a voluntary interest in 

books tend to spend more of their leisure time reading, especially reading fiction. 

In addition, voluntary readers tend to watch less television daily than those who 

do not demonstrate an interest in books. Students who are voluntary readers tend 

to visit a library more and more often than not, are likely to be a member of the 

library. They are likely to come from a print-rich family: there are a large supply 

of accessible books at home, their parents read to them daily and take them to the 

library often, and their parents read a great deal themselves.
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P A R T  II

T h e V o lu n ta ry  R ea d in g  S tu d y  A p p ro a ch , 
R e su lts , a n d  D isc u ss io n

The first part of this thesis has set the background on which this research is 
constructed. Part II consists of three chapters which are the main contribution of 
this free voluntary reading research. This part gives details of the methodology, 
data analysis, results and discussion.

Chapter 3 
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Chapter 4 
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Chapter 5

Findings & 
Discussion

General framework of the study 
Preparation of the research 
Ihe role o f teachers 
Procedures of the research

. r
Methods of interpreting the results ;i 
Quantitative & qualitative data analysis 
Reading journal 3

►_____________
Patterns of free voluntary reading 
Gender differences in F VR 
Continuity differences in FVR 
Scores differences in FVR
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3. METHODOLOGY

On a November day in 1957 I found myself standing in front of Miss 
Grosier’s first grade class in Hillcrest Elementary School, trying to think 
of a really good word. She had us playing this game in which each kid 
had to offer up a word to the class, and for every classmate who couldn’t 
spell your word, you got a point - provided o f course that you could spell 
the word. Whoever got the most points received the coveted gold star.

‘Bouillabaisse,” I said, finally.

“You don’t even know what that is,” Miss Grosier scolded.

“It’s fish soup.”

“You can’t spell that.”

“Can too.”

“Come here. Write it.” She demanded.

I wrote it. She looked it up, and admitted that it was, indeed, correct.

Easiest gold star I ever won. And right here, right now, I’d like to thank, 
albeit somewhat belatedly, whoever wrote the Donald Duck comic book 
in which I found the word bouillabaisse. Also, I’d like to thank my 
mother who read me that comic book and so many others when I was 
four and five...I learned to read from those sessions long before I started 
school. While most of my classmates were struggling with See Spot Run, 
I was reading Superman. I knew what indestructible meant, could spell 
it, and would have cold-bloodedly used it to win another gold star if  I 
hadn’t been banned from competition after bouillabaisse...

 Jim Shooter (1986: A85)

Overview

This chapter begins with the initial design of the experimental study, and 

then explains the preparation process of setting up the main study and the 

problems encountered in applying the initial design to actual classroom 

teaching both in Britain and in Taiwan. The development and design of the 

questionnaires and the selection of the test are also discussed. The remaining
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section of this chapter describes the revised procedures, the roles of the teacher 

and students participating the experiment, and limitations of the study.

3.1 Original framework of the study

This study arises from noticing the needs of those learning English in Taiwan and 

from observation of learning bottlenecks in adult EFL learners, particularly those 

who have entered the intermediate level but have not mastered English. The 

major problem encountered by these adult learners is that they do not know how 

to improve their language proficiency efficiently after the language courses end.

At the university level, reading is considered to be the most important of the four 

skills in both teaching and learning English in Taiwan (and also in many other 

countries), as university students are required to handle authentic texts in very 

short time-scales. However, English teaching in Taiwan and learning are driven 

by tests and exams, so learning activities often focus the learner’s attention on the 

form rather than on meaning and do not prepare students to cope with difficult 

texts. It is often the case that students “plod through the text from beginning to 

end in a laborious word-by-word fashion, pausing often to consult a dictionary for 

lexical items that they do not know” (Dubin & Bycina, 1991: 198). Student 

efforts are limited to reading for memorising vocabulary, phrases and 

grammatical patterns. Instruction in English courses, on the other hand, centres 

on understanding the meaning of each word in regard to its grammatical features 

in a given sentence (Chien, 1993). As a result, the learners are used to reading 

every kind of text intensively and closely, and often at the expense of 

comprehension. To most university students, reading is studying. It is regarded 

as a medium to improve one’s language proficiency or to meet the demands of 

most academic programmes, but never as a means to cater for personal interests. 

Even in reading lessons, such as Freshman English, where most time is actually 

spent on reading, it is relatively rare for students to read for interest although it is

School o f  Education, University o f  Leicester 119



Chapter 3: Methodology

widely agreed that one becomes a good reader through reading (Krashen, 1988; 

Smith, 1976).

Since free voluntary reading is not emphasised in classroom teaching in Taiwan, 

it is considered that for free voluntary reading to be successfully introduced, the 

importance of reading need to be highlighted and guidance should be offered both 

teachers and students to stimulate a love of reading. This study therefore involves 

a three-phase process: confidence building, habit cultivation, and progress 

evaluation (see Figure 3.1).

Confidence
Building

Importance

Benefits

Habit
Cultivation

Questionnaire I

Pre-test

Rules and 
Regulations

Oral Presentation

Free Reading 

Journal 

Discussion 

Book presentation

Progress
Evaluation

Encouragemeiit

Practice

Attitude
&

Accuracy

Book presentation 

Questionnaire II 

Post-test

Figure 3.1 Framework of the study

3.1.1 Phase o f confidence building

The main purpose of this phase was to introduce students to the importance of 

reading in today’s global village and its benefits of improving their knowledge 

and English proficiency.

The power of reading is depicted clearly by Stern (1991), who says that:
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Literature offers potential benefits of a high order for English as a 

second or foreign language. Linguistically, literature can help students 

master the vocabulary and grammar of the language as well as the four 

language skills: reading, writing, listening, and speaking. Culturally, 

literature enables the reader to examine universal human experience 

within the context of a specific setting and the consciousness of a 

particular people, (p. 328)

English teaching in Taiwan has long been exam-oriented and teacher-centred 

(Chen, 1993; Chien, 1993; Lee, 1996). Classroom teaching in high schools 

focuses too much on how to let more students pass the Joint College Entrance 

Examination instead of how to develop the learner’s language proficiency. 

Because memorisation is the central strategy of English teaching and learning in 

high schools, the majority of university students do not effectively learn the 

rudiments of reading, let alone the range of sophisticated reading skills they will 

need at university and later in life. However, the biggest problem of English 

language teaching is not the decline of reading skills, but the decline in positive 

reading attitudes. As Smith (1990a: 120) concludes from his research findings, 

“reading appears to be an activity in which there is a strong attitude-behaviour 

connection”. His idea concurs with Nuttall’s concepts that the more readers read, 

the better they understand, and the faster they read. Their comprehension, 

consequently, is enhanced and the pleasure of reading emerges. This is what she 

called the cycle of growth (Figure 3.2) On the other hand, readers who have a 

negative attitude to reading tend to spend little time in reading and their reading 

comprehension and language proficiency decline.
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Enjoy reading
Doesn’t

understand

Understands
better O Reads faster Doesn’t 

read muchO Reads
slower

Reads more Doesn’t 
enjoy reading

The Cycle of Growth The Cycle of Frustration

Figure 3.2 Reading Cycle

Source: Nuttall (1996)

It is obvious from the reading cycle that students’ attitudes towards and 

perceptions of reading are vital in determining their reading habits and interests. 

Especially for students who are used to spending more time on academic reading 

than any other type of reading, the teacher should get them to start reading 

independently by modelling, by encouragement, and by any method that may 

stimulate students’ interests and confidence in reading for the purpose of reading. 

Teachers have to initiate these kinds of activities simply to get their students 

involved in reading. The project is expected to become much more learner-centred 

after the students see a purpose for these activities to carry on.

Thus, there were two aspects that were important in the first phase of this study. 

One of these was to explore the students’ reading attitudes and habits. The other, 

depending heavily on the teacher, was to provide guidance and confidence in the 

pleasure of reading. This initiative will later be handed over to students as they are 

able to be responsible for their own reading.

Before the main experiment, it was considered necessary to administer a 

questionnaire in order to have a better idea of the learner’s reading habits and
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attitudes. For example, some questions were designed to find out what sort of 

books students like. This information would help the teacher to recommend 

appropriate books for them and to group them while at discussion sessions. The 

questionnaire survey aimed to investigate university students’ perception of 

English reading and to improve teachers’ and researchers’ understanding of their 

reading habits. Additionally, all students were given a pre-test with the purpose 

of measuring their proficiency in grammar.

In order to provide an unthreatening environment, the teachers were asked to tell 

the students that grades would not to be assigned during the reading project and 

that students would not be classified by ability based upon performance outcome.

3.1.2 Phase of habit cultivation

Ultimately, teachers can never force their students to enjoy a book, but they can 

make some effort to broaden their tastes until students are accustomed to thinking 

of reading as something to be done for personal reasons. After the introduction of 

the importance and benefits of reading, the teacher helped the students towards 

readiness for beginning reading. This included providing information and 

feedback.

Because students’ desire for books and their attitudes towards them will be likely 

to depend in large part upon their previous reading experiences, it is important for 

the teacher to introduce the right book at the right time when encouraging free 

voluntary reading. Since English is viewed as an essential tool for people in 

Taiwan for instrumental purposes, English learning is prevalent from children to 

adults. The widespread interest is reflected by the availability of a large quantity 

of English books and magazines that suit the needs of learners ranging from 

beginning to advanced levels. There is an enormous variety of English material 

available to sharpen the learners’ listening, speaking, reading and writing skills, 

and there is also a wide collection of fiction and non-fiction materials obtainable
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at bookstores for pleasure reading32. Additionally, the advent of the Internet 

makes it possible for the language learner to access a wide assortment of reading 

materials and information33. It is, therefore, possible for university students to 

find reading material suitable for their own needs and interests. The key point is 

discovery: each student has to find the book he or she enjoys otherwise they may 

give up free reading. This is especially true for a reluctant or non- reader. Thus, 

the role of the teacher becomes important in strengthening the students’ 

involvement and sustaining their interest. It is essential for the teacher to 

introduce the right books to the students, to assist them to access the books, and to 

encourage them to continue reading. Opportunities for them to share their 

reactions to their reading with the teacher or peers are needed to motivate free 

reading and cultivate their reading habits.

3.1.2.1 Selection o f reading material

Studies show that good readers prefer newspaper reading and book reading 

whereas poor readers are more likely to prefer light reading, such as magazines 

and comic books (Elley, 1994). Although light reading tends to be easy and 

short, the quick success that poor readers experience motivates them to go on, and 

that is the essence of free reading - more interesting input leads to more language 

acquisition and greater literacy development.

To increase the range of material available to them , students are referred to a list 

of graded readers (Oxford Bookworms, Oxford Progressive English Readers and 

Heinemann Guided Readers). The listed graded readers are graded based on the 

predicted difficulties of vocabulary and sentence structure, categorised into 6 

levels (Table 3.1), and coded into 12 kinds of books (Table 3.2).

32 There are good authentic magazines obtainable in Taiwan, such as Time, Newsweek, Readers’ Digest and many fiction 
and non-fiction books. A number o f series o f graded readers, like Oxford Bookworms, Oxford Progressive English 
Readers and Heinemann Guided Readers, are also available. In addition, monthly English magazines which either come 
with or without radio programmes are abundant. The best known ones are Studio Classroom and Time Express.

Virtual libraries, electronic journals and on-line newspapers, to name a few examples, give a person access to an 
accumulated capital o f information, interest and pleasure.
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Table 3.1 Levels of graded readers

Levels Number of Words
Starter Level 400
Beginner Level 6 0 0 - 700
Elementary Level 1000 - 1100
Pre-intermediate Level 1400 - 1600 - 1800
Intermediate Level 2100-2200
Advanced Level 2 5 0 0 - 3 1 0 0 - 3 7 0 0  -5000

Given such relevant information together with the availability of the readers, 

students will have a better possibility to locate the kind of book they like at the 

appropriate level. However, these recommended books are used at the first stage 

when students do not know what books to start with. The books are intended to 

develop independence gradually as students come to know how to search for 

suitable books for themselves.

Free reading takes place out of class and students are encouraged to read books of 

any genre written in English either on or off the recommended reading list at their 

own pace and at any time. The free choice of books is intended to help maintain 

interest.

Table 3.2 Coded kinds of books

Number Kinds of Books
1 Human Interest
2 Film & TV Tie-ins
3 Science Fiction
4 Classics
5 Adventure / Thriller
6 Crime / Detection
7 Romance
8 Western (E) / War (A)
9 Mystery / Horror / Ghost

10 Humour
11 Short Stories (S) / True Stories (T)
12 Non-fiction
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3.1.2.2 Reinforced activities

Langer and Applebee (1987) reported that “in general, any kind of written 

response leads to better performance than does reading without writing” (p. 130). 

It can therefore be assumed that free voluntary reading will be more effective 

where there is a response, for example, when students talk about and then write 

down their reactions regarding what they read. Further reinforcement and 

consolidation activities, such as group discussions and book presentations, are 

designed to provide opportunities for the students to become closely involved in 

using the language gained from reading. However, it is dependent on the teacher 

to arrange these activities in the class according to their own schedule.

3.1.2.2.1 Group discussions

Part of the joy of reading is in sharing. Discussion of books that have been read 

(with or without the teacher) is encouraged for about 5 minutes a day during the 

class, so that students can share their reactions about their reading matter with one 

another and, at the same time, they can be informed and guided regarding their 

selections for future reading. Such discussion is designed to enable students to 

test their own interpretations of the text and of the ideas contained in it against 

others’ interpretation, and it also helps students to extend their understanding. 

The atmosphere is likely to be less threatening than the more formal mode of 

teacher-class talk. Nothing is written down, it is not the teachers’ role (in free 

voluntary reading discussions) to criticise students in public. In addition, there is 

the opportunity for everybody to participate. It is suggested that this kind of 

discussion should be held at the beginning of the lesson as a warm-up activity to 

arouse class interest. It is possible, of course, that such group discussions may 

lead to difficulty; both teachers and students may possibly feel uncomfortable on 

insecure in such discussions. Teachers are likely, given the tendency to teacher- 

centred approaches in Taiwan, to feed the need to give guidance and direction to
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the discussion or, perhaps involuntarily, turn discussion into a teacher 

presentation/explanation of vocabulary and other aspects of the books read.

In sum, group discussion is designed for students to exchange their findings from 

or their understanding of their reading, facilitate the selection of material for 

further reading, and motivate them to read more for enjoyment.

3.1.2.2.2 Book presentations

While the pre-test and the post-test measure students’ grammar competence, taped 

book presentations are designed to evaluate their grammar performance. The 

purposes of the book presentations are to motivate students to read by setting a 

performance goal, to encourage students’ use of the language being read, to 

deepen understanding, to learn to develop coherence in talk, to acquire 

presentation skills and to evaluate students’ progress. Three taped oral 

presentations are arranged to evaluate the students’ active grammar before, during 

and after the experiment. Students are asked to prepare a presentation of 

approximately 5 minutes duration including the title, the author, summary and 

comments about the book they have read. The following questions are provided 

as guidelines for the teacher to assist students on preparing book presentations.

Table 3.3 Prompts provided for the teacher to assist students 
on preparing book presentations

Fiction Non-fiction
Give a short overview of the novel. • Give a brief summary o f the article.

Write a summary o f the plot. • Describe the interesting (or uninteresting)
points.

Describe the character you liked the best and • Describe one passage from the article which
explain why. you particularly liked and give your reasons.
Discuss what you liked (or disliked) about the • Present an idea from the article, which you 
novel. believe can be applied to everyone’s life.
Present what you found to be exciting about 
the novel.
Describe one passage from the novel which 
you particularly liked and give your reasons.
Present an idea from the novel, which you 
believe can be applied to everyone’s life.
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On presentation day, the teacher is asked to assemble 3 -4  students with a similar 

reading interest into a group, ask each student to present his speech in his group, 

and tape their oral performance. Students should be asked to state their names 

before giving their presentations while being taped. The purposes of arranging 

presentations in groups are to lessen the public performance aspect which might 

apply to a whole class presentation and also to allow a number of simultaneous 

presentations within a single session. The latter point seems important to allow all 

students to present aspects of their reading without devoting many lessons to this 

simple activity, to which English teachers might not agree, given their frequent 

comments on pressures of time.

The first presentation is administered during the first week of the semester, but 

the teacher should ask students to talk about the topic assigned to them rather than 

the book are reading, for they might not have finished any book. After students 

have read some books and shared insights in group discussions, the second 

presentation is assigned in the middle of the semester and the last presentation at 

the end of the semester (see Figure 3.3). Both of these are book presentations. 

Students can talk about their favourite book or author, or about the topics they 

have talked about in group discussions. The presentation by students is not 

intended to be voluntary . Rather, the aim is to involve all students in their oral 

element of sharing reading. However, as indicated about, students have a wide 

choice in both the content and the manner and focus of their presentations. The 

teacher, also, can suggest specific topics, such as news or fairy tales, which relate 

to students’ reading, to motivate students to express their opinions and evoke their 

interests.
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first week in the middle of the semester last week

Pre-test
Questionni____

Post-test
Questionnaire II

Book presentations

Figure 3.3 Administration of book presentations

3.1.2.2.3 Reading journal

To promote the comprehension of text and to obtain more accurate self-report 

data students were required to use journals to take notes and add their own 

reflections after each reading. Notes can include new vocabulary or 

exemplification, quotations, statements, summaries, questions raised during 

reading, students’ own feelings or comments about the characters, the setting, 

their expectations and predictions regarding material not yet read and any 

outcomes of their readings. The journal gives students the chance to interpret 

texts and therefore to reinforce what they have read. Moreover, a journal creates 

a visible, permanent record which allows students to interact personally with text. 

The teacher needs to check their journals every day to ensure that students keep 

these records and to encourage students to read more and to share books with 

others. The group discussions, book presentations and journals were also designed 

to help the students (and teachers) to sustain their involvement in the project 

since, without programming such activities, there is a clear danger that students 

will not keep up these voluntary reading in English and other competing activities 

will take up these time. The importance of this sustaining function of the group 

discussions, book presentations and journals was explained to participating 

teachers and students. However, the teacher does not need to correct the language
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of journal notes. In writing journal notes, the students work on fluency rather than 

accuracy in their English, for it is not an assignment, but a record of their personal 

interaction with the text. Hopefully, keeping a journal can serve as an indirect 

way to develop their reading habits. There is, of course, the danger that despite 

assurances given to students (about journals not being assessed) that the journals 

are nevertheless perceived by students as assessed material, to be completed as a 

duty rather than as a personal response to reading. It is intended that all students 

should keep such a journal, i.e., this element of the programme is not voluntary 

pro. se. However, students do have a free choice of reading material and a broad 

choice in both the manner of keeping their journals and in the content of what 

they write.

3.1.3 Phase of progress evaluation

The purpose of this phase was to evaluate the students’ progress before and after 

the experiment. In order to establish the reliability of a test, the same test that was 

administered initially was given to all students again at the end of experimental 

treatment. Since the pre-test had been retained by the teacher and had not been 

discussed, students were unlikely to remember the content of the pre-test. 

Moreover, the teacher was notified not to inform students that the same test was 

going to be used to test them again. This was to ensure the reliability of the test 

results.

The results obtained from pre- and post- tests were used to compare the students’ 

grammatical proficiency in English before and after the experimental treatment, 

and as a measure to assess the effect of free voluntary reading on the grammatical 

competence and possible variation between comparative groups in terms of 

gender, continuity, score, and university. T-tests were conducted to determine 

whether there were differences between the pre- and post- tests performances. 

Gain scores were also calculated to see if students had improved significantly
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after the experiment. Teachers were asked to inform students that the scores of 

these tests would not influence their final scores in the language course.

The second questionnaire was given at the end of the experiment for self- 

evaluation by the subjects. In general, it covers similar questions to those listed 

on the first questionnaire, but it also includes some additional questions, aiming to 

elicit more information, such as their reaction about the project and their reading 

habits during the experiment, etc. Chi-squared analysis was utilised to compare 

the difference of attitude or habits between the comparative groups regarding their 

past reading experience, perceptions about reading, amount of reading, reading 

difficulties, reading purpose and reading preference.

By referring to the reading journal the teacher could see what reading preferences 

a student might have and to plan appropriate support. This knowledge would also 

help the teacher suggest other titles and authors that might interest the students, 

and thus help to extend his/her range of reading and encourage an ability to select. 

In addition it provides the student with an opportunity to make comments about 

his reading. In general, the reading journal offers direct data and digested data of 

the subject’s written response to the text. Direct data contains the details of 

material they had read, reading duration and frequency, vocabulary and short 

extracts from favourite passages; while digested data includes students’ reactions 

and any summary. It is expected that able readers would note down more 

digested data than less able readers, and that those who view reading as studying 

would record more direct data than those who read for enjoyment.
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3.2 Process of the research project

The procedure of the empirical study was carried out in five stages: access

negotiation, questionnaire construction and test selection, the pilot stage, the main 

study, and finally the stage of the data collection and analysis. The following 

sections give a detailed description of each stage of these aspects of the research 

process.

3.2.1 Negotiating access

3.2.1.1 LTTC

The experiment was originally designed for the students at the Language Training 

and Testing Centre (LTTC) at National Taiwan University in Taipei. The LTTC 

was chosen for several reasons. First, most of the students were sponsored by 

government agencies and enterprises, and some of them were taking intensive 

English courses (six hours a day for 50 or 100 days) before doing research 

abroad, so they tended to be more motivated than other students who would 

remain in Taiwan. Other considerations lay in the large number and various levels 

of potential subjects. About 3,000 people were studying at the centre each year. 

Their English proficiency ranges from beginner to advanced levels. Furthermore, 

there was a reasonable variety of material available in the library room. Graded 

readers, novels, journals, magazines, newspapers, language course books, travel 

guides, and reference books were accessible to students. Additionally, the centre 

administered TOEFL, a standardised test developed to measure the English 

proficiency of non-native speakers of English wishing to study at colleges and 

universities in the United States. Therefore, not only did the centre have the 

resources for TOEFL, but also the staff and teachers were familiar with the 

procedures of monitoring TOEFL. If TOEFL had been adopted as the controlling 

test in the experiment, it would be certain that the test results obtained would have

School o f  Education, University o f  Leicester 132



Chapter 3: Methodology

been “authentic”. (See selection of a language test is discussed further later in 

the chapter.)

During initial contact, the acting director expressed a willingness to implement 

the research project at the centre; however, the final decision would have to be 

made by the new director who was due to assume office four months later. In the 

interim, procedures had been discussed and adjusted to fit the practical situation at 

the LTTC after several meetings with the teachers who would probably help with 

the research project. For example, the post-test and final book presentation were 

rescheduled to be given a week earlier as the teachers were concerned that too 

many final tests were scheduled in the last week of a term, imposing too much 

pressure on students.

Unfortunately, the new director turned down the proposal (Appendix A). He 

explained the difficulties of running the project at the LTTC — he couldn’t ask the 

teachers’ assistance and students’ co-operation to run the research project; he was 

afraid that questionnaires and journals would involve some legal problems, etc. 

Some of these reasons for the refusal were odd, e.g. a number of teachers, as 

mentioned above, had already shown clear commitment to the research project. 

Ultimately, the refusal reflected the difficulties of establishing mutual 

collaboration between teacher (administrator) and researcher, particularly in an 

organisation where academic research was not valued.

The misgivings and fears about the greater burden that a researcher’s project 

could add to teachers’ already heavy workload make it difficult to establish 

rapport between teacher and researcher if the policy of the educational institute 

does not encourage teachers to be involved in teacher development as part of a 

research culture. As a consequence, the research is always “the researcher’s 

project”, and the teacher is offering the researcher “a big favour”, as was said by 

an associate professor when the research proposal was presented to her. What 

Ulichny and Schoener (1996) call teacher-research collaboration -- determining
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mutual goals for the research, sharing responsibility for the research product, and 

building a trusting relationship that permitted interdependence and mutuality 

between teacher and researcher — needs initial recognition and understanding on 

both sides of the interdependence. After that, such co-operation can be extended 

beyond agreeing on a research focus to include an acknowledgement of sharing 

responsibility in dealing with all phases of a research project, a willingness to 

establish the necessary channels of communication, and a commitment to 

participate in the development of the required procedures.

3.2.1.2 Language centres in the UK

Due to the constraints of geography and time, it was decided that a pilot test 

should be carried out in the UK rather than in Taiwan. While submitting the 

proposal of the free reading experiment to the LTTC, the author had tried 

contacting language centres in the UK to implement a pilot experiment. This was 

done in order to test out the project design for any unpredictable problems that 

might be encountered in the major study, and to determine whether or not the 

questions and instructions were clear and readily understood. More than 40 faxes 

and letters to UK language centres were sent to locate Taiwanese students; 

however, the search did not yield very encouraging results. Of the 45 language 

centres, only one had more than 35 Taiwanese students studying for summer 

courses, and it was because the director was a Leicester graduate that he was 

willing to cooperate with the research project.

A 2-month pilot test of a free voluntary programme was proposed to provide 

exposure to the free reading activity, to locate and eliminate problems, and to 

evaluate the programme’s impact. Before the pilot test, a pre-pilot trial was 

conducted with 8 EFL adult learners in April 1995. The trial procedures and 

respondents’ comments led to minor modification of the design of the research 

project as well as changes in some questions in the questionnaires. The pilot test 

will be outlined in section 3.2.3.
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3.2.1.3 Universities in the greater Taipei area

After the negative experience with the LTTC, negotiations were reinitiated with 

Departments of English in most of the universities in the greater Taipei area, 

including Taiwan University, Normal University, Tamkang University, Chengchi 

University, Shoochow University, and others. There were about 60 to 120 

undergraduates for each year level at these universities, but as all courses were 

taught by teachers themselves, the author needed to contact each teacher to secure 

permission for implementing the research project in the class. The responses from 

teachers proved disappointing. As mentioned above, additional workload was the 

most common reason for teachers to be reluctant to engage in such research 

projects. Although minimising disturbance of their classroom teaching was 

emphasised and assured, most teachers still addressed the problem of demands on 

their time. They did not have time to be involved. Some were busy in writing 

their promotion thesis; others were working on their own projects. A few worried 

that the research project of free reading might influence the assessment of their 

students in the mid-term and final exams of their language courses. Access to 

students via teachers was proving to be extremely difficult. Only three of the 

teachers agreed to have the research project implemented in class, but before the 

beginning of the study, one teacher withdrew from the study for personal reasons 

as family affairs occupied most of her time.

Due to administrative constraints, the two teachers felt it might be too difficult for 

them to arrange book presentations and then tape the presentations in class. In 

addition, they had a tight schedule for that semester. The first reason was that the 

classes for the freshmen students started in October, which was a bit later than 

general classes. Furthermore, many national holidays fell in that semester. They 

concluded that although they did not even have enough time to cover their lesson 

plans, they would spend two class meetings for the pre- and post-tests as well as 

the two questionnaires. Therefore, since book presentations proved impossible to 

administer in class, they were removed from the procedure. However, audio tapes

School o f  Education, University o f  Leicester 135



Chapter 3: Methodology

were still prepared for the teachers with the hope that they might somehow find 

the time to tape students’ book presentations.

The teachers also felt that gap-filling questions of the tests were too difficult for 

freshman students. As a result, the first and third parts of controlling test were 

changed to a multiple-choice format. This format would be familiar to the 

students as it is used very frequently in English (and other) tests and examinations 

in Taiwan. In this way, aspects of the project design had to be adjusted and 

arguably weakened in order to negotiate access to the subjects. The researcher 

was willing to make these modifications, since without doing so access would 

have been impossible. It had become clear from the LTTC response and those of 

teachers in the other universities that most teachers or administrators found 

reasons not to be involved.

Since the major study began in the first semester of 1995 academic year, the 

teachers were not sure what courses they were going to teach and how many 

students would be there in these classes when they gave their commitment to help 

out with the research project. It was not until two weeks before the beginning of 

the semester that the experimental classes were chosen, and two weeks after the 

beginning of the class that the number of subjects was confirmed. Three samples 

of subjects were obtained and 89 freshmen students in total participated in the 

major study.
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3.2.2 Questionnaire construction and test selection

3.2.2.1 Methodological considerations

The term “survey” has been labelled in a wide range of studies. It is commonly 

characterised as the collection of data in standardised form from some sample of a 

population in order to draw conclusions about that entire population. Bryman 

(1989) attempts a more formal definition:

Survey research entails the collection of data on a number of units and 

usually at a single juncture in time, with a view to collecting 

systematically a body of quantifiable data in respect of a number of 

variables which are then examined to discern patterns of association, (p.

104)

Survey research is almost always conducted in order to provide a quantitative 

picture of the sample as a means of understanding the population from which it is 

drawn. However, in studies employing samples of convenience or of volunteers, 

the results might not be very valuable in quantitative generalisability but more so 

for identifying important issues or trends (Johnson, 1992; Robson, 1993).

The most prevalent data-collection methods in L2 survey research are 

questionnaires, interviews, and direct observations of language use. Among them, 

perhaps the most common method is the questionnaire. The major reason that 

questionnaires are widely used in survey research is that they can be extremely 

efficient at providing large amounts of data at relatively low cost, in a short 

period of time, in comparison with interviews or observations. For example, 

questionnaires can be completed and returned by a large number of respondents in 

about the same amount of time that it takes to complete a single interview. With 

regard to data analysis and interpretation, questionnaires34 generally need less time

34 This refers to structured or semi-structured questionnaires. Based on the degree o f  structure or formality, questionnaire 
surveys are commonly divided into three types: Structured, semi-structured and unstructured questionnaires. The degree
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to code and analyse responses, particularly when open-ended questions are kept to 

a minimum and when computer coding or analysis is available.

The main purpose of surveys is to get reliable information from answers. Thus, 

securing a high degree of involvement by respondents to a survey is essential to 

ensure truthful and factual answers. Securing involvement needs to take into 

account some technical considerations, such as question formulation, wording, 

question form, question structure, and time for administration., etc.

Question formulation. A good questionnaire item should be built on theory

and previous research, which not only helps improve the quality of instruments 

but allows researchers to relate the findings of similar studies to one another 

(Johnson, 1992). After a pool of question items are gathered, a response 

categorisation system needs to be decided. The most widely used scaling 

technique in attitude measurement is a Likert scale. Likert scales have five 

(sometimes 7, 4 or 3) fixed alternative expressions, with such labels as “strongly 

agree’, ‘agree’, undecided’, ‘disagree’, and ‘strongly disagree’. These are 

assigned weights or measured values of 1,2,3,4 and 5. The next phase is, then, to 

repeatedly pilot-test and revise the questions. Sudman and Bradbum (1982) 

suggest that questionnaires should be subjected to this series of tests and 

revisions: 1) criticism from experienced peers; 2) revision and testing on friends, 

relatives, co-workers; 3) revision and testing on about 50 people resembling the 

eventual respondents in the survey; 4) revision and testing again; 5) revision. 

Such steps are designed to detect any serious problems leading to reformulation 

and retesting of the trial questions before going on to ask them in the survey itself.

o f  structure is determined by the inclusion o f  closed and/or open-ended questions. Closed-ended questionnaires are by 
nature quantitative. This is because most o f  the questions have predefined answers. Giving alternatives allow the 
respondent to choose can easily be constructed into numerical results, and the analysis is, therefore, relatively 
straightforward. Open-ended questionnaires, on the other hand, provide qualitative data, which in practice means that 
there is wide variety o f  response need to be reduced and transformed in order to permit the drawing o f  conclusions. As a 
result, they take long time to analyse.
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Wording. Wording refers to vocabulary, form, structure and phrasing of 

questions. Question items should be written in clear, nontechnical language that 

is easy to understand by everyone in the sample, and they should contain only one 

idea per item. For a potentially confusing items, it is important to give the 

respondents an example that illustrates how they should answer the question.

People tend to avoid negative and choose positive answers when a dichotomy of 

choice is presented to them. If such distortion occurs, it is always in one direction 

only - over-reporting the positive, under-reporting the negative (Dillon, 1990). 

Therefore, items containing negative phrasing should be analysed with caution. 

However, providing a middle term would make a great deal of difference to in the 

responses. Hui and Triandis (1989) point out that a less extreme response style, a 

tendency to overuse the mid-range of a scale, has been linked with cultural norms 

of modesty and caution in Asian cultures, while some Mediterranean romance 

cultures appear to overuse the extremes of the scale to demonstrate sincerity. In 

addition, responses tend to be distorted when respondents attempt to give socially 

desirable answers, when they don’t know how to answer, when they wish to be 

polite and agreeable, or when the issue is controversial or the question ambiguous 

or difficult to understand (Dillon, 1990).

Question form. Open-ended questions allow respondents to reply in their

own words, while close-ended questions require the respondent to select from a 

list of answers previously set up by the researcher. Both open and closed forms 

of question are useful, but are consciously used at different stages. In the early 

phases of questionnaire development, e.g. in the pilot stages open questions are 

often used to discover and develop variables that can be incorporated into closed 

items. Closed questions are considered useful for the survey because of their low 

cost, relatively little difficulty in coding, and their suitability for statistical 

manipulation (Dillon, 1990).
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Question structure. People give systematically different responses to variously 

structured questions. Table 3.4 illustrates how the provision of an alternative 

response shifts responses away from bipolar yes/no, agree/disagree to no opinion, 

a middle term, and a last-mentioned alternative. However, offering an alternative 

response, either a don’t know option or an alternative proposition, makes 

agreeable responses more reliable.

Other considerations. Respondents regularly fail to exhibit the optimum

attention, interest, understanding, knowledge, memory, motivation, ability, and 

willingness to answer as asked (Johnson, 1992; Robson, 1993). Therefore, the 

discourse of questionnaire structure and presentation, the time of administration, 

the length and design are also important consideration. For example, a poorly 

designed and printed, lengthy questionnaire administered just before Christmas to 

workers in an organisation who are currently trying to meet a seasonal deadline is 

unlikely to get a good response.

It is acknowledged that what people say in a survey and what they actually do is 

not positively related35. Nevertheless, with a good, competently run survey it is 

still possible to obtain high reliability of response.

Hanson (1980) found that twenty o f  the forty-six studies he reviewed did not demonstrate a positive relationship between 
attitudes and behaviour.
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Table 3.4 Responses to different structures of question
(percentages)

1. Alternative stated Russian leaders trying
(a) to get along with US 59
(b) to get along 49

or to dominate -

2. ‘Don’t know’ answer option Russian leaders trying
to get along 28
or you have no opinion 43

3. ‘Don’t know’ filter question Russian leaders get along
(a) any opinion? (no opinion) 56
(b) (if opinion) agree? 23

4. Counter argument added workers to join  union
(a) require to join 32
(b) require to join 20

or leave to individual 80
5. Middle term added your politics

(a) liberal 30
conservative 58

(b) liberal 20
conservative 33
middle of road 42

6. Order of alternatives divorce should be
(a) easier to get 40

harder to get 50
(b) easier 21

harder 34
stay as is 45

(c) easier 23
stay as is 35
harder 41

7. Order of questions let reporters in
(a) Communists here 55

Americans there 64
(b) Americans there 82

Communists here 75
rated 'very happy’
(a) things altogether 52

my marriage 70
(b) my marriage 63

tilings altogether 38
8. Acquiescence of response blame for crime

(a) individuals more than social conditions 60
(b) social conditions more than individuals 57
(c) individuals 46

or social conditions 54
Source: Dillon 1990

School o f  Education, University o f  Leicester 141



Chapter 3: Methodology

3.2.2.2 Development o f the survey instrument in the present study

3.2.2.2.1 Questionnaire development

Two questionnaires were prepared to assess the students’ reading habits and 

perceptions before and after the experiment. Questionnaires I and II were 

completed in the classroom; it took about 15 minutes to fill out each 

questionnaire.

The overall design of the student questionnaires attempted to reduce the 

possibility of respondents becoming bored. This would help to ensure the 

completion of the questionnaires, so the length of the questionnaires was 

evaluated to meet the minimum needs of the study. This is especially important 

because the teacher is unlikely to encourage the respondents to complete the 

questionnaires, if they decide to give up before reaching the end. On the other 

hand, a dominant teacher may influence the views of the students, and that is 

obviously something to be avoided. It was also thought that language used in the 

questionnaires should be appropriate to the sample population based on the results 

of the pilot tests to some EFL students studying in a language centre in Oxford. 

Both the first and the second questionnaires were, therefore, translated into 

Chinese to ensure comprehension and to save completion time, since the purpose 

of the questionnaires was only to gather their opinions on reading rather than to 

test their language levels in English (the latter would be tested separately in the 

grammar test).

The first questionnaire was divided into three main sections. The first section 

asked about the students’ age, sex, and the class they were in. The second section 

was designed to gain information about the students’ past reading experience and 

habits, factors that hinder reading, their reading purposes, preferences of reading 

material, and meta-cognition on reading strategies. The third section of the 

questionnaire was designed to elicit the respondents’ Chinese reading habits, such
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as their attitudes toward Chinese reading, the frequency of reading different kinds 

of reading material, and their reading preferences.

The second questionnaire consisted of two parts: the first contained questions 

similar to the first questionnaire; the second questioned about students’ free 

reading experience during the process of the experiment, such as the selection of 

and access to reading material, and their opinions about the free reading 

programme. The intentions of questionnaire II were to survey students’ general 

perceptions about how they read English reading material during the experiment, 

to reveal how they obtained access to reading material, and to evaluate the 

research project.

3.2.2.2.2 Development of questionnaire questions

The questions asked in the questionnaires were derived from a consideration of 

the issues raised in the literature on the subject of free voluntary reading (see 

chapter 2), and also to a lesser extent from a number of previous research studies 

(e.g., Greaney, 1980; Smith, 1990a; Mokhtari and Sheorey, 1994) regarding 

habits, attitudes, and interests. In addition, suggestions for closed alternatives 

were obtained from pilot work using open-ended questions and from talking to 

students and teachers during the development phase.

Student questionnaires are presented in Appendix B, and the results of analysing 

them are discussed in the following chapter.

Questionnaire I:

I. Past reading experience

In this section, students were requested to state their agreement on 15 statements 

regarding their past English reading experience. These questions in this section 

required students to respond on a six-point scale from “strongly agree” to
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“strongly disagree” to indicate their past reading habits (questions 2 - 9 ,  16) and 

their perceptions of reading (questions 10 - 15). In addition to these six 

categories, an “I don’t know” was also listed for those who did not want to show 

their opinions or did not know how to answer the question.

Six-point scales were found to be appropriate for Taiwanese students. 

Considering that Chinese tend to choose neutral answers if the format of these 

questions was a five-point Likert scaling (see section 3.2.2.1), a six-point scaling 

was adopted to force the subjects to take a decision.

2. Factors hindering reading

This question have focused on the subjects’ perceptions of the factors that hinder 

continuous reading in English. They were asked to identify what, in their 

opinion, were the main reasons which led them to stop reading English material 

for enjoyment. They were provided with 13 choices, including an open-ended 

‘other’ category, and were asked to check the items which applied to them.

3. Reading purpose

In this section, the question requested information about the purposes of being 

able to read in English. The items drawn from previous studies (e.g. Davies, 

1986) were modified where appropriate to reflect university students’ reading 

purpose rather than adults’ (e.g., the item “for work” was changed to “for getting 

a job”). Students were asked to select from a list of nine choices, giving the three 

that they agreed with most. As before, an open-ended ‘other’ category was 

provided to allow respondents to specify any different purpose they had in mind.

4. Reading preference

Studies show that reading ability is related to reading material (Rice, 1986; 

Hafner, et al, 1986; Southgate, et al, 1981; Thorndike, 1973; Schoonover, 1938; 

LaBrant, 1958). Two questions were designed to elicit information about the 

types of English and Chinese materials the subjects read in their free time. The
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purposes of these questions were to compare reading preference of the subjects 

with those in the previous studies, and to investigate whether there was a 

difference in subjects preferences for reading in Chinese and in English. This was 

further differentiated by looking for possible differences between groups varying 

in gender, levels of the grammar test result (high versus low), continuity (those 

who stopped reading versus those who did not), and universities (University A 

versus University B) in the study. Additionally, the results of this question could 

help the teachers to recommend appropriate books for the students in discussion 

sessions.

Subjects were asked to check any of 16 categories of reading materials (e.g., 

science fiction, newspapers, magazines) that they liked to read and to add any 

categories that were not listed.

5. Meta-cognitive strategies

The students were asked to select, from a list of fourteen common views about 

ways to become a good reader, the five that they thought were most important. 

The beliefs, drawn from earlier studies of meta-cognition (Elley, 1994; Krashen, 

1993b) as well as alternatives gathered in pilot-testing, were used to obtain results 

which might provide direction for promoting reading. The main purposes of this 

question were to provide information about the kinds of literacy acquisition 

strategies as perceived by the subjects, to reveal which strategies are associated 

with high achievement in the grammar test, and to relate the findings of the study 

to earlier studies.

6. Chinese reading attitudes and habits

Another set of questions sought information from students on their Chinese 

reading attitudes and habits. This was to elicit information about whether the 

subjects like reading in Chinese, how often they read Chinese material for 

enjoyment, e.g. materials like newspapers, magazines, comics and books, and to 

reveal what kinds of Chinese reading materials they preferred. Students were
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asked to rate their general attitude toward liking reading in Chinese, using a rating 

scale from 1 (strongly agree) to 6 (strongly disagree), and to choose from a list of 

17 items the five kinds of reading material they most like to read. Then, they 

were asked to indicate how often they read newspapers for enjoyment (on a six- 

point scale: “more than once a day” to “never”). Similar questions were designed 

for magazines, comics and books.

