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Abstract

The primary purpose of this research undertaking was to investigate the
significance of extensive reading on the reading, listening and writing
proficiency and linguistic knowledge (grammar and vocabulary) of senior high
school students in a sample school in Shanghai, Mainland China.

This study used the Control-Group Post-test Only Design. Two tests were
employed to establish three comparable groups for this study in terms of English
language proficiency. The first test was the pre-term stratification test developed
by the test bureau of the school district, which was used to stratify students with
almost equal English language proficiency. The second test was the Edinburgh
Project on Extensive Reading (EPER) Placement Test, which ensured that the
students who entered this study possessed approximately equal ability to read in
English. Ninety-nine students were stratified into three groups of thirty-three on
the basis of overall English language proficiency, reading proficiency and gender.
The groups were: the Complementary Reading (CR) group, the Free Reading
(FR) group and the Control Group (CG). The CR group and the FR group formed
the experimental population. Extensive reading was integrated into the English
language curriculum of the CR group as a component complementary to the
normal English language curriculum, whereas extensive reading was used as a
medium of additional input for the FR group. Intensive (rather than extensive)
reading was used in the Control Group (CG). The first final-term English test of
the school district served as the mid-test to monitor the students’ progress
halfway through the study. The second final-term test of the school district
administered at the end of the first academic year served as the post-test at the
end of the study; it was used to evaluate the effect of extensive reading on senior
high school English language teaching and learning. The same EPER Placement
Test used earlier as a pre-test for reading proficiency was re-administered to the
students a few days later after the post-test at the end of this study (i.e.at the end
of the first academic year). One year after the program ended, the final term test
administered at the end of the second academic year functioned as the delayed

post-test to collect data on the long-term effect of extensive reading.



An Analysis of Variance (ANOVA) test and post hoc Fisher’s LSD test were
conducted to locate the statistical mean differences on the post-test and delayed
post-test between the Control Group (CG) and the two experimental groups (CR
and FR). The paired-sample t-test was used to test the statistical mean differences

on the pre- and post-EPER Placement tests.

The following major findings emerged from the data analysis:

1. The results of the locally developed pre- and post-tests and the EPER
Placement Test suggest that extensive reading as both a medium of additional
voluntary input for the FR group and as a required component
complementary to normal English language curriculum for the CR group
result in improvement in the sample students’ overall English language
proficiency.

2. The post-test results show improvement in specific proficiency areas (i.e.
listening, reading, and writing proficiency) and language knowledge
components (i.e. grammar and vocabulary). The delayed post-test results
show students’ further improvement in writing proficiency one year after the
program ended; this suggests that it takes more time for extensive reading to
show positive effect on the productive skills.

3. The analysis of the reading records suggest that extensive reading
significantly improves students’ reading speed.

4. Despite its benefits, extensive reading has limitations. It is less effective in
helping students acquire some types of vocabulary knowledge, such as low
frequency words. It was also less effective in helping students to improve

their writing accuracy.

To summarize, the present study examined the effects of extensive reading in a
Chinese context, and has shown that benefits generated from an extensive
reading program integrated into standard curriculum. The teaching situation of
the present study was challenging, spanning only one third of the whole senior
high school period, in an EFL environment where the students lacked experience,
habit and linguistic foundation for reading in English. In this challenging
environment, extensive reading has nevertheless shown positive results. This

provides solid evidence in favor of extensive reading.
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1 Introduction

1.1 Reading in education

A common way to begin a discussion on reading is to provide a definition of its
concept. However, it is never easy to present a straightforward definition of
reading in a single sentence. Many attempts have been made to define reading in
a single sentence, e.g., “Reading is the ability to draw meaning from the printed
page and interpret this information appropriately” (in Grabe & Stoller, 2011, p. 3),
and “Reading refers to understanding a message from a writer” (Wagner, et al.,
2006, p. 1112). There are at least several reasons why these simple definitions are

inadequate.

Reading undeniably and incontrovertibly involves two necessary elements: a
reader (referred to as reader variables in Alderson, 2000, including schemata
band background knowledge, formal schemata, knowledge of genre/text type,
meta-linguistic knowledge and meta-cognition, content schemata, knowledge of
subject matter/topic, knowledge of the world, cultural knowledge, reader skills
and abilities, reader purposes in reading, reader motivation and interest, reader
affect, and other reader characteristics; for the differences between individual
readers, see Koda, 2005), and a text (referred to as text variables in Alderson,
2000, including text topic and content, text type and genre, literary and
non-literary texts, text organization, traditional linguistic variables, text
readability, typographical features, verbal and non-verbal information, and the
medium of text presentation; for text modification, see Blau, 1982; Claridge,
2005; Davis, 1984; Honeyfield, 1977; Leow, 1993, 1997, 2009; Nation & Wang,

1999; Widdowson, 1976; see also Section 2.3 for discussion on graded readers).

From the readers’ perspective, numerous skills and knowledge foundation act in
combination to create the overall reading comprehension abilities (see Koda,
2005 for the components of skills and knowledge foundation). Reading
comprehension activates a series of processes: (1) word recognition (recognition
of words in the text), (2) syntactic parsing (extracting grammatical information
from a group of words, which is crucial for disambiguating polysemy in word
recognition), and (3) semantic proposition formation, i.e., building clause-level

meaning on the basis of word recognition and syntactic parsing. This set of
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processes is commonly referred to as bottom-up processing (Alderson, 2000) or
lower-level processes (Grabe, 2009; Grabe & Stoller, 2011). The lower-level
processes are language-oriented, which require the readers’ knowledge about the
language in which they read. Based on the knowledge-oriented lower-level
processes, another set of processes that contributes to comprehension is activated.
After the clause-level meanings are built, they are integrated into a broader
network in which the clause-level meanings are connected and the main idea of
the text is formed. This process is referred to as Text Model of Comprehension
(Grabe, 2009), a summary of the text itself. Spontaneously, readers will interpret
the text in terms of their reading purposes and background knowledge, etc. This
process is called the Situational Model of Reader Interpretation, in which a
number of reader variables noted above, such as knowledge of the world and
cultural knowledge, have an important role to play. The description of how the
lower-level and higher-level processes are carried out does not imply that they
are carried out independently at different times. It is in working memory that
these two sets of processes are integrated and comprehension occurs (see Section

4.5.3 for discussion on working memory and its role in comprehension).

This brief description of how reading comprehension occurs shows that one
disadvantage of the definitions of reading noted above is that these definitions
fail to present the knowledge foundation relying on which the readers draw
meaning from the text. This disadvantage gives rise to a further issue that these
definitions fail to propose a possibility that the readers’ abilities to make sense of
a text varies according to their proficiency of the languages in which they are
reading, which will challenge how “appropriate” the interpretations of the texts
are; similarly, another disadvantage of these definitions is that they do not
describe how the reading skills work together to interpret the information and
whether the “appropriate” skills are employed. From the text’s perspective, the
above definitions do not reflect the linguistic features of the texts, such as its
readability and the intended readership. This lack of information on both readers
and texts makes impossible the investigation into the interaction between readers

and texts from a cognitive view.

In addition to the inadequacy in describing readers, texts and the interaction
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between them, i.e., the inadequacy from a cognitive view of reading, these
definitions do not specify for which purpose the reader reads. Reading is not an
isolated activity that takes place in some vacuum but it is undertaken for some
purposes in a social context (Alderson, 2000). These definitions do not convey an
increasing tendency to view reading as a socio-cultural practice (e.g., Barton,
1994), and hinder the follow-up discussion on many issues, for example, reading
in a first language and second language (for issues on L1 and L2 reading, see
Hudson, 2007; Koda, 2007; Koda & Reddy, 2008).

The critical review of the above definitions brings to light the complex nature of
reading and reading ability. Reading is not a simple and linear model in which
the readers photocopy the texts into their brains and then interprets the texts into
their desired meanings in a vacuum environment. Numerous components,
including knowledge foundations, reading skills, reading strategies, reading
purposes, social contexts, etc, interact to make reading comprehension occur. The
implication from the discussion on the definition of reading is that there is so
much involved in reading that a general definition is in danger of being trivial or
banal. In most contexts and research, it is thus necessary to specify what sort of
reading is being considered, for what purpose and in what context.

Compared with the complex nature of reading and reading ability, the importance
of reading is more simple and straightforward. In modern society, reading is the
door to an individual’s successful personal and social development (Holden,
2004). It allows people to gain knowledge about the subjects that should be
learned at school, including language, history, science, mathematics and other
subjects (Lyon, 1997, cited in Clark & Rumbold, 2006). The learners’ ability to
read, write and communicate is collectively referred to as “literacy”, which is the
core concern of academic achievement in education (Zipperer et al., 2002).
Among the three abilities, studies in both L1 and L2 have shown that reading
contributes to the development of writing proficiency (e.g., Caruso, 1994; Lee &
Hsu, 2009; Saleem, 2010). As Krashen (1993) points out, “we acquire writing
style, the special language of writing, by reading” (p.72). Concerning the ability
to communicate, studies in reading in the first language (L1) have shown that

there are strong relations between the amount of reading and verbal fluency. In
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fact, reading is the core in all academic disciplines (White, 2004).

As the core of all academic disciplines, reading is found to have considerable
influence on other language skills and knowledge. Studies in L1 reading have
shown that there are strong relations between the amount of reading and spelling,
vocabulary knowledge, reading skills, verbal fluency and cultural knowledge.
For example, the participant in Goodman’s (1982) study learned to read and spell
before going to school. She was able to spell correctly 58% of the words in the
word list for Grade 3, and was able to recognize 91% of the words that were
correctly spelled in the word list. After formal school education commences,
there is a powerful relationship between amount of reading and vocabulary
learning. It is estimated that L1 children pick up 1,000 to 4,000 words through
reading per year (e.g., Graves & Watts-Taffe, 2002; Stahl, 1999).

Reading also plays a crucial role in the life of L2 learners. It is not only an
important literacy skill that must be acquired for function purposes, but it is also
a necessary means by which learners develop linguistic competence in an L2, a
competence that can sub-serve a wide range of language skills, including, but not
limited to, listening, speaking and writing (Han, et al., 2009), and also a source of
vocabulary acquisition (e.g., Pulido, 2009). Renandya et al. (1999) made
investigation into a group of variables in order to locate which may contribute to
the learning gain in English. Among the following variables, including reading
amount, the level of difficulty of the reading material, the degree to which the
reading material was interesting and comprehensible, the participants’ perception
of extensive reading as being useful and pleasant, only extracurricular reading

done was found to be significantly correlated with learning gains.

In addition to language knowledge, skills and overall proficiency, reading ability
also largely influences learners’ academic performance at school, for both L1 and
L2 readers. As shown in the American National Assessment of Education (Kutner
et al., 2007), there is a substantial gap between the eighth graders from
middle-class families and those from the low-income families in terms of reading
skills. The gap in reading skills leads to different results on academic

performance. 43% of the students from low-income families, i.e., students who
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were likely to be less competent in terms of reading skills, failed to attain the
minimal standard of the national education assessment, whereas much fewer
students (19%) from non-poor families, i.e., students who were likely to be more
competent in terms of reading skills, performed on this poorly. In addition to
academic achievement, the influence of reading is extended to students’ future
lives. Individuals with reading disabilities not only have academic difficulties
during their school years but also lower educational attainment and consequently

lower income in adulthood (Savolainen et al., 2008).

1.2 English language teaching in China from 1978 to now

As Cambourne (2002) suggests, “What is learned cannot be separated from the
context in which it is learned” (p. 26). Equally importantly, what we want to
learn cannot be based on a context into which we have not gained a deep insight.
The introduction and discussion in this section focus on English language
teaching in mainland China from 1978 to now, with an emphasis on the role of

reading in the English language syllabus and curriculum.

China’s thirty years of English language curriculum reform since 1978, namely
the Reform and Opening Up, can be divided into four phases: restoration
(1978—1984), development (1985—1991), adjustment (1992-2000) and the
new-round curriculum reform (2001 to now) (Liu, 2008b). Since the end of the
ten-year Cultural Revolution, the English curriculum in basic education has been
given a good opportunity of restoration. Between 1978 and 2003, a total of
eleven national syllabuses and two curriculum standards were issued by the
Ministry of Education (MOE) and State Education Commission (SEC) as

enumerated in Table 1.1 below.

1.2.1 English language teaching in the restoration phase (1978—1984)

The syllabuses issued in the restoration phase included the 1978, 1980 and 1982
syllabuses. The 1978 syllabus, the first national English language teaching
syllabus issued after the end of the ten-year Cultural Revolution, divided the
ten-year primary and secondary education into two equal five-year phases, and
English classes began from Primary Three (Guan & Meng, 2007). The weekly
sessions of English classes were 4-4-4-5-4-4-4-4, 1080 sessions of 40 to 45
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Table 1. 1 The national English syllabuses and curriculum standards issued between 1978

and 2003
Phase Year Names of the syllabuses
1978 English Syllabus for the Full-time Ten-year Primary and
Secondary Schools (Trial edition)* (MOE, 1978)
. English Syllabus for the Full-time Ten-year Primary and
Restoration 1980 Segondarnychools (Revised edition)? (MO)E/, 1980) /
1982 English Syllabus for the Six-year Full-time Key Secondary
Schools (a draft for discussion)® (MOE, 1982)
English Syllabus for the Full-time Secondary Schools* (SEC,
1986 1986)
English Syllabus for the Full-time Junior High Schools
Development 1988 (Pr?alimina?/y draft)® (SEC, 1988) ’
1990 English Syllabus for the Full-time Secondary Schools
(Revised edition)® (SEC, 1990)
1992 English Syllabus for the Full-time Junior High Schools (Trial
edition)’ (SEC, 1992)
1993 English Syllabus for the Full-time Senior High Schools
(Preliminary draft)® (SEC, 1993)
1996 English Syllabus for the Full-time Senior High Schools (Trial
Adjustment edition)® (SEC, 1996)
English Syllabus for the Full-time Junior High Schools for the
2000 (a) Nine-year Compulsory Education (Revised edition)'® (MOE,
2000a)
2000 (b) En_g_lish syllabus for the full-time senior high schools (revised
edition)** (MOE, 2000b)
The English Curriculum Standards for the Full-time Senior
New-round 2001 High Schools of Compulsory Education (trial edition)*2
curriculum (MOE, 2001)
reform 2003 The English Curriculum Standards for Senior High Schools

(A draft for discussion)*® (MOE, 2003)

minutes in eight years. The 1978 syllabus was praised for playing an important

role in eliminating the erroneous political effect on English language teaching,

stabilizing the teaching order and ensuring the quality of teaching (Liu, 2008Db).

As shown in Table 1.2, the 1978 syllabus made clear four pairs of relationship

that need to be correctly handled in English language teaching: political and

ideological education versus language teaching, theory versus practice, input

versus output, and teachers versus students. In terms of the input versus output

relationship, it was made clear by the 1978 syllabus that priority should be given
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to input. The development of students’ English reading proficiency was

prioritized in English language teaching in basic education, as introduced in

Table 1.2 that “Lay emphasis on cultivating students’ English reading and

self-learning ability with a certain degree of listening, speaking, writing and

translation ability”.

Table 1. 2 Description of the 1978 syllabus

Items

Description

Guiding principles

1.

2.

3.

4,

Correctly handle the relationship between political and
ideological education and language teaching. **

Correctly handle the relationship between theory and practice in
English language teaching.*

Correctly handle the relationship between listening/speaking
and reading/writing.°

Correctly handle the relationship between teaching and
learning.

Guidelines for teaching

Lay emphasis on cultivating students” English reading and
self-learning ability with a certain degree of listening, speaking,
writing and translation ability in order to prepare the students for their
further study and use of English in their work or further study in
higher education institutions.*®

Expected achievement

After eight years’ study, the students are expected to:

1.
2.

3.

have a command of basic phonetics and grammar rules;*

have a vocabulary of 2,800 words and a certain number of
frequently  used expressions and phrases;?

be able to read English materials of average level of difficulty
on general topics with the assistance of dictionaries and
reference books;*

have a certain degree of listening, speaking, reading and writing
ability.?

To guide the teachers on reading instruction, the 1978 syllabus provided the

following guidelines for teaching reading.

1. Reading instruction in class is text-based, supplemented by a variety of

exercises.?®

2. Reading instruction based on text is far from sufficient for the development

of students’ reading proficiency. Students should be encouraged to read a

RS
2 5o o ®

IEFAEH B SRR R,

=
©

I A B SR e b U AR H ANE F BA IR R
IETRAL PSR F A R B 5 SR I R R
IEWRAL BT 5 B KR R .

K BRI E RN S PHENGE S, KM, B, SRR ). N H LG = K IEE) T

B35 51 55 18 F 9l sl N v sy SI4T BF 3Ll

19 BRI RN T FIE .
2

S

2

=

2.

N

2

)

AR 2800 A>3 A — & B SIS .

AE A D] ) 5 5 VRSO B A 2 R — )
BA—ERERTr, ¥, % 5.

Bl R EE LRSON T, BLS AR 2T 0



large amount of extracurricular reading materials in English under the
guidance of teachers.?

3. Teachers should make the students aware that the primary purpose of reading
is to understand what they read rather than pay excessive attention to specific
wording or quote out of context.?®

4. The benefits of reading such as enrichment of vocabulary and language
knowledge and enhancement of the ability to use English can only be attained
by reading in quantity, which is a gradual and long-term process.

5. Reading instruction should focus on helping students understand what they
read. Asking the students to write summaries of their reading in Chinese or
English and to answer the reading-related questions are effective means to
guide students’ reading and check their comprehension.?’

6. To obtain English reading and self-learning ability, students are advised to
read simple original or adapted English materials as much as possible. In
addition to grammar and vocabulary, students are advised to pay attention to
the specific expressions, logical thinking, and background knowledge in
English. These should also be the main concerns in reading instruction.
Teachers should guide students how to refer to or make use of grammar
books, dictionaries and other reference books, by which the students obtain

the ability to solve problems independently.?®

After English language teaching was back on track after the implementation of
the 1978 syllabus, revisions were made and the 1978 syllabus was finalized as
the 1980 syllabus (see Table 1.3 below). Unlike the 1978 syllabus which lay
direct emphasis on students’ English reading and self-learning ability, the 1980
syllabus encouraged an integrated training in listening, speaking, reading and
writing. The position of the 1980 syllabus on the input versus output relationship

became blurred. The direct emphasis on reading was weakened to an integrated
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training in listening, speaking, reading, writing and translation.

Table 1. 3 Description of the 1980 syllabus

Items Guiding principles

1.  The pattern of English language learning of Chinese
learners must be studied and summarized. Only in this
way can the teaching efficiency be improved, and the
students can learn English that is conform to standard in
a gradual manner.”

2. English language teaching in primary and secondary

Guiding principles school should attach important to cultivating students’
actual ability to use English.*

3. A foreign language can be better learned by means of
the integrated training in listening, speaking, reading,
writing and translation.*

4.  The leading role of teachers in English language
teaching should be particularly emphasized.*

Train the students in listening, speaking, reading, writing and
translation with affordable emphasis on reading and
self-learning ability in order to prepare them for further study
and use of English.*

Guidelines for teaching

Expected achievement The same as the 1978 syllabus.

Despite the difference, the students’ achievement under the two syllabuses was
remarkable. In 1982 and 1983, the same sample test was administered by the
Ministry of Education to freshmen from 37 universities in seven provinces and
municipalities including Beijing and Shanghai. The 1982 test included 2,530
freshmen and the 1983 test covered 3,054 freshmen. As described in Huang and
Feng (1984), the sample test was divided into four sections: reading
comprehension, vocabulary, grammar and cloze. All of the four sections
employed a multiple choice format. In the reading comprehension section, there
were three texts of slightly different levels of difficulty. The first two texts were
of common themes and the third text was about popular science. The word count
of the three texts was around 700. Each of the three texts was followed by several
comprehension questions, which amounted to 25 comprehension questions in all.
The word count of the 25 comprehension questions was approximately 800. In
all, the word count of the reading comprehension section was 1,500. The test

takers were requested to finish this section within 50 minutes. If a test taker was
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able to answer 17 questions out of the 25 correctly, his or her reading speed was
estimated to 1500 words/50 minutes=30 words per minute.

In the vocabulary section, there were 150 items. For each item, a Chinese word
and four possible English equivalents were given. The test takers were requested
to match the Chinese words with the correct English equivalents. For example,
heart ~A# B. > C. X D. W

The 150 items in the vocabulary section were divided into two groups. The 100
items in the first group were developed from the first 5,000 words in Thorndike’s
The Teacher’s Word List of 10,000 Words by systematic random sampling, i.e.,
starting from a randomly selected word and selecting the word between a certain
interval, for example, every 10" word in 50. These 100 items were intended to
measure the vocabulary size of the test takers. The latter 50 items in the second
group were developed from the 2,100 words in the word list attached to the
English textbooks compiled by the Ministry of Education for secondary schools.
These 50 items were designed to reflect how the test takers, i.e., secondary
school graduates, mastered the words taught in secondary school.

The 100 items in the grammar section were intended to constitute a
comprehensive sample of English grammar structures. Specifically speaking, the
grammar structures taught in secondary schools accounted for the vast majority
of the items in the grammar section, and part of the grammar structures taught in
university were also tested. The ration between easy, moderate and difficult items
was 2:5:3. In the fourth section, cloze test, 25 words were deleted from a text of
260 words. For each blank, the test takers were required to restore the words by
choosing from the four options given. This text was an excerpt of a scientist’s

biography.
As evidenced by the test results presented in Table 1.4 below, there was a

substantial improvement in terms of freshmen’s English language proficiency in

terms of increase rate.
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Table 1. 4 Results of the 1982/1983 sample tests in Fu’s study

Year Vocabulary ~ Grammar Cloze Reading Total

1982 55.33 48.61 8.48 44.54 157.46

1983 59.30 55.29 9.00 49.86 173.45
Increase rate (%) 7.17 13.74 6.13 11.94 10.15

(Fu, 1984, p.219)

As the leading role of teachers in English language teaching was established, the
dominant teaching model was “cramming” abstract knowledge, using the
Grammar-Translation Method. As its name suggests, the Grammar-Translation
Method lays great emphasis on grammar and translation, and the essence is to
build accuracy and in turn to cultivate learners’ ability to construct correct
sentences (Griffiths & Parr, 2001). This explains why the biggest increase was in
grammar. Another merit of the Grammar-Translation Method is that it integrates
grammar rules and comprehension, which plays an active role in improving
students’ comprehension ability (Zhang, 2003). This explains why the second
biggest increase was in reading.

The primary objection to the Grammar-Translation Method is its overemphasis
on grammar and translation at the expense of communicative competence (e.g.,
Brown, 1994; Zuo, 2002). The overemphasis on language rules lowers the
chance and reduces time which students could have spent on reading large
amount of reading materials and developing other language skills. Despite the
weaknesses of the Grammar-Translation Method, however, the National
Matriculation English Test (NMET), the highest-stakes English examination in
mainland China, sent to teachers and students a signal that was different from
that in the syllabuses. Although emphasized in the syllabuses, reading had a low
profile in the NMET. The proportion that reading accounted for in the NMET
showed a declining tendency, from 20% in 1978 to 10% in 1985. On the contrary,
the proportion of grammar in the NMET was stable, an approximately 20%
proportion from 1979 to 1985. Further, some other test formats, such as
interchange between sentence patterns and completion of the passage with the
correct forms of verbs, also examined students’ grammar knowledge. It was
roughly estimated that grammar accounted for at least 45% of the whole exam. In
Table 1.5 below not all the subsections of the NMET are included in that the
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composition of NEMT varied every year. Some subsections, such as filling the
blanks, interchange between sentence patterns, were too vague to categorize
because they actually were multi-purpose test formats that examined a variety of
language skills and knowledge. For our discussion only the clear-cut sections
such as phonetics, spelling, grammar, vocabulary, cloze, reading and translations
are included.

Table 1. 5 Composition of NMETs from 1978 to 1984

Phonetics Spelling Grammar  Vocabulary  Cloze Reading . Translation
Year - - - - - Comprehension -
(point) (point) (point) (point) (point) (point) (point)
1978 30 10 20 30
1979 20 10 15 35
1980 10 20 18 20
1982 8 12 20 18
1983 8 10 20 14
1984 5 20 10 10

Besides the criticism on the dominant teaching method and the low proportion
that reading constituted in the NMET, the position on reading in the two
consecutive syllabuses is also noticeable. The 1978 syllabus laid direct and
obvious emphasis on reading while the 1980 syllabus intended to recommend
equal emphasis on and an integrated training in listening, speaking, reading and
writing. Whether the shift from the priority given to reading from
recommendations for integrated training in listening, speaking, reading and
writing meant a decline in the importance of reading in the national syllabus will

be examined in the subsequent syllabuses.

1.2.2 English language teaching in the development phase (1985—1991)

In the second phase, namely the development phase (1985-1991), the time
allocated to primary and secondary education was adjusted by the Ministry of
Education. The pattern of five years for primary education and five years for
secondary education was adjusted to six years for primary education and three
years for junior middle school education. The nine years’ education was made
compulsory for all school-age children by the Chinese government in 1986.
Senior high school education lasts three years, and was not compulsory for all
students.
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In this phase, three national English syllabuses were issued. They were the 1986,
1988 and 1990 syllabuses as shown in Table 1.6 below. As reflected in the three
consecutive syllabuses, the clear emphasis on reading was replaced by the focus
on students’” communicative competence and an integrated training in listening,
speaking, reading and writing, with priority given to specific skills at different
stages. The shift was considered to be a progress from emphasis on mono-ability,
i.e., reading, to multi- or integrated ability, i.e., listening, speaking, reading and
writing. Concerning the development of specific skills at different stages, English
language teaching in secondary schools was divided into three stages as
introduced in Hang (1993, p.55). The initial stage was from Junior One and Two,
the transition stage included Junior Three and Senior One, and Senior Two and
Senior Three belonged to the advanced stage. At the initial stage, English
language teaching should give priority to listening and speaking. The main task
at this stage was to develop listening and speaking ability. The rationale for the
task at the initial stage was that oral input was prioritized over written input in
light of the law or nature of learning a language. Listening and speaking were the
basic forms of language communication. Training in listening and speaking
would cultivate students’ ability to think in English and use English in real

communication situations.

Thus from the perspective of linguistics, students’ age and psychological
characteristics and teaching methodology, it was logical and scientific to start
English language teaching with listening and speaking from the initial stage. The
main task of the transition stage was to present a balanced training on listening,
speaking, reading and writing. As a result, it strengthened students’ gains in
listening and speaking from the previous stage, and it prepared the students for
the advanced stage which laid emphasis on reading. Based on the training of the
first two stages, the students would have already had a certain degree of listening,
speaking, reading and writing ability and acquired a certain number of English
words and grammar rules by the time they move to the advanced stage. Based on
this, the subsequent training in reading and increase in students’ reading amount
would be logical and smooth (i, 2010).
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Table 1. 6 Description of the 1986/1988/1990 syllabuses

Syllabus Guidelines for teaching

1.  Give detailed instruction of basic language knowledge. Lay emphasis on
cultivating students’ ability to use the language for communication
purposes.®

1986 2. Encourage a balanced training in all proficiency areas with priority given to
specific skills at certain stages.*®

3. English is recommended as the dominant medium of instruction. Use
Chinese when necessary.*

1.  Strengthen basic language knowledge and training, giving priority to
students’ communicative competence.®’

2. Give a comprehensive training in listening, speaking, reading and writing,
giving priority to specific skills at different stages.®

3. English is recommended as the dominant medium of instruction. Use

1988 : 30
Chinese when necessary.
4. Improve the quality of in-class instruction. Promote extracurricular
activities.*
5. Increase the amount of language materials and practice. Improve the quality
of English language teaching.*
1990 The same as the 1986 syllabus.

English language teaching at this stage was deeply influenced by the
Audio-Lingual Method. During World War 11, the audio-lingual method (or the
structural approach) was developed by American structural linguists (Fries, 1945;
Rivers, 1981; Twaddell, 1980). This approach suggests that most problems
experienced by foreign language learners concern the conflict between different
structural systems, and thus the Audio-Lingual Method divides English language
teaching into five phases: recognition, imitation, repetition, variation and
selection (Hang, 2000, p.21).