Questionnaire II:

Some questions in the second questionnaire were similar to the first questionnaire, 

the purpose of which was to investigate whether the students’ reading experience 

during the experiment had changed their attitudes and habits. If so, what were 

these changes? In order to upgrade the programme to meet the requirements of 

students with different backgrounds, other questions, including both open-ended 

and close-ended, were designed to gather opinions and student evaluations 

regarding the free reading programme. At the end of the questionnaire 

respondents were given space for freehand comments.

1. Past reading experience

This section asked for information about the subjects’ free reading experience 

during the semester. They were requested to respond on a six-point scale to 

indicate their agreement on 16 statements regarding their reading habits 

(questions 1 - 8, 15 - 16) and their perceptions of reading (questions 9 - 14). In 

addition, an “I don’t know” category was provided for those who did not know 

the answer or had no opinion on the issue. Two more questions (questions 35 & 

36) were designed to ask if the subjects had recommended books to others, and if 

so, whether other students had read the book recommended to them.
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2. Reading preferences

This question was to examine the types of material read during the experiment, 

and to investigate whether there was difference between groups varying in gender, 

levels of the grammar test, continuity, and universities in the study. Additionally, 

the responses were to be compared with those elicited before the experiment. A 

more elaborate set of questions (questions 31 - 34) was prepared about their likes 

and dislikes of the reading material read during the semester, and the reasons why 

they had formed such judgements.

3. Selection o f reading material

This question was designed to elicit information about the subjects’ criteria for 

book selection. They were asked to choose from a list of 12 reasons for choosing 

books to read, the five that applied most to them. The response results were 

intended to determine whether content, as revealed in Southgate’s and Heather’s 

studies (Southgate et al, 1981; Heather, 1981), was also the major method for the 

selection of books by the university students. The findings might give the teachers 

some ideas to stimulate the students’ interest and to promote book reading. They 

might also suggest strategies to broaden students ways of selecting books. An 

open-ended ‘other’ category was provided for the subjects to specify any other 

reason in their mind.

4. Frequency and amount o f time

This section (questions 19 - 26) asked for information about the frequency and the 

amount of time the students spent reading English materials for enjoyment. The 

subjects were provided with five categories of time frames (1 = more than 3 

hours; 2 = 1 - 3  hours; 3 = 1/2 - 1 hour; 4 = 15-30 minutes; 5 = less than 15 

minutes), and were asked to estimate the amount of time they devoted each time 

to newspapers, magazines, comics and books. A “Not Available” category was 

provided for those who did not do reading or did not want to answer the 

questions. Similarly, another six categories of time frame (1 = more than once a
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day; 2 = once a day; 3 = once or twice a week; 4 = once or twice a month; 5 = less 

than once a month; 6 = never) were provided for them to indicate the frequency of 

newspaper reading, magazine reading, comic reading and book reading. It is 

recognised that responses to such items involve memory and subjectivity so any 

results of analysing these items may not be entirely valid. However, they should 

provide some indication of reading habits.

5. Provision o f reading material

This question requested the subjects to indicate where the English material they 

read for enjoyment during the semester was obtained. The students selected no 

more than three ways, from a given list of six (public library, gift, borrowing 

from friends, personal purchase, school, and other) to indicate the sources of 

books read during the study. As previous studies have shown that there is 

correlation between book ownership and extent of voluntary reading (Heather, 

1981; Whitehead et al, 1977), it was expected that the good readers were more 

likely to have more books in their possession than the poorer readers.

6. Reading purpose

This question was designed to determine why the subjects chose the reading 

materials they read during the semester. Its main purpose was see whether 

reading for pleasure had been valued higher by the subjects since they just 

completed the free reading programme. Once again, students were asked to select 

from a list of nine choices the three that they most agreed with. An open-ended 

‘other’ category was also provided to specify the purpose they had in mind.

7. Factors hindering continuous reading

This question requested the subjects to indicate the reasons why they stopped 

reading English material continuously in their free time during the semester if 

they had done so. The purposes of the question was to elicit the opinions of those 

who rarely read in English before the experiment, and to gather more reliable
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reasons regarding subjects’ difficulties reading for their own enjoyment. The 

item could help to pinpoint potential problems which hinder the success of a free 

reading programme. Further, this not only assisted the subjects to discover their 

own weakness, but also offered the teacher ideas for motivating reading.

8. Perceptions o f the free reading programme

These subjects were asked to state what parts of the free reading programme they 

enjoyed or disliked most, and to explain why they thought so (questions 37 - 40). 

Another question (question 41) attempted to examine whether the free reading 

programme had made any difference to subjects’ reading in Chinese.

Teacher Questionnaire:

A teacher questionnaire was also developed. This was given to the teacher at the 

end of the experiment to ask about the frequency and average time spent when 

they checked students’ journals and administered mini-discussions and book 

presentations, as well as any difficulties they had had in implementing the free 

reading programme in class. A further question was designed to investigate 

teachers’ beliefs about how they encourage their students to read more. At the 

end of the questionnaire, space was give for teachers’ suggestions and comments 

about the role of free voluntary reading in improving reading and grammar. The 

purpose of this questionnaire was to seek information for upgrading the 

programme to meet the needs and abilities of students, and for adjusting its design 

to complement classroom practices.

The survey is presented in Appendix C, and the results of analysing it are 

discussed in the next chapter.
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3.2.2.2.3 Selection and modification of test

Selection o f grammar proficiency test. A “good” test should meet with three

requirements: practicality, reliability, and validity. Brown (1987) points out that 

it should be practical - within the means of financial limitations, time constraints, 

ease of administration, and scoring and interpretations. It should be reliable in the 

test itself and in the scoring of the test, so that the same test to the same subjects 

or matched subjects should yield similar results. And it should be valid, 

measuring what it is intended to measure.

As mentioned earlier, the second section of TOEFL36 was initially considered for 

use as the control test in the research project. Choosing the TOEFL test would 

have several advantages: it is familiar to both teachers and students, test materials 

are readily available, and it is widely recognised as having international 

reliability. Considering test validity, it was then decided that a text-based test 

would be more appropriate than a sentence-based test. In other words, the 

subjects’ grammar ability should be measured by a grammar test, focusing on 

meaning (e.g. detecting meaning relationships in a text) rather than on form (e.g. 

decoding grammatical structure in a group of isolated sentences). This would have 

greater validity since the participating students are encouraged, obviously, to read 

whole texts, not lists of isolated or unconnected sentences. The latter are the 

favoured form for the TOEFL test of grammar.

36 TOEFL is used by nearly 1000 institutions o f  higher education in the United States as an indicator o f  a prospective 
student’s ability to undertake academic work in an English medium. The TOEFL consists o f  the following three sections.

Section 1, Listening Comprehension, measures the ability to understand English as it is spoken in the United States. The 
oral aspects o f  the language are stressed. The problems tested include vocabulary that is more frequently used in spoken 
English, structures that are primarily peculiar to spoken English, and sound and intonation distinctions that have proven 
to be difficult for non-native speakers. The stimulus material is recorded in standard American English; the response 
options are printed in the test books.

Section 2, Structure and Written Expression, measures mastery o f important structural and grammatical points in standard 
written English. The language tested is formal, rather than conversational. The topics o f  the sentences are o f  a general 
academic nature so that individuals in specific fields o f study or from specific national or linguistic groups have no 
particular advantage. When topics have a national context, they refer to United States history, culture, art, or literature.

Section 3, Vocabulary and Reading Comprehension, tests the ability to understand the meanings and uses o f  words in 
written English as well as the ability to understand a variety o f reading materials. So that there is no advantage to 
individuals in any one field o f  study, the questions based on reading materials do not require outside knowledge o f  the 
subject matter.
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In order to obtain some measure of the subjects’ development of awareness of 

grammar, a standardised grammar test was searched for. Of all the public ELT 

examinations37 available, the one which best fitted the needs of the study was the 

Certificate in Advanced English (CAE). The CAE is at Level 4 in the Cambridge 

five level EFL exam suite. It includes five papers: reading, writing, English in 

use, listening, and speaking. The CAE English in Use paper is designed to test 

the ability to apply knowledge of the language system, such as control of 

grammar, cohesion and coherence. As mentioned in its examination report 

(UCLES, 1993) regarding how to prepare for the CAE English in Use paper, “All 

CAE candidates will benefit from reading as extensively as possible in English in 

order to develop their knowledge and use of vocabulary and structure” (p. 16). It 

was assumed that this test would be more appropriate than the Structure and 

Written Expression Section of TOEFL, for the test involved the candidate in a 

sample of the behaviour that was being measured (reading extensively) and 

tapped into the theoretical construct as it had been defined (good readers’ 

grammar scores were better). Apart from the content and construct validity, CAE 

passages have titles, which gives candidates an organising principle to help them 

in their attempt to develop a better understanding of more detailed aspects of the 

text. This is something that TOEFL lacks. The CAE test therefore seemed more 

appropriate as independent measure of relevant aspects of language than the 

TOEFL test.

Modification o f test. The CAE Paper 3- English in Use comprises six tasks in 

three sections:

37 Such as The Oxford Examination in English as a Foreign Language, International Baccalaureate - English as a Second 
Language, British Council / UCLES - English Language Testing Service (ELTS), Educational Testing Service - Test o f  
English as a Foreign Language (TOEFL), and all the EFL examinations administered by University o f  Cambridge Local 
Examinations Syndicate.
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Section A: multiple-choice and open-completion items based on two 

short texts, designed to test control over formal elements of the language 

in context.

Section B: questions requiring the revision or correction of two short 

texts, designed to test ability to refine and proof-read samples of written 

English.

Section C: questions requiring the completion of a text and/or the

expansion of notes, etc. into a fuller form, designed to test ability to 

recognise, produce and organise written English which is appropriate to 

both purpose and audience.

Completing all six tasks takes a hour and 30 minutes. However, the normal class 

meeting time is merely 50 minutes. It was then decided that three tasks would be 

appropriate to accomplish in a practical teaching environment. Considering time 

constraints and securing attention, passages with appropriate length and 

interesting topics were sorted from past exam papers and from published 

preparation books for the CAE38. Of 17 chosen passages, six were used in the 

formal and alternative forms. As suggested by the teachers, appropriate changes 

to the items were made to ensure that it met the university students’ language 

level. For example, multiple-choice items were developed to replace open- 

completion items, as gap-filling was too difficult for the freshmen students to 

accomplish. By offering four suggested answers to choose from multiple choice 

might be more appropriate to their language level. Also, this format would be 

more familiar to the subjects. In the absence of any feedback to students from the 

pre-test, and since students were not permitted to retain copies of the test form, it 

is highly unlikely that completing the pre-test would, in itself, influence the

38 Permission had been granted for using extracts from the CAE past exam papers as part o f  the research from the Local 
Examination Syndicate o f  Cambridge University. Regarding the use o f  some passages from the CAE Practice Tests book 
published by Oxford University Press, the author was enabled to use up to 5% o f the book according to the licensed 
copying user guidelines as Leicester University was a member o f  the Copyright Licency Agency.
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validity or reliability of the post-test. Moreover, it saved a great deal of time for 

student to complete all the questions.

The modified test (formal form) was administered before and after the reading 

programme as the criterion measure. The form was not changed because the time 

lapse between tests negated the need to administer two different forms.

3.2.2.2.4 Journal development

The reading journal was developed for the students to keep notes of what had 

been read for enjoyment. Space was given for them to make brief notes of new, 

unusual, attractive, useful or specialised words, to highlight key moments in the 

plot or summarise a story, to record their own feelings or opinions about the 

story, its characters, their expectations and results, etc. In sum, the reading 

journal allowed students to write about what was important to them personally. A 

sample of journal keeping was provided on the first page of the reading journal.

3.2.3 Pilot tests

One pre-pilot trial and one pilot test were administered at the language centre in 

Oxford. 8 EFL students of First Certificate Exam (FCE) course (see 8 

participants attended the pre-testing in Oxford), who were reportedly more 

motivated in English learning, attended the pre-pilot trial. 7 out of the 8 had done 

reading in English before. However, none of them was Taiwanese. The author 

was available to answer queries about the questionnaire and to observe the 

students when they filled it in so that any possible misunderstanding of the 

questions could be avoided or corrected (see Picture 3-2).

The questionnaire survey revealed that all of them liked free reading, but they had 

difficulty in finding books at their level. The findings suggested that facilitating 

greater access to books would be important to help students start their reading 

activity. With regard to questionnaire design, some participants felt impatient to 

complete the questionnaires. In general, they did not like to answer open
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questions. Some misunderstood the questions and gave unsuitable answers, which 

was most likely caused by language difficulty or was a result of an attitude of 

indifference towards questionnaire. This procedure and participants’ comments 

led to minor modifications of some questions. For example, open questions were 

kept to a minimum. Questionnaires were translated into Chinese in order to avoid 

misunderstanding and to save time in filling out. When the second test was 

administered, a Chinese translation of the questionnaires was available to 

respondents. These final copies used for the study can be found in Appendix B.

37 Taiwanese students aged 15 to 19 years participated in the pilot test. Their 

English proficiency could be generally described as elementary to low 

intermediate. 33 claimed that they had done reading in English before (a 

comment which must refer to voluntary reading, since such EFL students clearly 

do real English in their English classes), more than half of them no longer read 

English material in their free time. As with the findings of the first experiment, 

the most frequent cited reasons for not reading were that they did not know what 

to read and they had vocabulary difficulty with the texts which they attempted to 

read. The written and oral comments gained from questionnaire surveys and 

interviews also revealed that the students felt the necessity for the teacher 

recommendations of books for free reading.
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Picture 3-1 8 participants attending the pre-testing in Oxford

Picture 3-2 Pre-testing of the self-administered 
questionnaires
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3.2.4 Main study

3.2.4.1 Subjects

Three classes of subjects were obtained for the main study at the two universities 

in Taiwan, one comprising students from University A who were taking News 

English (Class A). The other consisted of Computer Science majors (Class B) 

and another of English majors (Class C) at University B. All of these students 

were freshmen (first year)students, who just passed the competitive Joint College 

Entrance Exam39 in the summer of 1995 in order to be admitted to the universities 

in the greater Taipei area. All of them had had six years of previous regular EFL 

study in Taiwanese high schools; however, this training focused primarily on how 

to prepare them for entrance exams - the Senior High Entrance Exam after they 

graduated from junior high schools, and the Joint College Entrance Exam after 

they graduated from senior high schools (see chapter 1).

There were 38 subjects in Class A, with 29 females and 9 males; 29 subjects in 

Class B, with 15 females and 14 males; 22 subjects in Class C, and all of them 

were female. As mentioned in the section on access, these subjects were selected 

due to their accessibility. As it happened, the subjects in these three classes were 

not similarly distributed in terms of sex. Out of 89 students, three students could 

not take the pre-test and questionnaire I due to sickness and twenty-three 

students40 were either absent or dropped out at the time of administration of the 

post-test and questionnaire II, leaving 63 subjects for the final analyses. The 

mean age was 18.3 years for Class A, 18.6 years for Class B and 19.7 years for 

Class C.

39 Out o f  122,650 testees, 55,644 (45.37%) passed the Joint College Entrance Exam (China Times, 22 July 1995).
40 It was difficult to involve students and sustain participation, as they were informed that their performance on this free 

voluntary programme would not influence the final scores o f their English courses. Apart from their indifference to the 
programme, the heavy workload of the English courses might be another reason for the high drop-out rate.
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3.2.4.2 Materials

The first and last class meetings in the experimental period were used for 

administering the tests and questionnaires. The teachers were helpful in their 

support for the project by giving up two classes in their busy schedule to permit 

these meetings to take place.

Measures o f grammar proficiency. The grammar test comprised three

passages selected and modified from the English in Use section of the CAE test. 

CAE English is Use was originally developed to provide a comprehensive general 

English proficiency examination of structure and vocabulary of an intermediate 

standard for non-native (EFL) speakers. The test was modified to measure the 

knowledge and use of grammatical structure. It was simplified for testees with 

lower levels of English proficiency.

The test contained three sections with a total of 35 questions. A multiple-choice 

format was selected for the first and third sections as this was the most common 

method of testing language proficiency in Taiwan; while the word-deleting 

questions in the second section were intended to tap deeper levels of text 

processing, based on careful reading and a more profound comprehension of the 

text. Section I required the subjects to read an article entitled Carrot Addiction 

and choose a multiple-choice answer that best fitted each space in the text. 

Section II asked the subjects to proof-read the article Hay Fever and find in most 

lines of the text one unnecessary word, the one that was either grammatically 

incorrect or did not fit in with the sense of the text. In Section III, the subjects 

were required to read regulations for workers about what to do in case of fire, and 

use the information to decide which multiple-choice alternative best fitted each 

space in the revised informal instructions.

Survey o f reading habits and attitudes. Information was collected by means 

of questionnaires about the students’ voluntary reading activities, and the students 

themselves. The limitations of questionnaires for obtaining reliable data were
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recognised, but in view of geographic and time constraints as well the 

requirement to minimise interference with classroom teaching, questionnaires 

were judged to be the only practicable approach for the study. The subjects 

completed two reading habits and attitudes questionnaire surveys, which were 

prepared specifically for this study. These questionnaires, as described earlier, 

were generated from a number of previous research studies (e.g. Greaney, 1980; 

Smith, 1990a; Mokhtari and Sheorey, 1994) as well as feedback from the pilot 

studies of this project(e.g. comments and suggestions from the respondents and 

the teachers). In order to cover the most important questions relating to free 

reading, and to secure genuine or sincere responses, the self-administered 

questionnaires were designed to be as compact and easy to complete as possible. 

The first questionnaire contains 28 questions concerned with reading attitudes and 

behaviour, and 41 questions in the second were concerned with the free voluntary 

reading activities in which students participating during the experiment. The 

respondents were required to circle from a six-point scale, or check from a list of 

categories, the one that best fitted them. Open-ended questions were kept to a 

minimum - this format was used only if it was impossible to predetermine 

responses. At the end of the second questionnaire, space was provided for 

students to write further comments and suggestions.

Record o f free reading. The subjects were required to record what they read

every day and write down their own feelings in the reading journal provided at the 

beginning of the experiment. Table 3.5 shows the examples provided by the 

researcher in the journal sample in order to guide the subjects in how to keep 

journals.
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Table 3.5 Notes Sample

Example of notes Category
The traumatic later stages of Alzheimer’s placed a heavy burden on the 
patent’s family.
HIV. Human Immunodifiency Virus

vocabulary

“When the Lord calls me home, whenever that may be, I will leave with 
the greatest love for this country of ours and eternal optimism for its 
future.”

quotation

As the disease progresses, they suffer increasing memory loss, 
disorientation and personality change.

statement

Approval for drugs to treat some life threatening diseases has been 
speeded up in recent years.

summary

Presumed Innocent raises serious questions about the legal system, about 
its causal corruptions and inequities, about the public and private 
motivations which often determine matters o f life and death.

comment

A list of recommended books. Because many students are quick to become 

enthusiastic but then can be equally quick to lose that enthusiasm, the 

introduction of the right book at the right time can be important for encouraging 

independent reading. Given that it was unreasonable to expect teachers to have 

read all the books available, a book list coded in levels of vocabulary and book 

categories were given to the teachers. This was to intended to help them assist 

students in selecting books that matched their interests. However, these listed 

graded readers were just a sample of the choices available and they were intended 

to motivate students to read at the beginning stage. It was expected that after 

sharing books with others and asking recommendations from the teacher, the 

students should gradually be able to choose any kind of texts they felt interested 

in and enjoyed.
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Guidelines for the teacher and the subjects. A teacher’s checklist and a

letter to the learners were prepared to ensure that they knew what to do and how 

accomplish it. The teacher’s checklist provided step-by-step administration 

guidelines concerning the procedures of the experiment. This checklist was 

designed to make sure that the three classes in two universities establish the same 

conditions for the measurement. The letter to the learners highlighted the 

advantages of free reading and explicitly addressed what and how they should 

read. The last paragraph in the letter emphasised the benefits of free reading and 

tried to encourage them to experience a lifelong enjoyment in reading. The letter 

was considered necessary to give them a broader idea of free reading than most 

English language students are likely to have at present in Taiwan.

3.2.4.3 Procedures

This task was designed to be low in risk, since no grade was assigned and no 

classification of students by performance outcome was proposed. The 

questionnaire and test administration were carried out in class by course teachers 

in accordance with uniform guidelines being given to each class. The actual 

voluntary reading was to be done outside the classroom in the student’s own free 

time to ensure a tension-free environment. Figure 3.4 illustrates the revised 

procedures of the free reading programme in terms of the roles of the teacher and 

the students participating the experiment.
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At the Beginning At the End

Students

Teacher

Giving Pre-test 

Giving

Questionnaire I 

Introducing FVR 

Handing Out 

Reading Journal

Taking Pre-test 

Filling out 

Questionnaire I

• Giving Post-test

•  Giving 

Questionnaire II

• Collecting 

Reading Journal

Taking Post-test 

Filling out 

Questionnaire II

Free Reading 

Keeping Journal 

Participating Group Discussion

Recommending Reading 

Material

Encouraging Free Reading 

Checking Journal 

Administrating Group 

Discussion

Figure 3.4 Revised procedures of the free voluntary reading 
programme

Before the experiment. Before the experiment all students were given a pre

test of proficiency in grammar (see section 3.2.2.2.3 and appendix D). The test 

was administered during the first week of the semester during the subjects’ 

normal class time. They were informed that the scores of these tests would not 

influence their final scores of their English courses. Apart from the pre-test, 

questionnaire I was given in class and collected back before the class was 

dismissed.

Based on the letter to the learners, the teacher was requested to inform students of 

the importance and benefits of free reading in building up their English 

proficiency and giving them a source of profit and enjoyment that would last 

throughout their lives. After that, the teacher was asked to encourage the students 

to start reading for about 30 minutes each day and keep a journal of their 

activities. The students were told to select freely any printed material they liked, 

and to change to new reading material whenever they wished. They were 

required to record what they read every day and write down their own feelings 

about the reading in the journal. They were also instructed to leave the notes
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blank if they did not do any reading on that day. Then the reading journals and the 

letters to the learners were handed out. The examples of notes in the journal 

sample were also explained to give the students a clear idea about keeping 

journals.

During the experiment. The students were encouraged to select any type, 

kind, or quantity of reading material available which was suited to their level, and 

read the text outside the class at their own pace. Each student was requested to 

keep their own journal, and the record was to be checked from time to time by the 

teacher. Sections of mini-discussion were arranged for them to talk to each other 

about what they were reading. The teacher was reminded personally by mail(for 

the first two months), or by phone (for the rest of the time) to recommend books 

to the students and to encourage them to read and keep journals. The teacher 

needed to encourage students to take detailed notes, because the journal entries 

covering what they had read and what their comments were would offer 

information about their grammar ability and the record could be used to test the 

correlation between reading and grammar tests.

Despite the impracticality of implementing book presentations in the classroom 

context, as claimed by the teacher, it was still suggested that the teachers should 

arrange and tape students’ book presentations if time permitted.

After the experiment. The same test was given to all students again at the

end of the experimental period (see appendix D). The post-test was administered 

in class. It required about 45 minutes to complete. In addition, questionnaire II 

was distributed, eliciting their self-evaluation and reactions about the project. 

Each student’s journal was also collected for analysis.
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3.3 Limitations of the study

3.3.1 A ccuracy of student self-report

Entries in the self-reported reading journals proved to be problematic. They 

generally lacked veridical accuracy. For example, many students apparently found 

it inconvenient to record the length of time they spent on free reading as well as 

the number of pages they read. Some did not record such data and others reported 

unbelievable data (e.g. 200 pages in 30 minutes). Therefore, checking the 

students’ journals was usually used only as a back-up to ensure and reconfirm 

other data. To some extent this was anticipated since all self-report data may carry 

distortions. However, the lack of even basic, easy-to-fill-in reports and the wild 

estimates (cited above) exceeded expectations and were disappointing.

3.3.2 Teacher co-operation

While few teachers were likely to disagree with the free reading programme in 

principle, they were keenly aware of the time and effort involved in achieving 

these ideals and, therefore, many turned down the proposal for participation. 

They may have believed that their participation might have required more time 

and effort than the researcher anticipated and, in fact, more than was found to be 

necessary by the teachers who did participate. In view of the students’ apparent 

lack of participation in the post-test questionnaire and the seeming doubts, and 

suspicions of teachers who were contacted, and their readiness to find reasons not 

to take part, it might be concluded that not only students, as subjects, lack 

enthusiasm to be involved in reading. Teachers also, it seems, find it difficult to 

be involved, even though it seems highly likely that their students’ English in 

general, and their reading, in particular , would benefit greatly in the long term 

and, perhaps, raise their exam scores. As noted earlier, the lack of a research 

culture among university staff is also a factor which may help to explain 

disappointing levels of teacher participation. If such a research culture could be
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developed, teachers, and even students, might be helped to see themselves as 

stakeholders and beneficiaries in the research process, in general, and in the 

practical reading outcomes of the present project. For those who were committed 

to help, an excessively tight schedule of normal teaching had prevented them 

from implementing the original design of the research project even though it had 

been designed to minimise disturbance of the classroom teaching as much as 

possible.

It was inevitable that the teachers’ time would be drawn upon and extra work 

would be necessary in order to carry out the required procedures. As the research 

was conducted by the teachers rather than the researcher, the success of the free 

reading programme relied heavily on their co-operation. This depended on their 

following the planned procedures, such as checking journals, recommending 

reading materials and modelling reading.

3.3.3 Book supply

The ideal situation would be to supply every subject with the reading material that 

students might wish for and an appropriate level, but in practice this is not always 

easy to fulfil. In an attempt to supply the subjects with reading material, a 

collection of single copies of brief texts, such as Readers’ Digest, abstracts of 

readers, short stories, or short articles from reading textbooks and newspapers, 

had been prepared for the study. This task of assembling texts was given up, 

mainly because a collection of reading materials to suit all levels and all tastes 

required excessive effort and was impractical to be accomplished single-handed. 

When assistance was sought from librarians in preparation of more reading 

material for the folder, they raised concerns about copyright and questioned the 

necessity to acquire permission from each publisher to reproduce its publications, 

since the study was going to be implemented in Taiwan and they didn’t know 

whether the participating universities were licensed to copy. It is not entirely clear 

how , if the original plan to provide a collection of photocopied materials had
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been fulfilled, this might have had a positive effort on teaching, and their 

students’ participation. No doubt the provision of an attractive range of 

contemporary English language materials, chosen for a wide range of topics and 

including many short texts, would have seemed attractive and encouraging, at 

least at last, and this could have benefited the project. In the event, and following 

the librarians’ advice, providing access to books seemed a more practicable 

solution to make free reading more accessible in quantity. The teachers were 

requested to guide students to access to public libraries or bookstores, and to 

encourage them to share books with others. More information needed to be 

provided for the students to locate a wide range of titles and genres. This meant, 

of course, that much of the actual locating of suitable reading material remained 

up to students’ initiative and this seems somewhat fragile composed to the 

original research design to provide graded readers and a photocopied collection of 

articles of interest.
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4. DATA ANALYSIS

“A big man has no time really to do anything but just sit and be big.”

 Scott Fitzgerald, The Side of Paradise, 1920

“There are two motives for reading a book: one, that you enjoy it, the other 
that you can boast about it.”

 Bertrand Russell, The Conquest o f Happiness

Introduction

Following the description of the design of the study, this chapter reports 

the procedures of data collection and analysis of the results. Data in the 

study consisted of answers to the questionnaires about reading attitudes 

and habits, the grammar proficiency tests, and reading journal entries. Statistical 

analyses of quantitative data were performed using the Statistical Package for the 

Social Sciences (SPSS) personal computer software.

Data obtained from the above sources were used to investigate if there were any 

significant differences between the comparative groups in terms of four identified 

variables: gender (female vs. male), continuity (continuous vs. discontinuous), the 

grammar test (high-scoring vs. low-scoring), and university (University A vs. 

University B). Gender differences have been found in many previous studies 

regarding free voluntary reading (Davies, 1986; Elley, 1994). Thus, the sample 

was divided into female and male groups to compare their differences. To 

determine if continuous reading was related to the subjects’ reading practices, the 

sample was divided into two groups (continuous and discontinuous students) 

based on the answer to the question in the questionnaire survey: Do you read 

continuously during the semester? Similarly, to determine if grammar proficiency
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was related to the subjects’ reading practices, the sample was divided into two 

groups (high-scoring and low-scoring) based on the scores of CAE grammar test. 

Students scoring in the top 25 percent were assigned to the high-scoring group, 

while the bottom 25 percent were allocated to the low-scoring group. In a 

preliminary analysis it was found that the classes within University B (classes B 

and C ) were far more similar than they were different. It was decided, therefore, 

to tabulate Class B and Class C as a single group. The combined University B 

group was then compared with University A to determine whether university 

differences might influence the free voluntary reading of the students.

4.1 Methods of interpreting the results

4.1.1 Method of interpreting the test

Paired t-test comparisons were performed to determine whether there were any 

significant differences between pre-test and post-test and between each part of the 

grammar tests. Independent t-tests were also undertaken to compare the 

differences between gender, continuity, grammar score and university 

comparative groups. Differences were assumed to be significant if five (or fewer) 

out of 100 random samples yielded a t value equal to or greater than the one 

obtained i.e., the significance level for this study was set at p < .05. The .05 level 

is taken to determine the significance decision in a large number of studies in 

linguistics, education and the social science and present study follows this 

established level. Considering the size of the sample was not large enough to get 

consistent results significant at the .05 or higher level, differences significant at 

the . 10 level and close to .05 level were highlighted to raise concern.

4.1.2 Method of interpreting the questionnaire

Frequency counts were performed to all questions in Q1 and Q2. More 

comparisons were made to similar questions in Q1 and Q2, such as reading
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preference and reading difficulties, in order to examine differences between and 

after the free reading programme. The significance of any notable differences in 

responses were statistically tested using a chi-square test. Differences were 

assumed to be significant if there was at least a five in one hundred possibility that 

the differences were due to chance (p<.05). With respect to the small size of the 

sample, differences close to .05 level were again marked to raise attention.

To be a valid test of significance, chi-square usually requires the most expected 

frequencies (/e‘s) to be 5 or larger. This is always true for a two-by-two table. If

a test involves a larger than a two-by-two table, a few exceptions are allowed as 

long as (a) no/e is less than one and (b) no more than 20% of the/e‘s are less than

5. Otherwise, the table needs to be modified by collapsing or combining 

categories until all/e’s satisfy the size criteria (Sirkin, 1995).

In this study, the tables are two-by-two tables. When any /e was less than 5, 

Fisher’s Exact Test was used in place of the chi-square test.

4.1.3 The process of selecting from reading journal data

Qualitative data obtained from the reading journal were not immediately 

accessible for analysis as quantitative data, but required to be selected and 

systematically analysed in order to draw valid meaning from it. The qualitative 

data, though difficult to analyse, were full of rich information about the reading 

experiences of the subjects. Moreover, the journals were useful in supplementing 

and illustrating the quantitative data obtained from the questionnaire surveys.

In order to generate trustworthy results, there were three stages in analysing the 

qualitative data (Miles and Huberman, 1994): Data reduction, data display,

drawing conclusions and verification. At the first stage, the author examined the 

students’ notes and left out those appeared to be unreasonable (e.g. a student 

claiming to have read 200 pages in 30 minutes) and those which recorded items 

not connected with the purpose of this research (e.g. notes for Chinese reading).
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At the second stage, all the journals selected were coded into duration (for how 

many days the journals was kept), amount of time (how long did each reading 

take), number of pages, type of reading material (e.g. fiction, magazines) and 

notes (e.g. vocabulary, summary). Based on the type of note keeping, students 

were then classified into three groups (recalcitrant, slow, and assimilated readers). 

The information was consequently organised and assembled in each group into the 

five categories mentioned above, so that it was easier to draw justified 

conclusions. The final stage was conclusion drawing and verification. The 

attempts at this stage were to locate recurring patterns, make 

contrasts/comparisons, and generate meaning from the findings. The conclusions 

were consequently weighted with evidence gained from questionnaire surveys to 

check their validity.
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4.2 Questionnaires

As explained in Chapter 3, two questionnaire surveys were administered to a 

group of 89 university students. 96.6% of the first questionnaire and 70.8% of the 

second questionnaire were returned41. The surveys asked about several aspects of 

reading habits and attitudes:

(1) daily reading habits;

(2) the subject’s purposes for reading (e.g., intellectual, work, leisure, functional);

(3) type of reading preference (e.g., books and newspapers);

(4) the amount of time spent in free voluntary reading (the frequency and length);

(5) factors hindering continuous reading (e.g. vocabulary difficulty, no time to 
read);

(6) metacognitive strategies of being a good reader (e.g. concentration, regular 
reading);

(7) the reader’s perception of the free reading program;

(8) selection of reading material (e.g. met with before, subject appeal);

(9) provision of reading material (e.g. personal purchase, public library); and

(10)the subject’s Chinese reading attitudes and habits (e.g. the type of reading 
material, time spent on reading).

Since the data collected was in the form of Likert scale responses, they were 

grouped into frequencies. Subsequently, a series of Chi-square calculations was 

performed on the means and frequencies to examine significant differences in the 

reading habits and attitudes of the subjects varying in gender, continuity, score, 

and university.

41 As mentioned in Chapter 3, three out o f 89 students could not take the pre-test and questionnaire I due to sickness and 
twenty-three students either were absent or dropped out at the time o f  administration o f  the post-test and questionnaire II, 
leaving 63 subjects for the final analyses.
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4.2.1 General opinions and attitudes about reading

Overall students. To investigate past reading experience, students were requested 

to state their agreement (using a six point Likert scale) on 9 statements regarding 

their past English reading experience. The mean ratings on the questionnaire 

surveys are shown in Table 4.1. As a whole, their rating of these statements in 

both questionnaires was positive: more than 60% of the subjects indicated

slightly agree to strongly agree on all statements but two, “I can read 

uninterruptedly” and “I often talk with someone about something I have read”. 

59.3% of the subjects in Q1 and 46% of the subjects in Q2 were in favour of 

uninterruption of reading, and merely 14.8% and 9.5% of the subjects respectively 

in Q1 and Q2 agreed that they often talked about the book read. Among these 

statements, the highest mean rating was achieved with “like reading English 

material”, ranking midway between “agree” to strongly agree”, and the lowest 

mean rating was with “often talk with someone about something” they had read, 

ranking close to “slightly disagree”.

Table 4.1 Overall students’ reading experience

Questions Before After
Experiment Experiment

Mean SD Mean SD
I have time to read. 2.41 0.93 2.86 1.22
I can concentrate on reading well. 3.04 1.09 3.25 1.08
I can read uninterruptedly. 3.32 1.18 3.52 1.18
I like reading English material. 1.91 0.87 2.24 1.12
I have a lively imagination. 2.77 1.08 2.92 1.43
I like to note down good sentences. 2.85 1.21 3.30 1.28
I have learned lots of words from reading. 2.38 0.99 2.67 0.93
I can find books I like to read. 2.90 1.03 2.83 1.01
I often talk with someone about something I have read. 3.70 1.23 3.81 1.26
1 =  strongly agree, 2 =  agree, 3 =  sligh tly  agree, 4  =  sligh tly  d isagree, 5 =  disagree, 6  =  strongly  d isagree

A paired t-test revealed that significant differences were found for three of the 

nine statements: having time to read (t = 2.84, p < .01), liking reading ( t = 2.34,

School o f  Education, University o f  Leicester 171



Chapter 4: Data Analysis

p < .05), and noting down good sentences (t = 3.97, p < .001). The results 

indicated that after the experiment the subjects didn’t think so much as they felt 

before, that they had time to read, that they liked reading, and that they liked to 

note down good sentences. No significant differences were found with respect to 

the remaining six statements, although in all cases ( except for “finding books” ) 

the means were lower after the experiment than before.

Gender groups. As shown in Table 4.2, a clear difference was found 

between female and male students on the statement: “I can concentrate on

reading well”. More female students gave negative answers than did male 

students; however, the difference was marginally significant ( p = .056).

Table 4.2 Gender differences in reading experience

Questions 
(Chi-square, / / s / / e‘s)

Male Female P Value

I have time to read. Positive 19/19 54/54 0.658A
Negative 2/2 6/6

I can concentrate on reading well. Positive 19/16 41/44 0.056t
Negative 2/5 18/15

I can read uninterruptedly. Positive 11/13 37/35 0.406
Negative 10/8 22/24

I like reading English material. Positive 18/20 59/57 0.515A
Negative 3/1 1/3

I have a lively imagination. Positive 18/16 43/45 0.198
Negative 3/5 17/15

I like to note down good sentences. Positive 13/14 41/40 0.590
Negative 8/7 19/20

I have learned lots of words from reading. Positive 20/19 57/58 0.569A
Negative 0/1 3/2

I can find books I like to read. Positive 14/16 48/46 0.240A
Negative 7/5 12/14

I often talk with someone about something I have 
read.

Positive 11/9 27/28 0.438
Negative 9/11 33/32

t  Marginally significant difference at 0.05 level 
A Fisher’s Exact Test
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Continuity groups. The results indicated that there was wide variation between 

continuous students and discontinuous students regarding the ability to find books 

they liked to read (see Table 4.3; x2obt = 5.27, df = 1, p < .05). Additionally, the 

perception about “having a lively imagination” was marginally significant 

different at .05 level (x2obt = 3.73, df = 1, p = .053).

Table 4.3 Continuity differences in reading experience

Questions 
(Chi-square, / / s / / e‘s)

Continuous Dis
continuous

P Value

I have time to read. Positive 31/29 42/44 0.233A
Negative 1/3 6/4

I can concentrate on reading well. Positive 26/23 34/37 0.185
Negative 5/8 14/11

I can read uninterruptedly. Positive 22/19 26/29 0.135
Negative 9/12 22/19

I like reading English material. Positive 32/30 44/46 0.145A
Negative 0/2 4/2

I have a lively imagination. Positive 28/24 33/37 0.053T
Negative 4/8 15/11

I like to note down good sentences. Positive 24/22 30/32 0.242
Negative 8/10 18/16

I have learned lots of words from 
reading.

Positive 32/31 44/45 0.267A
Negative 0/1 3/2

I can find books I like to read. Positive 29/25 33/37 0.021*
Negative 3/7 15/10

I often talk with someone about 
something I have read.

Positive 30/31 46/45 0.562A
Negative 2/1 1/2

t  Marginally significant difference at 0.05 level
* Significant difference at 0.05 level
A Fisher’s Exact Test
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Score groups. Differences due to score were examined to determine if

there were any differences between high-scoring and low-scoring students with 

respect to their reading experience. Data presented in Table 4.4 shows that no 

significant differences were found between the groups.

Table 4.4 Score differences in reading experience

Questions 
(Chi-square, / / s / / e‘s)

Hi-
score

Low-
score

P Value

I have time to read. Positive 14/13 13/12 ' 1.000A
Negative 0/1 0/1

I can concentrate on reading well. Positive 8/8 8/8 0..816
Negative 5/5 6/6

I can read uninterruptedly. Positive 7/7 7/7 0.841
Negative 6/6 7/7

I like reading English material. Positive 12/13 14/13 0.481A
Negative 2/1 0/1

I have a lively imagination. Positive 11/11 11/11 1.000A
Negative 3/3 3/3

I like to note down good sentences. Positive 8/10 12/10 0.208A
Negative 6/4 2/4

I have learned lots of words from reading. Positive 12/13 14/13 0.481A
Negative 2/1 0/1

I can find books I like to read. Positive 10/10 11/11 1.000A
Negative 4/4 3/3

I often talk with someone about something I have 
read.

Positive 5/5 6/6 0.816
Negative 8/8 8/8

A Fisher’s Exact Test
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University groups. The data were then analysed to examine the differences 

between University A and University B students. Table 4.5 showed that there 

were no significant differences between the groups (all p > .05).

Table 4.5 University differences in reading experience

Questions 
(Chi-square, / / s / / e‘s)

Univ.
A

Univ.
B

P Value

I have time to read. Positive 29/30 44/43 0.709A
Negative 4/3 4/5

I can concentrate on reading well. Positive 27/25 33/35 0.237
Negative 6/8 44/42

I can read uninterruptedly. Positive 21/20 27/28 0.578
Negative 12/13 20/19

I like reading English material. Positive 31/31 46/46 1.000A
Negative 2/2 2/2

I have a lively imagination. Positive 26/25 35/36 0.547
Negative 7/8 13/10

I like to note down good sentences. Positive 22/22 32/32 1.000
Negative 11/11 16/16

I have learned lots of words from reading. Positive 31/32 46/45 0.565A
Negative 2/1 1/2

I can find books I like to read. Positive 26/25 36/37 0.692
Negative 7/8 12/11

I often talk with someone about something I 
have read.

Positive 14/16 24/22 0.446
Negative 19/17 23/25

A Fisher’s Exact Test
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4. 2.2 Perceptions of reading benefits

Overall students. Students were asked to indicate on a six-point scale their 

perceptions of reading in benefiting their reading comprehension, writing style, 

grammar, spelling, vocabulary, and English proficiency. Table 4.6 presents the 

mean ratings and standard deviations for these items on Q1 and Q2. The highest 

mean ratings were 1.75 in Q1 and 2.00 in Q2, indicating that “reading benefits 

reading comprehension” was agreed with. Of the subjects, 98.8% in Q1 and 

100% in Q2 gave positive answers on this statement. The perception that 

“reading benefits grammar” received the lowest mean scores, 2.88 in Q1 and 3.17 

in Q2. In descriptive terms of the survey, these rank around “slightly agree”. The 

percentage of positive responses on this statement was not so high, being 81.5% 

in Q1 and 69.8% in Q2 .