As summarized in Hang (2000), the characteristics of the Audio-Lingual Method
include: (1) Lay emphasis on speaking, giving priority to listening and speaking.
Speaking is of top priority in teaching, because reading and writing are based on
listening and speaking. (2) Sentence pattern is the core of English language
teaching. Students are trained to imitate, repeat and memorize the sentence
patterns until the patterns are internalized. (3) Restrict the use of native language
and translation. Encourage teaching in the target language as much as possible.

(4) Correct the mistakes made by the learners promptly and strictly in order to
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instill a habit of using the target language accurately. (5) Employ a wide range of
modern audio-visual means for teaching purposes, such as power point,

recording, films and TV, in order to strengthen input in different ways.

However, the time devoted to listening and speaking was not as positive as it was
claimed. For all the intensive classroom instruction which aimed at teaching
English structures, these structures which were learned discretely were not able
to be put into use in real communication by the students. The time devoted to
structure instruction was unproductive, and it spoilt interest and enjoyment (Elley
& Mangubhai, 1981). In addition, the emphasis on listening and speaking
generated negative influence on other language skills and language knowledge
components. In May, 1985, a survey on the quality of English language teaching
in fifteen provinces and municipalities was administered by the Ministry of
Education. This survey was the largest-scale subject survey that had ever been
conducted since the People’s Republic of China was founded, lasting nineteen
months. It was administered to 58,050 students and 1,614 teachers in 105 key
secondary schools and 35 average secondary schools. The results showed that the
students” English language proficiency was not significantly improved compared
with the first phase. Taking vocabulary as an example, the vocabulary size of
senior high school graduates was about 1,600 words in 1984, and in 1986 the
number was 1,800 (Liu, 2008a). Compared with the requirements of the
1978/1980 syllabuses that the students were expected to have a vocabulary of
2,800 words when they graduated from senior high school, the shortfall of 1,000
words indicated that the time devoted to structure instruction and model of

instruction did not achieve the intended purpose.

In the schools of the South Pacific, the situation was not different. A study
conducted in Nieu in the late 1970s, approximately contemporary with the
development phase (1985-1991) in China, showed the weakness of the
Audio-Lingual Method. In this study, De’Ath (2001) introduced 50 highly
interesting illustrated story books to primary three pupils. He called this the
Shared Book or Shared Reading Method. One year later, the pupils in the Shared
Book group outperformed the pupils in the Audio-Lingual group on all three

measures: oral sentence repetition, reading comprehension and word recognition.
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Although laying emphasis on listening and speaking skills, the Audio-Lingual
Method was not as effective as the Shared Reading Method which did not

allocate much time and instruction resource to listening and speaking.

The second characteristic of the development phase was the booming of
Chinese-English bilingual education, as in the 1986, 1988 and 1990 syllabuses
English was recommended as the primary medium of instruction for all school
subjects including English. This form of bilingual education is known as
Content-based English Instruction (CBEI). On the surface, the most attractive
feature of CBEI is to integrate English language teaching with the teaching and
learning of other school subjects, which entails the concurrent study of language
and subject matter (Hu & Alsagoff, 2010). Theoretically, a moral justification for
CBEI is made on the basis of bilingualism. A number of important benefits of
bilingualism have been suggested by research, such as the bilingual’s more
broadened and flexible perspective by accessing culture, knowledge and
ideological forms in two languages and the greater meta-linguistic awareness
than monolinguals (e.g., Baker, 2006; Bialystok, 2007, 2009; Bialystok et al.,
2005; Carlisle, et al., 1999).

Despite the claimed benefits, however, the suggested benefits of bilingual
education can only be achieved under supportive conditions (Swain & Johnson,
1997). As suggested by the studies concerning the practice of bilingual education
in mainland China (e.g., Pi, 2004; Shen, 2004; Zhang, 2002), the implementation
of Chinese-English bilingual education was constrained by an extensive range of
contextual and educational factors. The most important constraint on CBEI was
that there was no sociolinguistic environment for English immersion in Chinese
mainland: the vast majority of the Chinese do not have the need to communicate
in English for socio-cultural purposes (Zhang, 2002). This constraint created a
dilemma for bilingual education in this context. On one hand, schools were
advised to create an English-rich environment (Zhang, 2003) in order to
compensate for the lack of a favorable sociolinguistic environment; on the other
hand, there was seemingly little external motivation for the education system to

provide such environment.

16



The second constraint on CBEI was a serious lack of teachers who were able to
teach other school subjects in English (Shen, 2004). The Chinese teacher
education system trained the teachers to be either subject teachers or English
teachers instead of bilingual teachers (Zhang, 2002). Specifically, the subject
teachers did not have the oral English proficiency to teach non-language subjects
in English; similarly, the English teachers did not usually have the content
knowledge for other school courses such as physics and chemistry (Pi, 2004). It
can be argued that the replacement of local English teachers with expatriate
teachers should be a possible solution to this problem if conditions permitted.
However, native speakers of English were not a panacea to the teacher problem.
It was reported by Rao (2010) that the native English-speaking teachers’
classroom performance was not entirely satisfactory to Chinese EFL students
because they were not sensitive enough to detect students’ linguistic problems or
familiar with the local culture and education. This study weakens the claim that
the teachers’ oral English proficiency is the key to the success of CBEI. For
either native-speakers or non-native speakers of English, there are certain

obstacles for them to overcome before they can carry out CBEI successfully.

It was also important to evaluate the effect of CBEI in various areas. Because a
coherent curricular structure and curriculum standards were made available to
guide CBEI, there was a lack of a coherent and standardized evaluation system of
CBEI (Hu & Alsagoff, 2010). The common concerns in evaluating CBEI came
from the definition of bilingual education by Stern (1972) that bilingual
education is “schooling provided fully or partly in a second language with the
object in view of making students proficient in the second language while, at the
same time, maintaining and developing their proficiency in the first language and
fully guaranteeing their educational development” (cited in Swain, 2000, p.199).
Based on this definition, the concerns for the evaluation of CBEI should included:
(1) whether the students’ development in their first language, i.e., Chinese, will
suffer if all or most of the school courses are taught in English, (2) whether the
students’ content area knowledge would suffer in those subject areas which they
study in English, and (3) whether the program was successful in terms of

improving students’ English language proficiency.
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Regarding the first concern of whether the students’ Chinese would suffer if all
or most of the school courses were taught in English, there was no formal
government report about the students’ declining Chinese proficiency, but there
were non-governmental complaints on the society’s overemphasis on English.
Some scholars and researchers were alarmed by the aggressive expansion of
English in the education system. They proposed that English be removed from
the higher education institution matriculation examination system in order to
avoid its potential threat to Chinese, and this presupposed the students’ declining
Chinese proficiency. Regarding the second concern of whether the students’
content area knowledge would suffer in subjects taught in English, Jin and
Zhuang (2002) reported a case in which the students who had been taught
mathematics in English for around two months performed badly in assessment
and as a result they had to be re-taught the same content in Chinese. On teachers’
side, the teachers in Pi’s (2004) study also complained that the students were not
capable of bilingual education in mathematics because of their relatively low
English language proficiency, which in turn compelled the teachers to simplify or
even reduce the curricular content. These examples suggested that CBEI exerted
negative influence on the students’ content area knowledge in those subject areas
which were taught in English.

Regarding the third concern of whether the program was successful in terms of
English language proficiency, Gu and Dong (2005) appealed for great caution in
the promotion of CBEI in mainland China in view of the unsuccessful English
immersion education in Hong Kong. Before 1998, Cantonese was exclusively
used as the medium of instruction in all primary schools. English was the
dominant medium of instruction in approximately 90% of secondary schools, and
used as the only official language in almost all the universities in Hong Kong
(except the Chinese University of Hong Kong). Over the past decades, there have
been complaints on the students’ declining English proficiency. At the university
level, there was a substantial gap in terms of English language proficiency
between the university students in Hong Kong and their peers in America and
Australia (e.g., Hyland, 1997; Littlewood & Liu, 1996; Stone, 1999). At the
secondary school level, the students were found to be weak in terms of

vocabulary (McNeil, 1994), grammar and reading (Johnson & Yau, 1996), and
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writing (Yu & Aktinson, 1988a). According to Yu and Aktinson (1988b), using
English as the medium of instruction exerted rather negative influence on
students’ academic achievements. Another consequence of English medium
instruction in Hong Kong was that the Chinese proficiency of Hong Kong
secondary school students was much lower than that of their peers in mainland
and Taiwan (Shi, 1994). One of the most important implications that can be
drawn from the unsuccessful English medium instruction in Hong Kong was that
both teachers and students should reach a threshold level of English language
proficiency and preferably the English language proficiency of the teachers and
students should be approximately equal; otherwise, the benefits of English
medium instruction cannot be fully attained (Cummins, 1991). Judging this from
a higher level, the development and implementation of a language policy should
be compatible with the cotemporary social context and educational system;
otherwise, an unrealistic or overaggressive policy will lead to serious

consequences (Gu & Dong, 2005).

To summarize, for the benefits of CBEI to be fully achieved, supportive
conditions are needed: teachers who are capable of bilingual education, a real
need for English as the dominant medium of instruction and a favorable
sociolinguistic environment for English immersion. Currently, the optimal
conditions needed for CBEI noted above are not available in mainland China.
The only justification of CBEI is to expose the students to English as much as
possible so that their English language proficiency can be improved.

Compared with the enthusiasm for communicative competence among the
syllabus designers and CBEI in the society, the NMET adhered to its own style
without giving any priority to listening, speaking or CBEI. As shown in Table 1.7
below, one of the obvious changes in the NMET in this phase was the big and
increasing proportion of cloze in the NMET, from ten points in 1978, to twenty
or more points since 1986. Given that cloze is an alternative form of reading task,
this change implied the increasing importance of reading in the NMET in this
phase. The misalignment between the syllabus and the NMET was notable, as the
syllabus stressed that priority should be given to students’ communicative

competence, while the NMET increasingly prioritized and gave a clear advantage
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to reading.

Table 1. 7 Composition of the NMET from 1985 to 1990

v Phonetics Grammar Vocabulary Cloze Reading . Translation

ear . - . . Comprehension .
(point) (point) (point) (point) (point) (point)

1985 8 22 25 10 30

1986 5 17 8 20 30

1987 5 15 10 20 30

1988 5 15 10 20 30

1989 5 30 25 20 15

1990 5 15 25 20 15

1.2.3 English language teaching in the adjustment phase (1992—2000)

In the third phase, namely the adjustment phase, five national English syllabuses
were issued, two for junior middle school and three for senior high school. The
1993, 1996 and 2000 (b) syllabuses were included for discussion because they

were designed specifically for senior high schools.

As shown in Table 1.8 below, the three syllabuses tended to achieve a balance
between input and output, with an affordable emphasis on input. As specified in
the 1993 syllabus,

In senior high school English language teaching, an integrated training in listening,
speaking, reading and writing is encouraged. On the basis of students’ enhancement in
listening and speaking, emphasis on cultivating students’ reading ability is suggested.
Reading helps to enlarge students’ vocabulary and enrich their language knowledge, which
help them further understand the social and cultural background of the English-speaking
countries. Listening is an important means of understanding and absorbing oral information.
Listening and reading belong to the input domain. The students will have good speaking and
writing proficiency only when they have received a sufficient amount of input. In teaching,
teachers are encouraged to enhance the students’ training in listening and reading,
particularly in extensive reading. In fact, the emphasis on input is of particular importance to
English language teaching in our country. In the first place, English is learned by the
students as a foreign language instead of a second language. The context is not conducive to
English language learning. The emphasis on input helps to compensate for the contextual
constraint. In the second place, language learning will experience the process from
accumulation to a qualitative leap. Without substantial input, a qualitative leap can hardly be

achieved” *?
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(Institute of Curriculum and Textbook, 1999, p. 403-405).

Table 1. 8 Description of the 1993/1996/2000 syllabuses

Syllabus Guidelines for teaching

1.  Consolidate and expand students’ basic language knowledge, develop
their ability in listening, speaking, reading and writing, cultivate their
oral and written ability to use English for communicative purposes on
the basis of the nine-year compulsory education.*®

2. Give priority to reading ability and enable the students to gain

self-learning ability.*

Prepare the students for further study and use of English; subject them

to ideological, patriotic and socialism education.*

4.  Enhance students’ understanding of the native countries of the
language that they learn.*®

5. Develop students’ intelligence and improve their ability to observe,
notice, think, memorize and associate.*’

1993 Syllabus

w

Approximately the same as the 1993 syllabus. Add: Enhance students’
1996 Syllabus understanding of foreign countries, especially English-speaking countries, to
stimulate their learning interest.®

1.  Consolidate and expand students’ basic language knowledge, develop
their listening, speaking, reading and writing skills, cultivate their
ability to use English for communicative purposes on the basis of the
nine-year compulsory education.*

2. Give priority to students’ reading ability in order to subject them to
ideological, patriotic and socialism education.*

3. Enhance students’ understanding of foreign countries, especially
English-speaking countries.>*

4.  Develop students’ intelligence in learning process, cultivate their
innovative sprit and practical ability, and (help them) form effective
learning strategies, which lays the foundation for their sustainable
development in the future.*

2000 Syllabus

Concurrent with the emphasis on a balance between input and output in the
national syllabuses, the most noticeable initiative to reform English language
teaching in China in the third phase was the effort to apply communicative

language teaching in the Chinese context (e.g., Gu, 2009; Shi, 1997). As
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specified in Table 1.8, the 1993 syllabus calls for training in listening, speaking,
reading and writing to enable students to use English for communicative

purposes.

Communicative language teaching, however, failed to achieve its intended
purpose. Similar to CBEI, communicative language teaching was constrained by
a comprehensive range of contextual and educational factors. The first important
hindering factor of communicative language teaching was inherent in
communicative language teaching itself. Communicative language teaching
breaks the systematic teaching of grammar, which is to the detriment of students’
grammatical competence. Grammar is an essential aspect of communicative
competence (Canale & Swain, 1980). Unless the students can be more skilled
masters of the syntax of a language system, they could not really get to use the
language communicatively. In fact, a lack of grammar knowledge would severely

limit communicative competence (Wilkins, 1976).