Table 4.6 Overall students’ perception of reading benefits

Questions Before After
Experiment Experiment

Mean SD Mean SD
I think reading benefits my reading comprehension. 2.00 0.74 1.75 0.97
I think reading benefits my writing style. 2.49 1.09 2.32 1.15
I think reading benefits my grammar. 3.17 1.40 2.88 1.44
I think reading benefits my spelling. 2.94 1.40 2.67 1.33
I think reading benefits my vocabulary. 2.16 0.75 1.81 0.79
I think reading benefits my general English proficiency. 2.06 0.69 1.86 1.10
1 = strongly agree, 2 = agree, 3 = slightly agree, 4 = slightly disagree, 5 = disagree, 6 = strongly disagree

The data were then analysed using paired t-tests to determine if there were 

differences between Q1 and Q2. There was a significant difference (t = 2.27, df = 

57, p < .05) on the statement, “I think reading benefits my grammar.” There were 

no significant differences on the other statements.
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Gender groups. A Chi-square analysis revealed that there were no 

significant differences between female and male students (see Table 4.7).

Table 4.7 Gender differences in perceptions of reading benefits

Questions 
(Chi-square, / / s / / e‘s)

Male Female P Value

I think reading benefits my reading 
comprehension.

Positive
Negative

20/20 60/60

I think reading benefits my writing style. Positive 19/18 54/55 0.673A
Negative 1/2 6/5

I think reading benefits my grammar. Positive 17/17 49/49 1.000A
Negative 3/3 9/9

I think reading benefits my spelling. Positive 18/18 49/49 1.000A
Negative 3/3 9/9

I think reading benefits my vocabulary. Positive 21/21 59/59 1.000A
Negative 0/0 1/1

I think reading benefits my general English 
proficiency.

Positive 19/19 58/58 1.000A
Negative 1/1 2/2

A Fisher’s Exact T est
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Continuity groups. The results provided in Table 4.8 using a Chi-square 

analysis suggest that there were no differences in regard to reading benefits 

between continuous and discontinuous students.

Table 4.8 Continuity differences in perceptions of reading benefits

Questions 
(Chi-square, / / s / / e‘s)

Continuous Dis
continuous

P Value

I think reading benefits my reading 
comprehension.

Positive 3 2 / 3 2 47/47
Negative

I think reading benefits my writing 
style.

Positive 32/29 41/43 0.231A
Negative 1/3 6/5

I think reading benefits my grammar. Positive 27/25 38/44 0.348A
Negative 3/5 9/7

I think reading benefits my spelling. Positive 27/27 39/39 1.000A
Negative 5/5 7/7

I think reading benefits my vocabulary. Positive 31/32 48/48 0.400A
Negative 1/0 0/0

I think reading benefits my general 
English proficiency.

Positive 37/31 48/47 0.400A
Negative 1/0 0/1

A Fisher’s Exact Test
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Score groups. Chi-square analyses performed for each of the six aspects

revealed significant differences only in spelling (x obt = 5.51, df = 1, p < .05), 

indicating that the low-scoring students thought that reading benefited their 

spelling (see Table 4.9).

Table 4.9 Score differences in perceptions of reading benefits

Questions 
(Chi-square, / / s / / e‘s)

Hi-
score

Low-
score

P Value

I think reading benefits my reading 
comprehension.

Positive 14/14 14/14
Negative

I think reading benefits my writing style. Positive 13/14 14/14 1.000A
Negative 1/0 0/0

I think reading benefits my grammar. Positive 11/12 13/12 0.595A
Negative 2/1 1/2

I think reading benefits my spelling. Positive 9/11 14/12 0.040A
*Negative All 0/2

I think reading benefits my vocabulary. Positive 14/14 14/14
Negative

I think reading benefits my general English 
proficiency.

Positive 14/14 14/14
Negative

* Significant difference at 0.05 level 
A Fisher’s Exact Test
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University groups. Similar analyses were performed to determine if there were

any differences between university groups with respect to their perceptions of 

reading benefits. No significant differences were found for reading

comprehension, writing style, grammar, spelling, vocabulary, and general English 

proficiency (see Table 4.10).

Table 4.10 University differences in perceptions of reading benefits

Questions 
(Chi-square, / / s / / e‘s)

Univ.
A

Univ.
B

P  Value

I think reading benefits my reading 
comprehension.

Positive 33/33 47/47
Negative

I think reading benefits my writing style. Positive 28/30 45/43 0.118A
Negative 5/3 2/4

I think reading benefits my grammar. Positive 25/27 41/40 0.214A
Negative 7/5 5/7

I think reading benefits my spelling. Positive 27/27 40/40 1.000A
Negative 5/5 in

I think reading benefits my vocabulary. Positive 32/33 48/47 0.407A
Negative 1/0 0/1

I think reading benefits my general English 
proficiency.

Positive 31/32 46/45 0.565A
Negative 2/1 1/2

A Fisher’s Exact Test
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4.2.3 Frequency and amount of time

Frequency o f English reading. Table 4.11 presents the frequency and 

percentage with which students reported reading each category of reading 

material: books, comics, newspapers, and magazines. Newspapers are, in

general, read more than books or other materials. Students reported reading 

newspapers once or twice a week on average. The mean values for frequency of 

reading books, comics and magazines were 3.89, 4.16 and 4.03, which indicates a 

value close to once or twice a month.

Table 4.11 Reported frequency of English reading

Books Comics Newspapers Magazines
f  % f  % f  % f  %

More than once a day 2 3.2 2 3.2 3 4.8 1 1.6
Once a day 7 11.1 1 1.6 14 22.2 6 9.5
Once or twice a week 16 25.4 13 20.6 19 30.2 14 22.2
Once or twice a month 17 27.0 24 38.1 12 19.1 18 28.6
Less than once a month 13 20.6 15 23.8 13 20.6 17 27.0
Never 8 12.7 8 12.7 2 3.2 7 11.1
n = 63

Amount o f time in English reading. The differences with regard to the

amount of time spent on the four different kinds of reading material were also 

examined. As shown in Table 4.12, more than 50% of all students spent 15-60 

minutes reading newspapers and magazines, less then 30 minutes reading comics, 

and more than 30 minutes reading books. It is noteworthy that 2 students 

reported that they spent more than 3 hours each time they read comics.

Table 4.12 Reported amount of time in English reading

Book Comics Newspaper Magazine
f % f % f % f %

More than 3 hours 2 3.2 2 3.2 0 0 0 0
1 - 3 hours 15 23.8 7 11.1 8 12.7 12 19.0
1 /2 -1  hour 19 30.2 13 20.6 18 28.6 17 27.0
1 5 -3 0  minutes 11 17.5 17 27.0 24 38.1 19 30.2
Less than 15 minutes 10 15.9 15 23.8 10 15.9 10 15.9
Not available 6 9.5 9 14.3 3 4.8 5 7.9
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4.2.4 Factors hindering continuous reading

Overall students. Figure 4.1 shows the top-five reasons that caused the 

subject to stop reading English material for enjoyment. About 50% of the 

responses indicated that “no time to read”, “not knowing what to read” and 

“vocabulary difficulty” were the major reasons. It appears that after the free 

reading program, “no time to read” became the main reason that stopped them 

from reading continuously. The interpretation of this (and some other figures) 

remains complex. However, first, the drop-out figures, i.e. students who 

participated but did not turn up to fill in the final questionnaire, have an unknown 

effect. It is not known precisely why they dropped out or in which ways they 

might have answered (although statistical significance tests obviously take 

account of the actual numbers who did complete questionnaires). Second, it is 

possible that involvement in the programme has raised students’ horizons 

regarding reading (in a sense, this is a major aim of the project); this is seen in 

“reading benefits my comprehension” response. If so, “not having time” becomes 

proportionally more of an issue - clearly students do have time, since they are 

reading as part of the programme. However, if they are enjoying reading they 

might well wish for even more time to read ; this is a “higher” horizon. In 

contrast, as they read more, with success, other responses in this category of 

hindering factor decline; vocabulary difficulties, not knowing what to read, etc. 

become relatively less important.
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Don't know what to 
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Figure 4.1 The overall percentage of reading difficulties

Gender groups. For male students, vocabulary difficulty (75%) was the

main concern, whereas only 38.5% of the female students indicated that

vocabulary difficulty hindered them from reading continuously (see Table 4.13)42.

Table 4.13 Gender differences in reading difficulties

Reasons Pet of Reasons Pet of
Male (n  = 16) subjects Female( n = 39) subjects

Vocabulary difficulty 75.0 Don’t have time to read 59.0
Don’t know what to read 62.5 Don’t know what to read 51.3
Don’t have time to read 50.0 Vocabulary difficulty 38.5
No books match my interest 50.0 No one asked me to read 30.8
No one asked me to read 31.3 Grammar difficulty 20.5

12 Ideally, these data will be tested significant differences. Considering small sample size, test o f  significant differences 
are not performed except where numbers are sufficiently large. This point about not carrying out possible test o f  
significance applies also to the data display in Tables 4.14, 4.20, 4.22, 4.23, 4.24.

49.1

56.4

54.5

□  before programme 

B after programme
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Score groups. The magnitude of responses is clearly shown in Table 4.14.

A much higher frequency of responses with regard to no time to read was 

reported by high-scoring (100%) than by low-scoring (72.7%) students. For low- 

scoring students, “don’t know what to read”, “English phobia”, and “vocabulary 

difficulty” seemed to trouble them more.

Table 4.14 Score differences in reading difficulties

Reasons Pet of Reasons Pet of
High-score ( n -15 ) subjects Low-score (n  = 15) subjects

Don’t have time to read 100.0 Don’t have time to read 63.5
Don’t know what to read 37.5 Don’t know what to read 45.5
Vocabulary difficulty 37.5 Vocabulary difficulty 72.7
No one asked me to read 37.5 English phobia 45.5
No books match my interest 25.0 No books match my interest 27.7
Grammar difficulty 25.0 Grammar difficulty 27.7

University groups. Similar results were obtained from university groups.

About half of the students indicated that time and reading material with suitable

level for them were the major causes., which resulted in their inability to read

continuously (see Table 4.15).

Table 4.15 University differences in reading difficulties

Reasons Pet of Reasons Pet of
University A ( n =24 ) subjects University B (n  = 31) subjects

Don’t have time to read 58.3 Don’t know what to read 58.1
Don’t know what to read 50.0 Don’t have time to read 54.8
Vocabulary difficulty 50.0 Vocabulary difficulty 48.4
No one asked me to read 25.0 No one asked me to read 35.5
No books match my interest 25.0 Grammar difficulty 25.8
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4.2.5 Purpose for reading

Overall students. Nine purposes for reading were described on the survey:

(1) To solve a problem, (2) for study, (3) for information,
(4) for getting a job, (5) to kill time, (6) for pleasure,
(7) for course requirements, (8) for increasing knowledge, and
(9) for examinations.

Subjects were asked to select no more than three purposes in accordance with 

their typical reading habits.

Figure 4.2 illustrates the major reasons for reading in English. For study, for 

increasing knowledge, for information, for pleasure and for course requirements 

comprised 87.5% of the responses in Ql. Only 2 out of the 83 valid cases 

indicated that reading was for problem solving, a critical reading skill alleged by 

educators. Though the top-five purposes were the same in Ql and Q2, the 

rankings obtained were relatively different. After the program, a large proportion 

of responses described the value of reading for pleasure (from 36.1% and ranking 

4 in Ql to 64.5% and ranking 1 in Q2), while the percentage of reading for study 

decreased dramatically from 71.1 (ranking = 1) to 27.4 (ranking = 4). This 

finding confirms that a major aim of the programme has apparently been fulfilled 

to develop interest, pleasure and enjoyment in reading.
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Figure 4.2 The overall percentage of reading purposes

A frequency count was performed to examine differences among the four 

comparative groups regarding reading purposes. The majority of subjects across 

all four comparative groups indicated “for study” and “for increasing knowledge” 

as the most frequent purposes for which they undertook English reading. The 

following tables list for each group the five major purposes for English reading. 

Differences between groups were highlighted and brought to the reader’s 

attention.

Gender groups. As shown in Table 4.16, reading for getting a job was 

valued by male students (23.8%), while more than 40% of the female students 

indicated that they read for pleasure. The results also revealed that “for 

increasing knowledge” was given more weight by female students (72.6%) than 

male students (47.6%).
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Table 4.16 Gender differences in reading purposes (before the program)

(the top 5 reasons)
Purposes Percent of Purposes Pet of

Male ( n = 21) subjects Female ( n = 62 ) subjects
For study 61.9 For study 74.2
For increasing knowledge 47.6 For increasing knowledge 72.6
For course requirements 38.1 For pleasure 41.9
For information 33.3 For information 38.7
For getting a job 23.8 For course requirements 22.6

Continuity groups. Similar patterns were found between continuity groups. 

The results show that reading for pleasure was more likely to be described as a 

reading purpose more by continuous students than by discontinuous students (see 

Table 4.17). This response is probably to be expected; students who give up 

(discontinue) probably do not enjoy reading.

Table 4.17 Continuity differences in reading purposes

(the top 5 reasons)

Purposes Percent of Purposes Pet of
Continuous (n  = 31) subjects Discontinuous ( n = 47) subjects

For increasing knowledge 74.2 For study 68.1
For study 71.0 For increasing knowledge 57.4
For pleasure 51.6 For course requirements 34.0
For information 41.9 For information 34.0
For course requirements 19.4 For pleasure 29.8
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Score groups. It is worth noting that a substantial number of low-scoring

students read primarily for study purposes, corresponding to 93.3%. Consistent 

with the results found in gender groups, the major difference lay in that more than 

50% of the high-scoring students read for pleasure, while more than one-fourth of 

the low-scoring students read for the purpose of getting a job (see Table 4.18).

Table 4.18 Score differences in reading purposes

(the top 5 reasons)

Purposes 
High-score (n  = 15)

Percent of 
subjects

Purposes 
Low-score (n  = 15)

Pet of 
subjects

For study 73.3 For study 93.3
For increasing knowledge 73.3 For increasing knowledge 80.0
For pleasure 53.3 For information 40.0
For information 40.0 For course requirements 26.7
For course requirements 26.6 For getting a job 26.7

University groups. As presented in Table 4.19, there was no wide variation 

between University A and University B students with regard to reading purpose.

Table 4.19 University differences in reading purposes

(the top 5 reasons)

Purposes 
University A ( n = 34)

Percent of 
subjects

Purposes 
University B ( n -  49 )

Pet of 
subjects

For study 76.5 For increasing knowledge 71.4
For increasing knowledge 58.8 For study 67.3
For information 35.3 For information 38.8
For pleasure 35.3 For pleasure 36.7
For course requirements 29.4 For course requirements 24.5
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4.2.6 Reading preference

Overall students. Students chose short stories (62.4% in Ql; 54.8% in Q2) 

and magazines (56.5% in Ql; 46.8% in Q2) as the most preferred reading 

material (see Figure 4.3). There were great differences between Ql and Q2 in 

the categories of classics and material related to study. Before the program, 

44.7% of the students reported that they liked to read classics for enjoyment, but 

only 29% of the students indicated their preference for the choice after the 

program. The percentage of students reporting that they liked to read material 

related to study for enjoyment increased from 29.4% to 43.5%.
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classics 
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Newspapers
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study
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Figure 4.3 The overall percentage of reading preference
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Gender groups. About 60% of the female students preferred classics. By 

contrast, only 10% of the male students liked classical literature. It appears that 

male students preferred to read short articles as the top-five choices were 

generally short (see Table 4.20).

Table 4.20 Gender differences in reading preference

(the top 5 reasons)
Category 

Male ( n = 20 )
Pet of 

subjects
Category 

Female (n  — 65)
Pet of 

subjects
Comics 50.0 Short stories 67.7
Magazines 50.0 Classics 58.5
Short stories 45.0 Magazines 55.4
Humour 40.0 Humour 50.8
Newspapers 35.0 Comics 40.0

Continuity groups. Like male students, discontinuous students gave priority to 

short articles (see Table 4.21). For continuous students, the most popular reading 

material was magazines. 71.9% of the continuous students indicated that they 

liked magazines, while only 46.8% of the discontinuous students expressed that 

they enjoyed reading magazines.

Table 4.21 Continuity differences in reading preference

(the top 5 reasons)
Category 

Continuous (n  = 32)
Pet of 

subjects
Category 

Discontinuous ( n = 47)
Pet of 

subjects
Magazines 71.9 Short stories 51.1
Short stories 68.8 Humour 51.1
Classics 50.0 Comics 46.8
Humour 43.8 Magazines 42.5
Newspapers 43.8 Newspapers 38.2
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Score groups. Distinctive patterns were found in high-scoring and low-

scoring students (see Table 4.22). Newspapers, film and TV tie-ins were ranked 

within the top-five list of high-scoring students but were given low priority by 

low-scoring students. Out of 16 choices, newspapers and tie-ins corresponded to 

the 10 and 13 ranks.

Table 4.22 Score differences in reading preference

(the top 5 reasons)

Category 
High-score (n  = 15)

Pet of 
subjects

Category 
Low-score (n  = 15)

Pet of 
subjects

Short stories 73.3 Humour 66.7
Magazines 73.3 Short stories 53.3
Newspapers 53.3 Magazines 53.3
Humour 53.3 Comics 53.3
Film & TV tie-ins 40.0 Material related to study 40.0

University groups. As previous studies show that classical literature was 

consistently given low ratings in most countries (Elley, 1994), it is unusual that 

classics were ranked the first by students at University A. In addition, 40% of the 

students expressed that they preferred film and TV tie-ins, which like classics are 

likely to be long. In contrast, students at University B preferred short reading 

material. More than 60% of the students preferred short stories, humour and 

comics.

Table 4.23 University differences in reading preference

(the top 5 reasons)

Category 
Univ. A ( n = 35 )

Pet of 
subjects

Category 
Univ. B ( n = 50 )

Pet of 
subjects

Classics 57.1 Short stories 68.0
Short stories 54.3 Magazines 64.0
Magazines 45.7 Humour 64.0
Film & TV tie-ins 40.0 Comics 48.0
Comics 34.3 Newspapers 36.0
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4.2.7 Metacognitive strategies of being a good reader

Overall students. Figure 4.4 shows the 8 out of the 14 options,

arranged in order of popularity for all students. “Like reading”, “concentrate 

well”, “read regularly” and “have lots of time for reading” were chosen by more 

than half of the respondents as the important ways to become a good reader. 

Among them, liking reading was given the most weight, with 83.7% of the 

students supporting the view.

Like reading 
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of words
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Figure 4.4 The overall percentage of metacognitive strategies
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Gender groups. Table 4.24 reveals a similar pattern of popularity for both 

gender groups. Male students gave more weight to having lots of time for reading 

(Male: 66.7%; Female: 49.2%), and having a lively imagination (Male: 52.4%; 

Female: 29.2%).

Table 4.24 Gender differences in metacognitive strategies

(the top 5 reasons)

Category Pet of Category Pet of
Male (n  = 21) subjects Female ( n = 65 ) subjects

Like reading 85.7 Like reading 83.1
Have lots of time for reading 66.7 Concentrate well 69.2
Concentrate well 66.7 Read regularly 58.5
Have a lively imagination 52.4 Have lots of time for reading 49.2
Read regularly 47.6 Read a lot of books 38.5

Continuity groups. As shown in Table 4.25, more continuous students (84.4%) 

gave priority to concentrating well than did discontinuous students (60.4%). 

Larger differences between continuous and discontinuous students were found 

with having a lively imagination and reading a lot of books. 46.9% of the 

continuous students were in favour of having a lively imagination, whereas only 

29.2% of the discontinuous students were so. In contrast, 28.1% of the 

continuous students supported the view that one improved one’s reading by 

reading a lot of books, but still 25.8% of the discontinuous students saw some 

virtue in this strategy.

Table 4.25 Continuity differences in metacognitive strategies

(the top 5 reasons)

Category Pet of Category Pet of
Continuous (n  = 32) subjects Discontinuous ( n = 48) subjects

Like reading 87.5 Like reading 81.3
Concentrate well 84.4 Concentrate well 60.4
Read regularly 56.3 Have lots o f  time for reading 54.2
Have lots o f time for reading 56.3 Read regularly 54.2
Have a lively imagination 46.9 Read a lot o f  books 45.8
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Score groups. More students in the high-scoring group gave priority to

concentrating well (see Table 4.26). Additionally high-scoring students (46.7%) 

gave more weight to “talking with somebody about something you read” than did 

low-scoring students (33.3%).

Table 4.26 Score differences in metacognitive strategies

(the top 5 reasons)

Category Pet of Category Pet of
High-score (n  = 15) subjects Low score (n  = 15) subjects

Like reading 86.7 Like reading 80.0
Concentrate well 80.0 Concentrate well 66.7
Read regularly 66.7 Have lots of time for reading 66.7
Have lots of time for reading 60.0 Read regularly 60.0
Talk with sb. about sth. you read 46.7 Read a lot of books 40.0

University groups. Inspection of Table 4.27 reveals a similar pattern of 

popularity for both university groups. Although University A students gave more 

weight to reading a lot of books and University B students saw more virtue in 

having a lively imagination, the differences were not large.

Table 4.27 University differences in metacognitive strategies

(the top 5 reasons)

Category Pet of Category Pet of
Univ. A ( n = 36) subjects Univ. B (n  = 50) subjects

Like reading 80.6 Like reading 86.0
Concentrate well 66.7 Concentrate well 70.0
Have lots of time for reading 61.1 Read regularly 58.0
Read regularly 52.8 Have lots of time for reading 48.0
Read a lot of books 38.9 Have a lively imagination 38.0
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4.2.8 Selection o f reading material

Overall students. Figure 4.5 shows students’ reports of their

major sources of books for free reading. It is clear from the percentages in the 

figure that subject appeal was the most popular criterion for book selection, 

followed by “met with before” and “recommended by others”. “A gift”, “read 

this book before” and “cover looked interesting” were weighted in the last three 

places, corresponding to 3.2%, 9.7% and 9.7% respectively.
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Figure 4.5 The overall percentage in book selection

Gender groups. The largest difference between male and female students 

was “seen on TV or movies”. About half of the male students gave priority to 

this factor, whereas only one-fourth of the female students read books that had 

been seen on TV or in movies. Table 4.28 lists the top-five options, arranged in 

order of popularity for each gender group.
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Table 4.28 Gender differences in ways of selecting reading material

Selection Pet of Selection Pet o f

Male (n  = 13) subjects Female (  n =  47) subjects
Subject appeal 69.2 Subject appeal 55.3
Recommended by classmates/friends 61.5 Recommended by the teacher 44.7
Met with before 46.2 Recommended by classmates/friends 44.7
Recommended by the teacher 46.2 Met with before 44.7
Seen on TV or movies 46.2 The book was on best seller list 31.9

Continuity groups. Table 4.29 presents the ways of selecting reading material 

by the continuity groups. Met with before was a criterion for the selection of a 

book in 65.4% of continuous students, whereas only 29% of discontinuous 

students selected books that they had met with before.

Table 4.29 Continuity differences in ways of selecting reading material

Selection Pet of Selection Pet o f

Continuous (n  = 26) subjects Discontinuous (n  =  31) subjects

Subject appeal 65.4 Subject appeal 51.6
Met with before 65.4 Recommended by classmates/friends 48.4
Recommended by classmates/friends 50.0 Recommended by the teacher 45.2
Recommended by the teacher 46.2 Seen on TV or movies 32.3
The book was on best seller list 34.6 The book was on best seller list 32.3
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Score groups. Half of the high-scoring students read books on best seller

lists; however, only 26.7% of the low-scoring students did so. There are no other 

score differences that are worthy of note (see Table 4.30).

Table 4.30 Score differences in ways of selecting reading material

Selection Pet of Selection Pet of

High-score (n  = 15) subjects Low-score (n  = 15) subjects

Subject appeal 71.4 Subject appeal 60.0
Recommended by classmates/friends 50.0 Recommended by classmates/friends 53.3
The book was on best seller list 50.0 Met with before 53.3
Met with before 42.9 Recommended by the teacher 40.0
Recommended by the teacher 35.7 Seen on TV or movies 33.3

University groups. The main differences between university groups was that 

60% of the students at University A read books recommended by the teacher, but 

merely 35.7% of the students at University B used the criterion to select books for 

free reading. Table 4.31 presents the ways in which university groups select their 

reading material.

Table 4.31 University differences in ways of selecting reading material

Selection Pet of Selection Pet of

Univ. A ( n = 20) subjects Univ. B ( n = 42 ) subjects
Recommended by the teacher 60.0 Subject appeal 59.5
Subject appeal 55.0 Recommended by classmates/friends 47.6
Met with before 45.0 Met with before 47.6
Recommended by classmates/friends 45.0 Recommended by the teacher 35.7
The book was on best seller list 40.0 The book was on best seller list 26.2
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4.2.9 Provision o f reading material

The majority of subjects across all four comparison groups indicated purchasing 

books as the most frequent manner in which they obtained books, followed by 

borrowing from friends, from university and public libraries, and obtaining as a 

gift (see Figure 4.6).
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Figure 4.6 Sources of reading material read throughout study

Table 4.32 shows that relatively more female (87.5%) and high-scoring (86.7%) 

students indicated purchasing books most often when compared to their 

counterparts. It appears that across all groups, male and low-scoring students 

indicated borrowing books from friends (Male: 61.5%; Low-score: 60.0%) and 

school library (Male: 53.8%; Low-score: 53.3%) more often. The least popular 

source was “gift”, ranging from 9.4% to 15.4% of students in each group 

indicated the manner of obtaining reading material.

Table 4.32 Percentage of responses regarding the provision of reading material

Gender Continuity Score University
Source M F C D H L A B

Personal purchase 61.5 87.5 84.6 81.3 86.7 73.3 85.7 81.0
Borrowing from friends 61.5 45.8 50.0 46.9 46.7 60.0 47.6 50.0
School library 53.8 43.8 46.2 43.8 40.0 53.3 38.1 47.6
Public library 7.7 18.1 26.9 9.4 20.0 13.3 9.5 19.0
Gift 15.4 10.4 15.4 9.4 13.3 13.3 9.5 11.9
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4.2.10 Chinese reading habits and attitudes

Liking reading in Chinese. 97.7% of the surveyed students gave positive 

answers to this question, among whom 47.7% indicated their strong agreement. 

Only 2 students “slightly disagree” with the question.

Chinese reading preference. Table 4.33 presents the percentage of

reported reading preference in Chinese. The most preferred categories for 

students overall were newspapers and magazines, followed by classics (third), 

romance, short stories, comics and humour (seventh). Least popular overall were 

war novels, material related to study and biography, which were listed in the last 

three places. Gender differences in Chinese reading patterns revealed that male 

students preferred comics, whereas female students reported more reading of 

classics and romance. Continuous students gave higher priority to classics, and 

newspapers were more popular to discontinuous students. A clear contrast was 

found between score groups, and the larger differences favouring high-scoring 

students were romance and short stories. University A students reported greater 

reading of classics than University B students.

Table 4.33 Percentage of reading preference in Chinese

Overall Gender Continuity Score University
M F C D H L A B

Newspapers 50.0 57.1 47.7 56.2 45.8 73.3 50.0 41.7 56.0
Magazines 50.0 57.1 47.7 37.5 52.1 46.7 57.1 47.2 52.0
Comics 40.7 76.2 29.2 40.6 45.8 46.7 28.6 30.6 48.0
Classics 45.3 14.3 55.4 53.1 39.6 40.0 35.7 61.1 34.0
Romance 43.0 19.0 50.8 46.9 37.5 26.7 57.1 33.3 50.0
Short stories 43.0 33.3 46.2 46.9 41.7 33.3 71.4 41.7 44.0
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Frequency o f Chinese reading. The majority of the subjects reported 

reading Chinese newspapers once or more than once a day. The average mean 

value for book reading was 3.05, indicating a value close to once or twice a week. 

However, one-fifth of the subjects reported reading books for more than once a 

day. Students reported reading magazines (M = 3.64) and comic books (M = 

4.13) once or twice a month on average. Table 4.34 presents the frequency and 

percentage of the four kinds of Chinese reading reported by the students.

Table 4.34 Reported frequency of Chinese reading

Books Comics Newspapers Magazines
f % f % f % f %

More than once a day 17 20.0 1 1.2 13 15.1 2 2.3
Once a day 5 5.9 3 3.5 47 54.7 2 2.3
Once or twice a week 32 37.6 22 25.6 23 26.7 33 38.4
Once or twice a month 19 22.4 23 26.7 1 1.2 38 44.2
Less than once a month 12 14.1 32 37.2 1 1.2 10 11.6
Never 0 0 5 5.8 0 0 1 1.2
n =  86

4.2.11 Perceptions about free voluntary reading program and its effect

1. (a) Which part o f the free reading program did you enjoy most? Why did you 
like it best?

(b) And which part did you not like? Why did you think so?

When asked which parts of the free voluntary reading program they enjoyed and 

disliked most, 87.5% of the students who answered the question indicated free 

reading as the most favourite part, and 57.1% of the responded students indicated 

that keeping a journal was the main dislike. Nevertheless, 15 students did not 

answer the first question and 35 did not answer the second one. It is assumed that 

they either did not have any like or dislike, or did not want to answer these 

questions, for if they checked one answer, they had to explain their reason for 

choosing that answer (see Section 3.2.2.1).
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2. Will you continue free reading after the program ?

58.7% of the students gave positive answers, 39.7% gave negative answers, and 

1.6% indicated that they did not know.

3. Did you recommend reading material to your classmates? I f  so, have your 
classmates started reading the material you recommended?

46% (n = 29) of the students recommended books to their classmates, while

50.8% ( n = 32) indicated that they did not. 2 students did not respond this

question. Among the 29 students, 17 confirmed that their classmates read the

material they recommended.

4. Has the free reading program made any difference to your reading in Chinese?

10.3% of the responded students indicated that they read less in Chinese. Slightly 

over half of the respondents indicated that it did not make any difference. Only 

1.7% of the respondents indicated that they read more in Chinese. 34.5% of the 

respondents chose the option, “I don’t know”.

4.2.12 Teacher questionnaire

Teachers were asked to describe their reading instruction during the project 

covering how often they check students’ journals, administer reinforcement 

activities, and whether they had difficulties conducting these activities. If so, 

what difficulties did they have? A further question was designed to investigate 

how they encouraged their students to read more. The space provided for 

suggestions and comments was to elicit their opinions toward the program and 

their experience of administering the programme. The information gathered from 

the teacher’s questionnaire was to detect the problems experienced from the 

teacher’s viewpoint, and help to upgrade the program in order to meet the needs 

and abilities of students as well as practical classroom teaching.
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The results show that the teachers checked students’ journals once a month for 

about 5 - 10  minutes. Mini-discussions were administered twice a week for about 

15 to 20 minutes in the classes at University B. It became a routine activity and 

the students were interested in participation. One book presentation was arranged 

during the semester, but it was not successful, partly through lack of motivation, 

and partly because of the heavy workload imposed on students so that they did not 

have time to read anything but textbooks. By contrast, the teacher at University 

A never administered either mini-discussions or book presentations because of a 

tight schedule. She stated that there were too many national holidays during the 

semester. Accordingly, it was difficult to cover all the lesson plans in the 

remaining class meetings, let alone administer extra mini-discussions and book 

presentations. She emphasised that the requirements for passing the course had 

resulted in a great workload on the students. Moreover, all of the textbooks and 

teaching material were written in English, which created more difficulties for 

students to meet the requirements. In her comments, she mentioned that the class 

was chosen as she thought the class was at the school of arts and would have been 

more keen to read than the other class she was teaching at the medical school, but 

to her great disappointment they turned out to be less motivated and less 

conscientious in learning. The class, she said, was the least studious one in 

comparison with all the other classes she had ever taught.

The strategies utilised to encourage reading were “discussing books or authors 

with students”, “grouping students and enabling them to undertake common 

tasks”, and “encouraging students to talk about their reading matter and share 

their reactions with one another.

School o f  Education, University o f  Leicester 202



Chapter 4: Data Analysis

4.3 Pre-test & post-test

The results of the grammar proficiency test are illustrated in the following tables 

and figures. The overall results are reported first. Further analyses are then 

undertaken to compare the differences of pre-test and post-test results by gender, 

continuity, score and university. Finally, a summary of all the results is presented.

4.3.1.1 All students

Although the results of the post-test were better than the pre-test, a t-test 

comparison of the mean scores of all students in the study on the pre- and post

tests showed that there were no significant differences between the two (see Table 

4.35).

Table 4.35 Analysis of t-test for pre-test and post-test differences of all students

T - test Mean S.D. T Degrees of 2 Tail
Value Freedom Prob.

Pre-test 61.8 15.1 1.30 58 0.199
Post-test 64.0 14.3

Subsequent comparison of the mean scores for each part revealed no differences 

which were significant; however, the difference on the first part was marginal (see 

Table 4.36; p = .059).

Table 4.36 Analysis of t-test for the differences of test parts in pre-test 
and post-test of all students

( Part 1 )
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test 62.8 15.9 1.92 58 0.059T
Post-test 65.3 16.8

( Part 2 )
T - test Mean S.D. T Degrees of 2 Tail

Value Freedom Prob.
Pre-test 47.7 18.1 0.64 58 0.522
Post-test 48.8 19.2
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( Part 3 )
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test 75.1 25.6 0.59 58 0.556
Post-test 77.1 24.8
t  Marginally significant difference at .05 level

4.3.1.2 Gender comparison

Female students. Table 4.37 presents the means, standard deviations and t- 

tests of female students between pre- and post-tests. There were no significant 

differences with regard to whole tests and their parts.

Table 4.37 Analysis of t-test for pre-test and post-test differences of female students

(Female)
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test 63.2 14.9 0.99 45 0.328
Post-test 64.9 14.9

( Part 1)
T - test Mean S.D. T Degrees of 2 Tail

Value Freedom Prob.
Pre-test 64.3 15.7 1.49 45 0.144
Post-test 66.6 16.5

( Part 2 )
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test 48.1 18.9 0.95 45 0.349
Post-test 49.9 19.2

( Part 3 )
T - test Mean S.D. T Degrees of 2 Tail

Value Freedom Prob.
Pre-test 77.1 26.2 0.54 45 0.593
Post-test 79.1 26.0
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Male students. Table 4.38 presents the means, standard deviations and t-

test results of male students between pre- and post-tests. Although the mean gain 

made by male students was 6.1, matched t-test comparisons of the pre- and post

test means reveals no statistically significant differences.

Table 4.38 Analysis of t-test for pre-test and post-test differences of male students

(Male)
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test
Post-test

56.8
62.9

15.7
8.5

1.54 11 0.151

( Part 1 )
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test
Post-test

58.1
62.4

16.5
17.9

1.47 11 0.171

( Part 2 )
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test
Post-test

47.2
48.7

15.8
15.0

0.52 11 0.615

(Part 3 )
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test
Post-test

66.5
70.9

23.4
20.2

0.46 11 0.655
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Female vs. male students. Figure 4.7 reveals that female students 

outperformed male students on both pre- and post-tests. However, it is 

noteworthy that male students made greater gains on the grammar test than did 

female students. As a result, their differences gradually narrowed from 6.4 to 2.
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Figure 4.7 Pre-test and post-test comparisons on gender groups
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4.3.1.3 Continuity comparison

Continuous students. From the results provided in Table 4.39, it clearly

emerges that continuous students improve substantially between pre- and post

tests. This was to be expected. A statistically significant difference was found on 

part 1 of the tests (p < .001).

Table 4.39 Analysis of t-test for pre-test and post-test differences of continuous students

(Continuous)
T - test Mean S.D. T Degrees of 2 Tail

Value Freedom Prob.
Pre-test 64.9 15.8 1.69 23 0.105
Post-test 69.3 12.6

(Part 1 )
T - test Mean S.D. T Degrees of 2 Tail

Value Freedom Prob.
Pre-test 64.3 16.1 5.34 23 <0.001
Post-test 73.2 16.6 ♦♦♦

( Part 2 )
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test 49.1 21.0 1.14 23 0.267
Post-test 52.1 20.3

( Part 3 )
T - test Mean S.D. T Degrees of 2 Tail

Value Freedom Prob.
Pre-test 81.3 25.6 0.67 23 0.510
Post-test 85.1 28.0

*** Significant difference at .001 level
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Discontinuous students. Mean scores, and standard deviations for 

discontinuous students in pre- and post-tests are presented in Table 4.40. A t-test 

analysis on pre- and post-test results determined that there were no significant 

differences between the whole tests and their parts. The mean scores of the first 

part dropped from 61.8 to 59.2. Apart from this, the mean scores of the other 

parts in the post-test were slightly higher than those in the pre-test, but the 

differences were small.

Table 4.40 Analysis of t-test for pre-test and post-test differences of discontinuous students

(Discontinuous)
T - test Mean S.D. T Degrees of 2 Tail

Value Freedom Prob.
Pre-test 58.8 14.0 0.76 30 0.451
Post-test 60.4 13.6

( Part 1 )
T - test Mean S.D. T Degrees of 2 Tail

Value Freedom Prob.
Pre-test 61.8 15.0 1.61 30 0.118
Post-test 59.2 13.0

( Part 2 )
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test 45.8 15.1 0.96 30 0.345
Post-test 47.9 15.8

( Part 3 )
T - test Mean S.D. T Degrees of 2 Tail

Value Freedom Prob.
Pre-test 69.0 25.5 0.39 30 0.697
Post-test 71.0 22.2
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Continuous vs. discontinuous students. Continuous students had higher mean 

test scores (pre-test: M = 64.9; post-test: M = 69.3) as compared with

discontinuous students (pre-test: M = 58.8; post-test: M = 60.4). The mean gain 

made by continuous students (Gain score mean = 4.4) appears to be much larger 

than that made by discontinuous students (Gain score mean = 1.6). There was a 

significant difference with post-test (t = 2.26, p < .05). Figure 4.8 illustrates the 

wide gap between continuous and discontinuous students.

Continuous

Discontinuous

70 -

£
8

ID

50 -

40
Post-testPre-test

Figure 4.8 Pre-test and post-test comparisons on continuity groups
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4.3.1.4 Score comparison

High-scoring students. The means and standard deviation for high-scoring

students between pre- and post-test and each part are presented in Table 4.41. The 

high-scoring students obtained scores consistently higher on post-test than pre

test. However, no contrasts were statistically significant.

Table 4.41 Analysis of t-test for pre-test and post-test differences of high-scoring students

(High-score)
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test 75.3 9.5 1.70 14 0.111
Post-test 78.8 6.0

( Part 1 )
T - test Mean S.D. T Degrees of 2 Tail

Value Freedom Prob.
Pre-test 73.7 13.0 1.87 14 0.083
Post-test 79.6 14.6

(Part 2 )
T - test Mean S.D. T Degrees of 2 Tail

Value Freedom Prob.
Pre-test 57.0 17.2 1.16 14 0.264
Post-test 60.1 14.9

( Part 3 )
T - test Mean S.D. T Degrees of 2 Tail

Value Freedom Prob.
Pre-test 85.6 12.6 1.51 14 0.154
Post-test 90.8 7.4
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Low-scoring students. There were no significant differences between pre

test and post-test performance; however, the mean differences of the whole test (t 

= 2.06, p = .059) and the first part (t = 2.21, p = .053) were marginal at the .05 

level (see Table 4.42).

Table 4.42 Analysis of t-test for pre-test and post-test differences of low-scoring students

(Low-score)
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test
Post-test

43.6
47.3

5.1
8.8

2.06 14 0.059T

(Part 1 )
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test
Post-test

45.8
52.8

10.7
11.4

2.21 14 0.0531

(Part 2 )
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test
Post-test

36.3
40.2

16.4
16.8

1.56 14 0.141

( Part 3 )
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test
Post-test

49.5
55.9

12.9
18.0

1.91 14 0.076

t  Marginally significant difference at .05 level
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High-scoring vs. low-scoring students. Both high-scoring and low-scoring 

students made similar gains on post-test as compared to pre-test scores. 

Therefore, the gap between high-scoring and low-scoring students was still large 

though slight narrower: the differences in means were 31.7 on pre-test and 31.5 

on post-test (see Figure 4.9).
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Figure 4.9 Pre-test and post-test comparisons on score groups
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4.3.1.5 University comparison

University A students. Despite a slightly increased performance on the

second part of the grammar test (difference in mean scores = +0.6), Table 4.43 

reveals that the mean scores of the other parts reduced on the post-test as 

compared to pre-test (difference in mean scores = -3.2 & -7.8). However, no 

significant differences were found with respect to the test and its sub-parts.

Table 4.43 Analysis of t-test for pre-test and post-test differences of students at University A

(University A)
T - test Mean S.D. T Degrees of 2 Tail

Value Freedom Prob.
Pre-test 71.0 11.7 1.46 17 0.163
Post-test 68.7 11.3

( Part 1 )
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test 66.3 17.0 1.55 17 0.139
Post-test 69.5 18.6

( Part 2 )
T - test Mean S.D. T Degrees of 2 Tail

Value Freedom Prob.
Pre-test 58.0 17.2 0.21 17 0.837
Post-test 58.6 16.3

( Part 3 )
T - test Mean S.D. T Degrees of 2 Tail

Value Freedom Prob.
Pre-test 87.5 14.8 1.78 17 0.092
Post-test 79.7 18.7
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University B students. As shown in Table 4.44, there was significant

difference between pre-test and post-test on University B students (t = 2.18, p < 

.05). No other contrasts were statistically significant.

Table 4.44 Analysis of t-test for pre-test and post-test differences of students at University B

(University B)
T - test Mean S.D. T Degrees of 2 Tail

Value Freedom Prob.
Pre-test 57.8 14.7 2.18 40 0.035
Post-test 62.4 15.2 *

( Part 1 )
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test 61.2 15.4 1.35 40 0.184
Post-test 63.5 15.8

( Part 2 )
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test 43.2 16.8 0.62 40 0.538
Post-test 44.6 19.0

( Part 3 )
T - test Mean S.D. T

Value
Degrees of 
Freedom

2 Tail 
Prob.

Pre-test 69.6 27.5 1.75 40 0.088
Post-test 76.9 27.4
* Significant difference at .05 level
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University A vs. University B students. The magnitude and direction of the 

differences between university groups are clearly shown in Figure 4.10. It is 

noteworthy that University B students made substantial improvement from 57.8 to 

62.4. On the contrary, the mean scores of University A students decreased from 

71 to 67.7. Independent t-test comparisons of the pre- and post-test means for the 

university comparative groups revealed that there were no significant differences 

between students at these two universities. Even though the University B students 

made greater gains, University A students still outperformed University B 

students.
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Figure 4.10 Pre-test and post-test comparisons on university groups
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4.3.1.6 Test comparisons between all comparative groups

Table 4.45 presents the differences in means scores for pre-test and post-test 

between all comparative groups. Apart from the scoring of comparative groups, 

university groups were significantly different from each other on the pre-test as 

revealed by independent t-test (t = 2.65, p < .05). Significant differences also 

existed between continuous and discontinuous students on post-test (t = 2.26, p < 

.05).

Table 4.45 Comparisons of differences in mean scores for pre-test and post-test by groups

T - test Mean S.D. T Value Degrees of 
Freedom

2 Tail 
Prob.

Pre-test Male 56.8 14.3 1.64 80 0.105
Female 63.2 14.3
Continuous 64.9 14.7 1.54 74 0.128
Discontinuous 58.8 13.7
High-score 75.3 5.5 20.53 28 <0.001
Low-score 43.6 4.8 ***

University A 71.0 13.6 2.65 81 0.010
University B 58.7 13.9 *

Post-test Male 62.9 8.2 0.73 36 0.471
Female 64.9 14.9
Continuous 69.3 12.4 2.26 55 0.028
Discontinuous 60.4 13.8 *

High-score 78.8 11.9 6.18 28 <0.001
Low-score 47.3 9.6
University A 68.7 11.6 1.80 61 0.077
University B 62.4 15.0

* Significant difference at .05 level 
*** Significant difference at .001 level
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Subsequent analysis on each part of the grammar test are presented in the 

following tables. Table 4.46 shows that there was significant difference at .01 

level between continuous and discontinuous students on the first part of post-test.

Table 4.46 Comparisons of differences in mean scores for part 1 of pre-test
and post-test by groups

T - test Mean S.D. T
Value

Degrees of 
Freedom

2 Tail 
Prob.

Pre-test 
( Part I )

Male 58.1 16.4 1.53 81 0.130
Female 64.3 15.2
Continuous 64.3 15.8 1.26 75 0.212
Discontinuous 60.8 14.2
High-score 73.7 10.2 7.81 28 0.000

**♦Low-score 48.8 12.1
University A 66.3 15.7 1.23 82 0.222
University B 61.2 15.4

Post-test 
( Part I )

Male 62.4 17.5 0.72 58 0.474
Female 66.6 17.0
Continuous 73.2 16.2 3.10 55 0.003
Discontinuous 59.2 14.7 **

High-score 79.6 12.9 7.56 28 0.000
Low-score 52.8 9.9 ***

University A 69.5 18.7 1.72 61 0.091
University B 63.5 15.9

** Significant difference at .01 level 
*** Significant difference at .001 level
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Table 4.47 reveals that there was a wide variation between University A and 

University B students on the second part of pre-test (p < .05) and post-test (p < 

.01).

Table 4.47 Comparisons of differences in mean scores for part 2 of pre-test
and post-test by groups

T - test Mean S.D. T
Value

Degrees o f  
Freedom

2 Tail 
Prob.

Pre-test 
( Part II)

Male 47.2 16.1 0.08 81 0.939
Female 48.1 17.8
Continuous 49.1 19.8 0.77 75 0.444
Discontinuous 45.8 15.4
High-score 57.0 14.6 5.01 28 0.000

♦♦♦Low-score 36.3 17.4
University A 58.0 18.2 2.34 82 0.022

♦♦University B 43.2 15.8
Post-test 
( Part II)

Male 48.7 14.4 0.24 58 0.811
Female 49.9 19.0
Continuous 52.1 20.0 0.86 55 0.396
Discontinuous 47.8 15.5
High-score 60.1 14.9 4.00 28 0.000

♦♦♦Low-score 40.2 17.9
University A 58.6 16.1 3.05 61 0.003

♦*University B 44.6 18.8
** Significant difference at .01 level 
*** Significant difference at .001 level
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As shown in Table 4.48, there were no significant differences in the third part 

between all the comparative groups with the exception of score groups. A

marginal significant was found between university groups (t = 1.98, p = .051).

Table 4.48 Comparisons of differences in mean scores for part 3 of pre-test
and post-test by groups

T - test Mean S.D. T
Value

Degrees of 
Freedom

2 Tail 
Prob.

Pre-test 
( Part III)

Male 66.5 20.3 1.86 80 0.066
Female 77.1 25.4
Continuous 81.3 24.9 1.36 74 0.179
Discontinuous 69.0 24.8
High-score 85.0 12.9 9.46 28 0.000

***Low-score 49.5 17.5
University A 87.5 21.1 1.98 81 0.051
University B 69.6 26.0

Post-test 
( Part III)

Male 70.1 19.6 1.17 58 0.247
Female 79.1 25.7
Continuous 85.1 27.9 1.95 55 0.56
Discontinuous 70.0 21.9
High-score 82.8 20.9 2.31 28 0.028

♦*Low-score 55.9 25.0
University A 79.7 19.8 0.10 61 0.923
University B 76.9 27.1

** Significant difference at .01 level 
*** Significant difference at .001 level
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4.3.1.7 Summary

Figure 4.11 illustrates the overall results of pre-test and post-test. Although the 

mean scores of the post-test were better than those of the pre-test, the differences 

are small. The results also indicate that word-deleting questions in the second part 

seemed to be more difficult for the university students to answer than the 

multiple-choice format used in the other parts.
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Figure 4.11 Comparison of pre-test and post-test scores

Table 4.49 summarises the paired t-test results between pre-test and post-test 

scores. There were significant differences between the test results for University 

B students in the whole test, and on continuous students in the first part. A wide 

variation in performance was found in the first part for overall students, and for 

low-scoring student in the first part and overall test scores. No other contrast was 

statistically significant.
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■  Post-test

Overall Part I

77.1
75.1

Part II Part III
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5. FIN D IN G S AND DISCUSSION

Reading is like an infectious disease: it is caught not taught. And you can’t 
catch it from someone who hasn’t got it himself.

.................Christine Nuttall (1996: 229)

Give someone a fish and you feed them for a day, teach someone how to fish 
and you feed them for a lifetime.

.................Paraphrased from an Ancient Chinese Proverb

Introduction

Chapter 4 has presented descriptive analyses of quantitative and 

qualitative data gathered from tests, questionnaires and reading journals. 

This chapter tries to probe into the results obtained by comparing and 

discussing findings from the sources mentioned above. This is to look more 

deeply into the free voluntary reading habits and attitudes that the university EFL 

students reported, and to identify the discrepancies in the reading habits between 

the four variables of: gender, grammar scores, university and between those who 

continued free reading and those who did not. Additionally, when categories 

constructed from the analysis of data describe what was, or was not, happening in 

free voluntary reading events in the university students are combined with other 

research, the results of this study may help educators, especially those in Taiwan, 

to begin to understand the complexities of developing students’ reading habits and 

the necessity to promote free reading.

There are numerous empirical studies in free voluntary reading activity43, in 

particular related to reading in LI. This type of reading is known by various

43
Such as Anderson, Wilson, and Fielding (1988); Applebee (1978); Foertsch (1992); Stanovich and West (1989); 

Stanovich (1986); West, Stanovich, and Mitchell (1993); etc. See Chapter 2 for more details.
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names: SSR (sustained silent reading), self-selected reading, RR (recreational 

reading), DIRT (daily independent reading time), leisure reading, extensive 

reading, and book flood programmes. In comparison, there are comparatively few 

empirical studies in L2 free voluntary reading studies include: Elley & 

Mangubhai, 1983; Janopoulos, 1986; Mason, 1987; Hafiz & Tudor, 1989; Robb 

& Susser, 1989; Kanatani et al., 1994; Masuhara, et al, 1996; Gradman and 

Hanania, 1991; Pilgreen and Krashen, 1993; Cho and Krashen, 1994; Huang, 

1996; and Lee, 1996.

As well as the problem of there being comparatively few studies in L2 free 

reading, it is often debated whether findings from these studies can be applied to 

other situations. Thus, an understanding of both the features of text and the 

learner is essential to gain insights into the practice of free voluntary reading at 

university level on a regional basis. Previous work applicable to the current study 

was utilised as one way to probe external validity. An assessment of differences 

between comparative groups in the study, moreover, provides valuable 

information for the improvement of free reading programmes, and raises some 

questions and issues which warrant further discussion.

5.1 Overall patterns of free voluntary reading

This section tries to describe the patterns of free voluntary reading obtained in the 

study from two aspects: (1) the learner and (2) text. In respect of the learner, the 

focus is to probe into two main expressed causes of hindrance of reading 

continuously. These are ‘do not have time to read’ and ‘do not know what to 

read’. As to the text, the main concern is to investigate the differences between 

LI and L2 reading that the students reported in book selection and reading 

frequency, and then to discuss potential reasons for the difference. The purpose 

of this section is to discuss their attitudes as well as the behaviour reflected by 

these attitudes. For example, perceptions of free reading may influence 

viewpoints about reading purpose, and thus may reflect on the way students select
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books for free reading. Likewise, the nature of the text selected might influence 

their reading purpose and reading attitudes.

5.1.1 Time for reading

Though the percentages of positive responses dropped from 90.1% to 77.8%, the 

majority of respondents indicated that they had time to read. It was also noted 

that when asked why they stopped reading for enjoyment, over half of the 

respondents stated that they did not have time to read, the major reading difficulty 

amongst the twelve options provided. The findings appeared contradictory, but 

were not inexplicable. They perceived they had time to read, and at the 

beginning, most of them probably read for a couple of days or much longer. 

Presumably because they lost their interest in reading, or because their attention 

shifted to other interesting activities, they did not have time for free reading at the 

end. Notes from the reading journals revealed that free reading was given lower 

priority in the winter vacation, as a number of students stopped reading after 

Chinese New Year. The point was made explicitly several times in the notes of 

students’ reading journals:

“No reading....Because now it’s Chinese New Year!”

“Today is Chinese New Year, so I don’t read anything. I have a

wonderful vocation [vacation], and I don’t read in my vocation

[vacation]. So..., I’m sorry.

Inspection of the results of questions about reading preference and reading 

purpose as well as notes in reading journals showed that most students did not 

experience the joy of having the inability to put books down, which in turn 

resulted in their lack of enthusiasm in free reading. Rather than reading for 

pleasure, a number of the students indicated that they read for study. When asked 

what they liked to read during the free reading programme, 43.8% of the 

respondents reported they liked to read material related to study. Additionally,
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when asked what their reading purposes were, 64.8% and 45.9% of the responses 

in Q1 and Q2 respectively went to intellectual / academic pursuits (e.g. for study, 

for course requirements), whilst merely 15.1% of the responses in Q1 and 30.6% 

in Q2 went to the purpose of leisure (e.g. for pleasure, to kill time). The record in 

reading journals also showed that many kept notes of material related to study. 

Even though some seemed to read books of their interest, they read too little to 

trigger the desire to devour a book in a short time44. As a result, most of the 

students did not finish one book: Some kept changing from one book to another45; 

and others read at a slow pace46 move to end of sentence which inevitably 

hindered their comprehension and motivation to read continuously. For those 

who did not maintain their journal, it was reasonable to assume that the majority 

of them did not do much free reading. Here are some quotations from open- 

ended questions and written comments, which might supplement the assumption 

of little reading.

“Laziness”

“I do not take outside reading seriously.”

“I am lacking in perseverance, so sometimes I do not do outside

reading.”

“Sometimes, I read so little that I do not know what to record.”

“If the teacher had assigned some readings for our class to read, I

might not have quit reading due to laziness.”

44

The average range o f pages read for overall students in the 4-month period was 1.5 - 9.8 pages each time. Assimilated 
students read for 3.3 - 40.7 pages on average; slow readers read for 1.2 - 8.2 pages, and recalcitrant readers read for 1.5 - 
5.2 pages.

As shown in the records o f  reading journals, a student read up to 11 books in 24 days, such as 10 pages o f  The 
Adventures o f Tom Sawyer, 4 pages o f  Little Women, and 1 page o f Aesop’s Fables (The Bear and the Two Travellers).

Two students spent three days reading one page o f a grammar book and an easy text, The Turnip. One student spent 2 
hours and 10 minutes reading 3 pages o f  Anne o f Green Gables.
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Written comments from teachers’ questionnaires as well as personal conversation 

with the teachers verified that free reading was not expected to be a source of 

pleasure or an important means of learning. On the contrary, it was viewed as an 

extra work. They stated that the course requirements were comparatively higher 

than the level of the majority of the students47, so it imposed great demands on the 

students to spend much of their time studying textbooks. In addition, they also 

mentioned that it was not impossible to read for pleasure and keep journals if the 

students had not been lazy, but the relaxing spirit of the university prevented them 

from asking the students to do anything more. Both teachers and students are 

under considerable pressure. Comments made by the teachers could not be more 

clear:

“These students are very busy with their majors. Many of them do 

not have enough time to do this extra work, or rather they are 

lazy.”

“Not many of them would read books other than textbooks. Their 

course load is too heavy.”

“...Maybe they are really very busy. The only two journals I got 

back are from very good students. The others told me they did not 

write much...”

To summarise, partly due to heavy workload and partly due to laziness, the 

university students did not have time to read for pleasure. However, the problem 

is not that they did not have time to do free reading, but that they did not know, 

apparently, what pleasure reading really could be. When reading was viewed as 

studying, it would always be given lower priority than other leisure activities in 

their free time.

47
The teachers admitted that the course itself was challenging. What added more difficulties for students was that they 

needed to spend more time reading and coping with English academic reading material. More details are shown in Section 
4.1.12.

School o f  Education, University o f  Leicester 233



Chapter 5: Findings and Discussion

5.1.2 Locating appropriate reading material

Over three-quarters of the students surveyed reported that they were able to find 

books they liked to read. However, when asked why they did not continue 

English reading, “don’t know what to read” was ranked second in Q1 and third in 

Q2 on the list of 12 reasons hindering continuous reading48. It was difficult to 

interpret what was meant by those who provided these puzzling answers. 

However, judging from the many comments made, students did have problems in 

selecting books. Common points mentioned were as follows:

“Please recommend good English reading material.”

“I hope the teacher can recommend more good books for us; 

otherwise, I don’t know what book is worth buying.”

“Please assign a few good English books for us to read.”

“I always feel that my English ability is regressing, but I do not 

know what I should read to improve it.”

The evidence of questionnaire surveys suggested that students did not have a 

dislike of English reading. A substantial number of the students in Q1 and Q2 

showed that they liked free reading, and 85.7% of the respondents indicated they 

enjoyed free reading the most. More clues came from the written answers made 

by the respondents completing the open-ended question in regard to why they 

liked free reading.

“I enjoy free reading a lot because it allows me to read whatever I 

want without being restricted or controlled. Moreover, I can read 

as much or as little as I wish.”

“There is no pressure and restriction.”

The main reason was “do not have time”.

School o f  Education, University o f  Leicester 234



Chapter 5: Findings and Discussion

“I am able to read books of my interest and change to the others at 

my liberty”

“I learn more by reading books I like.”

“It’s free. No burden. I like to read actively.”

“English reading activity becomes my activity, which not only 

enhances my interest but makes me learn more.”

It could be concluded that little or non-reading was more a result of their inability 

to find the right books than a consequence of their avoidance in doing English 

reading. In addition, free reading requires students to be involved in active 

reading, that is, reading for the purpose of reading. However, the call for reading 

assignments revealed a picture of virtually passive models of learning. Some 

students apparently looked forward to direct instruction from the teacher. The 

findings in Ruddock and Hopkins’ (1984) research may give an explanation to the 

situation.

“It is not easy to develop confidence in one’s powers after a long 

and unbroken period of socialisation towards dependence on the 

teacher, and the spectre of the examination inevitably forces 

students back on to accepting the teachers’ questions (rather than 

their own) as guides to the proper routes of enquiry, and the 

teachers’ statements as a proper representation of meaning.” (p.

25)

A student illustrated the point very clearly in her comments, “To passive Chinese 

students, it is unlikely to find books of their interest and read, unless one shows 

great interest in reading, or free reading is part of the course requirements. 

Besides, good English books and magazines are not abundant. It requires effort to 

locate them. Until then it is possible to spend time and spare energy for free 

reading.”
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5.1.3 Metacognitive beliefs of being a good reader

Modest but positive correlations have been reported between reading and some 

encouraging factors, such as print-rich environment (Morrow, 1983; Neuman, 

1986; Greaney & Hegarty, 1987), comfort and quiet reading environment 

(Morrow, 1983; Greaney & Hegarty, 1987), discussing stories (Morrow & 

Weinstein, 1982, 1986), vocabulary (Greaney, 1980; Wells, 1985; Nagy, Herman 

and Anderson, 1985; Greaney and Hegarty, 1987; Anderson, Wilson and 

Fielding, 1988; West, Stanovich and Mitchell, 1993; Cho and Krashen, 1994; 

Lee, 1996), attitude (Smith, 1990a; Elley, 1994), and writing (Applebee, 1978; 

Anderson, Wilson and Fielding, 1988; Janopoulos, 1986; Lee, 1996).

In addition, research studies show that correlations are found between reading 

achievement and statements of metacognitive beliefs. The higher achieving 

students tended to give priority to liking reading, concentrating well, and using 

their imagination; whereas the low scores gave more weight to doing lots of 

reading homework, being told how to do it, and having lots of time available for 

reading (Elley, 1994). Though the correlations were not substantial as there were 

many exceptions to these trends, as claimed by Elley, it was anticipated that these 

beliefs as well as those encouraging factors mentioned above would somehow 

provide an indirect indicator of the university students’ reading performance.

Some contradictions were found between this present study and previous research 

studies. Table 5.1 lists the positive / negative relationships between reading and 

the characteristics of metacognitive statements found in previous studies.
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Table 5.1 Relationships of characteristics of metacognitive beliefs and reading in previous
studies

Metacognitive beliefs \ Characteristics j

Previous studies 
Relationship j Some research 
with reading j studies

Having lots of time for reading j amount of time - j Elley, 1994
Noting down good sentences j writing - 1 Foertsch, 1992

+ j Langerand 
j Applebee, 1987

Doing much reading for homework - j Elley, 1994
Having many good books available i print-rich 

! environment
+ j Morrow, 1983; 

j Neuman, 1986
Liking reading i attitude +
Concentrating well + j Elley, 1994
Learning the meaning of lots o f words i vocabulary + ! Cho and Krashen, 

| 1994
Having attempts at difficult articles ; drill - ; Elley, 1994

+ ! Elley, 1994
Having a lively imagination
Talking with someone about books j discussing + i Morrow &
being read j stories | 1 Weinstein, 1982, 

| 1986
Reading a lot o f books j quantity + j Krashen, 1993b
Selectively reading books of interests + ; Cho & Krashen, 1994 i
Reading regularly i frequency + ; Fielding and 

i Anderson, 1987; 
1 Elley, 1991

Having a lively imagination, having many good books available, talking with 

someone about something you read, and selectively reading books of interest were 

given less weight in this study, though previous studies show that there was a 

positive relationship between these beliefs and reading. On the other hand, 

having lots of time for reading and reading regularly were given relatively more 

priority by the students as important ways of being a good reader. It is worthy of 

note that the students saw relatively little value in ‘having many good books 

available’ and ‘reading selectively books of one’s interest only’. Merely five 

students gave emphasis to the strategy of having a print-rich environment, and no 

one believed that reading interesting reading material was a source of their 

strength in reading, which happens to be the essence of free reading. Instead, 

most (53.5%) seemed to support the view that one improved one’s reading by 

spending much time reading.
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The results imply that the students had no idea about the advantages of free 

reading, and that they perhaps had never had the experience of reading for its own 

sake, as drill or repetitive strategies such as ‘having attempts at difficult articles’, 

‘doing much reading for homework’, ‘having lots of written exercises’, and 

‘reading out loud while reading’ were valued even higher than interesting reading. 

In other words, the majority of students perceived practice and more practice, as a 

better means to be a good reader than reading in a natural way. This was 

confirmed by the finding that a substantial percentage of students indicated that 

they read for study. Of course, there may be other explanations for such a view, 

and this deserves further investigation.
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5.1.4 Reading choices in Chinese and English free reading

Table 5.2 summaries the preferences for reading English material before and after 

the free reading programme as well as reading preferences in Chinese, arranged in 

order of popularity for all students on Ql.

Table 5.2 Percentages of cases on reading preferences in English and Chinese

English
Ql Q2

Chinese

Short stories 62.4 54.8 43.0
Magazines 56.5 46.8 50.0
Humour 48.2 33.9 39.5
Classics 44.7 29.0 45.3
Comics 42.4 46.8 40.7
Newspapers 35.3 33.9 50.0
Material related to study 29.4 43.5 14.0
Film & TV tie-ins 25.9 22.6 24.4
Romance 24.7 19.4 43.0
Adventure / Thriller 18.8 14.5 25.6
Mystery/Horror/Ghost 15.3 11.3 22.1
Crime/Detection 12.9 8.1 20.9
Biographies 9.4 12.9 16.3
Science Fiction 5.9 3.2 23.3
War 3.5 3.2 7.0

As described in Section 4.1.6, the favourite categories in English reading were 

short stories, magazines and comics. Short stories and magazines were ranked 

first and second on both questionnaires. Reading of comics was given higher 

priority in the fifth and second ranks on Ql and Q2 respectively. The preferred 

category of books was short stories, followed by humour. This was in agreement 

with Elley’s findings (1994) that books of humour were the most popular book 

reading. However, there was some contradiction: Classics were ranked in one of 

the last three places in most countries in the 1994 research, but showed relatively 

high preference in the study. For these university students, the least preferable 

were books of war and science fiction.
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Inspection of reading preferences in English and Chinese revealed that there was 

wide variation in five categories: Short stories and material related to study were 

found to be in favour for English reading, whereas newspaper, romance and 

science fiction were preferred for Chinese reading.

It was noted that the largest difference lay in reading material related to study, 

which was ranked the last but one in Chinese reading but was placed considerably 

higher in English reading (ranking = 4 in Q2). The indication is that although 

academic reading might be beneficial for intellectual growth, it might not be very 

enjoyable to produce “flow”, a concept developed by Csikszentmihalyi (1991) 

about a state one reaches when one is deeply but effortlessly involved in an 

activity. In other words, academic reading might not be able to produce sufficient 

real enjoyment that can make oneself immersed in the reading and find great 

pleasure in it. And this perhaps could account for the discrepancy between 

Chinese and English academic reading: For these university students, textbooks 

either in Chinese or English languages were definitely to be read more for study 

than for pleasure. With regard to English reading, the high percentage of students 

indicating they preferred academic reading suggested that their English 

proficiency might not allow them to read as voraciously as they did in Chinese 

reading. Such linguistic difficulties, in turn, directed any English reading to 

English learning, and material related to study was the best reading source to 

improve their language proficiency. Examining results of questions about reading 

purposes and reading difficulties verified the assumption.

Nine reading purposes were described in the survey, which could be put into four 

categories: (1) for intellectual and/or academic pursuits (for study, course

requirements, exams and increasing knowledge), (2) for functional reasons (for 

information and to solve a problem), (3) for leisure (for pleasure, and to kill 

time), or (4) for occupational requirements (for getting a job). Subjects were 

asked to select no more than three purposes in accordance with their typical 

reading habits. Table 5.3 reveals that the most frequently mentioned purpose was
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still for intellectual / academic pursuits, though the percentage declined slightly 

after the programme. Students’ perception of reading for learning was further 

reinforced by their responses to the question ‘why don’t you read English material 

for enjoyment in your free time?’. Vocabulary difficulty was one of the major 

reasons that prevented them from reading continuously.

Table 5.3 Percentages of responses in English reading purpose

Ql Q2
Intellectual /  academic pursuits 64.8 45.9
Functional reasons 14.7 22.3
Leisure 15.1 30.6
Occupational requirements 5.3 1.2

It is obvious that newspapers are contemporary and with the breadth of interest 

they cover, they are likely to link with many of the current interests of students. 

As a consequence, over half of the students reported that they liked reading 

Chinese newspapers and read them once or more than once a day. Whereas 

English newspapers were read less often and preferred by less students. It was 

assumed that their lower popularity was not due to the content but due to 

problems of availability and mainly the obstacle of language.

Comparison of reading preferences in the subjects’ first language (Chinese) and 

second language (English) showed an interesting reading pattern. Student 

preference for comparatively long and complex reading material in LI (e.g. 

classics, science fiction) outweighed that in L2 (see Figure 5.1). On the contrary, 

there was a tendency to favour relatively short and easy reading material, such as 

short stories, magazines, and comics, in respect to L2 reading. It was also noted 

that a wider range of topics were preferred to be read in LI than in L2.
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70Material related to study War

BiographiesNewspapers

30
English (Q l)  

English (Q 2) 

 Chinese

Magazines Classics

Short stories Romance

Comics Film & T V  tie-ins

Science FictionHumour

My st ery/Horror/Gho st Aventrue /  Thriller

Crime/Detection

Figure 5.1 Radar chart of reading preferences in Chinese and English languages

Table 5.4 presents the average mean ratings for the four different kinds of reading 

materials: books, comics, newspapers, and magazines. There were some

differences in frequency of reading in Chinese and English languages. In general, 

students claimed to devote more attention to reading material in LI than in L2. 

The highest reported frequency in L2 was newspaper reading, and what was more 

common in LI were books and newspapers. The findings corresponded with 

Elley’s research: it was found that in Hong Kong and Singapore, newspapers 

were more widely read than books, comics and magazines (Elley, 1994).

Table 5.4 Mean ratings of the frequency of reported free 
reading

Books Comics Newspapers Magazines
English reading 3.89 4.16 3.11 4.03
Chinese reading 3.05 4.13 2.15 3.64
1 = more than once a day; 2 = once a day; 3= once or twice a week; 
4 = once or twice a month; 5 = less than twice a month; 6 = never
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To summarise, the findings suggest that L2 proficiency played a significant role 

in the cases for selecting English books for and reporting frequency of free 

voluntary reading.

5.1.5 Provision o f reading and selection strategies

In addition to what the students preferred to read, the other categories of data 

which are related to text include (a) where they obtained reading material, and (b) 

how they made their voluntary reading choices.

Students’ voluntary reading provision in this study concurs with results reported 

in some previous research (Heather, 1981; Smith, 1990a). Reading materials are 

most often obtained through purchases, and it seems likely that book ownership is 

the most effective means of ensuring the availability of books and implies a 

commitment to reading as a source of learning and leisure. Although university 

and public libraries could provide a variety of reading choices available to 

students, they were not the predominant source of reading material, and their 

popularity was lower than borrowing from friends. An increase in the use of 

libraries should be encouraged and the collections of reading material made 

available also need to be expanded in order to cope with students’ needs and 

interests.

Strategies of ‘subject appeal’ and ‘met with before’ were utilised by over half of 

the students surveyed. The data also shows that students valued the advice of 

others when choosing books: the advice of both teachers and peers. 

Corresponding with the findings of previous research (Southgate et al, 1981; 

Heather, 1981), the results suggest that content was a basic criterion for the 

selection of a book by the university students.
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5.2 Gender differences in free voluntary reading

The results of gender group comparisons suggest that female students tended to 

have problems in time management, as more female than male students reported 

that they could not concentrate on reading, and that they did not have time for 

reading. It is also noted that fewer female students thought that having lots of 

time for reading was an important way to become a good reader.

Gender differences in voluntary reading patterns are presented in Table 5.5. The 

higher z-score is denoted by M (for male students) and F (for female students), 

and the bold letters show when the absolute values of z-score difference is greater 

than 1. This makes diverse reading choices obvious. Female students reported 

more reading of classics and romance, whereas male students showed a greater 

tendency than female students in comic reading.

Table 5.5 Differences of reading choices in English and Chinese 
by gender groups

Gender groups English
Ql Q2

Chinese

Short stories F F F
Magazines F F M
Humour F M M
Classics F F F
Comics M M M
Newspapers F F M
Material related to study F F F
Film & TV tie-ins F F F
Romance F F F
Adventure / Thriller M M M
Mystery/Horror/Ghost M M M
Crime/Detection M M F
Biographies M F M
Science Fiction M M M
War M M M

Comparing reasons for English reading choices with reasons for stopping reading, 

it was found out that more male than female students indicated that they had
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vocabulary difficulty and preferred short reading material. However, there were 

no statistical differences between them in pre-test and post-test.

5.3 Continuity differences in free voluntary reading

Before the free reading program, no statistical difference was found on the 

grammar test in continuity groups. However, continuous students in the study 

showed remarkable gains in the four-month period, in particular on the first part 

of the test (see Table 4.49). In addition, more of them reported that they could 

find books they liked to read and more read for pleasure. Though more 

continuous than discontinuous students tended to like magazine reading and more 

discontinuous students preferred books of humour, in general, there was no wide 

variation in reading preferences. Table 5.6 summaries the differences of reading 

choices in continuity group. The higher z-score is denoted by C (for continuous 

students) and D (for discontinuous students), and the bolded letter shows when 

the absolute value of z-score difference is greater than 1.

Table 5.6 Differences of reading choices in English and Chinese 
by continuity groups

Continuity groups English
Q1 Q2

Chinese

Short stories C C C
Magazines C c C
Humour D D D
Classics C C C
Comics D D D
Newspapers C C D
Material related to study C c C
Film & TV tie-ins D D C
Romance D D C
Adventure / Thriller D C C
Mystery/Horror/Ghost D D D
Crime/Detection D D C
Biographies D C D
Science Fiction D D D
War C C C
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Continuous students gave comparatively higher weight to reading for pleasure and 

comparatively lower weight to reading for intellectual / academic pursuits, when 

compared with other groups. It is assumed that pleasure rather than reading 

patterns was the key factor that distinguished them from others. In other words, 

reading for pleasure seemed likely to ensure continuity of reading. The test 

results also suggested that free reading might contribute to gains in test scores.
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5.4 Score differences in free voluntary reading

High-scoring students had comparatively different tastes in choosing reading 

material when compared with low-scoring students. Though the differences were 

not so apparent on Q2, their reading choices did not change significantly. 

Distinctive reading patterns were found between English and Chinese reading 

preferences (see Table 5.7). English short stories were more popular for high- 

scoring students, but Chinese short stories were given more weight by low- 

scoring students. More low-scoring students read comics and material related to 

study in English language, whereas high-scoring students tended to read these 

categories of books in Chinese.

Table 5.7 Differences of reading choices in English and Chinese 
by score groups

Score groups English
Qi Q2

Chinese

Short stories H H L
Magazines H H H
Humour L L L
Classics H L H
Comics L L H
Newspapers H H L
Material related to study L L H
Film & TV tie-ins H H H
Romance L L L
Adventure / Thriller L L H
Mystery/Horror/Ghost L L L
Crime/Detection L L H
Biographies L H L
Science Fiction L L L

With regard to English reading, it seems likely that more low-scoring than high- 

scoring students worked harder, since more of them read for learning (see Table
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5 .849) and did academic reading. It was noted that more than one-third of the low- 

scoring students indicated that they were afraid of English (see Table 5.9), and 

that they did not know what to read. In contrast, more high-scoring students read 

for leisure, and reported that they did not have time to read.

Table 5.8 Percentages of reading purposes on Q1 and Q2 
by score groups

Score groups Qi Q2
H L H L

Intellectual / academic pursuits 65.8 68.2 50.1 52.5
Functional reasons 14.3 13.6 18.4 20.0
Leisure 20.0 9.1 31.6 25.0
Occupational requirements 0 9.1 0 2.5

Table 5.9 Percentages of reading difficulties on Q l and Q2 
by score groups

Score groups Qi Q2
H L H L

No books match my needs 25.0 9.1 8.3 15.4
Grammar difficulty 25.0 27.3 8.3 7.7
Vocabulary difficulty 37.5 45.5 25.0 23.1
No books match my interest 12.5 27.3 0 30.8
English phobia 0 45.5 0 30.8
No books available 0 9.1 0 15.4
Don’t know what to read 37.5 63.6 16.7 46.2
Don’t like reading 12.5 0 0 7.7
Don’t have time to read 100 72.7 75.0 30.8
No quiet reading atmosphere 12.5 0 16.7 0
No one asked me to read 37.5 18.2 8.3 15.4
No need to read 12.5 0 0 0

The differences in score groups suggest that English language might be a barrier 

to low-scoring students. However, they made more gains in grammar tests, and 

many of them showed from studying notes in their reading journal and written

49
When compared with other groups, low-scoring students gave the highest weight to intellectual / academic pursuits on 

Q2, whilst reading for the purpose o f  leisure was given the greatest priority by high-scoring students on both 
questionnaires.
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comments, as well as the transition of reading attitudes found in the 

questionnaires, that they wanted to improve. This indicates that for low-scoring 

students, initial concern should be given to improving their language proficiency 

and reading skills. Once this has been achieved it will be possible for them to read 

on their own and do so for the purpose of enjoyment.

5.5 University differences

Contrary to continuity groups, there was significant difference between students 

in both universities on the pre-test, but the gap diminished on the post-test. That 

is, University A students did not have an advantage over University B students in 

view of the statistics. As the students in University B had already met the author 

on previous occasions, rapport existed. Because of this, there was more 

understanding about the free reading and fewer problems of reluctance on the part 

of the students to participate in the programme, which might account for 

significant gains on the grammar test as well as more receptive attitudes towards 

free reading.

Similar patterns were found among subjects varying in universities with respect to 

reading attitudes and habits as indicated by past reading practices, perceptions of 

reading benefits, reading difficulties, reading purposes, metacognitive strategies, 

and selection strategies. Although those percentages of reading for intellectual / 

academic pursuits declined in Q2 as the nature of reading for pleasure became 

known to the subjects, students in University A still reported to be engaged in 

more academic reading when compared with the other groups (see Table 5.10). In 

contrast students in University B indicated a greater propensity for reading for 

leisure than other groups.
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Table 5.10 Percentages of reading purposes in QI and Q2 
by university groups

University groups Qi Q2
A B A B

Intellectual / academic pursuits 68.3 62.9 52.9 42.8
Functional reasons 15.3 14.3 17.7 24.3
Leisure 14.1 15.8 29.4 31.1
Occupational requirements 2.4 7.1 0 1.7

More subjects in University A exhibited a preference for classics, film and TV 

tie-ins, whereas more subjects in University B liked reading books of humour.

Table 5.11 Differences of reading choices in English and Chinese 
by university groups

University groups English Chinese
Qi Q2

Short stories B B B
Magazines B B B
Humour B B B
Classics A B A
Comics B A B
Newspapers B B B
Material related to study B A A
Film & TV tie-ins A A A
Romance B B B
Adventure / Thriller A B A
Mystery/Horror/Ghost B B B
Crime/Detection A A A
Biographies B B A
Science Fiction B B A
War A A A

It appears reasonable to conclude that there were no university differences in 

regards to reading habits and attitudes. The indication could therefore be that 

gender, continuity, or even score differences generally might supersede university 

differences in most aspects of free voluntary reading.
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5.6 Discussion

Building a positive attitude and a clear notion toward free reading. As

mentioned earlier, many students had a blurred notion of free voluntary reading. 

When asked about books they liked to read for their enjoyment, lots of them 

referred to material related to study. And when asked why they did English 

reading, most showed that they valued reading as a means of intellectual / 

academic pursuit. More evidence found in their reading journal and written 

comments supported the perception that subjects in the study did not know what 

free voluntary reading really was. Partly because students had not had free 

reading programmes in their elementary or high schools, and partly because 

traditional English teaching and learning in Taiwan are largely teacher-centred50, 

such an active and student-centred reading activity was more often than not to be 

viewed as studying, or as homework needed to be assigned by the teacher. The 

passive attitude towards learning was reflected in responses given in the survey: 

When asked why they did not do English reading in their free time, 30.9% of the 

students checked the option, ‘no one asked me to read’.

Previous studies also show that substantial numbers of children and adults read 

neither for pleasure nor for information (Morrow and Weinstein, 1982; Greaney, 

1980; Guthrie & Greaney, 1991, as cited in Elley, 1994; Walberg and Tsai, 1984; 

Greaney and Hegarty, 1987; Anderson, Wilson and Fielding, 1985; Spiegel, 

1981; Whitehead, Capey, Maddren, and Wellings, 1977, as referred to in Davies, 

1986; Lesesne, 1991; Valencia, Hiebert, and Kapinus, 1992). These studies found 

that children and adults did not choose to read very much in their spare time. 

Moreover, they revealed a decline in reading as children became older. The 

problem seemed to be aggravated when television51, VCRs, video games, CDs,

50
As shown in Table 4.31, subjects in University A reported that the major selection strategy was to read books 

recommended by the teacher.
51

Though researchers have found inconclusive results regarding the impact o f  TV watching on free reading (see Krashen, 
1993), excessive TV watching may result in a clear negative effect.
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computers, and other electronic equipment introduced and diverted the attention 

of youth from books (Greaney and Nueman, 1990; Morrow, 1991).

Reading attitude is of importance and can be viewed as a motivational aspect of 

reading, for previous studies point out that it is likely to have a significant 

influence on an individual’s reading behaviours (Mikulecky, Shanklin & Caverly, 

1979) and decisions about what to read (Smith, 1990a). A positive attitude is 

likely to play an important role in one’s motivation for successfully 

accomplishing cognitive tasks. In other words, it is crucial to make free reading 

more likely to occur. Smith (1990a: 120) puts it well: “Adults who enjoy reading 

make time to do so, while those for whom reading is unenjoyable avoid it, or read 

only materials that they must in order to ‘survive’ or to be informed about current 

events”.

If the short-term effects are a failure to cultivate in students a positive attitude 

toward free reading, the long-term effects appear to be either rejection of free 

reading, or excessive reliance on the teacher as a source of information. The 

importance of building a positive attitude toward free reading can hardly be 

overstated.

Providing guidance. Colleges and universities require students to be independent 

readers. Textbooks are written in English at a level that is too difficult for most 

students. University teachers expect junior or senior school teachers to prepare 

students for independent reading, while in fact it seems that junior or senior 

school teachers pay more attention to making them pass entrance exams. It was 

found that students, who did not have a lot of encouragement at school to enforce 

in them the value of reading, and who had little inducement to lead them on, were 

more likely not to finish books or read more, even though they showed moderate 

interest in free reading at the beginning. As mentioned earlier, the difficulty of 

building independent reading habits would be compounded if students were 

distracted by TV or other activities.
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Evidence in this study indicates that students liked free reading, but that they had 

problems locating the right books for themselves. Apart from the difficulty of 

finding books, students’ attitudes towards reading might not lead them to continue 

to read. In most cases, students (in particular those who are slow readers), 

worked very hard with the hope of improving their English ability in a short time. 

A typical comment is as follows:

“When I took the post-test I could feel that there was no big 

difference from the first time I took the same test, it seemed that I 

did not improve much. And that makes me feel frustrated and 

want to give up. Perhaps my English ability is too poor to make a 

difference.”

Although Anderson et al (1985) report that independent reading is a major source 

of reading fluency, to students who have not reached the independent level, 

opportunities for free reading does not ensure continuous reading. Students need 

to be guided during the development of their independence in the use of skills 

required for both reading and study at colleges. Obviously a great responsibility 

is placed on teachers to guide students and prepare them for a life as an 

independent reader, particularly in another language.

It is teachers who can help students experience a sense of success enjoyable 

enough for them to continue to read by choice. In a sense, good teaching is as 

Niles (as cited in Davies 1986: 351) put it, “literally leading the pupils through a 

process until such time as they can walk alone. Rarely does that time come 

abruptly.”

Independent reading, such as free reading, needs to be modelled and guided in 

order to move students away from long-term dependence on the teacher and from 

their passive study habits. Herber (1978) addresses the issue of leading students 

toward independence.
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“Independence is a relative term. Teachers need to move students 

along the continuum with forethought and calculation. A design, a 

structure, within which students are led to potential independence 

is needed. If independent activity is expected and students have 

not been shown how to perform that activity, the teaching is 

assumptive. It neglects the critical factor in good instruction: that 

is, that students must be shown how to do whatever it is they are 

expected to do independently. With respect to any skill, 

independence is an ultimate state, not an immediate one.” (p. 216)

Research results reviewed in Krashen’s (1993b) The Power o f Reading show that 

in-school reading programmes work very well if programmes are carried out long 

enough to get students involved in books. Cummins (1989) also claims that ESL 

students require a longer time52 to achieve peer-appropriate levels in academic 

skills53 in the second language as compared to conversational skills. Figure 5.2 

outlines the approximate time differences required for developing peer- 

appropriate conversational and academic communicative proficiency.

If we learn to read by reading (Smith, 1988b; Goodman, 1982; Krashen, 1993b), 

making significant progress in English reading requires the teacher to provide 

guidance, encouragement and inducement to motivate students to continue free 

reading as long as possible.