Beside the first hindering factor inherent in communicative language teaching
itself, one of the most important potential constraints on the application of
communicative language teaching in the Chinese context was the traditional
Chinese culture of learning. Hu (2002) argued that communicative language
teaching was not compatible with the Chinese culture of learning in several
important aspects. The traditional Chinese culture of learning played a vital role
in setting the roles of teachers and students and dividing the responsibilities
between teachers and students. Chinese culture is regarded as part of the
Confucian-heritage cultures (Smith & Smith, 1999), influenced by which the
Chinese students are expected to learn for their own sake instead of showing off
and are required to show respect to the authority (Zhu, 2003). As a result, the
Chinese students were not accustomed to expressing their opinions, especially in
the presence of their teachers and classmates for fear that they should be laughed
at if they made errors. They received knowledge in a passive manner and they
rarely challenged the authority because it was considered good-mannered to be
obedient. It has been confirmed by research that it was personality rather than
language proficiency that was more likely to cause speaking anxiety. In Wang’s

(2010) investigation into the speaking anxiety of Chinese EFL learners,
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personality factors were identified as the primary causes for students’ speaking
anxiety, which accounted for more variables than language proficiency.

Besides the constraints from students’ side, another constraint on communicative
language teaching came from the teachers’ side: a severe storage of qualified
English teachers. Only 89.4% of the English teachers teaching junior middle
school students and 55.0% of the teachers working in senior high school teachers
in mainland China were considered professionally qualified (Yu, 2001). A
considerable number of teachers only knew some basic English grammar and
vocabulary. This partially explained why the Grammar-Translation Method was
practiced so widely and survived so long, because teachers of low English

language proficiency could basically teach English in Chinese using this method.

The teacher constraint did not only lie in teachers’ English language proficiency
but also other aspects. Besides qualification, the success of communicative
language teaching largely depended how teachers talked and how teachers and
students communicated with each other. In Liu and Zhao’s (2010) study, the
communication between teachers and students was directly influenced by how
teachers talked. Among the choices in initiating an interaction, this type of
question was employed most frequently by teachers but the least preferred by
students. Direction was preferred by students but was not preferred by teachers.
When producing no answer or an incorrect answer, students preferred to be
informed by teachers but teachers usually prompted the students in class. When
producing the correct answers, students looked forward to comments or more
elaborate feedback but rather disappointedly teachers usually simply
acknowledged the correct answers. In general, the teachers’ language in the
process of communication was not conducive to promoting more interaction or
communication between teachers and students. These comparisons and the gap
between the teachers and students indicated the gap between the ideal and reality

of communicative language teaching in China.

As a result of the constraints noted above, the effect of communicative language
teaching on English language teaching in mainland China was not satisfactory. In

terms of speaking proficiency alone, a set of data from International English
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Language Testing System (IELTS), one of the most reliable and authoritative
English tests in the world, showed that the average score of the speaking section
of the Chinese test takers was 5.36, which ranked the last in the world. In 2008
and 2009, the Chinese test takers still made no progress. In real communication
situations, there were even more problems. The primarily intended purpose of
communicative language teaching was to make up for the pragmatic functions,
which meant being useful in real-world communication, ignored by the
structure-based teaching approach, but it failed in this aspect. It just made
students remember the isolated expressions, scenes and the correspondence
between them. Furthermore, students had problems in using the limited
expressions in real communication. Academic research and mass media reported
that Chinese EFL learners adopted inappropriate communicative strategies. They
asked ladies “How old are you?”, or asked strangers “What is your income?” etc.
These were typical real life scenes that Chinese EFL learners would be involved
in, but they seemed to be awkward in these scenes as shown by the above
examples. More examples which showed the problems in real communication
caused by the limitations of communicative language teaching can be found in
research literature. For example, most Chinese undergraduates studying English
were not English majors, so they needed to use communication strategies to
facilitate their communication because they did not have sufficient exposure to
the English language on a daily basis. Results from an investigation that analyzed
communication strategies used by undergraduates non-English majors studying
English in higher education institutions showed that students’ adoption of
communication strategies was influenced by three variables: task type, English
proficiency level and academic major (An, 2010). In Liu’s (2010) study, learners
with higher English language proficiency level were more likely to adopt
appropriate communication strategies. For example, in response to compliments,
English majors were more likely to adopt acceptance strategies than non-English
majors, whereas non-English majors were more inclined to adopt non-acceptance
strategies than English majors. These studies suggested that communicative
language teaching was not the single most effective way to enhance students’
communicative competence, but on the contrary the original English proficiency

level was correlated with students’ communicative competence.
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The most important pedagogical implication drawn from the implementation of
communicative language teaching is that input is prior to output, although the
syllabuses in the third phase tended to achieve a balance between input and
output. For output to emerge, the students should receive a considerable amount
of input and reach a threshold level, as shown in Wilkins (1976) that a lack of
grammar knowledge would severely limit communicative competence and in An
(2010) that English proficiency level was one of the most important variables

influencing students” communication strategies.

1.2.4 English language teaching in the new and current round of curriculum
reform (2001—now)

In the fourth phase, the new and current round of curriculum reform, the syllabus
was changed into a set of curriculum standards. This change is considered a big
progress and a milestone in Chinese curriculum reform by researchers. The
obvious difference between a syllabus and a curriculum standard is that a
curriculum standard prescribes clear requirements for students to attain without
giving constrains on how to attain them (see Table 1.9 below). In other words, a
curriculum standard allows more flexibility and room for material writing,

classroom teaching and testing and assessment (Hu, 2005a).

Table 1. 9 Description of the curriculum standards for senior high school in 2001 NECS

Level Curriculum standards for each level

The students should:

1. further enhance their motivation to learn English, and have a strong
self-learning awareness; >

2. be able to understand the points of view in oral or written materials and state
their own opinions;**

3. be able to describe personal experience in oral or written language
effectively;

Level 6 4. be able to plan, arrange and carry out a variety of English language learning
activities with the assistance of the teachers;®
5. be willing to expand and utilize learning resources and obtain information
from various tunnels;®’
6. be able to adjust learning objectives and strategies in light of self-evaluation;®
7. be able to realize and understand the cultural background of the language used
in communication.*
Level 7 The students should:
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have a clear and sustainable motivation to learn English and self-learning
awareness;

be able to communicate information on a wide range of topics, raise questions
and state personal opinions and suggestions;**

be able to read adapted readers for senior high school reading and English
newspapers and magazines;

have basic practical writing skills;*

make use of the education resource for learning English;%

have a strong self-regulatory capacity. Form learning strategies that are
suitable for individuals;®

understand the cultural differences in communication, and form basic
cross-cultural awareness.*°

The students should:

1. have relatively strong self-confidence and self-learning ability;®’

2. be able to communicate smoothly with English speakers on familiar topics; be
able to state evaluative views on oral or written materials;

3. be able to write coherent essays in a complete format; *

4. be able to plan, arrange and carry out language practice activities

Level 8 indep_endently, such as d7i(;scuss and make plans, and report the findings of
experiments and surveys;

5. be able to make effective use of a variety of education resources such as the
Internet to obtain and process information; n

6. be able to evaluate learning outcomes on one’s own initiative and form
effective English learning strategies;

7. understand the cultural content and background in communication, and adopt
a respect and all-embracing attitude towards cultures of different countries.”

The students should:

1. have self-learning ability;"

2. be able to listen and understand speeches, discussions, debates and reports on
familiar topics; "

3. be able to exchange information and state personal attitudes and opinions on
topics of common concern such as environmental protection, population,
peace and development in English; "

Level 9 4. beable to conduct oral translation in daily life; 77 . . _

5. be able to conduct authentic communication in English on appropriate
occasions;

6. be able to read and understand popular science and literature on a wide range
of topics with the assistance of dictionaries;

7. be able to accomplish basic practical writing tasks, and obtain the initial
ability to use the literature;®

8. be able to open up channels of self-learning, and enrich learning resources;

have a strong sense of the world. %!
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Adopting the international grading standards, the 2001 National English
Curriculum Standards (NECS) sets nine ability levels according to students’
English language proficiency. Level 2, 5 and 8 are the graduation requirements
from primary, junior high and senior high schools respectively. Level 3, 4, 6 and

7 are the transition levels between Level 2, 5 and 8.

Based on the 2001 NECS, the curriculum reform in senior high schools all over
the country started. Zhang (2011) investigated the English language proficiency
of two groups of students’ to examine the effect of NECS after several years of
its trial. The students in the first group were 120 freshmen randomly selected
from thirteen departments in Fujian College of Engineering. The students in this
group experienced the English curriculum before the new round of curriculum
reform. The students in the second group were 150 freshmen randomly selected
from the same college. The students in this group experienced the curriculum
after the new round of curriculum reform. The two groups were identical in light
of their total scores obtained in the university matriculation tests. The two
assessment tools employed in this study were the 2007 NMET and the
International English Language Testing System (IELTS). The reason for locating
the 2007 NMET was that Fujian Province was authorized by the Ministry of
Education to develop its own Matriculation English Test in 2004. Administering
the 2007 national version of matriculation English test to freshmen from Fujian
Province controlled and eliminated a number of extraneous variables such as
local English syllabus and local English textbooks. IELTS is a standardized test
of English language proficiency, whose reliability and validity has been
internationally acknowledged. In IELTS, the test takers are required to take four
sub-tests: listening, reading, writing and speaking. These four sub-tests are
scored on a nine-band scale, with 9 the highest score. There four sections account
for the same proportion in calculating the final score. To facilitate the research,

Zhang set the full mark of each section at 40, the total mark being 160.

The two tests were administered to the 2007 group in 2008 and to the 2009 group
in 2010. As shown in Table 1.10, the 2007 group outperformed the 2009 group in
the NMET in terms of average score but the difference between them was not

statistically significant (F=0.058, p=0.810). These results were reasonable given
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that the 2009 Group experienced the new English curriculum which was
considered to have been greatly improved.

Table 1. 10 Results of the 2007 NMET in Zhang’s (2011) study

Group Average F Sig Reading F Sig
2007 113.94 31.71
2009 11355 0.058 0.810 373 3.30 0.07

* The mean difference is significant at the 0.05 level.

More interesting results emerged from the IELTS. As shown in Table 1.11 below,
the 2007 group significantly outperformed the 2009 group in reading in IELTS,
(F=22.27, p<0.05) although the total score of the 2009 group was significantly
higher than that of the 2007 group (F=11.54, p=0.001).

Table 1. 11 Results of IELTS in Zhang’s (2011) study

Modules 2007 2009 F Sig
Listening 7.65 9.08 6.50 <0.05
Reading 18.69 16.09 22.27 <0.05
Writing 17.87 24.30 98.48 <0.05
Speaking 24.59 25.04 0.93 0.336
Total 68.80 74.84 11.54 0.001

* The mean difference is significant at the 0.05 level.

Compared with the syllabuses issued in the first three phases, NECS sets higher
requirement on students’ vocabulary: students are required to acquire a
vocabulary of 3,300 and a certain number of collocations and idioms as specified
in the Level 9 requirement, while the requirement in the previous 2000 syllabus
IS 1950 (see Table 1.12 below). Given the strong correlation between vocabulary
and reading comprehension (Qian, 1999, 2002; Qian & Schedl, 2004), it was

reasonable to assume that the 2009 group could have done better in reading.

Table 1. 12 Vocabulary size required in the syllabuses in the four phases

Phase Syllabus Junior High School Senior High School
Restoration 1978 1250 2200
Development 1986 1250 2750

1992 1000 /
Adjustment 1993 / 3000

2000 1200-1300 1950
Curriculum reform 2001 1500-1600 3300

(adapted from Huang, et al., 2004, p. 3)

The reason why a group with a smaller vocabulary size outperformed a group
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with a bigger vocabulary size in IELTS reading was well worth discussing.
Research suggests that more than one component contributes to the development
of reading comprehension. These components include (1) syntactic knowledge
and processing skills (e.g., Perfetti, et al., 2005; Stothard & Hulme, 1992;
Tunmer & Hoover, 1992), (2) reading strategies that support comprehension (e.g.,
Schoot et al., 2008), (3) the complementary of reading strategies and higher-level
processing to develop the strategic reader (e.g., Perfetti, et al., 2001; Pressley &
Harris, 2006), (4) the role of discourse knowledge (e.g., Carrell, 1992; Williams,
2007) and the importance of vocabulary knowledge (e.g., Carver, 2003;
Hazenburg & Hulstijin, 1996; Qian, 1999, 2002; Qian & Schedl, 2004,
Thorndike, 1973) (see also Section 1.1 for the lower- and higher-level processes
in reading). Important as it is, vocabulary knowledge is not the only deciding
factor for reading ability. A larger vocabulary does not necessarily mean higher
reading ability.

Zhang’s study was not a unique case showing the decline of students’ reading
comprehension. The situation is the same in the National Matriculation English
Test (Shanghai version) (NMETS). As shown in Table 1.13, the passing rate of
all the reading subsections showed a declining tendency.

Table 1. 13 Passing rate of the reading comprehension section in the 2009/2010 NMETS

Subsections 2009 2010
Cloze 0.62 0.57
Reading 0.67 0.66
Title Matching 0.71 0.68
Q&A N/A 0.61
Total 0.66 0.63

Note: The data in Table 1.12 were conveyed to teachers via the head of the English teaching
staff in each school district from the examination committee.

1.3 Overview of the problem

As introduced and discussed in the previous section, the thirty years since the
reform and opening up witnesses the change in China’s English language
curriculum and the consistent effort to present quality English education to the
students. The effort made in the first phase was to cultivate students’ reading
ability, with the justification that reading helps the students understand and
absorb written information, enlarge vocabulary, enrich language knowledge and

then understand the cultural and social background of English-speaking countries.
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As noted in Section 1.1, reading is the core in all academic disciplines (White,
2004), which is found to have a considerable influence on other language skills
and knowledge. Studies in L1 reading have shown that there are strong relations
between the amount of exposure to print input and cultural knowledge,
vocabulary knowledge, reading skills, spelling, orthographic knowledge of words
and verbal fluency, and studies in L2 reading reach the same conclusion. Under
such a situation, reading should have gained prominence in English language
curriculum, but the role of reading in syllabus and English language curriculum

has been blurred.