52
Cummins (1989) points out that conversational skills often approach native-like levels within about two years o f  

exposure to English whereas a period o f five years or more may be required for ESL students to achieve as well as native
speakers in academic aspects o f  language proficiency.
sy

He proclaims that the academic language proficiency refers to both reading and writing abilities and to content areas 
where students are required to use their language abilities for learning.
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Level Level

2 years 2-7 yearsProfi- Profi-
ciencyciency

►
Conversational Academic

Proficiency Proficiency

Figure 5.2 Length of time required to achieve age-appropriate levels 
of conversational and academic language proficiency

(based on Cummins, 1989)

Paying attention to language problem. Many students indicated that they 

had vocabulary difficulty, some reported that they had grammar difficulty, and a 

few said that they had English phobia. A substantial number of male and low- 

scoring students indicated that vocabulary difficulty was the main concern. No 

high-scoring students reported that they had English phobia, whereas many low- 

scoring students thought they were afraid of English. This kind of finding need to 

be noted by teachers in Taiwan.

Notes in the reading journals showed that slow and recalcitrant readers would 

note down vocabulary, new words that were independent from English texts but 

were very often coded with a KK symbol54 and Chinese translation. Whereas no 

assimilated readers made any vocabulary notes. Such linguistic difficulty also 

reflects on slow reading speed. Several recalcitrant readers read English texts in 

an extremely slow speed. One spent one and a half hours reading one page; an 

other spent 2 hours and 10 minutes reading 3 pages. Similarly, slow readers 

seemed to feel insecure for skipping over new words, as they noted down much

54

K.K. (J. S. Kenyon and T. A. Knott) symbols are a set o f phonetic alphabets used to represent pronunciations o f  
American English. Each symbol stands for only one speech sound and each speech sound has only one symbol to 
represent it.
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vocabulary. Not only did some of them keep notes of vocabulary, its KK symbol 

and Chinese translation, they also wrote down one or two example sentences. It is 

obvious that they must have spent much more time than the other readers in 

consulting the dictionary, which in turn, would definitely slow down the speed of 

reading and likely hinder reading comprehension55.

Stanovich (1980), Eskey and Grabe (1988) proclaim that what differentiates good 

readers from poor readers is the automaticity in decoding. Readers with 

automatic decoding skills spend less time at low-level processing and thus have 

more time employing higher-level strategies to make sense of the meaning of the 

text. In other words, good readers read fast; they do not slow down to guess from 

context. That is because they have adequate vocabulary enabling them to decode 

texts fluently and rapidly, or as termed by Stanovich (1980) automatically. 

Therefore, it is crucial to develop students’ bottom-up skills. Eskey (1988) puts it 

well that “language is a major problem in second language reading, and that even 

educated guessing at meaning is no substitute for accurate decoding” (p. 97).

ss
According to Eskey and Grabe (1988: 233), “many readers o f a second language (even some o f  those who read well in 

their first language) try to read word by word, a strategy that effectively destroys their chances o f comprehending very 
much o f the text.”
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C o n c lu s io n s

This final part of the thesis summarises the findings of this research and discuss the 
implications for teachers as well as students on encouraging free voluntary reading. 
Areas offering potential for further research in the field of free voluntary reading 
are also identified.
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Free reading implications 
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6 . CONCLUSIONS A N D  RECOM M ENDATIONS

“If we concentrate upon giving knowledge, we are limited to that 
which we have acquired ourselves and which we have time to 
impart. If we encourage students to develop reading and research 
skills, we provide them with a key to the world.”

................Morris and Stewart-Dore (1984: 27)

“Continue in the things that you learned.”

................ 2 Timothy 3:14

Introduction

The above advice is what the apostle Paul wrote to young Timothy about 

the need to continue to progress in the good things that have been 

known. It is the same for free voluntary reading. Its importance and 

benefits have been declared in previous chapters; the conditions for ensuring its 

success is also highlighted. Considering that learning to read is a gradual process, 

to a EFL reader, mastering the skill takes longer. Thus, it is crucial for both the 

teacher and students to recognise the need to carry on free voluntary reading until 

“good things” happen. An impressive example56 is cited by Krashen (1994) in his 

paper, The pleasure hypothesis:

56 During the process of writing the thesis, the author also observed two successful cases. One was a friend’s child, Hao, and the 
other is the author’s nephew, Mung-huan. Hao and Mung-huan are about the same age. Hao is one year older than Mung- 
huan. Both of them like free reading. Hao is studying in the UK. The teacher assigns him to read one book each day, and he 
likes it. He particularly likes to read to the author every time the author visits his family, probably because he knows that the 
author was an English teacher before. For a long period of time, Hao had been reading books with big and few words, and his 
progress was not very obvious. After about three years o f schooling, he was suddenly found reading stories that contained more 
than 180 pages and over 200 words a page. He read fluently although there was no knowing how much he understood the 
stories. The author once asked him questions about a story he was reading to her. He had obtained the big picture of what 
happened in the story. He not only read but wrote. He was able to write poems and greeting words on Christmas or birthday 
cards.
Unlike L2 reading in Hao’s case, Mung-huan reads Chinese reading material. The author mentioned to Mung-huan’s mother 
about her research and the importance of fiee reading. Unexpectedly, she started to read to him when he was about four years 
old. Soon after he was able to read by himself, his mother introduced him to the public library to expand his taste. At the age of 
five, he could read every letter the author wrote home. Before entering the elementary school, he devoured everything: fiction, 
non-fiction, or even the words on a box of facial tissue, which happened to be placed near him. He not only read but 
remembered. He could explain to his pilot uncle in detail how an aeroplane flew. His uncle admitted that he himself could not
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Assigned at mid-year to teach a sixth-grade class of remedial 

students, Mrs (Ann) Hallahan shocked her new students by reading 

to them on her first day of class. The book was Where the red fern 

grows.

A hardened, street-wise, proud group (mostly boys), they 

were insulted when she began reading to them. “How come you’re 

reading to us? You think we’re babies or something?” they wanted 

to know. After explaining that she didn’t think anything of the kind 

but only wanted to share a favourite story with them, she continued 

reading Where the red fern grows. Each day she opened the class 

with the next portion of the story and each day she was greeted 

with groans. “Not again today! How come nobody else ever made 

us listen like this?”

Mrs. Hallahan admitted to me later, “I almost lost heart.” 

But she persevered, and after a few weeks (the book contained 212 

pages), the tone of the class’s morning remarks began to change. 

“You’re going to read to us today, aren’t you?” Or “ Don’t forget 

the book, Mrs. Hallahan.”

“I knew we had a winner,” she confessed, ‘when on Friday, 

just when we were nearing the end of the book, one of the slowest 

boys in the class went home after school, got a library card, took 

out Where the red fern grows, finished it himself, and came to 

school on Monday and told everyone how it ended.” (Trelease 

1983: 9).

explain as clearly. He also read the classical literature brought back by his father from Mainland China, no matter whether they 
were written in simplified Chinese characters on the traditional, more complicated characters used in Taiwan. He demonstrated 
an interest in a range of different types of text. It was hard to believe a kindergartener sitting in a sofa reading before dinner. He 
was also seen reading while eating, before sleeping, and right after waking up. Right now, he is studying in the elementary 
school. During a recent visit, he complained to the author that the books used in school were very easy and boring. During 
three-year exposure to books, his reading proficiency is up to the level of a junior high school student.
These two anecdotes show that continuous reading ensures quantitative comprehensible input and results in the acquisition of 
the target language.
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6.1 The general research contributions

The main aim of this research is to investigate features of free voluntary reading 

activity of Taiwanese university students. An understanding of these features is 

clearly a prerequisite for English teachers concerned with the promotion of 

effective free voluntary reading and/or development of independent readers. In 

addition, it sets the groundwork for future research on free voluntary reading in 

Taiwan.

Four main contributions of the work can be identified. First, it has brought 

together the widely-dispersed knowledge of free voluntary reading in LI and L2 

teaching and learning. These are commonly separated in the literature, so that, for 

example, voluntary reading studies often focus on LI but rarely mention L2, even 

when some of the subjects are bilingual learners. Thus, researchers can have a 

general idea as to its theoretical framework and benefits. Second, the study has 

analysed the current interests of students’ reading habits, as well as individual 

differences in terms of needs and language proficiency. This strengthens the 

importance and necessity for promoting free voluntary reading programmes. 

Third, this research study has discussed some issues which are considered crucial in 

ensuring the success of free voluntary reading programmes. The fourth 

contribution of this research lies in the analysis of the Taiwanese students’ 

perceptions, habits and problems about extensive reading. This provides teachers 

with information about how to develop an effective free voluntary reading 

programme in EFL at the university level. The following sections summarise the 

findings of the research and, from there, derive implications as to what the roles of 

teachers and students should be when implementing a free voluntary reading 

programme.
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6.2 Conclusions and recommendations

Analysis of the data revealed findings in three areas: (a) perceptions of reading, 

(b) reading habits, and (c) reading problems. They are summarised as follows:

6.2.1 Perceptions o f reading

1. Liking reading:

In general, the majority of students liked reading in English. Many students 

indicated that free reading was the favourite part in their programme. Larger 

number of students reported that they liked reading in Chinese, and only 2 

students gave negative answers.

2. Reading benefits:

The students perceived the benefits derived from reading were improvement 

of reading comprehension, vocabulary, writing style, spelling and grammar, in 

that order. All of the mean performance ratings increase after the programme, 

and significant benefits were found in grammar. This suggests that the 

experiment had brought awareness to the benefits that free reading are 

designed to yield. Further, many participants were aware of these benefits.

3. Free reading program:

The results obtained suggest that the programme has drawn students’ attention 

to free voluntary reading in English. For example, the percentage of reading 

for pleasure increased dramatically, and more than half of the students 

indicated that they would continue free reading after the program.

6.2.2 Reading habits

1. Time for free voluntary reading:

Most of the subjects believed they had adequate time to read. After the 

experiment, significantly less students felt that they had sufficient time to read.
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The low return rate of the reading journals as well as the infrequent notes in 

those that were returned showed that the students did not give priority to 

completing their journal entries, nor, it can be concluded to free reading in 

English. An indication that the university students might not see the need to 

read in English and might feel they have no time in their busy lives for 

reading. This suggests that free voluntary reading needs to be propagated and 

promoted.

2. Frequency and amount o f time:

The university students indicated that they read Chinese reading material more 

often than English reading material. Newspapers were read the most often, 

either in English or Chinese. Students reported reading English newspapers 

about once or twice a week and Chinese newspapers once or more than once a 

day. Books, magazines and comics then followed in frequency. Whilst 

English books were read about once or twice a month, Chinese books were 

read once or twice a week on average, but many students reported reading 

more than once a day. Magazines and comic books in both English and 

Chinese were read once or twice a month. Although the students claimed that 

they read newspapers more often, analysis of journals revealed that few notes 

were related to newspapers and more notes were kept for books and magazines 

(Students may have been less conscious of reading newspapers when 

completing their journals). With regard to the amount of time spent on 

reading each type of English reading material, most time on average was spent 

on book reading, whereas comic reading required the least time. The results 

show that the subjects did not read much both in terms of frequency and 

amount of time. In order to trigger the desire to read, more self-selected 

reading should be encouraged.
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3. Writing activities after reading:

Many students reported that they did not like to note down good sentences. A 

higher proportion of students indicated this after the experiment. When asked 

their opinions about the free reading programme, keeping a journal was the 

main dislike cited. Many students reported that they did not like keeping 

notes and several indicated that they did not know how to keep notes, even 

though examples were provided. Perhaps the negative experience of note 

keeping resulted in the great difference on the opinion of noting down good 

sentences between two questionnaires. This negative association of writing 

may have important implications few voluntary reading research since the 

journal was in a sense compulsory.

4. Discussing stories:

Most students were not used to talking with someone about something they 

had read, a strategy proclaimed to be beneficial for the learner to use the 

language gained from reading. Activities that enhance discussion of stories 

should be added to a free reading programme.

5. Purpose for reading:

The students seemed to equate reading with study rather than with problem 

solving. The most frequently mentioned purpose was for intellectual and/or 

academic pursuits. Reading for problem solving was not valued by the 

students. After the free reading programme, a large proportion of responses 

described the value of reading for pleasure and the percentage reading for 

study decreased dramatically. However, reading done for study was still seen 

to be more prevalent than reading for pleasure in free voluntary reading.

6. Reading preference:

The range of texts preferred by the students was much more diverse in 

Chinese than in English. For the university students in the study, the most 

preferred types of Chinese text included newspapers, magazines and classics.
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Least popular was material related to study and biography. Presumably 

because of the provision of reading material, as well as limited language 

proficiency, the students restricted their English reading to a narrower range 

of preferences. Short stories and magazines were the most preferred English 

reading materials, and a substantial number of students liked to read material 

related to study. From the aspect of reading for learning English as a foreign 

language, that is predictable and reasonable. Howev er, the students should be 

encouraged to read more widely and focus on meaning in order to increase 

their reading speed, expand recognition vocabulary, and learn to use different 

reading strategies to suit their purposes.

7. Meta-cognitive strategies for being a good reader:

“Like reading”, “concentrate well”, “read regularly” and “have lots of time for 

reading” were viewed as the important ways to become a good reader. 

Among these, liking reading was given the most weight. It is noteworthy that 

no one valued the strategy of “selectively read books of my interest only”, 

and few saw virtue in having many good books available. Even drill or 

repetitive strategies were seen as a better means to be a good reader than these 

two. It is likely that many university students have inaccurate or incomplete 

ideas about what strategies are essential for being a good reader. It is 

therefore suggested that the students should be guided and encouraged to read 

for pleasure rather than solely or mainly for study in order to help them 

acquire the target language in a natural and effective way.

8. Provision o f reading:

Reading materials were most often obtained through purchases, presumably 

because book ownership is the most effective means of ensuring the 

availability of books and implies a commitment no reading as a source of 

learning and leisure (Books printed in Taiwan are considerably cheaper than 

those published in Europe or America). The results suggest that an increase in
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the use of libraries should be encouraged and the collections of reading 

material made available also need to be expanded in order to cope with 

students’ needs and interests.

9. Selection strategies:

Content was a basic criterion for the selection of a book by the university 

students. Most of them utilised strategies of “subject appeal”, “met with 

before” and “recommendation by others” to choose books. However, it would 

have been better if a wider range of selection criteria (e.g. format, difficulty, 

cost) had been included in the questionnaire.

10. Test attainment:

The results of the post-test were general better than those of the pre-test, but 

surprisingly subsequent comparison of the mean scores for each part revealed 

no significant differences. However, the difference on the first part was 

marginal. The lack of significant improvement in the test may characterise a 

relatively short duration of the reading programme in the study. There are 

many indications that a longer time period would have yielded a larger 

number of significant results. Besides, if time permits, a proficiency test 

would be a better means to evaluate subjects’ overall proficiency.

11. The differences between gender groups:

• More female students than male students indicated that they could not 

concentrate on reading well. Female students also reported that they did 

not have time to read, the main reason for stopping reading. For male 

students, vocabulary difficulty was the major concern.

• In respect of purposes of reading, reading for getting a job was valued 

by male students, whereas more female students reported that they read 

for pleasure.
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• As for both English and Chinese reading preferences, female students 

liked romance and classical literature. In contrast male students 

preferred short reading material. Among these, comics were ranked first.

• A similar pattern of popularity for both gender groups in meta-cognitive 

strategies was revealed. Male students gave more weight to having much 

time for reading and having a lively imagination.

• The main difference between gender groups in ways of selecting reading 

material was that more male students read the books that had been seen 

on TV or movies.

• Male students preferred borrowing books from friends and the school 

library. Female students liked purchasing books.

• Female students outperformed male students on both pre- and post-tests. 

However, it is noteworthy that male students made greater gains, and 

their differences gradually narrowed.

12. The differences between continuity groups:

• More continuous students reported that they were able to find books they 

liked to read, and that they had a lively imagination.

• Reading for pleasure was more likely to be described as a reading 

purpose by continuous students than by discontinuous students.

• In respect to reading choices in English, discontinuous students gave 

priority to short articles, such as short stories, comics, and books of 

humour. Continuous students preferred magazines, short stories and 

classics. The pattern of Chinese reading choices was slightly different. 

Continuous students gave higher priority to Chinese classics, and 

Chinese newspapers were more popular to discontinuous students.
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• More continuous students gave priority to concentrating well. However, 

larger differences between continuous and discontinuous students were 

found with having a lively imagination and reading a lot of books. 

Continuous students supported the strategy of having a lively 

imagination, but discontinuous students saw virtue in reading a lot of 

books.

• “Met with before” was a criterion for the selection of a book by the 

majority of continuous students, whereas only a few discontinuous 

students used criterion to select books for free reading.

• Continuous students improve substantially between pre- and post-tests. 

A statistically significant difference was found on part 1 of the tests. 

Continuous students had higher mean test scores as compared with 

discontinuous students. The difference was significant with post-tests.

13. The differences between score groups:

• A substantial number of low-scoring students read primarily for study

purposes. Distinct patterns existed: reading for pleasure was given

higher weight by high-scoring students and reading for the purpose of 

getting a job was valued by low-scoring students.

• Distinctive English reading patterns were found in high-scoring and low- 

scoring students. Newspapers, film and TV tie-ins were ranked within 

the top-five list of high-scoring students but were given low priority by 

low-scoring students. Clear contrasts were also found in Chinese reading 

material between score groups. The choices favoured by low-scoring 

students were romance, humour and short stories. It is noteworthy that 

comics and material related to study were preferred by low-scoring 

students when they were written in English but by high-scoring students 

when in Chinese. Similarly, English short stories and newspapers were
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more popular for high-scoring students, but Chinese short stories and 

newspapers were given more weight by low-scoring students.

• A much higher frequency of responses with regard to “no time to read” 

was reported by high-scoring in comparison with low-scoring students. 

For low-scoring students, “don’t know what to read”, “vocabulary 

difficulty” and “English phobia” seemed to trouble them more. The 

results suggest that low-scoring students were more likely to have 

English language problems. Initial concern should therefore be given to 

improving their language proficiency and reading skills.

• In respect to meta-cognitive strategies, high-scoring students gave more 

weight to concentrating well and discussing stories.

• Low-scoring students preferred borrowing books from friends and the 

school library. High-scoring students liked purchasing books. It is thus 

predictable that high-scoring students read books on best seller lists; 

comparatively fewer low-scoring students did so.

• Both high-scoring and low-scoring students made similar gains on the 

post-test as compared to pre-test scores. The gap between them 

remained large.

14. The differences between university groups:

• The students at University A preferred longer reading material, such as 

classics, film and TV tie-ins, whereas the students at University B liked 

shorter reading material (e.g. short stories, humour and comics).

• The main differences between university groups was that much more 

students at University A read books “recommended by the teacher”.
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• University B students made substantial improvements in test 

performance. On the other hand, the mean scores of University A 

students decreased. However, there were no significant differences 

between students at these two universities. Even though the students at 

University B made greater gains, overall University A students still 

outperformed University B students.

6.2.3 Reading problems

In regard to free voluntary reading, the Chinese students were confronted with 

three main problems in reading English: vocabulary difficulties, faulty reading 

habits and negative attitudes, and inability to locate suitable reading material.

Vocabulary problem. The university students, as pointed out in the

previous chapter, reported some language problems. Among them, vocabulary 

difficulty was the most frequently indicated problem. A substantial number of 

students referred to it as one of the major reasons that stopped them from reading 

continuously for their own enjoyment. Additionally, many students, in particular 

slow and recalcitrant readers, noted down a great deal of vocabulary in their 

journal. This suggests that the texts that they were reading were loaded with too 

many unfamiliar words, so that they had to look up new words in a dictionary 

while reading, which would presumably further slow down their reading.

Vocabulary problems and slow reading speed are reciprocal. As pointed by 

Nuttall (1996: 62), “students who keep looking up new words read much less 

effectively. Every time you break off to consult a dictionary, you slow down your 

reading and interrupt your thinking, which should be following the development 

of thought in the text.” Slow reading speed not only hinders reading 

comprehension but is likely to be a differential influence on the enjoyment of free 

reading. Consequently, unenjoyable texts may affect the motivation to read 

more. Reading little is likely to impede the acquisition of a large vocabulary, as
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vocabulary is best acquired in rich linguistic contexts through reading itself 

(McCarthy, 1990).

As for vocabulary difficulty, it is crucial to let students recognise that it is 

possible to comprehend a text without understanding every word, and encourage 

them to read extensively as most vocabulary is acquired naturally and gradually 

by being frequently encountered in context. However, if there are too many 

unfamiliar words in a text, it is better to change to another text that is more 

suitable for their language level.

Faulty reading habits and attitudes. Faulty reading habits and negative attitudes 

render vocabulary problems worse. Evidence from journal notes and 

questionnaire surveys show that students were accustomed to a close and careful 

reading style and often expected the teacher to assign reading homework. If the 

best way of improving vocabulary is reading extensively (Nuttall, 1996), then 

these habits and attitudes are not good foundations for developing an effective and 

independent reader, who will choose to read and benefit from free voluntary 

reading (see Section 1.1.3.1 for the benefits associated with free voluntary 

reading).

Several reading habits and attitudes were found to deprive the students from 

reading for pleasure. One of these is lack of flexibility in reading. The survey 

reveals that the students concerned usually read material that was related to study. 

Their notes included many good English sentences, unfamiliar new words, 

English grammar, etc. It is obvious that most of them read for study, for learning 

the target language, but did not read for pleasure. Such an intensive and slow 

reading habit results makes free reading hard work. Some students seemed duty- 

bound to finish whatever they had started, no matter how unnecessary and how 

difficult the task was for them. After working so hard on free reading, several of 

them expressed their disappointment and frustration about not making greater 

progress during the four-month experiment.
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Apart from lack of flexibility in reading and inappropriate expectancy for making 

progress in a short time, the existence of passive learning attitudes and habits 

could be deduced from reading journals, responses given in the survey and written 

comments as well. Few students read throughout the experiment, even though 

they admitted that they liked reading for their interest and at their own choice. 

Some, as mentioned earlier, worked too hard to enjoy free reading and inevitably 

lack the desire to continue to read. A large number of students did not read or did 

not read much in English, as they did not give priority to free voluntary reading in 

their leisure time. There was some indication that the students were not prepared 

to be involved in such an active and independent reading activity: many admitted 

they were lazy, several claimed that they did not take free voluntary reading 

seriously, a few asked for the teacher to assign reading homework, and many 

reported that “no one asked them to read” was the reason that stopped them from 

reading continuously. This shows the importance of teacher’s encouragement and 

support for the English reading development of these students. They are not 

autonomous readers.

It is important to make students aware that efficient readers vary the speed of 

reading over a wide range according to their purposes of reading, according to the 

kind of material being read, and according to the ease or difficulty of the text. 

They need to be informed that they require exposure to English for a longer time 

to achieve native-like academic language proficiency (e.g. reading and writing) as 

compared to conversational communicative proficiency. The point is made clear 

by Nuttall (1996), who emphasises that “students who read a lot will not become 

fluent overnight, and it may take a year or two before you notice an improvement 

in their speaking and writing; but then it often comes as a breakthrough. They 

will progress at increasing speed and far outstrip classmates who have not 

developed the reading habit” (p. 128). In addition, reading is usually a private 

and individual process. It is learnt through practice, not taught. Therefore, the
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teacher should guide and encourage students to undertake active and independent 

reading.

Inability to locate suitable reading material. The third identified problem,

not knowing what to read, is likely to be influenced by vocabulary difficulty and 

to steer from passive learning habits and negative attitudes. Limited proficiency 

in vocabulary may restrict students’ ability to read second language texts 

successfully, which in turn confines their choices of reading material and their 

knowledge of the range of choices available. On the other hand, a passive learning 

attitude is likely to strengthen their dependence on the teacher to recommend or 

assign reading material for them to read, rather than to develop their ability to 

choose the right material for themselves such dependence, initially, seems to be a 

major feature of traditional Chinese attitudes to learning. Selecting L2 reading 

material is an essential study skill and requires practice. Students need to learn 

how to use scanning and skimming, for example, to choose material and make 

their selection more suitable for their interest and level. These students will need 

to be taught to read in such flexible ways.

As “do not know what to read” was one of the most common reasons given for 

reading difficulties, it highlights that students, in particular inexperienced 

students, should be guided and encouraged to develop strategies to make book 

choices.

.School o f  Education, University o f  Leicester 272



Chapter 6: Conclusions and Recommendations

6.2.4 Summary

Table 6.1 presents the relation of research questions depicted in Section 1.4 to 

findings of the research in Chapters 5 and 6.

Table 6.1 Relation of research questions to findings

Research questions Main findings
Section Item

1. What are the factors claimed to influence the development of 
voluntary reading by the university students?

2. Which books do students prefer for their free voluntary reading 
and which criteria influence their choices?

3. Is reading for pleasure given priority by the university students 
among their reading purposes?

4. What do the university students perceive about being a good 
reader? Do their beliefs influence their reading habits?

5. Do LI (Chinese) and L2 (English) have an effect on the 
reading preference and reading frequency?

6. What are the differences in voluntary reading activities 
between comparison groups varying in gender, continuity, the 
grammar test, and university?

6.2.3
5.1.1-5.1.2
5.6
6.2.2 6, 9
5.1.5
6.2.2. 5

6.2.2 7, 1-4
6.2.1 1
5.1.3
6.2.2 6, 2
5.1.4
6.2.2 11-13
5.2 -5.5
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6.3 Implications for free voluntary reading

The findings of this study have some important implications for free voluntary 

reading research and implementation.

Regardless of the term “voluntary”, this is not to imply that students will read 

voluntarily when told to do so, especially in an EFL environment with many 

passive learners. Education and on-going promotion are the two prime concerns to 

ensure the success of free voluntary reading programmes. Before the 

implementation of a free voluntary reading programme, education of the target 

population (i.e. students and teachers) is needed to clear out some blurred notions, 

faulty habits and attitudes toward free voluntary reading. This would mean 

discussion, explanation, and classification of such key terms as “reading”, 

“voluntary”, “skill”, “habit”, “strategy”, and “journal”. Even after the 

establishment of the programme, periodic promotion and discussion of concepts is 

required to maintain interest and awareness.
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6.3.1 The role o f the teacher

Reading is a gradual and personal process. It is necessary for the teacher to 

prepare students to become independent readers by gradually releasing his 

responsibility to students over time (see Figure 6.1).

• Modelling
• Guidance

TEA C H ER

Effort

STUDENTi {

Free Reading

►  Time

Figure 6.1 Proportion of responsibility for free reading

In general, the teacher of free voluntary reading should be a supporter, who knows 

when scaffolding is needed to help students move to the ‘next step’. The efforts 

of developing voluntary readers should be made at least to the same extent as 

attempts to teach students to derive an understanding of texts being explored. The 

teacher’s responsibilities may include:

• Introducing free voluntary reading. Considering that traditional

approaches have led to students’ dependence on the teacher, such an active 

student-centred activity requires thorough introduction. Modelling and 

guidance and classification of concepts are also needed to ensure 

understanding and to create interest.
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• Generating interest in reading. The most obvious motivation for fostering 

students’ interest in reading is the encouragement of reading in the areas of 

their hobbies and interests. Here are some other suggestions to get students 

interested in books.

a) Providing time for students to get involved in reading ;

b) Playing cassette recordings or video tapes of books and stopping at a 

tantalising point;

c) Asking students to dramatise some scenes from stories or extracts;

d) Encouraging students or inviting visitors to talk about their favourite 

books;

e) Making a library tour;

f) Introducing the use of the Internet on searching for information;

g) Scheduling discussion sessions or book presentation of current reading 

for discussing stories;

h) Introducing easy and short reading material;

i) Providing lists of suggested reading.

• Making students aware that not all texts need be read in their entirety. It is 

necessary to consistently remind students that they need only read to obtain a 

general idea, as many students are accustomed to close and careful academic 

reading.

• Encouraging students to develop a range o f reading strategies. In practice, 

this would mean that, on occasion, teachers in Taiwan would need to make 

specific efforts to model reading in ways which could counter, or complement, 

the notion of the text as a source of language with notions of reading for 

meaning and reading for enjoyment.

• Encouraging students to continue to read. Short-term free reading 

programmes are less effective so students should be encouraged to become 

involved in reading as long as possible.
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• Expecting that reading skills may develop slowly after exposure to a large 

amount o f interesting, comprehensible input.

6.3.2 The role o f the student

• Taking an active part in reading. The long-term effects of passive or

traditional learning are evident in the dependence of many Taiwanese 

university students on the teacher. Therefore, students need to realise that 

reading is a personal and individual process. They should first of all try to 

take charge of their own free reading.

• Flexibility. An effective reader is not confined to slow and intensive 

reading. Students need to employ a variety of appropriate reading strategies 

for their purposes, probably taking up teachers’ examples and suggestions on 

this point, i.e. it is present context in Taiwan to expect students to learn such 

reading skills, and altitudes independently.

• Attention on meaning rather than language. The habit of treating 

English reading as studying frequently results in the student’s focusing on 

language, rather than on meaning. This not only slows down reading speed 

but also hinders reading comprehension and enjoyment. Again students will 

need to take up teachers’ suggestions and examples on this point.

• Choosing the right rather than the difficult material. In order to sustain 

interest in reading, it is better to start with easy texts and gradually build up 

the level of difficulty. Students need to realise that some aspects of reading 

can, in fact, develop through “easy” reading material.
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6.3.3 Programme promotion

The introduction of the free reading programme had resulted in an increase in the 

university students’ awareness. It was noticed that many started to read, but 

before long, most of them lost their enthusiasm for free reading. Further analysis 

also reveals that they still retained a few inaccurate attitudes and habits, which 

probably caused interruption of free reading. This suggests that the introduction 

was incomplete. Not enough attention was paid to ensuring the subjects 

understood the programme’s aims and objectives, what kind of reading material 

should be read, how that material could be obtained, and what benefits would 

accrue to them as a result of continuing free reading. Further, on-going promotion 

of free voluntary reading to demonstrate its importance might be needed in order 

to clear out faulty reading habits and sustain students’ interest and confidence. 

This would seem to be previously responsibility of the readers; the teachers will 

need to encourage and sustain the programme at regular intervals. Also activities 

with short-term goals (such as book presentations or showing journal extracts in 

class) need to be built into the normal teaching schedule at regular intervals.

6.3.4 Co-operation between researcher and teacher

It was easy to find a teacher praising the intentions of the free reading programme, 

a blessing to have him/her commit himself/herself to help. However, it was 

desperately difficult to implement the experiment in his/her class without cutting 

out the reinforcement activities, for he/she had fewer hours than the norm in order 

to give time to cultivate students’ reading habits. Teachers have their own 

syllabuses, lesson plans, and tight schedules and do not require the addition of 

extra work.

The need for a research project to be flexible and opportunistic was recognised, 

but as Robson (1993: 296) stresses, “the contest between what is theoretically 

desirable and practically possible must be won by the practical.”
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There have been a few published studies supporting the importance of free 

voluntary reading in EFL contexts and even less research undertaken in Taiwan to 

manifest its benefits. The difficulty of obtaining the teachers’ support was 

reasonable. However, teachers could make an attempt to devote more of their 

energies and resources to the encouragement of development and voluntary book 

reading, since the programme was easily scheduled and carried out and, as shown 

here, brings some general language benefits. All it needed was an enthusiastic 

reader teacher to guide his students to enjoy free reading.
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6.4 Reflections and suggestions for further study

Questionnaires, tests, reading journals, and some interviews were used in the 

research project. With hindsight, interviews could have focused on particular 

readers as in-depth case studies. From the quantitative point of view, the 

difficulties of access to students meant that only a few students could be 

interviewed and at the time of research it was felt that this number was too limited 

for statistical analysis. However, in retrospect, although the number of interviews 

was small, later comments from students give further insights into the voluntary 

reading process, into students’ attitudes to reading, and into a number of negative 

factors which clearly constrain students’ reading for pleasure. These factors 

included “laziness”, seeming lack of motivation, difficulty with vocabulary, and 

“English phobia”. Such insights could have been further explored in a qualitative 

approach in this study and this aspect should be taken up in future research. 

Further exploitation of the interviews and increasing the number of interviews 

could have led to an interesting qualitative exploration of differences in attitudes 

and experiences between continuous and discontinuous readers, and might even 

have led to an elaboration of the analysis to explore a possible emergent 

continuum between the two. This could have provided a much richer 

interpretation of the statistical results through complementary qualitative analysis.

The reading journals provided feedback and information for the teachers. They 

also offered a reading record for students to monitor their own reading and were 

an incentive for them to read and to have something to write when they 

understood they were expected to write about their reading. From the research 

viewpoint, the journal was intended to serve the purpose of getting students to 

express themselves about their reading and it was expected that this would include 

evidence of affective responses and thus yield further indications of the 

development of students’ attitudes to the material they were reading. It is not 

uncommon to meet difficulties in research projects of this kind (e.g. getting
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access in Chapter 3). Regarding the journals, the students seemed to have 

perceived journal keeping in a different way to the researcher. It seems that many 

students perceived the voluntary reading programme in terms of study and study 

reading (despite repeated verbal and written explanations from the researcher and 

the teachers). Hence, in writing journal entries, students not only seemed to be 

reluctant to answer open-ended questions, but seemed not to know what to write 

or how to write notes (despite the fact that they were shown systematic examples 

of how the journal should be kept). Many students recorded grammar point from 

grammar textbooks, new vocabulary and exemplary sentences looked up in the 

dictionary, as if they were studying grammar and vocabulary. Only a few students 

showed affective responses to their reading although this might have been 

expected if they were indeed reading for pleasure (see Appendix I).

On such evidence, in retrospect, it seems that at a deep level the students were not 

really reading for pleasure and neither they nor their teachers really appreciated 

the essence of the voluntary reading programme with its emphasis on 

comprehensible input and reading for enjoyment and pleasure. Rather, voluntary 

reading was seen as study reading and the journal keeping was seen as study 

writing. The element of pleasure and affective responses seems to have been 

missed (even though the voluntary reading programme in this research, as 

demonstrated in Chapters 4 and 5, did show benefits especially for continuous 

students).

A methodological insight can be derived from the above. This was not clearly 

seen by the researcher at the time of conducting the research. This insight is that 

research of this kind does not only depend on an appropriate design and 

overcoming practical constraints on feasibility and access but also depends on 

how other participants (the teachers and participating students) see the research 

project, how they interpret key concepts, such as “reading for pleasure”, 

“voluntary reading”, “reading for study in English”, and on their perceptions of 

the benefits of reading for pleasure in another language. This gap in perceptions
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could be interpreted as a cultural gap between the research ‘culture’ held by the 

researcher and the reading ‘culture’ held by the teachers and students. The 

research culture was, of course, predicated on current western perceptions of 

leisure reading. Yet apparently this was not shared by the participants in Taiwan 

who, it may be concluded, based their involvement on their perceptions on study 

habits associated with Chinese attitudes to foreign language learning. These 

Chinese attitudes themselves probably stem from learning to read Chinese, which 

in general demands close attention to vocabulary and probably engenders close 

attention to the text. If this is transferred to reading English, as seems likely, then 

the extensive reading which is desirable for the FVR programme can now be 

understood to have been difficult for linguistic and cultural reasons.

The key role of other participants’ interpretation of research was in this case 

heavily mediated by the teachers. Although they agreed to take part (and other did 

not), the nature of their participation and the influence on participating students 

was severely underestimated by the researcher at the time. In fact, the teachers 

needed far more preparation to develop a sound understanding of the project and 

relevant concepts than was given at the time.

Sadly, this programme, because of a seeming lack of enthusiasm and commitment 

by the teachers and therefore perhaps by the students, did not really break the 

vicious circle regarding reading for pleasure. This circle seems to have involved 

the cycle of frustration shown in Figure 3.2 rather than the cycle of growth.

It can be concluded that the prime point at which to break the circle is the teacher 

and teacher trainer. “Readers are made by readers” (Nuttall, 1996: 229) and 

reading for pleasure may be conveyed by enthusiasm from teachers, i.e. caught not 

taught. In the future, closer attention should be paid to the role of the teacher and 

teacher trainer as mediators to develop voluntary reading.

All of these points indicate a fundamental dilemma with the concept of voluntary 

reading which is that voluntary reading may need to be developed through an
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organised programme which has elements of instruction, demonstration, 

exemplification and modelling, certainly in the initial stage (see Figure 6.1). 

Therefore, in a sense, this project has not been about voluntary reading as such but 

has focused on eventual voluntary reading, i.e. on the stages that students may 

pass through en route to free voluntary reading. Such stages would be usefully 

researched by closer examination of the continuous and discontinuous groups with 

particular consideration of how discontinuous readers might continue to read and 

read for pleasure.

The vicious circle can be broken by giving students confidence and pleasure in 

reading in English. To do this, teachers will initially need to give students easy 

and accessible texts to read. Yet it seems that teachers in Taiwan are very 

reluctant to this because, like their students, their mental model of reading is based 

on study reading, i.e. students are to read increasingly difficult texts with ever- 

challenging vocabulary. Using graded readers might be considered to offer one 

solution to the problem, but as shown in Section 3.3.3 this is not easy at present.

While carrying out this study, a number of areas offering potential for further 

research were identified. They are discussed below.

1. This research has been hampered by the fact that the duration was relatively 

short. The teachers agreed to implement the free reading programme for one 

semester. For free reading effects to be fully revealed, a longer time period is 

almost certainly required. It is suggested that any similar study should last for 

more than one year.

2. Due to time constraints, the teachers did not carry out designated 

reinforcement activities. It would be useful to investigate any differences 

resulting if reinforcement activities were administered, composed with a 

control group’s programme without such activities.
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3. The results show that English and Chinese voluntary reading patterns varied 

across comparison groups. It is anticipated that reading purposes, reading 

habits, and reading problems will not be the same. Therefore, it would be 

useful to extend this study to encompass more Chinese reading habits and 

attitudes in order to identify more differences between LI and L2 reading. 

Again, a comparison study between English and Chinese free reading 

programmes can be suggested.

4. Many educators claim that teachers shape students’ reading attitude. A survey 

into teachers’ reading habits and attitude would be useful to justify this 

assumption and an investigation of subsequent influences on students.

5. The Internet is gradually influencing the way people live and work. Many 

people are using it to access information. Further research to examine the 

relationship between the Internet and free voluntary reading activity would be 

of interest.
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6.5 Personal PostScript

From theoretical perspectives, free voluntary reading is in line with Krashen’s 

theory of second language acquisition (see Section 2.1) as it encourages reading 

for enjoyment (i.e. comprehensible input and high motivation) and stresses no 

evaluation of students’ performance (i.e. low anxiety). It is also compatible with 

the essence of linguistic and social reading theories (see Sections 2.2 and 2.4). 

Since free voluntary reading is to choose reading material at one’s level, it reduces 

the major reading problem in the L2 - linguistic deficiency. In addition, its 

ultimate aim is to develop the habits of reading for pleasure, which is in 

agreement with social accounts of reading. Considering English language 

teaching and learning in Taiwan, free voluntary reading can not only balance the 

unevenness of focusing on reading for studying (see Sections 1.1.1.3, 2.3, 5.6, 

etc.) but also correct negative transfer of LI reading habits (see Section 2.3).

After evaluating the literature and relevant theory and taking into account the 

language teaching and learning environment in Taiwan, the author intended to 

carry out a free voluntary reading research project which might be a new field in 

Taiwan but would benefit both teachers and students there. During negotiation of 

access to subjects, the author came to understand the difficulty of conducting a 

research project with a theoretically sound but practically infeasible design. As 

described in Sections 3.2.1, 4.2.12, and 6.3.4, no matter how good the intentions 

of the free reading programme were, no matter how valuable it would seem to 

benefit all the participants, yet still there were many difficulties and 

disappointment occurring at the stages of access negotiation and programme 

implementation. In attempting to bridge the ideal and the real, the theoretical and 

the practical, the design conception and what is feasible, there is much to be 

learned for the teacher and researcher on both professional and personal levels.
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Introduction

English is important for people in Taiwan. It is a tool for getting information 
quickly, for negotiating with clients, for pursuing further education, and for 
competing with others for the chance to get a job or study abroad. There is no doubt 
that learning English meets the needs o f Taiwanese, but the question is how English 
teaching can be made compatible with the needs o f  learners.

Deductive grammar teaching is broadly adopted in the classroom and is 
viewed as the most efficient and effective method to improve students’ grammatical 
competence. From high schools to universities most students formally studied 
English for an average o f eight years; however, the result is far beyond their 
expectation. Deliberate instruction, on the contrary, is likely to make students focus 
on form, not on meaning, too much if  they are eager to learn the rules, or feel bored 
to listen to the explanation o f the rules and then do the drills. Even though grammar 
courses are most o f  the time dull, adult students still see the need to develop 
grammatical competence through grammar teaching because they believe it assists 
them to learn more rapidly and efficiently. As to the teacher, the complexity o f  
grammar rules is somehow too hard to explain clearly and grammar teaching is time- 
consuming if  the teacher tries to make grammar teaching more interesting.

The battle lies in whether formal instruction will help students to enhance their 
language proficiency. In arguing for the value o f  formal instruction, researchers 
pointed out instruction can help to prevent the premature fossilisation that an 
excessive emphasis on the performance o f communicative tasks may bring. Some 
empirical studies, in contrast, reported direct instruction did not help the development 
o f  grammar (Krashen 1982; Smith 1983; Krashen 1984). More studies showed that 
experimental free reading groups outperformed control groups in grammar (Elley, 
Barham, Lamb, and Wyllie 1976; Krashen 1984; Hillocks 1986) and writing style 
(Applebee 1978; Krashen 1978, 1984, 1988; Kaplan and Palhinda 1981; Janopoulos 
1986; Salyer 1987). Since writing needs to be concerned with grammatical 
correctness, good writers are assumed to have better grammatical competence.