The explanation for the unpopularity of reading in this phase is that reading
demands a lot of resources, including class libraries and multiple copies of
reading materials, which could not be afforded by the government and schools in
the early 1980s. The recommendation of English as the dominant medium of
instruction in the second phase can be considered as the extension of the
emphasis on input in the second phase. CBEI came as a solution to the
constraints such as lack of multiple copies of reading materials in the first phase.
The emphasis on written input, i.e., reading, shifted to the emphasis on oral input,
i.e., English as the medium of instruction. This effort, however, was impeded by
an extensive range of contextual and social factor, such as a lack of supportive
sociolinguistic environment for English medium instruction and a lack of
teachers who were capable of bilingual education (Hu & Alsagoff, 2010). On
second thoughts, even if CBEI can be implemented smoothly in mainland China,
English medium instruction is not an optimal way of providing input to the
students. As shown in Table 1.14 below, a comparison of the Schonell et al.,
(1956) count of spoken English and the Kucera and Francis (1967) count of
written English indicates that written English contains twice as many word types
as does spoken English (cited in Coady & Huckin, 1997), which suggest that oral
input does not hold a candle to written input in terms of lexical density and

variety.
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Table 1. 14 Frequency of rare words in various sources

Rare Words per 1,000
. Printed texts
Abstracts of scientific articles 128.0
Newspapers 68.3
Popular magazines 65.7
Adult books 52.7
Children’s books 30.9
Preschool books 16.3
I1. Television texts
Prime time adult shows 22.7
Prime time children’s shows 20.2
Mr. Rogers and Sesame Street 2.0
I11. Adult speech
Expert witness testimony 28.4
College graduates talk to friends/spouses 17.3

(Graves, 2006, p. 41)

In the third phase, the emphasis was shifted from input to output as evidenced by
the boom of communicative language teaching, probably because of the
unsatisfactory result of the effort to present written input in the first phase and
the effort to integrate oral input in the second phase. The shift from input to
output did not prove a panacea to all English language teaching problems in the
Chinese context. Communicative language teaching failed to make the expected
impact on English language teaching in China. Although a number of factors
may account for the lower success of communicative language teaching, the most
importance implication is that input is the basis of output. Without input, output
did not produce the desired results. Thus in the fourth phase, the emphasis on
either input or output is weakened. The syllabuses were replaced by a curriculum
standard, which prescribes clear requirements on four language skills, i.e.,

listening, speaking, reading and writing, without specifying how to attain them.

In summary, various initiatives to reform English language teaching in mainland
China failed to produce desired results because of a comprehensive range of
social and educational factors. The core thread running through these factors is a
lack of input. The lack of input has been a persistent problem throughout the
introduction and description of the national syllabuses and curriculum standards

although for different reasons.

As a variable in second and foreign language learning and acquisition and as an

area of investigation, the concept of input has had an interesting and varied
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history. In the behaviorist view of learning, input was a primary external
mechanism, but not a casual variable itself (Gass & Selinker, 2008). In a
cognitive view of second language acquisition, input is seen as the trigger that
sets off the internal mechanism (Krashen, 1981). In language teaching, input
means the linguistic material to which the learners are exposed, i.e., the learners’
experience of the target language in all its manifestations (Smith, 1993). In
acquisition, input has been identified as a crucial factor. Krashen states that
language input plays an identical part with Language Acquisition Device (Jia,
1996).

The Input Theory proposed by Krashen advocates that input is primary and
output is secondary in the early stage of second language acquisition (Sun, 2009).
Output has numerous synonymous, such as “producing language” (Swain, 1995,
p. 125), “language performance (Swain, 1995, p. 125), “using the language”,
“speaking or writing” (Swain, 1995, p. 127), and “production or use” (Swain &
Lapkin, 1995, p. 371). As introduced in the previous section, speaking and
writing ability and communicative language competence can be operationalized
as “output”. The teaching practice and the various initiates to reform English
language teaching have shown that input is prior to output. Without input, there
is no output. As summarized in Renandya (2007), the variables that may account
for the unsatisfactory achievements in a second or foreign language include:
inappropriate teaching methods, outdated textbooks, large class size, unqualified
teachers, reluctant learners, lack of opportunity to use the target language and
lack of input. Among the variables noted above, the lack of input is considered to
be most closely related to the unsatisfactory achievements in a second or foreign

language.

1.4 Finding a solution to the problem

The problem with input is that the researchers disagree on the strength of the
importance of input although they agree on the importance of input in second
language learning and acquisition. Is input the primary variable or is it one of a
number of variables responsible for second language acquisition, such as
motivation, opportunities for output, individual differences, and negative effect?

In addition, little is known about the density and duration of input relative to the
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acquisition of a second language. For many researchers, input and its role in
second language acquisition remain complicated issues within the field. However,
if we accept the premise that attention to comprehensible input is central to
making language gains, then the role of input in the second and foreign language

classroom must be a primary concern for language teachers.

In teaching practice, one of the biggest problems with input is that input in the
classroom can be quite limited, which is particularly problematic in traditional
classrooms where most of the activities are oriented to explicit instruction. An
optimal vehicle for input is reading, which can be done both in and out of
classroom. However, there are common reasons for the non-popularity of reading
in these thirty years. One explanation for the non-popularity of reading, at least
in the Chinese context, is that reading fluency is often not the ultimate goal of
curriculum; instead, the goal is the development of language skills, as shown in

the syllabuses in different phases.

The second explanation is that teachers are not willing to rethink how to teach
students to read, because they lack the linguistic and reading skills to answer
various questions that students may raise in reading. A third explanation is that
teaching reading in class may subject teachers to criticism if students do not
prepare for high-stakes exams in class. Both administrators and teachers have a
vision of “teachers teaching something to students”. Extensive reading takes
away that vision and teachers, in effect, feel disempowered.

Besides the assumed explanations for the non-popularity of reading, there are
practical constraints on reading, among which lack of instructional time is the
biggest. It is generally believed that learners need at least two hundred hours’
exposure to a language to obtain consistent and measurable achievement (Nunan,
2002). However, this two hundred hours’ exposure requirement cannot be met in

the Chinese educational system (Yang, 2006).

Take the case of Shanghai as an example. Shanghai localizes NECS by
supplementing NECS with specific requirements. As illustrated in Table 1.15, the
time allocated for the English curriculum in twelve years is 1,518 sessions of
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40-45 minutes, which can be converted into 1,012 to 1,138 hours, around 85

hours per year, 14 minutes per day.

Table 1. 15 Time allocated for the English curriculum in Shanghai primary and secondary
schools

Basic courses

Phase Grade Weekly Total Development courses  Research courses
1 3 102
Primar 2 3 102
Schoo?/ 3 4 136 Schools are advised to arrange English
4 5 170 extracurricular activities every week.
5 5 170
Sub-total / / 680
Junior 6 4 136
. 7 4 136 Schools are advised to arrange development
High - .
School 8 4 136 and_ . .research _ Engllsh extracurricular
9 4 136 activities according to their own schedule.
Sub-total / / 544
i 10 3 102
Semor No more than 170 sessions in 3 years.
High 11 3 102
School o 3 % The schools arrange the research courses on
students’ request.
Sub-total / / 294
Total / / 1,518 /

To supplement the insufficient instructional time in class and increase students’
exposure to English, the Shanghai Curriculum Standards specifies the amount of
extracurricular reading and audio and visual input (see Table 1.16 below). Based
on the statistics, it is not difficult for us to work out the time and exposure to
English. The required total amount of extracurricular audio and visual input is
280 hours in 12 years at most, which is equal to 4 minutes per day. The total
reading amount for 12 years is 600,000 words at most, which is equal to 137
words per day. Senior high school students in Shanghai are required to read
250,000 running words in three years. A simple calculation will tell us that they
need to read about 230 words per day if they keep reading every day. If they read

every other day, 500 words each time is enough.

Table 1. 16 Amount of extracurricular input required by the Shanghai Curriculum Standards

school Amoupt of t_axtracurricular audio Amount of extracurricular reading
stage Level and visual input (No. of hOI_Jrs) (No. of words) _
Net Accumulative Net Accumulative
Primary Basic 60 60 800,000 800,000
school Advanced 20 80 200,000 1,000,000
Junior high Basic 90 150-170 1,800,000 2,600,000-2,800,000
school Advanced 10 160-180 200,000 2,800,000-3,000,000
Senior high Basic 90 240-270 2,500,000 5,100,000-5,500,000
school Advanced 10 250-280 500,000 5,600,000-6,000,000
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Although the situation seems unpromising based on the calculation, the
complementary of amount of extracurricular input into the curriculum standard
shows that the syllabus designers are aware of the importance of input. At the
same time, the NMET (Shanghai Version), the most influential factor affecting
English language teaching in Shanghai, is sending the same signal that we should
increase input in English language teaching.

The National Matriculation English Test (NMET) in China is the only test of
English for university admission in the whole country (see Cheng, 2008; Li, 1990;
Qi, 2005, for its prominent role in the Chinese educational system). Shanghai
was authorized to develop its own version of English matriculation test, namely
National Matriculation English Test (Shanghai Version) (NMETS) in 1985 (for
the description of the national version of NMET, see Cheng & Qi, 1996).
Although the name and part of the test formats were changed, its nature and

influence remains the same.

Table 1.17, which summarizes the composition of language proficiency areas and
language knowledge components in the NMET (Shanghai Version), illustrates
the change of the proportion of reading in the NMET (Shanghai Version) since
2004. As illustrated in Table 1.17, the committee of the NMET (Shanghai
\ersion) has shown a tendency to increase the proportion of reading in the exam.
Since 2005, the proportion of marks that reading accounts for has been the
biggest among all the subsections. In 2008, cloze was not tested as an
independent subsection but was integrated into reading comprehension. Thus
reading has accounted for one third of the total marks. In addition to this steady
increase, the committee has hinted at further increasing the marks allocated to
reading in this high-stakes exam.

Another progress was made in the test format. Until 2005, multiple-choice and
blank-filling items constitute the vast majority (at least 85%) of the items in
Paper One, and for the reading section, the percentage was 100%. In 2008, a new
test format, Question and Answer (Q&A), was added to the reading section. As
shown in Table 1.18 below, the latest reading section is divided into two parts:

cloze and reading comprehension. The cloze section has 15 items in a
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Table 1. 17 Composition of the language proficiency areas and language knowledge
components in the 2004/2005/2008 NMET (Shanghai Version)

Year 2004 2005 2008

Paper Subsections  Marks % Marks % Marks %
Listening 30 20.0 30 20.0 30 20.0

Grammar 20 13.3 16 10.7 16 10.7

Paper | Vocabulary 10 6.7 4 2.7 9 6.0
Cloze 20 13.3 20 13.3 N/A N/A

Reading 30 20.0 35 23.3 50 33.3

paper 11 Trans_lgtion 15 10.0 20 13.3 20 13.3
Writing 25 16.7 25 16.7 25 16.7
Total / 150 100.0 150 100.0 150 100.0

four-option MC format. In the cloze section, fifteen words or phrases are taken
away from a passage of 300 to 500 words. Candidates are required to fill in the
blank with the most appropriate choices from the provided four options. In the
reading comprehension section, there are five passages. The first three passages
are for comprehension questions. After reading each of the first three passages,
candidates are requested to answer three to four questions in a four-option
multiple-choice format according to their understanding of their passage. The
fourth passage is divided into five paragraphs. Candidates are required to choose
five suitable sub-headings for the five paragraphs, one for each paragraph, from
the six options provided. For the last passage, the candidates are requested to
answer four questions based on the passage in their own words. No possible

answers will be presented in a multiple-choice format (see Table 1.18 below).

Table 1. 18 Composition of the latest NMET(s)

Item No. of

Sections Subsections Marks % %
type Items
Short conversations MC 10 10 6.7
Listening Passages MC 6 12 8.0 200
. Blank
Longer conversations filling 8 8 5.3
Pgﬁzr Grammar & Grammar MC 16 16 10.7 16.7
Vocabulary Vocabulary MC 9 9 6.0 )
Cloze MC 15 15 10.0
Reading . MC/ 33.3
Reading Q&A 20 35 23.3
Paber Translation T;?cr:zla 5 20 13.3
Tv[\)/o Writing Guided 30.0
Guided Writing . 1 25 16.7
Writing
Total / / / 89+1 150 100.0 100.0

The consistency between testing and curriculum standards may in fact provide

the conditions for the development of extensive reading in mainland China. The
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effect of extensive reading has been recognized world-wide in the past two
decades, as evidenced by the existing body of research literature (e.g., Alessi &
Dwyer, 2008; Al-Homoud & Schmitt, 2009; Ariyanto, 2009; Asraf & Ahmad,
2003; de Morgado, 2009; Elley, 1991; Furukawa, 2008; Gee, 1999; Greenberg, et
al. 2006; Hayashi, 1999; Iwahori, 2008; Krashen, 2004a; Renandya &
Jacobs,2002; Rodrigo, et al., 2007; Rosszell, 2007; Sin, 2007). Research shows
that extensive reading is not in opposition to the Grammar-Translation Method
that has long dominated mainland English language classrooms but is a feasible
and quality complement to it (Renandya, 2007), as well as a useful complement
to a communicative-approach based language class (Powell, 2005). Since the
benefits of extensive reading have been extensively discussed in the research
literature (see Section 2.2 for detailed introduction of benefits of extensive
reading) and it is not incompatible with a variety of teaching methods, it is
reasonable to suggest that extensive reading be incorporated into high school
English language lessons to motivate students to read and enhance their English

language proficiency.

To summarize, extensive reading is an optimal alternative that meets the

following demands:

1. It is not in conflict with the traditional Chinese culture and syllabus, nor
curriculum and teaching material.

2. ltincreases students’ exposure to English both in and outside the classroom.

3. It promotes students’ improvement both in the proficiency areas that the
NMET lays emphasis on as well as their all-round development in English.

4. Itis can be achieved both in well- and poor-resourced schools.

5. It has been supported by research literature.

1.5 Purpose of this study

It is in recognition of the restrictions imposed on the initiatives to reform English
language teaching and the results obtained that syllabuses are changed into
curriculum standards, which leaves a wider space for teaching practice. Of
particular note is the increasing emphasis on input, in both oral and written forms,
which is the strongest justification for extensive reading in the Chinese context.

However, to date there is a dearth of extensive reading studies in this context,
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and there is no recognized scheme of extensive reading in mainland China.