My interest is to test whether massive quantities o f  pleasure reading in 
intermediates’, rather than beginners’, own areas o f  interest will help them to acquire 
grammatical competence. My assumption is that deliberate instruction focuses on 
learners’ consciousness o f  grammatical process and forms will enhance beginners to 
acquire the second language, while intermediates, who have captured the essence o f  
grammar, need to immerse themselves in free reading to enhance high levels o f  
proficiency.
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Hypothesis

The hypothesis is to investigate if  more comprehensible input in the form o f  
reading is associated with better grammar development. The sub-hypothesis is to find 
out whether a free reading program and reinforced activities can narrow the gap 
between students competence and performance in grammar.

M ethod: Free Voluntary Reading (FVR) 

Background and Objectives

The FVR project is based on Krashen’s Input Hypothesis, which predicts that 
more comprehensible input results in more language acquisition. The best way to get 
lots o f comprehensible input and improve the knowledge o f  English is to live among 
English speakers, but in Taiwan students do not often encounter the foreign language 
outside the classroom, so the next best way is to read extensively in it.

Comprehensible input gained in reading may contribute to language 
improvement, for free reading is the reading o f  large amounts o f  material in the 
second language for personal interest in the second language (Comprehensible Input) 
and without the addition o f  productive tasks or follow-up language work (Filter 
Theory). In other words, it is to ensure meaningful and interesting input that students 
choose books o f their choice to read for pleasure. No tests and assignments, 
furthermore, help to reduce their anxiety and thus lower their affective filter and 
permit more input.

Much research has proved that FVR helped to bridge the gap from the 
beginning level to truly advanced levels o f  language proficiency, whether the first 
language (LI) or the foreign language (FL), so it is especially suitable for 
intermediate students who have built up basic language abilities and are able to direct 
their own learning. They can read for pleasure, they can continue to improve in 
English without teachers’ help. Reading texts offer the best chance for students to 
develop their language proficiency, for the material convey the messages they might 
meet in an English-speaking environment and compose o f  lots o f beautiful sentences 
with absolutely correct grammar. That is to say, language improvement, including 
grammar development, is the natural by-product o f  reading. Since every text and 
every reader requires different treatment, FVR enables individuals to choose material 
to their own needs and undergo language development at their own pace. However, 
what may be crucial is not simply reading a lot but rather reading selectively for 
problem solving and for meaning. Encouraging uses o f the language developed from 
their selective reading may, furthermore, foster consolidation o f  the language ability 
rather than just a feel for the language.
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Comprehensible Input Acquisition

FVR Grammar

Consciousness
Raising

Keeping journal 
Discussion  

Presentation

The major objective o f  the project is, therefore, to investigate the hypothesis 
that free voluntary reading helps university-level students the acquisition o f grammar 
in a second language. At the same time, reinforcement activities, such as keeping a 
record, holding discussions and book presentations, are used to raise students’ 
consciousness and to facilitate students the acquisition o f  grammar indirectly because 
these activities encourage uses o f  the language o f reading.

In view o f the general perception that grammar competence o f most Chinese 
adult students is better than their performance. Over time, both competence and 
performance can be assumed to improve; the hypothesis here is that the gap will 
narrow with FVR.
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G
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Design

The project is designed for intermediate university students, who show  
understanding o f  grammatical structure and a range o f  texts. The project is planned to 
run for one semester (about 3 - 4  months), and hopefully to have as many students as 
possible to join the project. Because FVR is a complement to the regular language 
arts classes, the students need not be informed that they are in an experiment. Free 
reading takes place outside the classroom, but some activities, such as mini
discussions (or free talking) and oral/book presentations, are designed to help students 
exchange their reading findings, facilitate the selection o f  material

for further reading, and motivate students to read more for enjoyment. These 
reinforcement activities can be arranged in the class, where students can be grouped 
easily to share their findings and opinions. In addition, students are asked to keep a 
record every day as a self-report to reveal how much and what sort o f  material they 
read and, moreover, how they feel about the material. Hopefully, keeping a record 
can serve as an indirect way to develop their reading habits.

At the beginning o f the semester, questionnaire I is given to find out what sort 
o f books students like and help the teacher to recommend appropriate books for them 
and group them while at discussion sessions, whereas questionnaire II is handed in at 
the end o f the semester as their self-evaluation and their reactions about the project. 
The benefits o f  questionnaire II are 1) to survey their general perceptions about how  
they read English reading material, 2) to reveal how they access to reading material, 
and 3) to evaluate the research project.

Control Testing 
Pre- & Post- Tests:

Two tests (pre-test and post-test) are given at the beginning and the end o f  the 
semester to evaluate students’ progress. They should be informed that the scores o f  
these tests will not influence their final scores o f  their English courses.

Before the experiment all students are given a pre-test o f  proficiency in 
grammar. The SAME test is given to all students again at the end o f  experimental 
treatment. The pre- and post- tests are administered in class and each one takes about 
45 minutes to complete. The results obtained from these tests are used to compare the 
grammatical proficiency before and after the experimental treatment, and as a measure 
to assess the effect o f  FVR on the grammatical competence and possible variation 
between good and poor readers.

Oral Presentations:
While pre-test and post-test measure students’ grammar competence, taped 

book presentations are evaluated in order to measure their grammar performance. 
Three taped oral presentations are arranged to evaluate students’ active grammar 
before, during and after the experiment. They should be asked to prepare their
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presentations for 5 minutes about the title, the author, summary or their com m ents o f  
the book they have read. On that day, the teacher has to assem ble 3 - 4  students with 
same reading interest into a group, ask each student to present his speech in his group, 
and tape their oral performance. Students should be asked to report their names 
before giving their presentations while taped.

The first presentation is administered during the first week o f  the semester, but 
the teacher should ask them to talk about the topic assigned to them rather then the 
book they read, for they might not finish any book. After students have read some 
books and shared insights in group discussions, the second presentation is assigned in 
the middle o f  the semester and the last presentation at the end o f the semester. Both 
o f them are book

presentations. Students can talk about their favourite book or author, or about the 
topics they have talked about in group discussions. The teacher, also, can suggest 
specific topics, such as news, fairy tales, relating to students’ reading, to motivate 
students to express their opinions and evoke their interests.

in the middle o f  the sem ester
last week

Pre-test 
questionnaire I

Post-test 

questionnaire II

Book presentations

Experimental Treatment 
Free Voluntary Reading:

Apart from taking the 2 tests, students are free to select any printed material 
they like, and to change a new one whenever they wish. Because many students are 
quick to enthuse but can often be equally quick to lose that enthusiasm, the 
introduction o f  the right book at the right time can encourage independent reading. 
Since it is impossible and time-consuming to ask teachers to have all o f them read, the 
book list coded in levels o f  vocabulary and kinds o f  books is to assist students on 
selecting books o f their interests and abilities and to advise teachers on making 
appropriate recommendations to students. However, graded readers are just one o f  the 
choices and they are used to motivate students to read at the beginning stage. After 
sharing books with others and asking recommendations from the teacher, students 
should gradually be able to choose any kind o f  texts they feel interested in and enjoy 
it.

Keeping Journal:
To promote the comprehension o f  text and to get more accurate self-report 

data, students have to use journals to take notes and add their own reflections after 
each reading. Notes can include new vocabulary or exem plification, quotations, 
statements, summaries, questions raised during reading, students’ own feelings or 
comments about the characters, the setting, their expectations and results. The
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journal gives students the chance to interpret text and therefore to reinforce what they 
have read. Moreover, it creates a visible, permanent record which allow s students to 
interact personally with text. The teacher needs to check their journals every day to 
ensure record keeping and encourage students to read more and to share books with 
others.

M ini-discussions:
Opportunities are provided for students to communicate their personal findings 

through sessions o f mini-discussions (free talking) and book presentations.

Discussion o f books they have read (with or without the teacher) is encouraged 
for about 5 minutes a day during the class, so that students can share their reactions 
about their reading matter with one another and, at the same time, they can be 
informed and guided on their selections for future reading.

Limitations
Reported leisure reading is not so accurate, so checking the students’ record 

every day is an additional way to ensure and reconfirm the data. Besides, providing 
access to books is necessary to make free reading more desirable. The teacher 
should, therefore, introduce students to access to libraries or bookstores and ought to 
encourage students to share books with others.

Data Analysis : All analyses will be performed using the Statistical 
Package for the Social Sciences (SPSS) statistics package.
To compare the differences before and after the experiment:
1. Data gathered from pre- & post-tests will be calculated to compare the differences 

o f students' grammar and reading scores before and after the experiment.
2. Three prepared oral presentations arranged at the beginning, in the middle and at 

the end o f the semester will be taped and evaluated.

To compare the differences between good and poor readers
1. Because journals will show students’ reading records and therefore distinguish 

good and poor readers, the top 25% readers and the bottom 25% readers will be 
chosen to compare their differences in tests, oral presentations, and their 
performance in other classes if  available.

2. These data can also be used to identify what characteristics good readers have and 
what kind o f books they read.

To analyse whether FVR and reinforcement activities help to narrow the gap  
between students ’ performance and competence.

Good and poor readers' grammar test scores and oral presentations will be drawn on 
performance lirst. Comparison will be made on the differences o f  the pre-test and the 
lirst oral presentation, and o f  the post-test and the last oral presentation.
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Questionnaire I:

A. Please write in the class, date, the total num ber o f  students in the class, your 
name, and record started and finished time for students to complete the chart.

Class
Date
Teacher

N o o f  Students
Started Time
Finished Time

B. Please fill in numbers o f  students present and absent and absentees’ names.
No o f students present
N o o f students absent

Names o f  students absent

( 1) (2)

(3) (4)

(5) (6)

(7) (8)

(9) ( 10)

( ID ( 12)

(13) (14)

(15) (16)

Notes:
1. Please make sure you have collected all the copies o f  the questionnaire you handed 

out.
2. Please remember to ask those absentees or new students to fill in the questionnaire 

when they are present.
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Questionnaire I 
A. Please I ell Us W ho You Arc and W hat C lass You A rc In:
Name

Sex Male Female
Age

University

Class
Time

B. Please Tell Us about Y o u rself and Y our R eading H abits W hen You Read in Eng lish :
We would like to know more about you and your reading habits, which w ill help us to group you with 
people o f  the same interest and recommend appropriate books to you. Your information is crucial to the 
free reading program, so please com plete the questionnaire by choosing the appropriate response, which 
first com es to your m ind.

1. Have you ever done reading in English in your free time (apart from vour course texts or material 
related to vour work}? (Please circle number)

....! L X es I Z I Z I I I I I I I I I I I I I I [ 2 ‘r r N o " (G o 'to 'l8 )  '.........................................]

The follow ing statements ask about your experience o f  reading E nglish material in vour free tim e. Please 
cjrcle_pne num ber in each row to indicate i f  you agree or disagree with the statements below .

Strongly Agree Slightly Slightly Disagree Strongly I don’t

2 . 1 have time to read.
Agree

1 2
Agree

3
Disagree

4 5 :
Disagree know

8
3 . 1 can concentrate on reading w ell. 1 2 3 4 5 6 8
4 . 1 can read uninterruptedly. : 2 3 4 5 : : « ! • 8
5 . 1 like reading English material.

i
2 j 4 5 6 8

6 . 1 have a lively imagination. / m 2 . 3 4 5 v 6 8
7 . 1 have done lots o f  written exercises, such as 

summaries and essays o f  the texts I read. i 2 3 4 5 6 8
8 . 1 have learned lots o f  words from reading. 2 3 4 5 6 8
9 . 1 can find books I like to read. 1 2 3 4 5 6 8

1 0 .1 think reading benefits m y reading
comprehension. 1 2 3 4 5 8

1 1 .1 think reading benefits my writing style. 1 2 3 4 5 6 8
1 2 .1 think reading benefits m y grammar. 1 2 3 4 5 6 8
1 3 .1 think reading benefits m y spelling. 1 2 3 4 5 6 8
1 4 .1 think reading benefits m y vocabulary. 1 2 3 4 5 6 8
15. I think reading benefits m y general English

proficiency.
In I'OftAn tJlilif u/ith cnfrtPAHiA okAtif ̂ cAm T

1 2 3 4 5 6 8
iu . i emeu uun YViui oUUiCUOC apuULSOiUCininE: 1

have read. Q l ' t 2 3 4 5 8

17. Do you still read som e English material in your free time (apart from vour course texts or material 
related to your work)? (Please circle number)

i [  Yes (Go to 19)......................................... ............... T"”2 ""I"No...............................................................................

18. Why don’t you read E nglish material (apart from vour course texts or material related to vour work) 
in your free time? (Please circle the reason(s) you agree with, but if  you have more than 5 answers 
please circle only the top 5 reasons.)

 ;.._.0..D.00. .s .^.a_  .. .̂.Y...n5^  .̂  L.A..i..Y.r.a. ^ a.r..d.^ncuIty  i 3 j Vocabulary difficulty
.5 'n êresl | 5 j English phobia i 6 i No books available
J  i D on’t know what to read j 8 I D on’t like reading I 9 1 Don’t have time to read
10 ! No quiet reading atmosphere j 11 j N o one asked me to read f  \2  j Noneed"to read................
13 j Others (S p ec ify )    T i T l l  don vt’know^...............

19. Do you think you need to be able to read in English? ( Please circle number)
1 j Y e s  2 : No (Go to 21) 8 ; I don’t know
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20. Why do you think you need to be able to read in English? (P lease circle the reason(s) you agree with,

: 1 : To solve a problem 2 j For study
j i ■ For information 1 4 j For work (Getting or holding a job)
= 5 i For promotion in job 1 6 i For pleasure

8 • For increasing knowledge
| For exam 1 10 j T o  k ilitim e  1

: 11 i Other (Please specify)

21. What kind o f  English material do you like to read — or what kind o f  English material do you think you 
would like to read? (Please circle the item (s) you agree with, but i f  you have more than 5 items please
circle only the top 5 items.)

\ 4 . j Adventure/ Thriller j  5 j Crime/ Detection j 6 j Romance....................................... j

i 7 j War j 8 j  Westerns ^ i 9 | Mystery/Horror/Ghost \
\ 10!■ I Humour j i l  ; Short stories j 12 j Biographies I
{ 13- | Comics j 14 i Material related to work/study i 15 i Magazines j
i i6_ j Newspapers j 17 i Other (Please specify) \

22. In your opinion, what strategy would you utilise for becoming a good reader? (Please circle the 
item(s) you agree with, but if  you have more than 5 items please circle only the top 5 items.)

L...!....1.5^® ___I ~2 } "HaveTotsof^wrltten exercises................... ]
j 3 | Learn how to sound out words j 4 I Do much reading for homework |
j 5 i Have many good books available i 6 | Like reading....................................................1
! j  _ I & i Learn the meaning o f lots o f  words 1
I...3.. I Have attempts at difficult articles j T6” ] Have a^li^lylmagination............................1
j 11 j Talk w ith someone about something you read*** j* W  ....................................... 1

j 15 i Other (Specify) ................................................................1

C. Please Tell Us about Y ourself and Your Reading Habits When You Read in Chinese:
23. Do you like reading? Please circle the one best describes your general attitude toward reading in 

Chinese.

1 i Strongly agree........................ j” T * T  Agree  p 5 T T  Slightiy'agree...............
-4:y j Slightly disagree i 5 ] Disagree *****............................ j"'"6'"T s ^ n g I y  d^sagree..............

How often do you read the Chinese material for your enjoym ent in your free time? (Please circle one 
number in each row.)

More than Once a Once or Once or Less than Never 
once a day day twice a twice a once a

week month month
24. Newspapers 1 2  3 4 5 6
25. Magazines 1 2  3 4 5 6
26. Comics 1 2 3 4 5 6
27. Different kinds o f  books 1 2  3 4 5 6

28. What kind o f  Chinese material do you like to read for enjoyment? (Please circle the item (s) you agree 
with, but if  you have more than 5 items please circle only the top 5 items.)

i Science fiction ; Classics
: Adventure /  Thriller ; Crime /  Detection :• 6 Romance

: 7 ; War ; a j Westerns :• 9 i Mystery/Horror/Ghost
• Humour • Short stories j ; Biographies

: 13 j Comics j 14 : Material related to work/study I 15 | Magazines
| 16 j Newspapers ! 17 I Other (Please specify)

T lin itk  y o u  for  R iv in g  y o u r  t im e  fo r  thi s  q u e s t i o n n a i r e .
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Questionnaire II

A. Please write in the class, date, your name, the total num ber o f students in the

Class
Date
Teacher

No o f  Students
Started Time
Finished Time

B. Please fill in number o f  students present and absent and absentees’ names.
No o f  students present
No o f  students absent

Names o f  students absent
( 1) (2)

(3) (4)

(5) (6)

(7) (8)

(9) ( 10)

( 11) ( 12)

(13) (14)

(15) (16)

Notes:
1. Please make sure you have collected all the copies o f  the questionnaire you handed 

out.
2. Please remember to ask those absentees to fill out the questionnaire next time they 

are present.
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Questionnaire II

The Free reading program is designed to encourage you to read a range o f  material for pleasure and for 
language development. It is, in other words, to develop your reading habit and therefore to promote 
your own English proficiency to advanced level. In order to upgrade the program to the requirement 
o f  students with different backgrounds, it is very useful for us to have your opinions since you have 
just completed the free reading program.

Please complete the follow ing questionnaire choosing the appropriate response which first c o m es to  
y.Qu.r mind and making any com m ents or suggestions you feel relevant.

First, please tell us who you are and what class you are in:
Name

Sex Male Female
Age

University

Class
Tim e

The follow ing statements ask about your experience o f  reading English material o f  your interests in your 
free time during the semester. Please circle one number in each row to indicate i f  you agree or disagree 
with the statements below .

Strongly Agree Slightly Slightly Disagree Strongly I don’t

1 .1 have time to read.
Agree

1 2
Agree

3
Disagree

4 5
Disagree
6

know
8

2 . 1 can concentrate on reading well. 1 2 3 4 5 -v 6 8
3 . 1 can read uninterruptedly. 1 2 3 4 5 6 8
4 . 1 like free reading. 1 2 3 4 5 6 8
5 . 1 have a lively imagination. 1 2 3 4 5 6 8
6 . 1 have doneTots o f  written exercises, such as  

summaries and essays about texts I read. 1 2 3 4 5 6 8
7 . 1 have learned lots o f  words from reading. 1 2 3 4 5 6 8
8 . 1 can find books I like to read. 1 2 3 4 5 6 8
9 . 1 think free reading benefits m y reading 

comprehension. I 2 3 4 5 6 8
1 0 .1 think free reading benefits triy writing style. 1 2 3 4 5 6 8
1 1 .1 think free reading benefits m y grammar. 1 2 3 4 5 6 8
1 2 .1 think free reading benefits m y spelling. 1 2 3 4 5 6 8
1 3 .1 think free reading benefits m y vocabulary. 1 2 3 4 5 6 8
1 4 .1 think free reading benefits m y general 

English proficiency. . i 2 3 4 5 6 8
15. I often talk with som eone about som ething I 

have read. i 2 3 4 5 6 8
16. I will continue free reading after the end o f  

the semester. i .... 2 3 4 5 6 8

17. What kind o f  English material do you usually read for enjoym ent during the sem ester?
(Please circle your favourite kind/kinds o f  English material. If you have read more than 5 kinds o f  
books for enjoyment, please only circle the top 5 favourites.)

: Adventure / Thriller • Crime /  Detection 6 i Romance
8 Westerns 9

: Biographies
: Magazines

: Newspapers 17 Other (Please specify)
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18. How did you select the books you like to read during the sem ester? (P lease circle your w ay(s) o f
selecting books. If there are lots o f  ways, please only circle the top 3 ways.)

: Recommended by classmates/friends 2 • Recom m ended by the teacher
.- Seen on 1 V or m ovies 4 .: Subject appeal

6 : Cover looked interesting
8 = T itle sounded interesting

• Met with before com ing to the Centre : 10 ; Read this book before
: 11 : The book was on best seller list : 12 ; A gift
i 13 j Other reason (Please specify)

How often do you read the English material for your enjoym ent in Your free time durine the semester?
(Please circle number.)

M ore than Once a O nce o r O nce o r Less than N ever
once a day day twice a twice a once a

19. Newspapers 1 2
week

3
m onth

4
m onth

5 6
20. M agazines 1 2 3 4 5 6
21. Comics 1 2 3 4 5 6
2 2 . Different kinds o f  books 1 3  - m 4 ■ 5 6

H ow long on average do you spend reading the English material for your enjoyment in your free time
during the semester? (Please circle number)

M ore th an  1 -3  hours 1 /2 -1 15-30 Less than Not
3  hours hours m inutes 15 mins. Available

23. Newspapers 1 2 3 4 5 6
24. Magazines 1 2 3 4 5 6
25. Comics 1 2 3 4 5 6
2(5; Different kinds o f  books 1 4 5 6

27. Where did the English material you read for enjoyment during the semester come from? (Please circle
 the sources; If your books com e from lots o f  different sources, please only circle the top 3 sources.)
I 1- Public library j 2  i Gift 1 3 !  Borrowing from friends |
L . . . £ . . ± . : ^ na' Purchase I 5 j School T 6 IO th e r (P lea se  specify).......................................................I

28 . Why did you choose these books /  magazines /  newspapers you read during the semester? (Please
circle the reason(s) why you read these English material. If there are lots o f  reasons, please only  
circle the top 3 reasons.)

: 1 ; To solve a problem • 2  : For study
3 j For information • 4 | For work (Getting or holding a job)

• 5 ; For promotion in job I 6 1 For pleasure
; 7 ; For course requirements • 8 ; For increasing knowledge

id  To kill time
; 11 : Other (Please specify) ;

29. Do you read continuously during the semester? (Please circle number)
= 1 : Yes (Go to 31) ; 2 i N o

30. Why did you stop reading English material continuously in your free time during the semester? 
(Please circle the reason(s) you agree with, but i f  you have more than 3 reasons please circle only the 
top 3 reasons.)

: 1 j No books match my needs : 2 ( Grammar difficulty | 3 j Vocabulary difficulty j
i 4 : No books match my interest i 5 j English phobia ; 6 ; No books available j

: 10 j No quiet reading atmosphere : 11 i No one asked me to read : 12 i No need to rend
; 13 ; Others (Specify) ; 14 j I don't know.
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31. Which book did you like best during the semester? H owever, if  you don’t have any favourite books, 
go to 33.

32. What did you like about it? (Please circle the reason(s) w hy you like the book. If there are lots o f  
reasons, please only circle the top 3 reasons.)

i j  j Am using j 2 I Interesting [ 3 j Exciting....................................... j
L__4 | Informative j 5 j Character-identification \ 6 T Being m ^ e  to ifeei sad........... j
; 7 j Being frightened j 8 ] Unpredictable .............................l” 9' "f Rewarding.................................. j
i 10 j Other reason (Please specify)  I

33. Which book did you like the least during the sem ester? H owever, i f  you don’t have any dislikes go to
35.

34. What did you not like about it? (Please circle the reason(s) w hy you did not like the book. I f  there are 
lots o f  reasons, please only circle the top 3 reasons.)

j 1 j Boring/repetitive | 2  “I*Easy  ............................. fT -J~ J~ L on g .................................................. {
I 4 j Com plicated I ' 5 " T  Childish ..........  j^n? ’" T 'D iffi^ it language........................ j
j 7 j Puzziing.........................I_S j W eird____  I 9 Frustrating ]
j 10 j Other reasons (Please specify)  ;

35. Did you ever recommend books /  m agazines to your classm ates during the semester? (Please circle 
number)

L . . i  \ . i ci .............................................Z Z Z Z Z I T ^ ^ N ^ G 5 t o 3 T 5 .................. ........................................i

36. Have any o f  your classm ates started reading the book /  m agazine you recommended to them during 
the semester? (Please circle number)

li4. .1 Yes ......       [""l-il'No................................................... |

37. Which parts o f  the free reading program did you enjoy m ost? (Please circle the one that you liked 
 ___ most.) If you don’t have any favourite parts, go to 39.

j 1 1...^™.?!?.?.?..!®!?.™?.!... I ^ i Book presentations j 3 j M ini-discussions ]
;.__ ......................................................... L...:5... .j Free reading : 6 | The teacher’s encouragement !

.7 | Other (Specify)    j

38. Why did you like it best?

39. Which parts d id n ’t you like? (Please circle the one(s) you d id n ’t like.) If you don’t have any 
dislikes, please go  to 41.

! 6 ; The teacher’s encouragement
: 7 : Other (Specify) 1

40. Why did you think so?

41. Has the free reading program made any difference to your reading in Chinese? (Please circle number)
1 : 1  read less in Chinese than before. i 3 j I read more in Chinese than before

j 2 j 1 read the same amount in Chinese as before. 4 j I don’t know.

42. Please offer som e suggestions or comments for us to improve the free reading program. (Continue on 
reverse if  necessary)

I h u n k  y o u  fo r  f; iv i» j;  y o u r  t im e  f o r  th is  q u e s t io n n a i r e .
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-  * * * -  * -  it /f -  is A ■y *  - ft ^
-  * * -  > ^ ;i: 49 ;i -  £ i l  *

23. *  & 1 2 3 4 5 6

24. *  & 1 2 3 4 5 6

25. i l  t 1 2 3 4 5 6

26. & #. £  % 1 2 3 4 5 6

27. tfr ^r K1 ifi iS 69 -f'l ^  £  4 t  ^  St £  ? ( *fr 4 t  v )
□  1. AT sl ®  %  f t  □  2. i t  4h O  3. f t  M  1  4& 69

□  5. ■? ^□ u e ,  }\ 69 □  G. &  # .  ( #  5 i  "/I )_
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28. i j ’ i l l  4?- i t  d t -f'J ih >t f t  7  : ( 7>V 4 t  v )

□  1. A? & W ^  □  2. *  #  ill #
Q 4. 4£ i  ft D 5. & Dt  Pi
□  7. ifc 41 t  #  □  8. ^  *» *» i £
□  10. f t  % ( i t  i t  °M ) _ _ _ _ _ _ _ _ _ _ _ _ _ _ _

□  3. &  t*- f t  ifi.
□  6. n &
□  9. % i£

29. & £  i£  *h Bfl i t  $1 > £  #  -  £  ifc #  Bd i t  f  i f  ? ( i t  f t  v )

□  1. t  ( &  fA *£ 31 ) □  2. &  #

30. i t  f f l « f r £ 3 : M i * f i t $ 0 &
□  1. «. *  £  & £  & fit *  If
□  4. >1 #  £  #  ^  &  fit *  41
□  7. *  i £  &  i t  &
□  io. it
□  13. *  &  ( n  a  m )

( i t  I t v )
□  2. 3C & A &
□  5. f t  x  S  flf #
□  8. ̂  4- $t K|
□  11. & A #  £  &

□  3. ̂  £  A $t
□  6. %. % ft  X f'J & ’T &
□  9. &  a* PJ] &
□  12. *  t  #  &

31. £  &  #  *h fifl ^  $  M ’ f t  &  -I- 48: fit f  J ^  4 :  
( #  >1 #  #  »\ f t  f t  fit -f'J #  » it-  #  W M 33 )

32. f t  f t  ?k i t  — f'J ft  £  0  M) ft> : ( i t  4r  v )
□  1. □  2. iW 3*t □  3. & &  t  t  fit T f iX
□  4. *■ il 6  4® 41 it iS. & fa □  5. it  n ^  4$ □  6. & 4*
□  7. $  it  <& 4fr . & *  & 4* □  8. & & & #  if  £ & &
□  9. *  4fc ( n i t  W )

33I. f t  #  i £  *h M i l  $  M » f t  &  *  -I- &  fit 7'J f t  4 :  
( £  &  #  *  -I- f t  fit f'J &  » i t  41- M ^  35 )

34. i t  ^  -I- 4fc i t  — -f'J #> » *b 0  *£ : ( i t  4T v )
□  1. &  JW /  'ft £p $  i l
□  4. i t  pp i .  i l  Sft
n  7. & *  n
□  10. ft fa ( i t  i t nil )

□  2. i. US •?■
CU 5. A. T€ 7* IL
□  8.

□  3. A  7C

□  6.ffl ^im>?
□  9. f  A a  I.

35. i t  ?b ft ft 4ft # ,  f l  4^ #6- PI ^  ? ( i t  4r v )
□  1. &  □  2. #  ( i l  Pi M 37 )

53Gsn
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3G. t\  f t  #  FQ #  &  f t  #  &  A  # -  i i  *  ?  ( i H i  v  )
□  1. #  n  2. >Z#

37. & 4@ i& f t  Bd ik i f  i'l ’ f t  & -§- &  *P -  f t  ̂  #  -I- &  #  f t  » &  W SS
39 )
□ 1. a & f c #  D2. □  3. i£ft**ii& □  4.
□  5. £l M ?ft □  6. £  ft lit m  □  7. & ft ( i i  ^  )

38. f t  -I- &  a  *  4 : __________

39. f t  *  *  -I- &  4 : f t  -  f t  &v ? ( *» &  >1 #  *  -I- &  f t  f t  &v » #  $  £g 41 )

□  1. a i&OL& n 2 . f t * & &  D 3  . & f t* i&  □  4 . ^ 4 1 ^ ^
□  5. U *  K3 it  □  6. £  ft tt m □  7. & ft ( i i  0J )

40.44: *  4  & a  & £ ____________________________________

41.44: it #  & £  ft *  x  Wft ?
□  1. t  31 W it & ** a? '>' □  2. t  31 NJ it «  *f — 4& f
□  3. □  4. ^  i t
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Teacher’s Q uestionnaire
Your opinions about the free reading program will help to upgrade the program to meet the needs and 
abilities o f students. It is very important to have the suggestions and comments from you since you 
just ran the program.

How often did you ...? (Please circle number)
Every ^jEyery 
day #£2’daysi

Once a 
week: <■

^Tvrice|&* dCwicê  Once a -Once a
a v i3 ^ a w n .V >  mon. "semestW  i,'

• Never

1. check students’ journals 1 2 3
sxvf:s±ys-::</zy.-yjs'<v • ''■•.,CX'*- • ■ ■

4  5 6 7 8
2. admihister<inini-discussions 1 „ 2 3 ^ ; 4 l ^ 4 |5 : v v  ' 6  . 7 8
3. administer book presentations 1 2 3 4  5 6 7 8

How much time on average did it take for 7
M ore th a n r  

" 30 mins >C,.
4. checking students’ journals 1
5 each mini^discussion. 1 . *
6. each book presentation 1

(Please circle number) 
20/-3°

2
&
2

15-20 .0-15*- 5-10miri&s

4

................Less than -
  5  miijs.'

5 6

5 6

„ <7/-How d id ||ju  -motiyate students-to read you agr^jwithf bu||ifK
£ -if < ‘ : *'M 1

| Read aloud brief passages from a book, stop the story at a suitably tantalising point.______
I I Show new books to class and talk a little about each one._____________  _
I ,3 1 Get a student to talk about his favourite book.__________________  ___
K 4  j Invite visitors to talk about books._________________________________
i r5y  i Encourage students to talk about their reading matter to share their reactions with one another.
| j Group students and enable them to undertake common ta sk s .______  _
PVfrfc, i Play cassette or video tape related to one o f  the graded books to evoke students' interest.

Discuss books or authors with students.______________________________
Talk about what I am reading with students.______________________________

! Refer to books as I teach.
I - t t f A  Other (Please specify)

E>id^you hay^difficulties conducting r'-V

i 8. journal checking i 1 j Yes ! 2<^ No i
i I I I  i

9. mini-discussions 1 j Yes i 2 ; • i No

10. book presentations Yes No

11. Please offer some suggestions or comments about the role o f  FVR (free voluntary reading) in 
improving reading and grammar. (Continue on reverse if  necessary)

Thank you for giving your time for this questionnaire.

School o f  Education, University o f  L eicester x x v i
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Pre-Test (FO RM  D4P4D4)

A. Please write in the class, date, the total num ber o f students in the class, your 
name, and record started and finished time for students to complete the test.

No o f students

Started Time

Finished Time

Class

Date

Teacher

B. Please fill in numbers o f students present and absent and absentees’ names.
No of students present

No of students absent

Names of students absent
( 1) (2 )

(3) (4)

(5) (6)

(7) (8)

(9) ( 10)

( 11) ( 12)

(13) (14)

(15) (16)

Notes:
1. Please make sure you have collected all the copies of the test you handed out.
2. Please remember to ask those absentees or new students to make up the test when 

they are present.

School o f  Education, University o f  Leicester x x v i i i
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TIME 50 minutes

INSTRUCTIONS TO CANDIDATES
Write your name, your student ID number, your department and the class you are in in the 
spaces at the bottom of this page. Write your name and your English score of the 
Entrance Examination on the answer sheet.

This paper requires you to complete all three sections.

For each question write your answer on the separate answer sheet. Write clearly in pen 
in the numbered spaces provided.

You may write on the question paper if you wish, but you must transfer your answers to 
the separate answer sheet within the time limit.

At the end of the examination you should hand in both the question paper and the answer 
sheet.

Department

Class

Chinese Name

Student ID No

This question paper consists o f 3 pages. [Turn over]

School o f  Education, University o f  Leicester x x i x
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Session I: Form  D 4
For questions 1-15, read the article be low  and then d e c id e  w h ich  w ord on the bottom  part 
best fits each space. Pul the letter you  ch ooS e for each  q u estio n  in the correct box on yo u r  
answer sheet. T he ex ercise  begins w ith an ex a m p le  (0 ) .

CARROT ADDICTION

Eating carrots may be as (0) ... as cigarette smoking and every bit as difficult to give up, 
according to recent research. (1) ... it has been known since (2) ... 1900s that excessive 
carrot intake can turn the skin orange, the psychological effects of (3 )... behaviour are only 
just coming to light. One woman patient (4) ... was eating a kilogram of raw carrots a day 
had to be treated in a psychiatric hospital. Another woman started consuming huge 
quantities of carrots (5) ... pregnant and managed to stop for 15 years after the baby was 
bom. The habit resumed (6) ... an illness when she resorted (7) ... buying and eating carrots 
secretly. Switching to (8) ... vegetable helped reduce her (9) ... . She now survives happily 
(10)... a carrot-free diet. Another case concerns a man who sought help to (11) ... tobacco. 
His wife advised him to replace smoking (12) ... eating vegetables. He was soon consuming 
up (13) ... five bunches of carrots a day. The man abandoned the carrot habit. (14) ... , he 
resumed smoking. The research suggests that the psychological dependence arises not only 
from the carotene (15)... in the vegetable, but also from some other ingredient. He says that 
the withdrawal symptoms are so intense that the addicts get hold of and consume carrots 
even in socially unacceptable situations!

i  0 A j addictive B  j addiction j  C  i  add icted D  j  addict
i  i A j  B ecause B j W hen \ C  I A lthou gh D j  A s
1 2p _ A J  an early 

A i  som e
B  j  the early  
B i another

j  C  j  early  
| C  i  su ch

J D j earlier 
D \ any

1 4 A j whom B  j  which i C  j  w h at D  j w ho
! 5 A | when B  j  if j C  ! o n c e D  1 though
i  6 A j  ow in g  to B  I desp ite i  C  | after D  i  because o f
i  7 A i with B i to i  C  i  from D  i  in
i  8 A j  an i B ! a i  C j  the D  | another
[ 9
[lioj

A j  dependent 
A 1 on

B i depend  
B | with

{ C  j  depend ing  
j C  ! w ith ou t

D ! dependency  
d T  f o r

i 11 j A i g iv e  out 
A i with

B i g iv e  over  
B [  for...............

{  C  I g iv e  up D  j  g iv e  aw ay

: C : w ith D 1 to
i 14 ;

Do not forget to put your answ ers on the answ er sheet. 

E xam ple: I 0  A
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Session II: Form P4
In m ost lines in the follow ing text, there is one u n n ecessa ry v o rd . It is e ith er  grammatically incorrect or  
does not fit in w ith the sense o f  the text. For each numbered line 16-29, find this w ord and then write it in 
the space on your answer sheet. Som e lines are correct. Indicate these lines with a tick (v'') in the box. 
The exercise begins with three exam ples (0).

HAY FEVER

0 Hay fever is the m ost com m on allergy there is. It is widespread am ong children and teenagers,

0  although they often grow out o f  it. You are also prone to hay fever i f  you have another allergy arid, as 

0  like other allergies, it seem s to run in fam ilies. That what’s more it’s on the increase -  studies

16 throughout the Europe show  a steady growth in the number o f  sufferers in the past 2 0  years.

17 Hay fever has a little to do with hay. It’s actually caused by pollen from  trees, grasses and w eed s

18 which is are dispersed into the air during spring and summer. W hen sufferers co m e  into contact with

19 pollen-laden air, since their im m une system  starts working overtim e and releases histam ines and other

20 chem icals which trigger all the c lassic hay fever symptoms - a stuffy, runny nose, a sneezing, an itchy

21 or sore throat and watery eyes. Although the hay fever season peaks in June and July, som e o f  people

22  are allergic to tree pollens are released in February and March, and others react to w eed  pollens that 

are around from  spring to autumn.

23 Weather is all-important. It determines on when the hay fever season starts and h ow  m uch pollen  is

24  in the air each day. The cooler and drier the spring, the later the season . Pollen counts are low er on

25 dull, damp days - when less pollen is being lifted o ff the plants - and higher on hot, dry days. W ind

26 dilutes pollen, so  sufferers should make for the coast where sea breezes b low  the pollen  aw ay.

27 M ountain regions are another haven as their climate and altitude keep counts low . C ities also  have

28 lower pollen counts than country areas. In low-lying grassland regions the count can be fiv e  tim es

29 higher than in the cities, although there’s now evidence that city pollutants can bring on hay fever  

symptoms.

Do not forget to put your answers on the answer sheet. 

Exam ples: 0
0 as
0 T h at

School o f  Education. University o f  L eicester x x x i



Session III:
For questions 30-35 read the following regulations for workers about what to do in case of fire U s e  the infnrmsrin t a -a u x. Eorm  E4

ed ,nfomal ins,mctions- Put ,he le,ter you choose for each question in *he —  b°>« ^  - r rds ^ Tt : i r e t s; “

EXTRACT FROM COMPANY REGULATIONS

PROCEDURES IN CASE OF FIRE

Should a fire commence and be observed then a decision must be taken 
as to whether it is feasible to make an attempt to extinguish it. It the 
person who discovers the fire makes the judgement that it cannot be 
tackled alone, then the fire bell should be rung.

In order to reduce the possibility of death or serious injury through fire, 
the management has decided, after due consultation, to recommend that 
every employee, on hearing the fire bell ring, should cease whatever 
activity he or she is engaged in and vacate the room in order to effect an 
escape via the route shown below.

In the event of any employee discovering the stairway blocked or smoke 
filled, he or she should use the fire escape forthwith and under no 
circumstances think about making use of the lifts. It is imperative that 
no employee returns to the building unless authorised to do so.

The fire officer on each floor has the duty to ascertain that all personnel 
have vacated the rooms and that all doors and windows have been 
closed.

REVISED INSTRtTCTTnMg

FIRE-W H AT TO nnr

L m I a 3 rirc T " ' decide Whether yOU can try t0 (30 > -  • If y°u can't tackle the fire alone, ring the fire bell.
0 A you see B you saw C there is D there was
30 A put out B get out C put it out D get it out

We have (31)... to the staff before deciding what should be done to 
reduce the risks from fire. (32)... you hear the fire bell, (33) what 
you re doing and get out of the building by the route shown.
31A said B told C talked D informed
32 A Unless B Since C Though D If
33 A forget B no matter C check D stop
If you find the stairs blocked or filled with smoke, use the fire escape 
immediately and don’t even (34)... using the lifts. Don’t go back for 
any reason unless you have permission.
34 A trY B decide C consider D attempt

The fire officer for each floor will (35)... that everyone has left the
building and that the windows and doors are closed.
35 A prove B allow c  make sure D find out

Do not forget to put your answers on the answer sheet 
Example:
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No:

ANSWER SHEET

pi ease enter your name and your English score o f  the Entrance Exam ination

j iE)n®isl5S^reSi^-

Put one letter for each question in the correct box.

| 1 6 . 11
1 2 7 12
1 3 8 13

1 4 9 14
1 5 10 15

W rite the word you think should be deleted, or tick ( S )  i f  the line is correct, for each  
question in the correct box.

r* . ............... .. .................... ......................................................

:* ' \ ' r ^  v :,"V l f; T ■ p e c t i o n l l , -
1 16 1 21 1 26 |

I 17 22 | 27 |
| 18 23 j I 28 |
j 19 | 24 j 29 |
I 20 ! 25 I

. Section ,111 .p>:
[ 30 i | 32 1 1 34 !
! 31 | 33.. ! 35 !
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Post-Test (FORM D4P4D4)

A. Please write in the class, date, the total number o f students in the class, your 
name, and record started and finished time for students to complete the test.

No o f students

Started Time

Finished Time

Class

Date

Teacher

B. Please fill in numbers of students present and absent and absentees* names.
No of students present

No of students absent

Names o f students absent
(1) (2)

(3) (4)

(5) (6)

(7) (8)

(9) (10)

(11) (12)

(13) (14)

(15) (16)

Notes:
1. Please make sure you have collected all the copies of the test you handed out.
2. Please remember to ask those absentees to make up the test next time they are 

present.

School o f  Education, University o f  Leicester x x x i v
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TIME 50 minutes

INSTRUCTIONS TO CANDIDATES
Write your name, your student ID number, your department and the class you are in in the 
spaces at the bottom of this page. Write your name on the answer sheet.

This paper requires you to complete all three sections.