Thus this research undertaking aims to provide an extensive reading program
through which students are immersed in an input-rich environment. Despite
successful research and a growing interest in extensive reading in many Asian
countries, such as Hong Kong, Japan, and Singapore (see Section 2.5 for the
introduction of extensive reading schemes in Hong Kong, Japan and Singapore),
extensive reading has not received as much attention as it might in the English
language teaching circle in Shanghai. Attempting to establish the benefits of
extensive reading in Shanghai senior high schools is a valuable and researchable

enterprise.

1.6 Significance of this study

In recent years, there have been some studies in China on improving students’
English language proficiency. However, most of the studies applied to English
language teaching in college or higher education institutions rather than
secondary schools, and few studies touched the core of English language
teaching in China—its failure to provide extensive exposure to the target
language. Not surprisingly, the benefits of large exposure to the target language
have not been achieved and students’ English language proficiency has not

significantly improved.

In the past decades, most of the studies on the significance of extensive reading
show that it can effectively improve ESL learners’ English language proficiency
(Elley & Mangubhai, 1983). However, this body of research does not apply to
Chinese secondary schools, because English language teaching and learning in
this context is quite different from English language teaching and learning in an
ESL context in terms of learners’ exposure to English through listening, reading
and writing inside and outside class. The Chinese secondary students’ exposure
to English may not as extensive as that of many ESL learners elsewhere.
Compared with the Chinese EFL learners, ESL learners may live in
English-speaking environments and their exposure to the target language is also
much larger than that of Chinese secondary students. Therefore we cannot say

that what is true in EFL and ESL teaching and learning abroad is certain to be
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true in Chinese secondary schools.

This study focuses on the secondary school students in Shanghai, mainland
China. Its purpose is to see the effect of extensive reading on a specific group of
EFL learners. If this study is successful, the outcomes of the present study will be
used to recommend feasible changes or modifications in the current practice in

English language teaching in Chinese secondary schools.

The following three points summarized in Hu (2002) explains why extensive
reading in secondary schools deserves particular research attention. First, English
language teaching and learning at this level has experienced many shifts and
changes since 1978, as evidenced by the frequently updated national syllabuses
and curriculum standards which were detailed in Section 1.2. Second, English
language teaching at secondary school level is of paramount importance to
Chinese EFL learners because the vast majority of them begin to learn English in
secondary school. English language teaching in secondary school helps them
build knowledge foundation and cultivate good habits for further study of
English. Third, the number of learners influenced by English language teaching
at secondary level is larger than that at primary and university level. These three
reasons make English language teaching at the forefront of the educational

reforms.

1.7 Research questions

The present study attempts to bridge this gap and examines whether extensive

reading programs can be successfully implemented with EFL secondary school

students in Shanghai by looking at the following questions:

1. Does extensive reading result in improvement in Shanghai secondary school
students’ English language proficiency? Specifically, does extensive reading
positively influence the students in terms of language knowledge, namely,
grammar and vocabulary, receptive skills, namely reading and listening, or
productive skills, namely writing (and translation in the present study)? If so,
in what ways?

2. How can extensive reading be more successfully implemented in the

Chinese context? Which type of extensive reading program is more effective,
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one that is integrated as part of the class curriculum, or one that is an
extracurricular activity?
Which form of extensive reading implementation may be more effective in

enhancing a particular skill?

1.8 Hypotheses

Our hypotheses are as follows:

1.

Extensive reading will result in improvement in Shanghai secondary school
students’ overall English language proficiency.

Extensive reading will positively influence the students in terms of language
knowledge, receptive skills and productive skills.

The effect of extensive reading will be greater in the receptive skills than the

productive skills.
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2 Literature Review

2.1 Characteristics of extensive reading

2.1.1 Definitions of extensive reading

The history of extensive reading can be dated back to medieval times, but Harold
Palmer was credited by Kelly (1969) as the first to coin the term “extensive” in
1917. Previous studies on extensive reading have focused on its definition, how it
affects language teaching and learning, and how it can be implemented optimally
in the classroom (Hill, 2008).

Among the many issues under investigation, the definition is central as it is
closely related to many other issues such as implementation and evaluation.
There are numerous definitions of extensive reading by many researchers, and in
essence these definitions can be grouped into three categories: extensive reading
as a reading style, extensive reading as an input medium and extensive reading as

a teaching approach.

Extensive reading as a reading style

Arnold (2009) calls extensive reading a reading style, comparable to skimming
and scanning. “Today, in language-teaching terms, extensive reading is
recognized as one of the four styles or ways of reading, the other three being
skimming, scanning, and intensive reading” (Day & Bamford, 1998, p.6).
Researchers defining extensive reading from this perspective focus more on the

reading process itself rather than what language learning outcomes it may vyield.

A distinction between extensive reading and intensive reading suggests that
extensive reading is reading a whole story or chapter for general comprehension
after class, whereas intensive reading means reading two to four pages for
detailed linguistic analysis in order to teach grammar and vocabulary (Brooks,
1960). Yet, King (1969) suggests that this distinction is difficult to maintain since
both extensive reading and intensive reading are done with the same text, and in
practice few readers read with a timer in hand to distinguish his or her reading
from skimming, scanning and intensive reading. There is indeed a distinction

between intensive and extensive reading, but the boundary between the two is
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usually burred.

The value of defining extensive reading as a style instead of an approach is that
extensive reading can be associated with incidental vocabulary acquisition, either
acquiring know lexical items or expanding knowledge of lexical items that have
been known to the readers, without focusing on form (e.g., Schmitt, 1998, 2000;
Stahl & Nagy, 2006). An area of inquiry directly related to defining extensive
reading as a reading style is how many exposures are needed for acquisition to
occur (e.g., Waring & Takaki, 2003). Another area of inquiry closely related to
the previous area of inquiry is the condition under which satisfactory text
comprehension will occur, i.e., what percentage mastery of the running words in
the text will ensure smooth and successful comprehension (e.g., Hu & Nation,
2000; Nation, 2001; Pulido, 2009). This area of inquiry can be further extended
to branching topics, such as how many words there are in English (e.g., Carroll,
et al., 1971; Nation, 2001), how many words L1 students know (e.g., Nagy &
Anderson, 1984; Stahl, 2005), how many words L2 student know (e.g., Nation &
Waring, 1997), and accordingly the vocabulary size needed to handle texts
intended for L1 learners, L2 learners, academic, technical and general purposes,
etc (e.g., Hirsh & Nation, 1992; Laufer, 1992; Nation, 2006), and finally appeal
for using simplified texts or graded readers (e.g., Blau, 1982; Claridge, 2005;
Davis, 1984; Honeyfield, 1977; Leow, 1993, 1997, 2009; Nation & Wang, 1999;
Widdowson, 1976; see also Section 2.3 for discussion on graded readers).

Extensive reading as an input medium

The stress on the amount of reading is a general concern among extensive
reading researchers and reflected in many of its proposed definitions, for
example, “reading in quantity and in order to gain general understanding of what
is read” (Richards & Schmitt, 2002, p. 193), and “exposing learners to large
quantities of material within their linguistic competence” (Grabe & Stoller, 2002,
p. 259). For the purpose of our discussion, this concern has brought another

perspective in defining extensive reading: extensive reading as an input medium.

Within the frame of extensive reading as an input medium, the major

disagreement among the researchers lies in the level of difficulty of the reading

42



material. As proposed in Grabe and Stoller’s and Day and Bamford’s definitions,
the level of difficulty is preferably “within their linguistic competence”, based on
which extensive reading is “reading gain without reading pain” (Day & Bamford,
1998, p. 121). This is known as the i-1 claim, i.e., the difficulty level of reading
material should be slightly lower than the current level of the readers (i). The
biggest challenge to the i-1 claim comes from Krashen (2004a). He argues that
“Enjoyment does not guarantee language acquisition” (p. 28), advocating that
input needs to be at the level of the acquirer (i) with some items just beyond
his/her grasp (+1). Krashen encourages the readers to move a step further beyond
their level, because it is indeed exactly one goal of extensive reading: one sign of
the improvement of a reader’s reading ability is that readers can read more
difficult reading materials. The problem with Krashen’s i+1claim is that in
practice it is difficult to grasp the subtle balance between pleasure and difficulty.
It is contentious whether pure pleasure will bring no progress or too much
difficulty will ruin pleasure, leading the readers to lose their interest or
motivation for extensive reading. It is not easy to justify the old saying “No pain,
no gain” in an extensive reading program. A practical solution to this controversy
is that if the reading material is easy, readers are certain to read faster. The
vicious circle of the weak readers presented in Nuttall (1996) is that the weak
readers do not understand what they read because of lack of vocabulary, so they
read slowly. They do not enjoy reading. Consequently they do not read much. As
a result the vicious circle repeats. One of the direct consequences of slow reading
is that the readers will be exposed to much less amount of comprehensible input,
which is central to language acquisition (see Section 4.6.1 for the detailed

discussion on the value of fast reading).

Extensive reading as a teaching approach

Day and Bamford (1998) identify extensive reading as a teaching approach,
proposing that “Extensive reading is an approach to the teaching and learning of
second language reading in which learners read large quantities of books and
other materials that are well within their linguistic competence” (p. xiii).

Although no time-scale is actually mentioned by Day and Bamford in their

taxonomy of what they consider the primary characteristics of extensive reading,
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it must be assumed that extensive reading, like “reading extensively”, applies to
longer rather than shorter time periods. This requirement may, in turn, raise
practical difficulties, as the longer an extensive reading programme runs, the
greater the chance of extraneous variables impinging on the program. This has
been found to be particularly the case in Africa where it was difficult to maintain
professional collaboration with local teachers who were poorly paid and had to
hold multiple jobs (e.g., Davidson & Williams, 2005; Williams, 2007).

It is very difficult to control variables in the normal classroom for the length of
time required to be able to lay any credible claim to having investigated
experimentally the effects of extensive reading, which partially explains why so
few longitudinal extensive reading programs have been reported. The second
potential threat to a long-term extensive reading program is that it is difficult to
gain high or professional levels of cooperation from others, i.e., to have the local
teachers teach one group for a long period of time; even if this high level of
cooperation can be achieved, it still puts the program at risk because the local
teachers may not have been professionally trained for extensive reading. In actual
extensive reading programs, the first solution is that the researchers teach both
experimental and comparison groups themselves (e.g., Bell, 2001). An alternative
solution is that the researchers use a previously evaluated comparable group as a
pseudo control group (e.g., Lai, 1993b). Both of these two solutions may carry
potential threats to the research design. This is often the case in small-scale
extensive reading studies. Large-scale extensive reading programs, especially
government-funded extensive reading programs, have to require high levels of
cooperation from classroom teachers. In this situation, training of the local
classroom teachers is of particular importance, and proper training proves to be
very effective in ensuring successful implementation, as reported in the Reading
and English Acquisition Program (REAP) in Singapore (see Section 2.5.2 for
details of REAP).

Because of the practical difficulties involved, consequently, although very
dynamic in research literature in recent decades, extensive reading is rarely
claimed as an “approach” for language teaching, i.e., the Extensive Reading

Approach. Extensive reading so far has not obtained a place in the language
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teaching approach and method family (see Richards & Rodgers, 2001, for
main-trend and well-recognized approaches and methods in language teaching in
the 20" century).

Summary

How we define extensive reading, especially extensive reading as an input
medium and extensive reading as a teaching approach will greatly influence the
way we implement extensive reading in the classroom. A major challenge
involved in defining extensive reading as an input medium is whether to attribute
the benefits of extensive reading to the exposure to the target language or the
explicit instruction in the classroom. This is particularly problematic in an ESL
context, as the participants in both experimental and control groups should not
have additional periods of L2 exposure. This challenge can be largely avoided in
an EFL context, where EFL students have little or no exposure to English outside

the classroom.

The challenge involved in using extensive reading as a teaching approach in an
EFL context is the lack of face-validity of “reading only” as a teaching approach.
For example, as introduced in Chapter 1, the administration, the teachers and the
students are not happy with the teachers “teaching nothing” in class.
Consequently certain compromises and modifications have to be made to
implement extensive reading smoothly in the Chinese context. We will discuss
possible compromises and modifications in Chapter 3 and we will suggest more
comprehensive recommendations for large-scale extensive reading programs in
Chapter 6.

2.1.2 Agreed characteristics of extensive reading

Although there are different definitions of extensive reading, there are agreed
characteristics of extensive reading. The characteristics inherent in extensive
reading are: reading quantity and the various benefits it is supposed to bring to

the readers.

Reading quantity
A core justification of extensive reading is that extensive reading generates a
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virtuous circle, which means the readers will be better at reading by reading more,
and they have more fun from reading by being better readers (Jensen, 1986). One
of the core characteristics of extensive reading, as its name shows, is “extensive”,
which suggests and request reading in quantity. So far there has been little
agreement on what constitutes “reading in quantity”: what amount of reading can
meet the basic requirement. Derived from different definitions of extensive
reading, there are at least four perspectives of defining amount: absolute amount,
reading speed, reading time and the ratio between extensive and intensive

reading.

The optimal reading amount and even the counting units for recommend optimal
reading amount vary across from different researchers. For example, by
employing “page” as the counting unit, Matsumura (1987, cited in Susser &
Robb, 1990) suggests one page one day on school days and three pages one day
during holiday. By adopting “book” as the counting unit, Hill (1983)
recommends a minimum of 36 graded readers every year, and Bright and
McGregor (1970) encourage 60 books per year. Among these variations, the 60
books per year proposed by Bright and McGregor (1970) seems to win broader
support, as Day and Bamford (2002) set a goal of one simplified reader per week
for extensive reading programs. Nation and Wang (1999) also confirm the
one-per-week standard to be the minimum needed to ensure that learners get the
repeated exposure to the new words that make them memorable. However, one
book per week is not the upper limit. It is not a perfect amount that enables a
reader to make dramatic achievement through reading a book per week. As
Flesch and Lass (1996) point out, the guiding principle for the amount of reading
is “The more you read the better. A book a week is good, a book every other day
is better, a book a day is still better.”

It must be pointed out that the counting units “page” and “book” are vague. No
strict guideline has been issued to specify what constitutes “a page” or “a reader”.
For example, whether a page with a picture counts the same as one without?
Taking the Oxford Bookworms (OBW) series as an example, the word count of
an OBW Level 1 book varies from 5,000 to 7,000, while that of an OBW Level 6
book is between 25,000 and 35,000. Following the train of logic, even if the
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readers adhere to the one book per week guideline, the actual reading amount
may vary enormously among readers, and in the long run the difference could

accumulate to a huge figure.