For each question write your answer on the separate answer sheet. Write clearly in pen 
in the numbered spaces provided.

You may write on the question paper if you wish, but you must transfer your answers to 
the separate answer sheet within the time limit.

At the end of the examination you should hand in both the question paper and the answer 
sheet.

Department

Class

Chinese Name

Student ID No

T h is  q u e s t io n  p a p er  c o n s is t s  o f  3 p a g e s . [T urn o v e r ]

School o f Education, University o f  Leicester x x x v
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Session I: Form  D4
For qu estion s 1 -15 , read the article below  and then decid e  w h ich  w ord on the bottom  part 
best fits each sp ace . Put the letter you ch o o se  for each qu estion  in the correct b o x  on your 
answ er sheet. T he ex ercise  begins w ith an exam ple (0 ).

CARROT ADDICTION

Eating carrots may be as (0) ... as cigarette smoking and every bit as difficult to give up, 
according to recent research. (1) ... it has been known since (2) ... 1900s that excessive 
carrot intake can turn the skin orange, the psychological effects of (3) ... behaviour are only 
just coming to light- One woman patient ( 4 )  ... was eating a kilogram of raw carrots a day 
had to be treated in a psychiatric hospital. Another woman started consuming huge 
quantities of carrots ( 5 )  ... pregnant and managed to stop for 15 years after the baby was 
bom. The habit resumed ( 6 ) ... an illness when she resorted (7) ... buying and eating carrots 
secretly. Switching to (8) ... vegetable helped reduce her (9) ... . She now survives happily
(10)... a carrot-free diet. Another case concerns a man who sought help to ( 11 )  ... tobacco. 
His wife advised him to replace smoking (12) ... eating vegetables. He was soon consuming 
up (13) ... five bunches of carrots a day. The man abandoned the carrot habit. ( 14 )  ... , he 
resumed smoking. The research suggests that the psychological dependence arises not only 
from the carotene ( 15) ... in the vegetable, but also from some other ingredient. He says that 
the withdrawal symptoms are so intense that the addicts get hold of and consume carrots 
even in socially unacceptable situations!

i 0 A  j addictive i B  i addiction i C  j addicted 1 D  i addict
1 X A  i B ecau se i B ! W hen i C | A lthough i D  j As
j A  | an early 1 B  ! the early j C  | early 1 D  1 earlier 1
j 3  _ A  j som e i B  j another i C  i such I D !  any
! 4 A  j w hom j B | which j C  j what j D  i w ho
! 5 A  i w hen j B  ! if 1 C  1 once j D  1 though I
j 6 A  j  o w in g  to ! B  i desp ite I C  i after | D  i because o f  i
1 7 A  i with ! B  i to I C  I from i D  i in
1 8 A  | an ! B  i a i C i the j D  j another
\ 9 A  i dependent j B  | depend j C  ! depending J  D  I dependency
; 10 A  1 on ! B i with ! C i w ithout 1 D  1 for
i 11 A  i g iv e  out ! B i g iv e  over \ C  j g iv e  up i D  j give aw ay

A  : in = C : with ! D i to
1 14 A 1 O therw ise i B i H ow ever i C i T herefore ! D I B esides
1 15 A  i contained ; B i containing i C i contains

Do not forget to put your answers on the answ er sheet. 

Example: | 0
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Session II: Form P4
In most lines in the following text, there is one unnecessary word. It is either grammatically incorrect or 
does not fit in with the sense of the text. For each numbered line 16-29, find this word and then write it in 
the space on your answer sheet. Some lines are correct. Indicate these lines with a tick (S) jn the box. 
The exercise begins with three examples (0).

HAY FEVER

0 Hay fever is the most common allergy there is. It is widespread among children and teenagers,

0 although they often grow out of it. You are also prone to hay fever if you have another allergy and, as 

0 like other allergies, it seems to run in families. That what’s more it’s on the increase - studies

16 throughout the Europe show a steady growth in the number of sufferers in the past 20 years.

17 Hay fever has a little to do with hay. It’s actually caused by pollen from trees, grasses and weeds

18 which is are dispersed into the air during spring and summer. When sufferers come into contact with

19 pollen-laden air, since their immune system starts working overtime and releases histamines and other

20 chemicals which trigger all the classic hay fever symptoms - a stuffy, runny nose, a sneezing, an itchy

21 or sore throat and watery eyes. Although the hay fever season peaks in June and July, some of people

22 are allergic to tree pollens are released in February and March, and others react to weed pollens that 

are around from spring to autumn.

23 Weather is all-important. It determines on when the hay fever season starts and how much pollen is

24 in the air each day. The cooler and drier the spring, the later the season. Pollen counts are lower on

25 dull, damp days - when less pollen is being lifted off the plants - and higher on hot, dry days. Wind

26 dilutes pollen, so sufferers should make for the coast where sea breezes blow the pollen away.

27 Mountain regions are another haven as their climate and altitude keep counts low. Cities also have

28 lower pollen counts than country areas. In low-lying grassland regions the count can be five times

29 higher than in the cities, although there’s now evidence that city pollutants can bring on hay fever 

symptoms.

Do not forget to put your answers on the answer sheet. 

Examples: 0 ;-✓ ' ■

0 as
0 That

School o f Education, University o f  Leicester x x x v i i



For questions 30*35 read the following regulations for workers about what to do in case of fire. Use the information to decide which word best fits each 
space m the revised informal instructions. Put the letter you choose for each question in the correct box on your answer sheet. The exercise begins with 
an example (0).

EXTRACT FROM COMPANY REGULATIONS

PR O C ED U R ES IN CASE OF F IR E

Should a fire commence and be observed then a decision must be taken 
as to whether it is feasible to make an attempt to extinguish it. It the 
person who discovers the fire makes the judgement that it cannot be 
tackled alone, then the fire bell should be rung.

In order to reduce the possibility of death or serious injury through fire, 
the management has decided, after due consultation, to recommend that 
every employee, on hearing the fire bell ring, should cease whatever 
activity he or she is engaged in and vacate the room in order to effect an 
escape via the route shown below.

In the event of any employee discovering the stairway blocked or smoke 
filled, he or she should use the fire escape forthwith and under no 
circumstances think about making use of the lifts. It is imperative that 
no employee returns to the building unless authorised to do so.

The fire officer on each floor has the duty to ascertain that all personnel 
have vacated the rooms and that all doors and windows have been 
closed.

REVISED INSTRUCTIONS

FIRE - WHAT TO DO!

If (0)... a fire start, decide whether you can try to (30 ) . . . .  If you can't 
tackle the fire alone, ring the fire bell.
0 A you see B you saw C there is D there was
30 A put out B get out C put it out D get it out

We have (31)... to the staff before deciding what should be done to 
reduce the risks from fire. (32)... you hear the fire bell, (33)... what 
you’re doing and get out of the building by the route shown.*
3 1 A said B told C talked D informed
32 A Unless B Since C Though D If
33 A forget B no matter C check D stop
If you find the stairs blocked or filled with smoke, use the fire escape 
immediately and don’t even (34)... using the lifts. Don’t go back for 
any reason unless you have permission.
34 A try B decide C consider D attempt

The fire officer for each floor will (35)... that everyone has left the
building and that the windows and doors are closed.
35 A prove B allow C make sure D find out

D o n o t fo r g e t to p u t y o u r  a n sw ers  o n  the a n sw er  sh eet. 
E x a m p le : 0 A  "
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ANSWER SHEET P o s t - t e s t

Please enter your name, 
j Chinese Name:

Put one letter for each question in the correct box.
Section I 3

1 1 ! 6 1 i 11 1 ]
1 2 I 7 I I 12
1 3 I 
: :

8 j j 13 I

i 4 ! 9 j | 14
| 5 j 10 j ] 15 "j

Write the word you think should be deleted, or tick ( ✓) if  the line is correct, for each 
question in the correct box.

Section IX
j 16 I

2 1 I  26 |

i 
1—

 
i 

^ 22 | |  27 |
1 18 I 123 !

: :
|  28 |

j . . . . . . . . . . . - — . . . . . . . . . . . . . . . . .  , , ,  s i  •

I19 1 1 24 ; j 29 j

i 20 j 25 i

i::i

Put one letter for each question in the correct box.

Section HI |
j 30 [ I 32 | i 34 |
[3 1 ... ; | 33 | 35 i
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S ession  I: Form D3
For questions 1-15, read the article below and then decide which word on the bottom part 
best fits each space. Put the letter you choose for each question in the correct box on your 
answer sheet. The exercise begins with an exanfiple (0).

THE LANGUAGE OF TEARS

The ability to weep (0 ) .. .  a uniquely human form o f  em otional response. Som e scientists 
have suggested that human tears are (1) ... o f  an aquatic past - but this does not seem  very 
likely. We cry from the mom ent w e enter this world, for (2) ... o f  reasons. H elpless 
babies cry to persuade their parents that they are ill, hungry or (3) . . . .  (4) ... they develop  
they will also cry just to attract parental attention and w ill often stop when they (5 ) ... it.

The idea that having a good cry can do you good (6) ... a very old one and now  it has 
scientific validity since recent research into tears (7) ... that they contain a natural 
painkiller (8) ... enkaphalin. (9) ... fighting sorrow and pain this chem ical (10) ... you to 
feel better. W eeping can increase the quantities o f  enkaphalin you  produce .

(11) ... , in our society w e im pose restrictions (12) ... this naturally healing activity. 
Because som e people still regard it as a sign o f  w eakness in m en, boys in particular are 
admonished when they cry. This kind o f  repression can on ly  increase stress, both 
emotionally and physically.

Tears o f  emotion also help the body (13) ... itse lf  o f  toxic chem ical waste, for there is 
more protein in them than in tears (14) ... cold w inds or other irritants. Crying comforts, 
calm s and can be very enjoyable - consider the popularity o f  the highly em otional films 
(15) ... are commonly called ‘w eep ies’. It seem s that people enjoy ciy ing  together almost 
as much as laughing together.

| 0 L.®  A s [ ^  I has been \ D \ will be !
i i  ].A.J..A?..?v e n c e  j ® j evidence j C I an evidence j D i evidences !
1..?.. 1 ^  1 number | B ; number ; C I a number i D j numbers
| 3 I A | comfortably j  B | comfortable j C j uncomfortabl f  i f f u^omfbrtable^” 1

| 4 | .A  1 .^  I....?..! before ] C j Since"" [ d ]W hile ........ ""]
j„5 | C j are getting j D ; will get i
I  ̂ j A : are B ; is ; C • were I D = was
;J I A j shows ; B ; show j C j has shown I D i have shown
1. ? i ^  ■ ealled B ; calls : C j call ! D i calling
j..?..... i.A.j. A 'A ....i . - i . - l i z  i C j Without j  D ; For
; 10 j A j has ; B ; •: C i "lets i D i keeps

[ 12 j  A.j uP°.n [ B ! in | C Fover................... j D' F'with.....................\
I- ...i.A.J.. c .rit! i C I rid : D rids
1.14..J.A J.rcsult(i . in j resulted from j C i resulting in I li) j resulting from 1
[15  | A | what | B : who j c  f which................ I D T when................... j

Do not forget to put your answ ers on the answ er sheet.
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Session II: Form
PI

In m ost lines in the follow ing text, there is one unnecessary  word. It is e ith er  
grammatically incorrect o r  does not fit in with the sense o f  the text. For each numbered 
line 16-29, find this word and then write it*in the’space on your answer sheet. Som e lines 
are correct. Indicate these lines with a tick (*U in the box. The exercise begins w ith two  
examples (0).

T H E  E N G L ISH  L A N G U A G E

0 English has for more than a century and a half been called a 

0 world language. The number of people who speak it as for their

16 mother tongue has been estimated being at between three

17 hundred million and four hundred million. It is recognised as an

18 official language in countries in where 1.5 billion people live.

19 In China, the importance which attached to learning English is

20 such so that a televised teaching course drew audiences of up

21 to 100 million. But this spread of English throughout the world

22 is being relatively recent. In the late sixteenth century English

23 was spoken by just under five million of people. The arrival of

24 English in North America was the key step in its world-wide

25 expansion. The United States is a huge commercial market and

26 this one has tended to promote the English language in many

27 o f other nations. About eighty per cent o f the data stored on

28 the world’s computers is believed as to be in English and

29 nowadays the insufficient knowledge of English can be a problem 
in business.

Do not forget to put your answ ers on the an sw er sheet. 

Examples: 0 s
0 for
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A P P E N D IX  E : J o u r n a l

School o f  Education, University o f  Leicester xl i i i



*5

F r e e  R e a d i n g  J o u r n a l F r e e  R e a d i n g  J o u r n a l

(Please fill in the chart)

Name

Sex: j female male

U '

A
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M

J o u r n a l  S a m p le

Date Tim e Pages Notes
Mon. 

Feb. 27
17:40

1
18:00

p.l As the disease progresses, they suffer increasing 
memory loss, disorientation and personality change.

"When the Lord calls me home, whenever that may 
be, I will leave with the greatest love for this 
country o f ours and eternal optimism for its future.”

The traumatic later stages o f Alzheimer’s placed 
a heavy burden on the patient’s family.

A uthor & Title
The Times 

Nov 7
"Reagan revels his suffering 
from Alzheimer’s"

Date Time Pages Notes
Tue.

A uthor & Title

Date Time Pages Notes
Wed. 

Mar. 1
20 mins p. 26 

1
p.32

Approval for drugs to treat some lifethrealening 
diseases has been speeded up in recent years.

HIV'. Human Immunodeficiency Virus

A uthor & Title
Scientific American 
March 1995
Faster Evaluation o f Vital 
Drugs

Date Tim e Pages Notes
Thu. 

Mar. 2
10:20

1
11:40

p. 358 
1

p. 395

No man ought to be brought to trial without sufficient 
evidence that some fair people might conclude beyond a 
reasonable doubt that he is guilty, (p.366)
The terror is over; the sleepless early-morning hours I spent 
trying to catapult myself ahead in time, envisioning a life of 
mindless toil during the day, and nights working like half 
the other inmates on my endless train of habeas corpus 
petitions and, finally, the wary fearful hours of half-sleep on 
some prison bunk, awaiting whatever perverse terror the 
night would bring - that horror is past me. (p. 385)

A uthor & Title
Scott Turow  

Presumed Innocent

Date Time Pages Notes
Fri. 

Mar. 3
15

mins
p.395

1
p.401

On this point, she means to say, there must not be even 
a thought that she might yield.

Nothing turned out the way I expected. I never 
understood the reality of any of it until the trial. Until 1 
sat there. Until I saw what was happening to you, and 
finally felt how much I didn’t want that to be happening.

Author & Title
Scott Turow 

Presumed Innocent

Date Time Pages Notes
S&S
Mar.
4/5

about
30

mins

p. 402
1

p. 421

Presumed Innocent raises serious questions about the 
legal system, about its casual corruptions and inequities, 
about the public and private motivations which often
determine matters of life and death. ■1

1j

!

Author & Title
Scott Turow 

Presumed Innocent



If you want to have your journal back, please fill in the 
following chart. Your journal will be sent to you after 
the data have been collected.

University:..' - 4- 

Name: . • ...

Age:________  - Sex: Male Female

Mailing Address:

Phone number:

If you have any enquiries about reading or even about studying in 
the United Kingdom, contact me at the following address. I will 
try my best to answer your questions.

Maggie Tsai 
12 Prince Philip Ave.
Wharley End, Cranfield
B edford , M K 43 CSX
United Kingdom
Tel: 44-1234-751670
Fax: 44-1234-752110
em ail: L .C .H O @ cran fie ld .ac.uk

Journal Sample
Date Tim e Pages Notes
Mon.
Feb.
27

17:40
1

18:00

p. 1 As the disease progress, they suffer increasing 
memory loss, disorientation and personality 
change.

“When the Lord calls me home, whenever that 
may be, I will leave with the greatest love for 
the country of ours and eternal optimism for its 
future.”
The traumatic later stages o f Alzheimer’s 
placed a heavy burden on the patient’s family.

A uthor & Title
The Times 

Nov 7 
“Reagan revels his 
suffering from 
Alzheimer’s”

Date Tim e Pages Notes
Tue.
Feb.
28

about
one

hour

p. 395 
1

p. 421

Nothing turned out the way I expected. I never 
understood the reality o f any of it until the trial. 
... Until I saw what was happening to you, and 
finally felt how much I didn’t want that to be 
happening, ( p .395)
Presumed Innocent raises serious questions 
about the legal system, about its casual 
corruptions and inequities, about the public and 
private motivations which often determine 
matters o f life and death.

A uthor & Title
Scott Turow  

Presumed Innocent

Date Tim e Pages Notes
Wed. 
Mar. 1

8:00
1

8:20

p. 26  
1

p. 32

Approval for drugs to treat some 
lifethreatening diseases has been speeded up in 
recent years.

HIV: Human Immunodeficiency Virus
A uthor & Title

Scientific American 
March 1995 
Faster Evaluation of  
Vital Drugs

mailto:L.C.HO@cranfield.ac.uk
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WEEK 18

Date T im e Pages N otes
Thu.

A uthor & T itle

Date T im e Pages N otes
Fri.

A uthor & T itle

Date Tim e Pages N otes
S . /S .

A uthor & T itle

WEEK 1

D ate T im e Pages Notes
Mon.

A uthor & T itle

Date T im e Pages Notes
Tue.

-
A uthor & T itle

D ate Tim e Pages Notes
Wed.

A uthor & T itle



A ppendices A -  /

A P P E N D IX  F  : A  le tte r  to  stu d e n ts

School o f  Education, University o f  Leicester x l v i i i



A ppendices A - I

To the learner

Reading is the key element to improve your English ability:
You can improve your English by reading. In fact, reading is one o f  the best ways for the majority o f  English 

native speakers to acquire the language. It is not just advanced learners who benefit - even beginners can be quick to 
catch on to the advantages o f reading. Reading develops not only your knowledge, but also your language 
proficiency, because: 
it strengthens your vocabulary ability
Reading helps you to recognise words and, moreover, to associate words with meanings, 
it im proves your reading ability
The more you read, the better you understand. The better you understand, the more enjoyable reading is, and the 
faster you read. As a result, your reading comprehension improves, 
it offers you lots o f  beautiful and powerful applications o f language
In addition to the correctness o f  English usage, reading presents lots o f  beautiful and powerful exemplification.
Short as an essay in a news magazine, you will appreicate the wisdom o f  the writer for coming up with such 
spectacular sentences.
it leads to thinking and ideas, which should develop your com m unication in speech o r  writing 
Reading provides lots o f  input. Topics such as pollution prevention, human relationships, econom ic development, 
or even superstitious phenomena, are covered in different kinds o f  reading material. The input gained from reading 
makes you retrospect your beliefs and values, and helps you to express your viewpoint in communicative or writing 
occasions. In other words, your linguistic competence comes from your literary competence.

What to read and how to read:
Reading can be quite easy. Yes, much easier than you think. There is no time or place restriction. You can 

read anytime and anywhere, and you don’t need special skills or equipment. All you have to do is pick up the 
reading material you feel interested in and read them regularly, no matter when you are waiting for a bus, taking a 
break, using the bathroom, or before you are going to sleep. The key is to be honest with yourself about what you  
really enjoy: news magazines, com ic books, newspapers - it really doesn’t matter what you read as long as it 
genuinely interests you, because that is the only certain way to motivate yourself to read.

Remember to record what you read every day and write down your own feeling about the reading in the 
journal. You could summarise the story, keep notes o f  new vocabulary or exemplification, record your own feelings 
about the characters, the setting, your expectations and results, or you could evaluate the book by examining 
whether it was enjoyable or easy to read. If you think the book is very interesting and worth reading, you may 
introduce it to your friends and other classmates. Your teacher will check your journal every day in order to 
encourage your progress. Besides, sessions o f  free talking and book presentations will be arranged so  that you can 
talk to classmates about books and hear them talk about books, and show your interesting books to one another.

Don’t worry too much about vocabulary, because the meaning will become clear to you as you read 
continuously for a little while. Working with your classmates will also extend your understanding, so why don't you 
talk about what you have read with your classmates and give you a chance to share ideas, reactions, and 
interpretations? However, if  the book you are reading includes so many new words that you don’t understand the 
whole story, change to the other book. Pick up the one you feel interested in keeping on reading and trust yourself; 
you can read without necessarily understanding every single word. Reach for the dictionary only if you think there 
are some key words which prevent you from getting the point o f  the story.

If you still have difficulty finding books meeting your level, graded readers have been simplified and coded in 
levels o f vocabulary will be more manageable for you to start with. Series o f readers, like “Oxford Bookworms” 
and “Oxford Progressive English Readers", containing a variety o f  fiction in 5 - 6 graded stages, will offer you the 
opportunity to enjoy reading and progrss from grade to grade.

Read regularly and you will benefit fo r life:
You arc no doubt busy, but it is perfectly possible if you do some English reading every day. Keep on 

reading for a few months, you should achieve a very marked increase in your reading, writing style, vocabulary and 
grammar. We hope the free reading program will not only help you to build up your English proficiency, but will 
also give you a source o f profit and enjoyment llial will last throughout your life.

Happy reading'.

School  of'Education, University o f  Leicester
x lix
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T e a c h e r ’s  C h e c k l i s t

At the beginning of the semester
Pre-test:

□  Give the pre-test and ask those who are absent or just transferred to the class to 
make up the test.

□  Collect all copies of the pre-test.
Questionnaire I:

□  Give questionnaire I, which helps to group students with similar interests at 
discussion and/or oral presentation sessions and to recommend books in areas o f  
their interest.

□  Collect all copies of questionnaire I, and make sure everyone has completed the 
questionnaire.
Rules and regulations:

□  Introduce the importance and benefits o f free voluntary reading.
□  Ask students to start reading for at least 30 minutes a day and keep a journal every 

day.
□  Hand out joumal
□  Ask students to fill in the chart on the cover page.

Oral presentation*:
□  Choose a topic for the first oral presentation and ask students to prepare a 5- 

minute free speech for the topic.
□  Arrange the first oral presentation during the first week o f the semester.
□  Assemble 3-4 students with same reading interest into a group.
□  Ask each student to present his speech in his group and, at the same time, tape 

students’ oral performance within each group.

During the experiment
Free Reading:

□  Recommend reading material appropriate to individuals and suggest access for 
students to locate the books they like.

□  Check journal each class meeting.
□  Encourage students to read more and share books.

Mini-discussion / Free Talking* (used as a warm-up activity at the beginning 
of each class meeting):

□  (Optional) Suggest some topics (such as popular authors / books they have read) 
for each group, which is used as a way to motivate them to express their opinions 
and evoke their interest.

□  Administer short discussion for about 5 minutes at the beginning of each class 
meeting.
Book presentation* :

□  Arrange a book presentation in the middle of the semester and ask students to 
prepare for the presentation. They can talk about their favourite books / authors, 
or about the topics they have shared insights in group discussions.

□  Administer group presentation and tape each student’s performance.

School o f  Education, University o f  Leicester
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At the end of the semester
Book presentation* :

□  Arrange and tape the last book presentation.
Questionnaire II:

□  Hand out questionnaire II, make sure everyone has it filled out, and remember to 
collect all copies o f the questionnaire II back before they leave.
Journal:

□  Collect back everyone’s journal. (If any student wants to have his journal back, 
please ask him to leave his name, mailing address, and phone number on the first 
page, so that I can send back his journal after the data have been collected.) 
Post-test:

□  Give post-test and make sure those who are absent have made up the test before 
they DISAPPEAR.

* Oral/Book Presentations and Mini-discussion /  Free Talking, though optional, are highly 
recommended to be administered when time permits in order to involve students more on the program 
and to encourage the use o f  the language learned from their free reading.

School o f  Education, University o f  Leicester
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R ecom m en d ed  B ooks
The listed graded readers are based on the difficulties o f  vocabulary and sentence structure, categorized into 6 levels (Table 1), and coded into 12 
kinds o f  books (Table 2). Therefore, students are easy to locate the kind o f  book they like with appropriate level. H ow ever, these recommended 
books ace use at the first stage when students d on’t know what books to start with. They arc supposed to develop independence gradually and 
know how to search for suitable books for them selves.

Table 1 Table 2

Levels W ords Number Kinds o f  B ooks
1 Human Interest

Starter Level 400 2 Film & TV Tie-ins
3 Science Fiction

Beginner Level 6 0 0 -  700 4 Classics
5 Adventure /  Thriller

Elementary Level 1 0 0 0 -1 1 0 0 6 Crime /  D etection
7 Romance

Pre-intermediate Level 1400 - 1600 - 1800 8 W estern (E) /  War (A)
9 M ystery /  Horror /  Ghost

Intermediate Level 2 1 0 0 - 2 2 0 0 10 Humour
11 Short Stories (S) /  True Stories (T)

Advanced Level 2 5 0 0 -  3 1 0 0 - 3 7 0 0 - 5 0 0 0 12 N on-fiction
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S tarter  Level
W o r d s Author Title Abstract Scries \ 2 3 ■1 5 6 7 8 <) in it 12

400 Rowena Akinyemi Love or Money? M olly is very rich. One person  
cannot wait to inherit M olly's money 
when she dies, so on her 50th 
birthday, M olly is going to die...

Oxford
Bookworms

•

400 Tim Vicary M ary Queen o f  Scots Her tragic life and death Oxford
Bookworms

T

400 Tim Vicary M utiny on the Bounty Captain Bligh fa ces mutiny in the 
South Seas

Oxford
Bookworms

•

400 Jennifer Basssett O ne-way Ticket Three stories about adventures on 
trains.

Oxford
Bookworms

• •
S

400 Tim Vicary The Coldest P lace on 
Earth

In the summer o f  1910, a  race began  
to cross over the ice to the South 
Pole. Some o f  the travellers never 
returned to their homes again.

Oxford
Bookworms

T

400 Tim Vicary The Elephant Man The tragic and true story o f  Joseph  
Merrick, who disfiguredfrom  birth, 
re jec ted  by his mother and laughed at 
ju s t because he was ugly.

Oxford
Bookworms

•

400 W W Jacobs 
<Diane Mowat)

The M onkey's Paw A visitor brings a strange present fo r  
the Whites: a monkey's p a w  - and it 
has mysterious, frightening pow ers...

Oxford
Bookworms

•

400 Jennifer Bassett The Phantom o f  the 
Opera

Everybody is afraid o f  the Phantom  
o f  the Opera, the ghost that lives 
som ewhere under the Opera House - 
but who has actually seen him?

Oxford
Bookworms

• •

400 Jennifer Bassett The P residen t's 
M urderer

Who killed the President and why ? Oxford
Bookworms

•

400 Rowena Akinyemi The Witches o f  
Pendle

Fear an d  superstition in seventeenth  
century Lancashire

Oxford
Bookworms

•

I. Human Interest 2. Film & TV Tie-ins 3. Science Fiction 4. C lassics 5. Adventure / T hriller 6. Crim e / Dection
7. Rom ance 8. W estern (E) / W ar (A) 9. M ystery /  H orror / Ghost 10. H um our 11. Short Stories (S ) /T r u e  Stories (T) 12. Non-fiction

A
p

p
en

d
ices



Words A u t h o r T it l e A b s t r a c t S c r i e s l 2 3 4 5 f. 7 8 9 10 11 i:

400 Rowena Akinyemi Under the Moon 2522A D ...and the earth is dying Oxford
Bookworms

•

400 Tim Vicary White Death Sarah is mistakenly charged with 
drug smuggling. Can her mother and  
an o ld  boyfriend f in d  the real 
criminal to save Sarah?

Oxford
Bookworms

•

Beginner Level
Words Author Title Abstract Series 1 2 3 4 5 6 7 8 9 10 11 12

600 Elizabeth Laird Anna and the Fighter Anna finds she is sharing the train 
com partm ent with a dangerous- 
looking man.

Heinemann 
G raded Readers

• •

600 Alwyn Cox Dangerous Journey Four members o f  a team making a 
geological survey f in d  themselves 
trapped deep in a forest.

Heinemann 
G raded Readers

•

600 Nick M clver D ear Jan - Love Ruth Ruth "s parents are determ ined to 
keep Ruth and her lover apart.

Heinemann 
G raded Readers

•

600 Philip Prowse Death o f  a Soldier A young British soldier fa ces with 
harsh reality o f  urban warfare in 
Northern Ireland.

Heinemann 
G uided Readers

• •

600 Mike Esplen Marco M arco resents working on his 
fa th er's farm . Wanting freedom  and  
m o n ey , he decides to leave home.

Heinemann 
G uided Readers

• •

600 John Milne M oney fo r  a 
Motorbike

H ow is po o r Stuart going to g et the 
money to buy the bike he desperate to 
own?

Heinemann 
G uided Readers

• • •

600 John Escott N ew spaper Boy Two adventure stories about a 
newspaper delivery hoy who wants to 
be a detective.

Heinemann 
G uided Readers

• •
S

1. Human Interest 2. Film & TV Tie-ins 3. Science Fiction 4. C lassics 5. A dventure /  T hriller 6. Crim e / Dection
7. Rom ance 8. W estern (F.) /  W ar (A) 9. M ystery /  H orror / G host 10. H um our II. Short Stories (S) /  True Stories (T) 12. Non-fiction



Words A u t h o r T it l e A b s t r a c t S e r i e s 1 2 3 4 5 6 7 8 9 10 11 12

600 T. C Jupp Rich Man, Poor Man O ld  Adam gets a money order from  
his son. but his trouble comes when 
he wants to cash the money order.

Heinemann 
G uided Readers

• •

600 Elizabeth Laird The Carden A young g irl goes into the country to 
search fo r  happiness am ong the 
plan ts and flow ers that she loves.

Heinemann 
G uided Readers

•

(0 0 Elizabeth Laird The House on the Hill When Paul wins f irst prize  in a 
competition, he becom es convinced  
he will have everything he wants.

Heinemann 
G uided Readers

• •

600 John Milne The Long Tunnel Three university students intrude a 
crim e base without electricity or a 
telephone nearby.

Heinemann 
G uided Readers

• •

600 Norman Whitney The S k y ’s the Limit Max Price works fo r  Friendship 
Services International, but he doesn 't 
know what FSI does.

Heinemann 
G uided Readers

• • •

600 Norman Whitney The Truth Machine Professor Verily has invented a  
machine which com pels its subjects 
to te ll the truth.

Heinemann 
G uided Readers

• • •

600 Stephen Co/bourn The Wall Jar ra d  desires to f in d  out what is on 
the other side o f  the wall.

Heinemann 
G uided Readers

• •

600 Ramon Ribe, Neus 
Serra and Nuria 
Vidal

This is Barcelona A fu lly  illustrated profile o f  the 1992 
city  fo r  the Olympic Games.

Heinemann 
Guided Readers

•

600 Philip Prowse This is London London past and present; its history, 
p laces to visit, travelling and  
shopping.

Heinemann 
G uided Readers

•

600 Betsv Pennink This is New York A lively, fu lly  illustrated account o f  
Am erica's largest city.

Heinemann 
G uided Readers

•

(0 0 Belsv Pennink This is San /■ 'raneiseo This hook provides an informative 
portra it o f  the Golden G ate city.

l/eineniann  
G uided Readers

•

I. Human Interest 2. Film «Sc TV Tie-ins 3. Science Fiction 4. Classics 5. Adventure / Thriller f>. Crime / Hcction
7. Uomaiice 8. Western (K) / Win (A) •>. Mystery /  Horror / (•host 10. Humour 11. Short Stories (S) / True Stories ( I ) 12. Non-fietinn
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Words A u t h o r T i t l e Abstract Scries 1 2 3 4 5 6 7 8 9 10 11 12

600 T C Jupp Winning and Losing P eter's grandm other sacrifices 
everything fo r  him to study, but her 
efforts are alm ost ruined.

Heinemann 
G uided Readers

•

700 John Escott D ead  M an's Island There is one room in Mr. Ross house 
which is always locked. C arol 
watches and listens and learns what 
it is behind the locked door.

Oxford
Bookworms

•

‘ 00 Reg Wright Earrings from  
Frankfurt

A m ystery about stolen jew e llery Oxford
Bookworms

• •

700 Tim Vicary Grace Darling The is the true story o f  Grace Darling  
- a  g irl who rescued a wrecked ship 
on a storm y night.

Oxford
Bookworms

T

700 Harry Gilbert The Year o f  Shar ing A futuristic fan tasy about humans 
and animals

Oxford
Bookworms

•

7 00 0  Henry 
(Diane Mowat)

New Yorkers 0 . H en ry’s fam ous short stories give  
us v ivid  pictures o f  the everyday lives 
o f  these New Yorkers.

Oxford
Bookworms

•

700 Sir Arthur Conan  
D oyle
(Clare West)

Sherlock Holmes 
Short Stories

In these three o f  H olm es’s  best 
stories, three visitors bring their 
troubles to the greatest detective.

Oxford
Bookworms

• •
S

700 Joyce Hannam The Death o f  Karen 
Silkwood

This is a  true story happening in 
Oklahoma, where Karen S ilkwood  
lived  an d  w ork ed ... and died.

Oxford
Bookworms

•

700 Peter Dainty The Love o f  a King The sa d  story o f  King E dw ard VIII, 
who wanted to marry a  woman he 
loved, but his country sa id  'No! ’

Oxford
Bookworms

T

;'oo Rosemary Border The Piano The story o f  a poor farm  boy fin d s an 
o ld  piano and rises to becom e a 

fam ous pianist.

Oxford
Bookworms

•

1. Human Interest 2. Film & TV Tie-ins 3. Science Fiction 4. Classics 5. Adventure / Thriller 6. Crime / Dection
7. Romance 8. Western (F) / War (A) 9. Mystery /  Horror / Ghost 10. Humour 11. Short Stories (S) / True Stories (T) 12. Non-fiction

A
ppendices 

j



School of 
E

ducation, 
U
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of 

Leicester

W o rd s A u t h o r T i t l e A b s t r a c t S c r i e s 1 2 3 4 5 6 7 8 9 10 11 i :

7 00 Michael
Duckworth

Voodoo Island When James starts building houses 
on an o ld  graveyard, he disturbs the 
dead, with terrible consequences...

Oxford
Bookworms

•

700 Jennifer Bassett William Shakespeare What was Shakespeare tike as a 
man? We know the fa c ts  o f  his life, 
but we can only guess at his hopes, 
his fears, his dreams.

Oxford
Bookworms

T

Elementary Level
W ords A u th o r T it le A b s tra c t Scries 1 2 3 4 5 6 7 8 9 10 11 12

1000 Tim Vicary Chemical Secret J o h n ‘s new jo b  was like a  poison  
inside him. It changed him and  
blinded him, so that he couldn 't see  
the real poison until it was too late.

Oxford
Bookworms

•

1000 Mary Shelley  
(Patrick Nobes)

Frankenstein Frankenstein takes parts from  dead  
people and builds a new 'man ’. But 
this monster is frightening and he 
learns how to kill.

Oxford
Bookworms

• •

1000 H E Bates 
(Rosemary 
Border)

Go, Lovely Rose Three stories about peop le  who seem  
perfectly ordinary, but as we g et to 
know them better, we see that their 
feelings are not at a ll ordinary.

Oxford
Bookworms

•
S

1000 Tim Vicary Justice A gripping terrorist dram a se t in 
contem porary London

Oxford
Bookworms

•

1000 Eric Segal 
(Rosemary  
Border)

Love Story A love story o f  how O liver and Jenny 
meet, get married, make a home 
together, and learn that they don  7 

have much time left.

Oxford
Bookworms

• •

I. Human Interest 2. Film & TV Tie-ins 3. Science Fiction 4. C lassics 5. A dventure / Thriller 6. Crim e / Dcction
7. Rom ance 8. W estern (E) / W ar (A) 9. M ystery /  H orror / Ghost 10. H um our 11. Short Stories (S) / True Stories (T) 12. Non-fiction

A
ppendices 

A
1-



W o rd s A u th o r T it le A bstrac t Scries I 2 3 ■I 5 7 8 9 10 11 12

1000 Tim Vicary Skyjack Will the Prime M inister beat the 
hijackers before they f tn d  out who the 
important passenger is?

Oxford
Bookworms

•

1000 Edgar Allan Poe  
(M argaret Naudi)

Tales o f  Mystery and  
Imagination

These fam ous short stories by the 
master o f  horror explore the dark 
w orld  o f  the imagination.

Oxford
Bookworms

•
S

1000 Tim Vicary The Bronte Story The three fam ous novelists and  
sisters - Charlotte, Emily and Anne 
Bronte.

Oxford
Bookworms

T

1000 M ichael Dibdin The Last Sherlock 
Holmes Story

The great detective returns to hunt 
Jack the Ripper

Oxford
Bookworms

• •

1000 Oscar Wilde 
(Jill Nevile)

The Picture o f  
Dorian Gray

Henry leads the young Dorian Gray  
into a w orld where anything can be 

forgiven  - even murder - i f  it can 
make people laugh at a dinner party.

Oxford
Bookworms

• •

1000 Harry G ilberl The Star Zoo The Book o f  Remembering says that 
there were once many anim als on the 
Earth, but that was before the 
Burning, a long, long time ago...

Oxford
Bookworms

•

1000 Saki
(Rosemary
Border)

Tooth and Claw Conradin hates his aunt. Every night 
he prays to the w ild  anim al he keeps 
to do  one thing fo r  him.

Oxford
Bookworms

•
S

1000 Retold by John 
Escott

As the inspector 
sa id ...

Five intriguing stories from  the 
golden age o f  crime writing

Oxford
Bookworms

•
S

1000 Desm ond Bagley 
(Jennifer Bassett)

Wyatt's Hurricane Only D avid believes that Hurricane 
M abel will hit San Fernandez, so  
nobody will p a y  attention to the 
arriving danger.

Oxford
Bookworms

•

1. Human Interest 2. Film & TV Tie-ins 3. Science Fiction 4. Classics 5. A dventure / Thriller 6. Crim e / Dection
?. Rom ance 8. W estern (E) / W ar (A) 9. M ystery /  H orror /  G host 10. H um our 11. Short Stories (S) / True Stories (T) 12. Non-fiction



School of 
E

ducation, 
U
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of 

Leicester
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non Charles Dickens, 
(F H Cornish)

A Christmas Carol Ebenezer Scrooge is cold-hearted  
and friendless, hut he is suddenly 
reform ed on Christmas Day.

Heinemann 
G uided Readers

•

1100 John London Claws Larry jo in s an expedition to search n 
fo r  the legendary andfearsom e Toruk 
in northern Afghanistan.

Heinemann 
G uided Readers

• • •

1100 M  Hardcastle, 
(P King)

D on't Tel! Me What 
to Do

Tom jo in s the group to search fo r  lost 
diamonds in the sunken ship.

Heinemann 
G uided Readers

• • •
1100 M ary Shelley

(M argaret
Tarner)

Frankenstein One o f  the most inventive and fam ous 
horror stories ever written.

Heinemann 
G uided Readers

• • •

1100 D avid  Evans Lady P o r tia ’s 
Revenge and Other 
Stories

Portia se ts out to seek revenge on the 
man who destroyed her happiness.

Heinemann 
G uided Readers

• • •
S

1100 Zone Grey  
(Florence Bell)

Riders o f  the Purple  
Sage

A romantic thriller from  the founding  
fa ther o f  western storywriting.

Heinemann 
G uided Readers

• •
E

1100 John Milne R oad to Nowhere After a  new road  is built, Faisal's 
terrible dream s o f  water an d  death  
com e true.

Heinemann 
G uided Readers

• •

1100 M  R James
(Stephen
Colbourn)

Room 13 and Other 
Ghost S tories

Five short ghost stories about the 
experiences with visitors fo rm  the 
w orld  o f  ghosts an d  demons.

Heinemann 
G uided Readers

•
S

1100 Sir Arthur Conan 
Doyle
(Anne Collins)

Silver Blaze and  
Other Stories

Sherlock Holmes and his assistant. 
Dr Watson, help the police with the 
strange cases.

Heinemann 
G uided Readers

•
s

non Bram Stoker, 
re to ld  by John 
D avey

Tales of Horror Three tales by one o f  the masters o f  
horror story writing.

Heinemann 
G uided Readers

• s

I. H u m a n  Inlcrc.M 2.  F i lm  «Sc T V  T i e - i n s  3 .  S c i e n c e  F i c t io n  4. C la s s i c s  5. A d v e n t u r e  / T h r i l l e r  f>. C r i m e  / D c c t io n
7. R o m a n c e  8.  W e s t e r n  ( E )  /  W a r  ( A )  9. M y s t e r y  /  H o r r o r  /  G h o s t  iO. H u m o u r  11. S h o r t  S t o r i e s  (S )  /  T r u e  S t o r i e s  ( T )  12. N o n - f i c t i o n

A
ppendices 

A 
-
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L
eicester
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1100 Arthur C  Clarke 
(Helen Reid- 
Thomas)

Tales o f  Ten Worlds Ten short stories which are to 
provide readers with an exciting 
introduction to science fiction.

I Icinemann 
G uided Readers

•
S

1100 John Milne The Black Cat The death o f  a visiting archaeologist 
leads Salahadin to investigate the 
whereabouts o f  a priceless statuette.

Heinemann 
G uided Readers

• •

1100 Arm strong Sperry
(Stephen
Colbourn)

The Boy Who Was 
Afraid

The islanders don  7 believe that 
Mafatu is f i t  to rule the island on his 

fa ther's death, so  he sets o ff to 
confront his greatest fea r- the sea.

Heinemann 
G uided Readers

• •

1100 Oscar Wilde
(Stephen
Colbourn)

The Canterville  
Ghost and Other 
Stories

Three short ghost stories by one o f  
most witty and popular writers o f  the 
nineteenth century.