Taking into account this possible scenario, Helgesen proposes a uniformed “page”
system as follows by sorting out the various counting units and levels of
difficulty:
Level 1: 1 page = .5 page
Level 2: 1 page = .75 page
Level 3: 1 page = 1 page
Levels 4 - 6: 1 page = 1.25 pages
(Helgesen, 1997, p. 32)

Helgesen has made an effort to quantify reading amount by associating readers’
level and the amount that they are expected to manage, which reveals that

reading amount is not absolute but should be within the readers’ competence.

It has been suggested that a more objective counting unit would be the reading
duration. Hafiz and Tudor (1989) suggest 60 hours over 3 months, and Newmark
(1971) recommends two hours per week. The problem with this counting unit is
that individual reading speed varies enormously. Some are able to read at 200
words per minute, while some cannot manage 60 words per minute. The result is
that even if the reading time is guaranteed the actual reading amount in the long

run may well vary hugely.

Thus *“quantity of reading is not an absolute number of hours or pages but
depends on teacher and student’ perceptions of how extensive reading differs
from other reading classes” (Susser & Robb, 1990, p.166). Based on this notion,
two more suggestions for reading quantity are made. Tanaka and Stapleton (2007)
suggest a proportional relationship between extensive reading and the text book
in terms of the number of words read, stating that extensive reading means
reading three times as much as the number of words in the textbook. The other
suggestion made by Williams (1986) proposes a proportional relationship

between extensive reading and intensive reading in terms of time on reading: one
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hour of extensive reading for one hour of intensive reading.

As can be concluded so far, no unified or mandatory standards or requirements
for optimal reading amount have been generated from the research literature, but
a feasible alternative put forward by Light (1970) is that the reading materials
must be of sufficient length, which excludes the possibility that the teachers use
the materials for in-class reading. Helgesen (2005) applies this rule by setting a
500-page per semester goal for his readers, stating that students would never
manage it if they read the text word by word, line by line. As a whole, reading
quantity is set beyond the capacity of intensive reading instruction, with

extensive reading primarily an out-of-class activity (Waring, 1997).

The latest trend in quantifying reading amount is the word count of each reader.
OBW presents the word account of each book on the back cover, which is a great
benefit for teachers who would like to keep a more exact record of students’
reading amount. Here it also should be pointed out that it is one thing to present
the word count, but it is another thing to quantify the effort students have made
to process the running words. It requires certainly different intelligence and
knowledge to decode the most frequent 1000 words and the 1000 most

specialized technical terms in texts.

Presently what can be concluded is that “the more reading the better”” principle
should be based on readers’ own proficiency level and their own perception of
what extensive reading is, although reading in quantity is a common feature of

extensive reading.

Benefits of extensive reading

The second characteristic of extensive reading is the various benefits it is
supposed to bring to the readers, which none of the extensive reading researchers
would disagree with each other, no matter what perspective they take on
extensive reading. In fact, this is where the strength of extensive reading lies.

The research literature has well documented a comprehensive range of benefits

accruing from extensive reading (e.g., Day, 2004; Dupuy & Krashen, 1993;
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Davis, 1995; Eskey, 2002; Grabe & Stoller, 1996; Hunt & Beglar, 2005; Iwahori,
2008; Laufer, 2003; Lee, 2006; Lee & Hsu, 2009; Pigada & Schmitt, 2006;
Renandya, 2007; Tanaka & Stapleton, 2007; Webb, 2008; Yamashita, 2007),
from improvement in reading itself to improvement in language knowledge and
other skills, i.e., grammar and vocabulary, receptive skills, i.e., listening as well
as productive language skills, i.e., writing and speaking. Specifically speaking, in
addition to developing reading proficiency, extensive reading is “intended to
develop good reading habits, to build up knowledge of vocabulary and structure
(c.f. definition of extensive reading as a reading style), and to encourage a liking
for reading” (Richards et al., 1992, p.133). Besides its effect on vocabulary,
structure and interest in reading, extensive reading leads to “vocabulary recycling,
sight word reading gains, reading speed gains, reading practice, and a habit of
being a successful reader in the L2”, and accordingly it is a central rather than
peripheral component in L2 reading instruction (c.f. definition of extensive
reading as a component to teaching reading quality) (Grabe & Stoller, 2011, p.
122). Besides its role in language proficiency development and reading
instruction, “extensive reading plays a key role in moving learners beyond the
basic levels of proficiency required for basic communication so that they are well
positioned to achieve personal and professional goals” (Horst, 2009, p.63).

In addition to the benefits in the target language, there is noted transfer of gains
from the target language to other areas. Elley (1991) outlines a series of
empirical studies focusing on the effects of extensive reading by means of
“book-floods” on elementary school students’ second language acquisition in Fiji.
Children in these studies learnt the target language incidentally through extensive
reading, and in some studies, the benefits have been found to spread to other
school subjects and vernacular. Students in Singapore who had taken the
Extensive Reading and Acquisition Program (REAP) increased their chance of

passing the public examination by 10% (Guo, 2007).

The problem is, although the benefits are considerable, the ways to categorize
them differ. Davis (1995) classified the benefits into the following four
interrelated headings: reading skills, language skills, personal growth and

examinations. In the first book to focus specifically on extensive reading,
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Extensive Reading in the Second Language Classroom (Day & Bamford, 1998),
the benefits of extensive reading are presented as: results of extensive reading
programs, second language ability, affect, vocabulary, linguistic competence and
spelling, probably from the perspective of its implementation, and from a macro
to micro level in terms of its benefits. Jacobs et al. (2007-the present) published
an online annotated bibliography of works on extensive reading on the Internet,
aiming at presenting a comprehensive picture of research on extensive reading.
The framework they adopted classifies that benefits of extensive reading under
the following headings: affect, learner autonomy, L2 learning, reading ability,

grammar, vocabulary and writing.

The categorizations above are reasonable in their own right. As discussed above,
Day and Bamford define extensive reading as an approach for teaching quality
wherein it is logical to assume that extensive reading will result in improvement
in second language ability and language competence. Davis coordinated a project
to aid the improvement of English language skills in selected schools, thus it was
not surprising that reading ability was a primary concern. It should be noted that,
although the above and many other categorizations of benefits of extensive
reading are reasonable in their own right, a universal categorization framework is
still not available because of lack of agreement on the definition and the varied
objectives of extensive reading programs. Some terms employed in the
categorizations mentioned above are ambiguous. For example, there is no strict
boundary line between competence and ability; similarly, spelling can also be
part of vocabulary learning also since Nation (2001) has distinguished nine levels
of knowing a word, with knowing the spelling of a word as the second level. The
essence of these differences is that the experimental enquiry into the
effectiveness of extensive reading has so far produced little more than a
collection of somewhat disparate findings. Nor has any attempt been made to
categorically link any such research findings with second language acquisition
theory (lrvine, 2006). Consequently, extensive reading lacks coherent and
research-based theory as has been introduced in Section 2.1.1.

Another difficulty in presenting the benefits of extensive reading is that despite

the appealing benefits that extensive reading may bring with it, research has
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shown that the benefits of extensive reading cannot be easily observed over a
relatively short period of time (Grabe & Stoller, 2002). Although the benefits are
considerable, it is difficult to quantify without longitudinal studies as the benefits
may not be detected by immediate follow-up tests or assessments (Davis, 1995).
Furthermore, Yamashita (2008) points out that extensive reading may generate a
global effect on overall language proficiency in the long run; however, its effect
on a particular language skill may not be equal in a relatively short period of

time.

Thus the first challenge that extensive reading faces is that tiny incremental
growth can hardly persuade curriculum designers and language teachers to
implement extensive reading programs into their schools or incorporate in the
curriculum; at the same time, extensive reading will disappoint those who hope

to make dramatic achievements in a particular proficiency area.

The second challenge faced by extensive reading practitioners is that there is not
yet a universal instrument tool to standardize the effect of extensive reading
across different countries and regions. The reported benefits so far are
established by self-developed exams or small-scale instrument tools. For the
validity of the effect, and also the feasibility of extensive reading assessment, a
highly reliable and practical assessment tool of extensive reading that is
applicable and standardized across different countries and regions is urgently
needed.

2.1.3 Aless-discussed issue: reading quantity vs. reading quality

Another issue hidden from public attention by concern on reading quantity is
reading quality. Some researchers have made their position on this clear i.e. that
the watch words of an extensive reading program should be quantity and variety
(e.g., Day & Hirsch, 2004).

The argument for reading quality comes from Krashen’s Comprehension
Hypothesis which postulates language acquisition happens when people
understand what people tell and what they read (Krashen, 2004b). D. Hill
(personal communication, April, 2010) proposes that reading quality is no less
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important than quantity. Due to the lack of research literature on this topic, the
researcher is hoping that the findings of the present study will help to provide

evidence on the relationship between reading quantity and quality.

2.2 The research on extensive reading

As noted in the previous section, because of the lack of coherent and
research-based theory of extensive reading, there is debate or disagreement on
several core issues of extensive reading: definition, reading quantity, types of
reading materials and organization of extensive reading programs. The loose and
varied definitions and variations on the extensive reading theme have led to the
diversity in the implementation of extensive reading programs. Earliest came
Sustained Silent Reading, Interrupted Sustained Silent Reading, Free Voluntary
Reading, etc. Since the late 1970s, many teachers and reading specialists have
been recommending students engaging in Sustained Silent Reading, or

Interrupted Sustained Silent Reading, most of which were done on the campus.

Sustained Silent Reading (SSR) is one of the variations on the extensive reading
theme. It is carried out in school where students read silently in a given period of
time every day. The assumption underlying SSR is that students learn to read by
reading constantly (Cho & Krashen, 2001). SSR offers guidance for individual
reading ability and interests, as well as providing opportunities for readers to
explore, appreciate, and think through their readings, while simultaneously
affording choice and pleasurable experiences in reading (Hsui, 1994). Empirical
studies on SSR have been reporting students’ gains in vocabulary knowledge
(Nagy et al., 1985), reading level (Ozburn, 1995), reading rate (Dwyer & West,
1994), reading achievement (Coley, 1983) and more positive attitude towards
reading (Wiesendanger & Bader, 1989). A general tendency observed from the
SSR programs by a meta-analysis which collected ten SSR studies is that five
SSP programs lasting longer than six months all reported positive outcomes
whereas the remaining five SSR programs spanning less than six months
unexceptionally reported no benefits (Wiesendanger & Birlem, 1984).

Another variation of SSR, the Uninterrupted Sustained Silent Reading (USSR),

was employed by numerous schools in Singapore as a common strategy to
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encourage reading. The practice of a school-based USSR was to gather all the
students in some large space such as the school hall or canteen to read 20 to 30
minutes each session (Seow, 1999). Varying degrees of success were achieved by
different schools. In some schools students seemed to enjoy their USSR sessions,
while the USSR activities were not carried out successfully in some other schools
for various reasons (Klapper, 1992).

To examine the varying degrees of success in implementation of USSR in
different schools, Seow (1999) compared an USSR program with another reading
program, the Extensive Reading Program (ERP). The significant similarities and
differences revealed by the comparison suggested the following reasons for the
lower success of USSR in some schools. First of all, although closely-related to
each other, USSR and ERP are in fact different. An actual extensive reading
session includes a sustained silent reading period but it may also involve some
follow-up activities if done formally in the classroom, while in a considerable
number of schools USSR was implemented in the form of an extensive reading
program but without all the core components of a proper extensive reading
program. This calls for a need for a clear understanding of USSR and ERP, and
what should to be done in USSR and ERP respectively. Second, a great
proportion of the time that should be devoted to reading was wasted in getting
the students to be seated, and it was almost time for the next school session when
the students finally settle down to read. This shows the strategy of centralization,
i.e., gathering the students in a large space for reading, fails to achieve to its
desired result, namely a global monitoring of the reading. The random flipping of
the pages, the disinterested look on the readers’ face and even the competition
among the students for more physical space were frequently observed. These
observations suggest that USSR is more effective with students in small groups
and in an environment which is more conducive to reading. The third reason that
may explain the lower success of USSR is the lengthy duration. Schools should
have realized that students need to be promoted to independent self-reading when
a habit of sustained silent reading has been instilled in them by USSR. They
should be encouraged to visit the school library and read whenever they are
available. Thus based on the above-noted reasons, it is suggested that USSR

serves as a prelude to an extensive program, which is to say, the ultimate purpose
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of USSR is to prepare the students for more independent extensive reading (Seow,
1999).

Free Voluntary Reading (FVR) is another variation of the extensive reading
theme coined by Krashen (1989), which aims at readers’ overall development in
the target language. Krashen (2004a) believes the most effective tool to help
eliminate illiteracy is FVR. FVR is very simple. Students can read anything they
want. If they don’t like a book, they opt for another one. Students also have no
book reports to write, no questions to answer, and no looking up unknown
vocabulary (Krashen, 2004a). By using FVR, Shin (2001) conducted a summer
school study where students of limited English language proficiency were given
approximately two hours a day for self-selected reading. Another 45 minutes
each day was designated for assigned reading. In the post-program Altos test, the
students gained five months of reading comprehension in a six-week period
according to the test results. On another test, the Nelson-Denny Reading Test, the
students gained over a year. As shown here, research shows that students can
directly benefit from FVR.

More empirical studies show that FVR can not only be a way to improve reading
comprehension, it also helps with vocabulary. MacDonnell (2004) detailed a
project to help students read for pleasure and gain vocabulary recognition in
which students in sixth and seventh grades begin the year with a six-week
reading for pleasure program. Students choose a book they wanted to read and
then finished it if they liked it. If they did not like it, they chose another book.
Book reports were not required, but if a student liked a book, they were required
to give a short recommendation to their peers. This resulted in more circulation
of the books that were promoted by the other students. Peer recommendation has
been shown by researchers as a great way to promote reading among students
(Wendelin & Zinc, 1983).

Since the 1980s, the effect of flooding classrooms with books has been gaining
popularity, and the Book Flood approach became a widespread concern about the
teaching of English. In this decade, one of the most notable extensive reading

programs, and also the first in a series of large-scale research studies on the
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benefits of extensive reading and book-flood curricula in a number of countries
around the word, was the Book Flood Project in Fiji. This project conducted by
Elley and Mangubhai (1981) was set up in eight rural schools in Fiji in 1980. The
hypothesis of this project was that the students would learn English more
efficiently through being exposed to the influx of comprehensible input in that
language (Elley, 1987).