Heinemann 
Guided Readers • • • •

s

1100 Norman Whitney The C leverest Person  
In the World

A modern fa b le  about a young  
genius.

Heinemann 
Guided Readers •

1100 W Som erset 
Maugham  
(John Davey)

The Escape and  
Other Stories

Eligible bachelor. Roger Charing, 
finds an artful way to avo id  a 
prom ise o f  marriage.

Heinemann 
G uided Readers • • • 9

s

1100 Richard Prescott The Flower Seller After making an innocent mistake, 
Clive and Andy f in d  themselves under 
threat o f  death.

Heinemann 
G uided Readers • •

1100 Dill Naught on 
(Peter Hodson)

The G oalkeeper's  
Revenge and Other 
Stories

Five short stories set in the North o f  
England.

Heinemann 
G uided Readers • •

s

1100 Sir Arthur Conan 
Doyle 
(Stephen 
Colbourn)

The Hound o f  the 
Baskem illes

Sherlock Homes an d  Dr. Watson are  
once more ca lled  in to solve a 
strange mystery.

Heinemann 
G uided Readers ' • • •

1. H um an Interest 2. Film & T V  T ie - ins  3. S c ience  Fict ion 4. C lassic s  5. A d v e n tu re  /  T hri l ler  6. C r im e  /  Dect ion
7. R o m a n c e  8. W estern  (E) /  W a r  (A) 9. M ystery  /  H o r r o r  /  G h os t  10. H u m o u r  11. S h o rt  S tories  (S) /  T ru e  S tor ies  (T) 12. Non-f ic t ion

A
ppendices 

A 
-
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1 /0 0 Evelyn Davies 
an d Peter Town

The Man With No 
Name

Mary finds a deserted  je t  aircraft 
with music on and fo o d  fresh. What 
has everybody gone?

Heinemann 
Guided Readers • •

1100 Francis Selormey 
(  John Milne)

The N arrow Path A beautifully written story o f  a young  
boy grow ing up in Ghana.

Heinemann 
G uided Readers •

1100 O scar Wilde 
(F. H. Cornish)

The Picture o f  
Dorian G ray

After Henry m eets B a sil’s protege, 
Dorian, he gets to know the whole 
truth and the terrible secret.

Heinemann 
G uided Readers • •

1100 R Scott-Buccleuch The Promise When their son is born, an o ld  
woman predicts that he will make 
Pedro and M aria rich an d  happy.

Heinemann 
G uided Readers • •

1100 John Steinbeck  
(M ichael Paine)

The Red Pony A moving story o f  three tragic 
incidents in a  you n g boy's life as he 
grow s up on a farm  in California.

Heinemann 
G uided Readers • •

E S

1100 Victor Canning 
(  F Pers)

The Runaways The story o f  a  relationship between a 
w ild  cheetah an d  a young boy.

Heinemann 
G uided Readers • •

1100 Norman Whitney The Stranger What special orders do visitors get 
from  the stranger's shop?

Heinemann 
G uided Readers • •

1100 W Somerset 
Maugham  
(John Milne)

The Verger and  
Other Stories

An illiterate verger is dism issed by 
the new vicar. But his fortune  
changes when he opens a shop.

Heinemann 
G uided Readers • • •

s

1100 S Hill
(M argaret
Tamer)

The Woman in Black A ghost story set in a  lonely house on 
bleak and fo g g y  marshland.

Heinemann 
G uided Readers •

1100 R L Stevenson
(Stephen
Colbourn)

Treasure Island A classic adventure story o f  12-year- 
old  Jim Hawkins's searching fo r  
Captain Flint s  treasure.

Heinemann 
G uided Readers • •

1100 Robert C 0  'Brien 
(Peter ffodson)

Z fo r  Zachariah Ann is alone in an iso la ted  valley 
after an atom ic war. One day a  
stranger walks into her valley...

Heinemann 
G uided Readers • •

I. Human Interest 2. Film & TV Tie-ins 3. Science Fiction 4. C lassics 5. Adventure / Thriller 6. Crim e / Dection
7. Rom ance 8. W estern (E) / W ar (A) 9. M ystery / H orror /  G host 10. H um our 11. Short Stories (S) / True Stories (T) 12. Non-fiction

A
ppendices, A 

-
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1400 M agdalen Nabb 
(Diane Mowat)

Death o f  an 
Englishman

Florence was fu ll o f  Christmas 
shoppers and h a lf the police force  
was on holiday. The murder became 
m ore com plicated at such a  very 
inconvenient time.

Oxford
Bookworms

•

1400 Sue Leather
(Rosemary
Border)

Desert, Mountain, 
Sea

Three true adventure stories about 
three determ ined women and their 
travels.

Oxford
Bookworms

• •

1400 R L Stevenson D r Jekyll and Mr 
Hyde

H orror and the dark side o f  the soul Oxford
Bookworms

•

1400 C  S  Forester
(Rosemary
Border)

M r Midshipman  
H ornblower

It is 1793, Britain is at war with 
France. But the hardest battles are  

fought by H ornblower within himself.

Oxford
Bookworms

•

1400 Dick Francis
(Rowena
Akinyemi)

Reflex A thriller from  the w orld o f  horse- 
racing

Oxford
Bookworms

•

1400 G eorge Eliot Silas Marner An adop ted  ch ild  brings a miser 
grea ter jo y  than his lost go ld

Oxford
Bookworms

• •

1400 Raymond  
Chandler 
(Rosalie Kerr)

The Big Sleep Genera! Stern w ood asks private  
detective Philip Marlowe to get the 
blackm ailer off his hack.

Oxford
Bookworms

•

1400 Sir Arthur Conan 
Doyle
(Patrick Nobes)

The Hound o f  the 
Baskervilles

Sherlock Holmes solves an o ld  
mystery.

( )xJord 
Bookworms

• • •

1400 Mary Steward  
(Diane Mowat)

The Moonspinners Nicola comes to a village where no 
one can be trusted, and she becomes 
involved in a murder mystery that 
puls her own life in danger.

Oxford
Bookworms

• • •

1. H u m a n  Interest 2. Film & T V  T ie - in s  3. Sc ien ce  Fict ion 4. C lassics  5. A d v en tu re  / T hr i l ler  6. C r im e  /  Dcct ion
“. R o m a n c e  8. W estern  (E ) /  W a r  (A) 9. M yster y  /  H o r r o r  /  G h os t  10. H u m o u r  11. S h ort  Stories  (S) / T ru e  S tor ies  (T) 12. Non-f ic t ion

A
ppendices 

A 
-
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1400 John Buchan The Thirty-nine Steps Richard Uunnav is on the run in this 
fam ous thriller, film ed by Hitchcock

Oxford
Bookworms • •

1400 Jerom e K Jerome 
(D iane Mowat)

Three Men in a Boat This fam ous hook has been mak ing 
people laugh a ll over the world fo r  
100 years.

Oxford
Bookworms

• •

1400 Lewis CarrolI A lice  '.v Adventures in 
W onderland

The classic ch ildren ’s  story about 
Alice '.v ar {ventures when she fo llow s  
a rabbit in a hurry down a rabbit 
hole.

Oxford 
Progressive 
English Readers

• • •

1400 Jane A usten Emma Emma hopes to arrange a match fo r  
Mr Elton, only to f in d  that he aspires 
to Emma's own hand.

Oxford  
Progressive 
English Readers

•

1400 Charlotte Bronte Jane Eyre Jane, a  p o o r  orphan who has becom e 
a governess, seem s to have fou n d  
happiness at last.. But who is the 
m ad woman hidden in the attic?

Oxford  
Progressive 
English Readers

• • •

1400 Louisa M. Alcott Little Women The story o f  the fo u r March sisters 
making the most o f  hard times while 
their fa th er is aw ay at war.

Oxford  
Progressive  
English Readers

• •

1400 Edited by D avid  
F oul ds

Tales from  the 
Arabian Nights

The wonderful tales o f  Aladdin, Ali 
Baba, S inbad and others, which kept 
a King listening fo r  a thousand and  
one nights!

Oxford  
Progressive  
English Readers

• •
s

1400 Jack London The C all o f  the Wild 
an d  Other Stories

Exciting adventure stories about the 
people and animals who live in 
Am erica's frozen  North.

Oxford  
Progressive  
English Readers

•
s

1400 Eleanor Estes The Lost Umbrella o f  
Kim Chu

The adventures o f  a little g irl from  
New York‘s  Chinatown, who must 

f in d  her fa th er's  lost umbrella.

Oxford  
Progressive  
English Readers

•
s

1. Human Interest 2. Film & T V  Tie-ins 3. Science Fiction 4. Classics 5. Adventure /  Thriller 6. Crime /  Dection
7. Romance 8. Western (E) /  W ar (A) 9. Mystery /  Horror / Ghost 10. Humour 11. Short Stories (S) / True Stories (T) 12. Non-fiction

x
<

'A
ppendices 

A 
-
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U
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of 
Leicester 
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v

i

W ord s
1400

A u th or
R. L. Stevenson

Ti t l e

Treasure Island
Abstract

A classic adventure story o f  12-year- 
o ld  Jim Hawkins searching fo r  
Captain f lin t s treasure.____________

Scries

Oxford 
Progressive  
English Readers

1600

1600

W Somerset 
Maugham 
(D R Hill)

A M arriage of 
Convenience and  
Other Stories

Whv d id  the m iddle-aged /• renehman  
suddenly need to gel m arried?

Heinemann 
G uided Readers

Nevil Shute 
(D R Hill)

A Town Like Alice After the war, Jean hears that Joe is 
alive, so  she sets out to f in d  him.

Ileinemonn 
G uided Readers

1600

1600

1600

Dick Francis
(Stephen
Colbourn)

Banker A fa st-p a ced  thriller set in the world  
o f  horse racing.

Heinemann 
Guided Readers

Philip Prowse Bristol Murder P eter discovers that the young  
hitchhiker he picks up might involve 
in a  murder.

Heinemann 
G uided Readers

Bram Stoker
(M argaret
Tarner)

Dracula The most fam ous horror story about 
the Lord o f  Vampires, Count 
Dracula.

Heinemann 
G uided Readers

1600 W Somerset 
Maugham 
(Rod Sinclair)

Footprints in the 
Jungle and two Other 
Stories

Bronson is foun d  dead. But although  
the police have their suspicions, 
nothing can be proved.______________

Heinemann 
G uided Readers

1600 Susan Hill 
(Jim Alderson)

I '/ii the King of the 
Castle

E d m u n d  resents the new housekeeper 
and her son and starts a war o f  
attrition against her son. _________

I feinemann 
G uided Readers

1600

1600

Richard Chisholm Meet Me in Istanbul Tom Smith Jlies to Istanbul to meet 
his fiancee but finds out she was 
killed in a car accident a week ago.

Heinemann 
G uided Readers

Daphne Maurie
(M argaret
Tarner)

My Cousin Rachel P hilip's guardian dies a yea r after he 
m arried his cousin Rachel. Philip 
wants to f in d  out i f  she killed him.

Heinemann 
G uided Readers

I. Human Interest 2. Film & TV Tie-ins 3.
7. Romance 8. Western (E) / War (A) 9,

Science Fiction 
Mystery / Horror / Ghost

4. Classics 5. Adventure / Thriller
10. Humour 11. Short Stories (S) / True Stories (T)

6. Crime / Dection 
12. Non-fiction

A
ppendices 

A 
-
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1600 Frederick Forsyth 
(Stephen 
Colbourn)

No Comebacks A rich p layboy hu es an assassin to 
kill the husband of his lover.

Heinemann 
Guided Readers

•
S

1600 Chinua Achebe 
(John Milne)

No Longer at Ease Achebe uses the fait o f  Obi to depict 
the birth o f  a powerful, disillusioning  
age o f  corruption.

Heinemann 
G uided Readers • •

1600 D R Sherman 
(John Milne)

O ld  Mali and the Boy Jeffrey, a  12 yea r o ldfatherless boy, 
fin a lly  persuades O ld  M ali to take 
him to the dangerous jungle.

Heinemann 
G uided Readers

• •

1600 Charles Dickens
(M argaret
Tarner)

O liver Twist A po o r young orphan boy is brought 
up in an awful workhouse and runs 
aw ay to London.

Heinemann 
G uided Readers

• •

1600 Jane A listen
(M argaret
Tarner)

Pride and Prejudice Finding husbands fo r  five  daughters 
brings Mrs Bennet the problem s o f  

fam ily  an d  money - and th ere ’s a 
scandal to  cope with as well.

Heinemann 
G uided Readers

•

1600 J  Shaefer 
(John Milne)

Shane This is a  re to ld  version o f  Schaefer '.v 
classic western hero, Shane.

Heinemann 
G uided Readers

•
E

1600 George Elio
(M argaret
Tarner)

Silas Marner An adop ted  child  brings a  miser 
grea ter jo y  than his lost gold.

Heinemann 
G uided Readers

• •

1600 Leslie Caplan Tales o f  Goha These seven short fab les fo llo w  the 
adventures and practical jokes o f  
mischievous court jester, Goha.

Heinemann 
G uided Readers

•
S

1600 F S Fitzgerald  
( Margaret 
Tarner)

The Beautiful and  
Dam ned

Before winning a court case 
inheriting his grandfather’s fortune, 
Anthony is a broken man.

Heinemann 
G uided Readers

• • •

1600 Richard Prescott The Bonetti 
Inheritance

After Roberto inherits the fam ily  farm  
when his fa ther dies, his uncle fo rces  
him to se ll the land to him.

Heinemann 
G uided Readers

• •

I. H um an Interest 2. Film  & T V  T ie-in s 3. S c ien ce  F iction  4. C la ssic s  5. A d v en tu re  /  T h r ille r  6. C r im e  /  D ection
7. R om an ce  8. W estern  (E ) /  W ar (A ) 9. M y stery  /  H o rro r  /  G h ost 10. H u m o u r  1 1. S h o rt S to r ies  (S ) /  T ru e  S tories (T ) 12. N on -fic tion



School of 
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1600 John Milne The Case o f  the 
Lonely Lady

Terry has dreams o f  becoming a 
priva te detective. When he inherits 
som e money, his dreams com e true.

Heinemann 
G uided Readers

• •

1600 Wilbur Smith
(M argaret
Tarner)

The Diamond 
Hunters

Benedict hates his adopted  brother 
fo r  his success in business, in sport 
and with women.

Heinemann 
G uided Readers

•

1600 Elizabeth von 
Arnim (M argaret 
Tarner)

The Enchanted April A delightful and romantic story about 
fo u r  women rediscover love and  
happiness.

Heinemann 
G uided Readers

• •

1600 Wilbur Smith
(M argaret
Tarner)

The Eye o f  the Tiger A re to ld  version o f  a thrilling 
adventure story by one o f  the most 
popu lar writers o f  fiction.

Heinemann 
G uided Readers

•

1600 Josephine Tey
(M argaret
Tarner)

The Franchise Affair The Sharpes are accused o f  
kidnapping. However, the villagers 
don 't believe their story.

Heinemann 
G uided Readers

• •
•

1600 F S Fitzgerald
(M argaret
Tarner)

The Great Gatsby F itzgerald's fam ous love story about 
Nick as the intermediary between the 
reunited lovers.

Heinemann 
Guided Readers

• •

1600 W Somerset 
Maugham 
(Philip King)

The Hairless Mexican 
and The Traitor

Two stories about Ashenden's works 
as an intelligent agent.

Heinemann 
G uided Readers

•
s

1600 John Steinbeck 
(Michael Paine)

The Moon is Down A sm all town in an imaginary 
European country is invaded during 
the war.

Heinemann 
G uided Readers

• • •

1600 John Steinbeck 
(Michael Paine)

The Pear! A p o o r  diver finds the g reatest pear! 
in the w orld but loses his happiness.

Heinemann 
G uided Readers

• •

1600 John Milne The Queen o f  Death A detective searches fo r  the answer to 
the riddle o f  an ancient curse.

Heinemann 
G uided Readers

• •

I. H um an Interest
7. R om an ce

2. Film & TV Tie-ins 
8. Western (E) /  War (A)

3. Science Fiction 4. Classics
9. Mystery /  Horror / Ghost 10. Humour

5. Adventure / Thriller  
11. Short Stories (S) /  True Stories (T)

6. Crime /  Dection 
12. Non-fiction

A
ppendices 

A 
-
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1600 Aleksandr Puskin
(Stephen
Colbourn)

The Queen o f  Spades 
and Other Stories

A young army officer is determ ined to 
discover Countess Fedotovna '.v secret 
o f  winning at cards.

Heinemann 
Guided Readers • • • •

S

1600 Sir Arthur Conan 
Doyle
(Anne Collins)

The Sign o f  Four Sherlock Holmes is asked to f in d  out 
who has sent his client a  pea rl every  
y e a r  fo r  six years.

Heinemann 
Guided Readers

•

1600 Piers Plowright The Smuggler Fame is wanted by the police an d  by 
(he head o f  a rival gang after a  g o ld  
statue is stolen and his boss is killed.

Heinemann 
Guided Readers

• •

1600 Geoffrey
Matthews

The Space Invaders Trying to steal the most valuable 
crystal, Varon is (rapped an d  unable 
to return to his spaceship.

Heinemann 
Guided Readers

• •

1600 Sir Arthur Conan 
Doyle
(Anne Collins)

The Speckled Band 
and Other Stories

Three more intriguing cases fo r  
Sherlock Holmes.

Heinemann 
G uided Readers

• •

1600 Thomas Hardy
(M argaret
Tarner)

The Three Strangers 
and Other Stories

Three mysterious strangers burst in 
upon a christening celebration in a  
sh eph erd ’s  hut one bleak evening.

Heinemann 
G uided Readers

• • • •

1600 Philip Prnwse The Woman Who 
D isappeared

A tongue-in-check story o f  the 
adventures o f  a Los Angeles private  
detective.

Heinemann 
Guided Readers

• •

1600 Chinua Achebe 
(John D avey )

Things Fall Apart The sim ply and movingly to ld  story  
about the Ibo tribe in Nigeria.

Heinemann 
G uided Readers

• •

1600 James Vance 
Marshall 
(Jim Alderson)

Walkabout A delicately to ld  story o f  a  young  
adolescent girl's meeting with a hoy 

from  another culture.

Heinemann 
G uided Readers

• •

1600 Bessie H ead
(M argaret
Tarner)

When Rain Clouds 
Gather

This sem i-autobiographical novel, 
fro m  a fam ous novelists, tells the 
story o f  a  village in Botswana.

Heinemann 
Guided Readers

• • •

I. Human Interest 2. Film & TV Tie-ins 3. Science Fiction 4. Classics 5. Adventure / Thriller 6. Crime / Dcction
7. Romance 8. Western (E) /  W ar (A) 9. M y s te r y /H o r r o r /G h o s t  10. Humour 11. Short Stories (S) /  True Stories (T) 12. Non-fiction

A
ppendices 

A 
-
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1800 Josephine Tey Brat Farrar An young man returns from  the dead  
an d  inherits the fam ily  house an d  
fortune.

Oxford
Bookworms

•

1800 Charles Dickens D avid Copperfteld The jo y  and sorrow s o f  a young man 
grow ing up in Victorian England

Oxford
Bookworms •

1800 Sara Parelsky Deadlock A case fo r  V. 1. Warshawski, the 
glam orous fem ale private eve from  
Chicago.

Oxford
Bookworms

•

1800 Thomas Hardy 
(Clare West)

Far from  the 
Madding C row d

When Bathsheba fa lls  in love with 
one suitor, she learns that love 
brings misery, pain and violent 
passions that can destroy lives.

Oxford
Bookworms

•

1800 Retold by 
Rosemary Border

Ghost Stories A collection o f  weird and blood
curdling stories

Oxford
Bookworms

•
S

1800 Charles Dickens Great Expectations Pip fa lls  in love with the beautiful 
cold-hearted Estella although she is 
cruel to him.

Oxford
Bookworms

• • •

1800 Ruth Prawer 
Jhabvala

Heal and Dust A love story set in India; now a 
fam ous film

Oxford
Bookworms

• •

1800 Isaac Asimov I, Robot The w orld o f  the future is peo p led  by 
robots

Oxford
Bookworms

•
S

1800 Buchi Emecheta The Bride Price Aku-nna fa lls  in love with a man who 
everyone says is not a suitable 
husband fo r  her.

Oxford
Bookworms

• •

1800 Colin Dexter The D ead o f  Jericho D etective Inspector M orse 
investigates an attractive woman 
hanging, dead, form  the ceiling o f  her 
kitchen.

Oxford
Bookworms

•

I. Human Interest 2. Film & TV Tie-ins 3. Science Fiction 4. Classics 5. A d v en tu r e / Thriller 6. C r im e /  Dection
7. Romance 8. Western (E) /  War (A) 9. Mystery /  Horror /  Ghost 10. Humour 11. Short Stories ( S ) /T r u e  Stories (T) 12. Non-fiction

x
x

A
ppendices 

A 
-
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j 1800 M ary Sie wart This Rough Magic An out-of-work actress on her 
holiday on Corfu island which is fu ll 
o f  smuggling and danger.

Oxford
Bookworms

•

| 1800 Emily Bronte Wuthering Heights The tragic love o f  Catherine and  
H eathcliff

Oxford
Bookworms

• • •

Interm ediate  Level
Words A u t h o r Ti t l e A b s t r a c t S e r i e s l 2 3 4 5 6 7 8 9 10 11 12

2100 Charles Dickens A Christmas Carol Scrooge receives a visit from  the 
ghost o f  his late partner in business. 
As a result, he wakes up on 
Christmas morning an altered  man.

Oxford 
Progressive  
English Readers

•

2100 William
Shakespeare

A Midsummer Night's 
Dream and Other 
Stories from  
Shakespeare's Plays

A collection o f  stories o f  love and  
adventure, in which the characters 
are not always who they seem to be.

Oxford  
Progressive  
English Readers

• • •

2100 Flying Heads and  
Other Stories

A collection o f  strange and terrifying 
stories from  a ll over the world.

Oxford  
Progressive  
English Readers

•
S

2 /0 0 Jonathan Swift Gulliver's Travels - // 
Voyage to Lilli/ini

Gulliver is taken prisoner by the 
inhabitants o f  the island who are no 
more than six inches high.

Oxford  
Progressive  
English Readers

• •

2100 0  Henry Life Without Katy 
and Other Stories

This lively collection o f  stories from  
the USA shows us that ordinary life 
can be fu ll o f  surprises.

Oxford 
Progressive  
English Readers

•
S

2100 Joseph Conrad Lord Jim Jim is a brave an d  strong leader in 
his Malaysian village home. But 
what is the dark secret in his past?

Oxford 
Progressive  
English Readers

•

I. Human Interest 2. Film & TV Tie-ins 3. Science Fiction 4. Classics 5. A d ven tur e / Thriller 6. C r im e /  Dection
7. Romance 8. Western (E) / War (A) 9. Mystery / Horror / Ghost 10. Humour 11. Short  Stories ( S ) /T r u e  Stories (T) 12. Non-fiction

x
X

A
ppendices 

A 
-
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2100 Charles Dickens Oliver Twist Oliver is alone in a threatening city, 

where thieves are the only people  
willing to be his friends - at a price. 
But one day, an o ld  man decides to 
give him a chance.

Oxford 
Progressive 
English Readers

• •

2100 Sir Arlhur Conan 
D oyle

The Adventures o f  
Sherlock Holmes

Four exciting m ysteries for Holmes 
an d Watson to solve.

Oxford 
Progressive  
English Readers

• •
S

2100 C. K. Cheslerton The Dagger and  
Wings and Other 
Stories

som e o f  the strange m yster ies 
investigated by Father Brown, a 
clever little p riest who turns out to be 
a  greatest detective.

Oxford 
Progressive 
English Readers

• •
S

2100 E dited by D avid  
Foulds

The Golden Touch 
and Other Stories

Ancient Greek stories about kings 
an d gods, monsters an d  magic.

Oxford 
Progressive  
English Readers

S

2100 R udyard Kipling The Jungle Book The classic story o f  a ch ild  who 
grow s up among wolves an d  learns 
the laws o f  the ju n gle from  an old  
brown bear and a  partner.

Oxford 
Progressive 
English Readers

•

2100 D. H. Howe The Slone Junk and  
Other Stories

A collection o f  m agical short stories 
from  Asia.

Oxford 
Progressive 
English Readers

s

2100 D avid  M cRobbie The Talking Tree and  
Other Stories

A tree that talks, a g reedy princess, a 
dragon, a ghost an d  men from  outer 
space  - these make up an unusual 
collection o f  stories.

Oxford  
Progressive 
English Readers

• s

2100 Lewis Carroll Through the Looking 
Glass

M ore o f  A lice's adventures as she 
makes her way across the 
chessboard.

Oxford  
Progressive 
English Readers

•

I. Human Interest 2. Film & TV Tie-ins 3. Science Fiction 4. Classics 5. Adventure / Thriller 6, Crime / Dection
7. Romance 8. Western (E) /  War (A) 9. Mystery / Horror /  Ghost 10. Humour 11. Short Stories (S) / True Stories (T) 12. Non-fiction
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2200 Charles Dickens
(M argaret
Tarner)

Bleak House A story about three latest victims to 
be caught up in the monolithic court 
case o f  Jarndyce vs Jarndyce.

Heinemann 
G uided Readers

• • •

2200 Charles Dickens 
(Florence Bell)

Great Expectations Pip fa lls  in love with the beautiful, 
cold-hearted Estella although she is 
cruel to him.

Heinemann 
G uided Readers

• • •

2200 P eter Abrahams 
(R od Nesbitt)

Mine Boy A story which vividly describes the 
hardships endured by a young Zulu 
migrant worker.

Heinemann 
G uided Readers

•

2200 John Steinbeck  
(Martin Winks)

O f Mice and Men The tragic story o f  two migrant 
labourers in Am erica in the 1930s.

Heinemann 
G uided Readers

• •
E

2200 Charles Dickens, 
re to ld  by  
M argaret Tarner

Our Mutual Friend D ickens' sinister story o f  murder and  
intrigue set in London in the 1860s.

Heinemann 
G uided Readers

• • •

2200 M ary Webb 
(Florence Bell)

Precious Bane A g irl and her brother work hard to 
make the fam ily  rich, but once they 
are rich her brother becom es greedy  
fo r  g o ld  - the precious bane.

Heinemann 
G uided Readers

• •

2200 Daphne Maurier
(M argaret
Tarner)

Rebecca A young girl fa lls  in love with Maxim. 
After they get married, Rebecca, 
Maxim's late wife, still dominates 
him and the house.

Heinemann 
G uided Readers

• • • •

2200 W Som erset 
Maugham  
(John Milne)

The Creative Impulse 
and Other Stories

Mrs Forrester is a selfish and co ld  
woman with no respect fo r  her 
husband.

Heinemann 
G uided Readers

•
S

2200 John Steinbeck
(M argaret
Tarner)

The Gropes o f  Wroth The story o f  the lives o f  a form ing  
fam ily  as they travel across America 
in the Great Depression.

Heinemann 
G uided Readers

• •

I. Human Interest 
7. Romance

2. Film & TV Tie-ins 
8. Western (E) / War (A)

3. Science Fiction 4. Classics
9. Mystery / Horror / Ghost  10. Humour

5. Adventure / Thriller 
11. Short  Stories (S) / True Stories (T)

6. Crime / Dcction 
12. Non-fiction

A
ppehdites 

A



W o r d s A u t h o r T i t l e A b s t r a c t S c r i e s I 2 3 4 5 6 7 8 9 10 It 12

2200 Elechi Am adi 
(John Davey)

The Great Ponds The story o f  a ruinous fe u d  between 
two villages in Eastern Nigeria in the 
days before the Europeans arrived.

Heinemann 
G uided Readers •

2200 Thomas Hardy
(M argaret
Tarner)

The Return o f  the 
Native

A story offata! love an d  jea lou sy  set 
against the w ild m oorland  
background o f  Dorset.

Heinemann 
G uided Readers • • •

2200 Ngugi Thiong's
(M argaret
Tarner)

Weep Not, Child Political events an d  personal tragedy  
are destined to shatter Njoroge's 
hopes and beliefs.

Heinemann 
G uided Readers

• •

A dvan ced  Level
Words A u t h o r Ti t l e A b s t r a c t S c r i e s l 2 3 4 5 6 7 8 9 10 11 12

2500 John Briley
(Rowena
Akinyemi)

Cry, Freedom This is a story o f  a m a n ‘s figh t with 
the government o f  South Africa. It is 
a story o f  peop le  who are not afraid  
to die fo r  freedom .

Oxford
Bookworms

• *

2500 R eginald Hill 
(Rosalie Kerr)

Deadheads Young Patrick used to watch his 
great-aunt cuts the deadheads o ff the 
rose bushes with a sharp knife. Yet 
many years later, som ebody tells the 
police that Patrick is killing people.

Oxford
Bookworms

•

2500 M aeve Binchy 
(Jennifer Bassett)

Dublin People These stories written by a  fam ous 
Irish writer are fu ll o f  affectionate 
humour and wit, and som etim es a 
little sadness.

Oxford
Bookworms

• •
s

2500 Charlotte Bronte 
(C lare West)

Jane Eyre Jane, a po o r orphan who has become 
a governess, seem s to have found  
happiness at last. But who is the m ad  
woman hidden in the attic?

Oxford
Bookworms

• • •

1. Human Interest 2. Film & TV Tie-ins 3. Science Fiction 4. Classics 5. Adventure / Thriller 6. Crime /  Dection
7. Romance 8. Western (E) / War (A) 9. Mystery / Horror / Ghost 10. Humour 11. Short Stories ( S ) /T r u e  Stories (T) 12. Non-fiction
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2500 John Wyndham 
(Patrick N otes)

Meteor In this collection offou r o f  his 
fam ous science fiction  stories, John 
Wyndham creates visions o f  the 

future that make us think carefully 
about the way we live now.

Oxford
Bookworms •

S

2500 A listair Maclean 
(M argaret Naudi)

Night Without End The survivors a crashed airliner are 
lucky to be rescued by three scientists 
from  a nearby weather research  
station. But the rescue quickly turns 
into a nightmare.

Oxford
Bookworms

•

2500 Charles Dickens 
(R ichard Rogers)

Oliver Twist Poor Oliver fina lly  f in d  som e friends, 
but later he finds out what kind o f  
friends they are, and what kind o f  
gam es they play.

Oxford
Bookworms

• •

2500 Jane A usten Pride an d  Prejudice Finding husbands fo r  f iv e  daughters 
brings Mrs Bennet the problem s o f  

fam ily  and money - and th ere’s a 
scandal to cope with as well.

Oxford
Bookworms

•

2500 Thomas Hardy 
(Clare West)

Tess o f  the 
d'U rbervilles

This is the tragic story o f  a g irl's life, 
sta ined by men's desires and by 
death.

Oxford
Bookworms

• •

2500 D esm ond Bagley 
(Ralph Mowat)

The Enemy A young woman is walking home 
when a  stranger throws acid  into her 

face. Then her fa th er disappears. 
Who wants to harm her fam ily?

Oxford
Bookworms

•

MOO ('hitries Dickens A Tale o f  Two Cities France and F.ngtand arc at war. 
Some people who were f r  iends 
become enemies. But strange things 
happen in such turbulent times.

Oxford  
Progressive  
English Readers

•

I. Human Interest 2. Film & TV Tie-ins 3. Science Fiction 4. Classics 5. A dventure / Thriller 6. C r im e / Dection
7. Romance 8. Western (E) / W ar (A) 9. Mystery /  Horror /  Ghost 10. Humour 1!. Short Stories ( S ) / T r u e  Stories (T) 12. Non-fiction

A
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-
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3100 Mark Twain Adventures o f  Tom 
Sawyer

Favourite stories about Tom Sawyer 
and Huckleberry Finn's exciting 
adventures.

Oxford 
Progressive 
English Readers

• •

3100 Jules Verne A round the World in 
Eighty Days

Phileas Fogg must get around the 
w orld in time to save his twenty 
thousand pounds. But someone is 
trying to stop him.

Oxford  
Progressive  
English Readers

• •

3100 O scar Wilde Canterville Ghost 
an d Other Stories

O scar Wilde's hilarious ghost story, 
together with many o f  his best-loved  
tales.

Oxford  
Progressive  
English Readers

• • • •
S

3100 Charles Dickens D avid  Coppcrfictd . Things start to go very wrong fo r  
young D avid  after his mother 
marries the cruel Mr. Murdstone.

Oxford  
Progressive  
English Readers

•

3100 Bill Lowe Fog and Other 
Stories

Stories o f  m ystery and surprise. Oxford  
Progressive  
English Readers

•
S

3100 Sir Arthur Conan 
Doyle

Further Adventures 
o f  Sherlock Holmes

More strange mysteries fo r  the great 
detective to solve. Will they be his 
last?

Oxford  
Progressive  
English Readers

•
s

3100 Charles Dickens G reat Expectations The classic story o f  poor, uneducated 
Pip, who believes he deserves more.

Oxford  
Progressive  
English Readers

• • •

3100 Charles Dickens Pickwick Papers The Pickwick Club is a p lace fo r  
people to report their journeys and  
observations o f  characters.

Oxford  
Progressive  
English Readers

•

3100 Daniel Defoe Robinson Crusoe After his ship is wrecked, Robinson 
Crusoe fin ds him self alone on a 
desert island. He has to learn to 
survive and make him self comfortable 
over the long years.

Oxford  
Progressive  
English Readers

•

1. Human Interest 2. Film & TV Tie-ins 3. Science Fiction 4. Classics 5. Adventure / Thriller 6. Crime /  Dection
7. Romance 8. Western (F,) / War (A) 9. Mystery / Horror / Cliost 10. Humour 11. Short Stories (S) / True Stories (T) 12. Non-fiction

A
ppendices 

A 
-
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3100 E dited by D avid  
Foulds

Tales o f  Crime and  
Detection

The po lice and an assortment o f  
private detectives are out to solve the 
strange m ysteries in this exciting 
collection o f  short stories.

Oxford 
Progressive 
English Readers

• •
S

3100 Sir Arthur Conan 
D oyle

The H ound o f  the 
Baskervilles

When the body o f  sir  Charles 
Baskerville is fou n d  in his garden, 
there are no signs to explain his 
death. D id  he die o f  fright?

Oxford  
Progressive  
English Readers

• • •

3100 William
Shakespeare

The M erchant o f  
Venice an d  Other 
Stories from  
Sh akespeare‘s Plays

Antonio's ships have been wrecked, 
that the debt has not been repaid  
when due, and that

Oxford  
Progressive  
English Readers

• S

3100 S f. Stevens The M issing Scientist A British scientist who holds top- 
secret knowledge is kidnapped, and  
Inspector Roberts must f in d  him.

Oxford  
Progressive 
English Readers

•

3100 Stephen Crane The R ed Badge o f  
Courage

A young soldier learns about both 
cowardice and courage on the 
battlefields o f  American C ivil War.

Oxford  
Progressive  
English Readers

A

3100 Charles Dickens Two Boxes o f  G old  
and O ther Stories

A collection o f  Dickens's best short 
stories, including tales o f  murder, 
mystery, ghosts an d  magic.

Oxford  
Progressive 
English Readers

• •
s

3 700 C uy da 
Maupassant

A Night o f  Terror and  
Other Strange Stories

A collection o f  Mupassant's classic 
tales o f  terror an d  madness, in which 
people fa c e  the worst o f  their fears.

O xford  
Progressive 
English Readers

•
s

3700 Robert Louis 
Stevenson

Dr Jekyll and Mr 
Hyde and Other 
Stories

What is kind Dr. Jekyll's terrifying 
secret? A nd who is the evil Mr. 
Hyde? Find out in the fu s t  o f  three 
exciting horror stories.

Oxford 
Progressive  
English Readers

. . .  , ,

• •
S

7. Romance
--------------  „  rvu vcmui  c / i i i rmur  o, ^ r i m e / u e c

8. Western ( E ) / W a r  (A) 9. Mystery / Horror / Ghost 10. Humour 11. Short Stories ( S ) / T r u e  Stories (T) 12. Non-fiction

A
ppendices 

A 
-
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3700 Thomas Hardy Far from  the 

Madding Crowd
When B ath shebafills in love with 
one suitor, she learns that love brings 
misery, pain  and violent passions that 
can destroy lives.

Oxford  
Progressive 
English Readers

•

3700 Jules Verne Journey to the Centre 
o f  the Earth

Amazing discoveries and terrible 
dangers aw ait the brave adventurers 
who fin d  the secret route to the centre 
o f  the earth.

Oxford 
Progressive 
English Readers

• •

3700 H. Rider H aggard King Solom on ‘s 
Mines

In rem otest Africa, Alan has some 
amazing adventures in his search fo r  
King Solom on's treasure.

O xford  
Progressive 
English Readers

• •

3700 William
Shakespeare

Othello and Other 
Stories from  
Shakespeare's Plays

Kings and soldiers, ill-fated lovers, a 
long-lost child, and a  treacherous 

fr ien d  a ll fea tu re in this collection o f  
stories from  the great playwright.

O xford  
Progressive  
English Readers

• S

3 700 Edgar Allan Poe Tales o f  M ystery and  
Imagination

Eight classic stories o f  terror and  
evil, from  the master o f  horror.

Oxford 
Progressive  
English Readers

•
S

3 700 The Gifts and Other 
Stories

Stories o f  mystery, surprise and  
adventure from  all around the world.

Oxford  
Progressive  
English Readers

• • •
s

3700 F. S. F itzgerald The G reat G atsby F itzgera ld ’s  fam ous love stor)> about 
Nick as the in term edia/y between the 
reunited lovers.

Oxford  
Progressive 
English Readers

• •

3700 Wilkie Collins The Moonstone A precious but cursed Indian jew el, 
the Moonstone, brings death and  
sorrow  to the Herncasllefamily.

Oxford  
Progressive 
English Readers

•

1. Human Interest 2. Film & TV Tie-ins 3. Science Fiction 4. Classics 5. Adventure /  Thriller 6. Crime / Dection
7. Romance 8. Western (E) /  War (A) 9. Mystery /  Horror / Ghost 10. Humour 11. Short Stories (S) / True Stories (T) 12. Non-fiction
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3700 Wilkie Collins The Woman in White A draw ing teacher m eets a  
m ysterious woman dressed in white. 
Who is she? What is her connection 
to the teacher's new pupil, a beautiful 
heiress?

Oxford  
Progressive 
English Readers

• •

3700 Jules Verne Twenty Thousand 
Leagues Under the 
Sea

An extraordinary adventure leads 
Professor Arronax and his team into 
an exciting exploration o f  the world  
under the sea.

Oxford 
Progressive 
English Readers

• •

5000 Bram Stoker D racula The most fam ous horror story about 
the Lord o f  Vampires, Count 
Dracula.

Oxford 
Progressive 
English Readers

• •

5000 Mary Shelley Frankenstein Frankenstein creates a man from  
d ea d  bodies, but when he doesn  7 get 
the love he needs, the man becom es a 
monster.

O xford  
Progressive  
English Readers

• • •

5000 Robert Louis 
Stevenson

K idnapped The gripping adventure story o f  a 
Scottish boy who finds him self on the 
run with a fam ous Jacobite leader.

O xford  
Progressive  
English Readers

• •

5000 Jane Austen Pride and Prejudice Finding husbands fo r  five daughters 
brings Mrs. Bennet the problem s o f  

fa m ily  an d  money - and there's a 
scandal to cope with as well.

( h fo n l  
Progressive 
English Readers

•

5000 F. Scott 
Fitzgerald

The Diam ond as Big 
as the Ritz

A b o y ’s visit to a fabulously rich 
fr ie n d  seem s like a  dream, but it 
begins to turn into a nightmare.

Oxford 
Progressive 
English Readers

•
S

5000 Thomas Hardy The M ayor o f  
C asterbridge

Twenty yea rs before, Michael d id  
som ething disgraceful. And now his 
past has caught up with him.

Oxford  
Progressive 
English Readers

•

I. Human Interest 2. Film & TV Tie-ins 3. Science Fiction 4. Classics 5. A dventure / Thril ler 6. Crime / Dection
7. Romance 8. Western (E) / War (A) 9. Mystery /  Horror / Ghost 10. Humour 11. Short Stories ( S ) / T r u e  Stories (T) 12. Non-fiction Appe 
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A 
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5000 Saki The S talled Ox and  

Other Stories
Saki's witty stories o f  English high 
society.

Oxford 
Progressive 
English Readers

•
s

5000 Jerome K Jerom e Three Men in a  Boat This fam ous book has been making 
people laugh all over the w orld fo r  
100 years.

Oxford 
Progressive  
English Readers

• •

5000 Emily Bronte Wuthering Heights The fam ous love story o f  Catherine 
and Heathcliff. Can such a love born 
on the w ild  Yorkshire Moors f in d  
p ea ce?

Oxford 
Progressive 
English Readers

• • •

1. Human Interest 2. Film & TV Tie-ins 3. Science Fiction 4. Classics 5. Adventure / Thriller 6. Crime / Dection
7. Romance 8. Western (E) /  War (A) 9. Mystery /  Horror / Ghost 10. Humour 11. Short Stories (S) /  True Stories (T) 12. Non-fiction
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APPENDIX I :

EXAMPLES OF THE READING JOURNAL
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I. Examples of recalcitrant students’ reading journals:
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I. Examples of recalcitrant students’ reading journals:
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I. Examples of recalcitrant students’ reading journals:
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I. Examples of recalcitrant students’ reading journals:
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II. Examples of slow students’ reading journals:
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II. Examples of slow students’ reading journals:
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II. Examples of slow students’ reading journals:
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III. Examples of assimilated students’ reading journals:
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III. Examples of assimilated students’ reading journals:
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