This project was a pioneer in establishing two experimental groups. The students
participating in this project were divided into two groups: half of the students
were to participate in the Shared Reading Method, and the second half were to
take part in the Sustained Silent Reading Approach. These two groups formed the
Book Flood Group as the experimental group, and the rest of the students who
did not participate in this project, as a whole, formed the Tate Program Group as
the control group for comparison. The time spent on language was standardized.
All of the approaches took up 30 minutes every day. No extra time was spent on
any group. Reading material supplied to the Shared Reading Group and Silent
Reading Group were 250 books each. The Control Group adhered to the normal

syllabus and curriculum, and no extra books were provided.

The shard reading method was conducted in several consecutive sessions. In the
first reading session, the teacher chooses a high-interest story with appropriate
language and illustrations and introduced the pupils to a “sharing experience”,
similar to that of a bed-time story. Discussion was encouraged about pictures, the
likely contents, and a few new words. The teacher then read all, or some of it, to
the class. To ensure that all of the group can see the text and illustrations, the text
was frequently “blown-up” or rewritten in the form of a giant book, with
suitably-sized illustrations. During the second or third readings, children were
encouraged to join and read easier sections with the teacher, who continued to
encourage discussion about the context of the books. Emphasis was placed on
prediction and confirmation of events in the story, so that children were
constantly striving for meaning. If children enjoyed the experience, they would
want to read it often, in the class group, in small groups, in pairs, or as
individuals. The intention was that they master the language of the book, with a

minimum of pressure and strain. Follow-up activities included role play,
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vocabulary learning, art work and writing activities. The origin of these activities
is always determined by the story, not by any pre-determined system of the
proper sequence of structures and vocabulary to follow. Theoretically, the
essence of the shared book method is that learning occurs at the point of interest,
rather than in accordance with a carefully graded linguistic pattern. In the Silent
Reading Group, the main role of the teachers was to display the books
attractively, to read them aloud regularly, and to spend 20 to 30 minutes each day
in sustained silent reading, with books of the children’s own choice. A definite
period was set aside every day for reading, during which time the teachers set a
good example by reading also. No book reports were required, and no written
exercises were performed. The children read for enjoyment and practice. The
teachers and students in the control group followed their normal curriculum in
English. Students had two 15-minute oral English lessons each day in which new
structures were systematically introduced, in appropriate classroom situations,
with repeated drills, variations, substitution tables, etc. Reading was taught
through graded readers or the Fiji Ministry’s text. Both series of books were
graded and activities were intended primarily to provide practice in order to
consolidate the structure and vocabulary taught in the oral lessons.

A comprehensive range of language tests was administered in the following two
years. The two reading groups significantly outperformed the control group by
showing much greater improvement in reading, writing, listening comprehension,
speaking and vocabulary. The general trend observed was that the benefits of
extensive reading first emerged from the receptive skills, i.e., reading and
listening, and later from writing, a productive skill, and vocabulary, a language
knowledge component, and finally and more surprisingly, from other school
subjects such as science and math. In general, the effect of extensive reading on
receptive skills was greater than that on productive skills. Findings of the Book
Flood Project in Fiji was consistent with the notion of Yamashita (2008) noted in
Section 2.1.2 that extensive reading may generate a positive effect on overall
second language proficiency in the long run, but its effect on a particular

language skill may not be equal in a relatively short period of time.

Since 1990, additional evidence has accumulated to support the benefits of
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extensive reading. In 1995, a “The Book in Schools” project was implemented in
Sri Lanka with the assistance of the International Book Development. The local
languages in Sri Lanka are Sinhalese and Tamil, and English is taught as a
foreign language since Grade 3 in primary school. “The Book in Schools” project
was intended for the Grade 4 and 5 pupils, one or two years after they began
learning English. In all, thirty schools were selected for this project, of which
twenty were in the experimental group and the remaining ten served as the
control group. The control group spent all the forty minutes on the normal
curriculum and textbooks, while the experimental group allocated fifteen to
twenty minutes on shared reading of the books and spent the remaining time on
the normal curriculum and textbooks (Elley & Foster, 1996). The post-project
was carried out in January 1996, six months after the project began. The
experimental group demonstrated substantial gains in vocabulary and reading
comprehension by obtaining scores three times as high as those of the control
group. Gains were also found on listening and writing, although less spectacular

than gains on vocabulary and reading (Elley, 2000).

It must be pointed there that the Book Flood Project in Fiji and the Book in
Schools Project in Sri Lanka are not the only two noticeable extensive reading
programs before the new millennium. The Hong Kong Extensive Reading
Scheme (HKERS) (1991-now), the largest-scale government-funded extensive
reading project that has ever been undertaken, and the Reading and English
Acquisition Program (REAP) (1985-1989) in Singapore, one of the most
successful extensive reading programs around the world, are also important
milestones in the extensive reading history. These two programs are detailed in

Sections 2.5.1 and 2.5.2 respectively.

Entering the new millennium, growing research has accumulated to support the
benefits of extensive reading. In addition to a growing number of empirical
studies showing the effectiveness of extensive reading (e.g., Guthrie et al., 2004;
Horst, 2005; Perfetti, 2007; Pigada & Schmitt, 2006; Tanaka & Stapleton, 2007),
some of the most recent research on extensive reading has been updating the
findings from the previous research on some topics. For instance, in the 1980s

research on incidental vocabulary learning from extensive reading showed that 5%
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to 10% new words were learned from extensive reading (Nagy, et al., 1985).
Over time, research has updated this percentage to 5% to 15% (Stahl & Nagy,
2006), and the most recent finding is the readers pick up 35% of the new words

in extensive reading (Horst, 2009).

It is also important to note that extensive reading began to attract research
attention in mainland China in the new century. Research undertakings on
extensive reading have been conducted at both secondary school level (e.g., Li,
2007; Li, 2007; Li, 2007; Li, 2008; Liu, 2011; Peng, 2004; Wang, 2008; Yao,
2005; Zhang, 2012; Zhang, 2003; Zhao, 2006; Zhu, 2011) and tertiary level (e.g.,
Gao, 2008; Qin, 2008; Ren, 2010; Zhang, 2005). These studies carried out all
over China not only show the teachers’ growing awareness of the importance of
input, but also inspiringly demonstrate the feasibility and effectiveness of

extensive reading in this context.

To summarize, research on extensive reading since the 1970s not only has
generated a gamut of benefits of extensive reading, but also witnesses its
growing popularity and actual implementation all over the word, including in
third-world countries like China and Sri Lanka. The research evidence from the
existing body of literature serves as hard backup and strong support of extensive

reading.

Another note to make here is that the review of the research on extensive reading
in this section aimed to give a brief overview of its history and most recent
development. It does not mean that the research literature concerning extensive
reading is limited to what has been noted in this section, or only large-scale
extensive reading programs are worth mentioning. The research literature
relevant to the research concerns in the present study (see Sections 1.7 and 1.8
for the research questions and hypotheses in the present study) will be reviewed
and presented in corresponding sections in Chapter 4 with an aim to interpret the
test results and address the research questions, i.e., extensive reading and
vocabulary acquisition in Section 4.4.1, extensive reading and grammar
acquisition in Section 4.4.2, extensive reading and reading proficiency in

Sections 4.5.1 and 4.5.2, extensive reading and listening proficiency in Section
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4.5.3, and extensive reading and writing proficiency in Sections 4.6.1 and 4.6.2.

2.3 Reading materials

Reading undeniably and incontrovertibly involves two necessary elements: a
reader and a text (see Section 1.1 for detailed introduction of the subcomponents
of these two elements). Our discussion thus is organized around readers and texts,
and the interaction between readers and texts, i.e., the reading process. The
availability of sufficient amount of reading materials is a predictor for the
success of an extensive reading program. In practice, reading materials available
to readers are: print discourse, which includes graded readers, textbooks,
newspapers, magazines and other genres, and non-print discourse, which
includes the Internet and other electronic media. The advantages and

disadvantages of each source are detailed in subsequent sections.

2.3.1 Extensive reading by means of graded readers

What are graded readers?

Because of the characteristics inherent in extensive reading, graded readers are a
natural friend of extensive reading, or to be more exact, extensive reading in
English, since graded readers have long been the resources available largely to
EFL and ESL learners and are mostly without parallel in other languages (Hill &
Thomas, 1988a, 1988b), (but this has changed in the last ten years, see for
example CIDEB Black Cat not only for the English language, but also for French,
German, Spanish and Italian). The fact is that graded readers prosper in step with
the boom of extensive reading. The growing acceptance and popularity of
extensive reading witnesses the publication of numerous graded reader series by
the major international publishers, for example, the Macmillan Readers since
1969, the Heinemann readers and the Oxford readers since 1988, just to mention

a few here because of limited space.

Sharing the benefits as well as problems with extensive reading, graded readers
have been given different definitions. The shortest definition comes from
Wodinsky and Nation (1988), where they call graded readers as books written
within a limited vocabulary. Holding the same view, Allan (2009) believes that

graded readers provide accessibility by limiting the number of headwords.
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Further research shows that lexical control in graded readers is done not only by
merely limiting the “number” of headwords but also by “frequency and
usefulness” (Hill, 2008). Nation and Wang (1999) supplemented that the text
modification in graded readers involves strictly controlling the lexis and
restricting the grammatical structures. The evolution in the definition has made it
obvious that to achieve accessibility control in graded readers should be extended
beyond lexical items to syntax as well. Hill (2008) supplements the latter
definition by adding that grammatical control is achieved through “simplicity”.
Further to the inherent linguistic features reflected by lexical and syntactical
control, John Milne was the first to introduce the notion “information control”
since in the first place a graded reader is presented to readers as a piece of
complete reading material instead of fragmented concordances for linguistic and
discourse study (Hill, 1997a). In fact, a large proportion of graded readers are
simplified version of classics. Thus a comprehensive working definition of
graded readers encompassing all the distinguishing properties is: Graded readers
are texts written by means of lexical, structural, and information control (Hedge,
1985; Hill, 1997a, 2008).

Criticism of graded readers

Susser and Robb (1990) oppose the indivisibility between extensive reading and
graded readers, as the implication in many studies that extensive reading should
be confined to graded readers has no basis in theory or practice. The design of
graded readers is not in harmony with some second language acquisition theory
and current themes in language teaching pedagogy. First and foremost, such
readers go against the theoretical support of extensive reading, the Input
Hypothesis theory which advocates that the dominant mode of language learning
is acquisition, through which L2 learners subconsciously “pick up” the language
through input, which should be meaningful, comprehensible and not
grammatically controlled. However, as discussed above, one characteristic of

graded readers is that they strictly control grammar.

Another criticism of graded readers is that graded readers are not authentic
comes from applied linguistics. It is assumed that the inauthenticity of graded

readers cannot engender an authentic reading experience, and even worse in any
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case, simplifying a text may not necessarily render it more easily understood by
the L2 readers (Honeyfield, 1977).

The two criticisms cover the three components involved in the reading process:
reading material, reader and the interaction between them. Criticisms against
graded readers primarily challenge their authenticity and in turn the rationale of
their existence as a reading resource. Secondly, by imposing the criticism on
graded readers the opponents or critics of graded readers have stated their
position that L2 readers need authentic material to guarantee an authentic reading
experience. The third claim they make is that simplification in graded readers
does not necessarily smooth the interaction between L2 readers and reading
material or benefit L2 readers more than authentic reading materials, such as

textbooks and navspapers, do.

In response to the first criticism, it is necessary to visit the dichotomy
underpinning it: authenticity and simplification. The adherence to authentic
material may be out of a practical concern that authentic materials provide good
models of English and will be useful in situations where some teachers’ own
mastery over English is not always secure. Authentic materials play a valuable
role in creating an authentic language environment in the classroom, and
exposing the students to the real target language community (You & Chen, 2009).
It is expected that the unsimplified authentic text keeps the students in touch with
the target language even long after the completion of the course (Greenwood,
1988).

However, as Davies (1984) points out, authentic is a term coined for language
teaching and applied linguistics instead of theoretical linguistics. According to
Maxim (2002), authentic texts are “materials written to be read by native
speakers of the language rather than materials written only to teach language”
(p.20). On this issue, Widdowson (1979) writes “lI am not sure that it is
meaningful to talk about authentic language as such at all. I think it is probably
better to consider authenticity not as a quality residing in instances of language
but a quality which is bestowed upon them, created by the response of the

receiver” (p.165). A practical interpretation of Widdowson’s view by Davies
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(1984) is that simplification is used to make information available to an audience
other than the one originally intended. If simplification is defined as making a
text accessible to the audience, then perhaps any text may be considered a
simplification. Is an English translation of a Chinese novel not an authentic
English text? Is a plain version of obscure bureaucratic documents written for a

larger readership not authentic?

Connecting authenticity and simplification directly, Lautamatti (1978) argues that
simplified texts are used as “a ladder towards less simplified and finally authentic
texts” (p.98), supporting fully one notion of extensive reading that it prepares
readers for authentic reading. For our discussion the importance of Lautamatti’s
remark is that simplification and authenticity can be seen as ends of the same
continuum, not polar opposites that are absolutely irreconcilable. On the other
end of the continuum, simplicity is not equivalent to inauthenticity. A useful
distinction is made by Widdowson (1978) between simplified versions and
simple accounts. He suggests that simplified versions are derivations of authentic
language data by means of alternative textualization, and on the other hand a
simple account represents a new type of discourse rather than lexical and
syntactic substitution of the original language data.

In practice, there are two major types of graded readers: simplified versions of
classics and simple original stories specially written as graded readers by native
speakers of English. According to Widdowson’s (1978) distinction, the simple
original type is certainly authentic, while simplified versions of classics and
modern novels are not. From this point of view, the statement that graded readers
are unauthentic is untenable as at least half of graded readers are authentic
reading material according to Widdowson’s (1978) criteria. Further, little
research has ever been done on to what extent simplification maintains or robs
the original, and so graded readers are not at least theoretically or thoroughly

inauthentic.

Out of the theoretical discussion of authenticity of graded readers, a more useful
question is raised by Irvine (2006) that whether the language of graded readers

conforms to the rules of the linguistic system. Empirical investigation has been
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made into authenticity of graded readers. Honeyfield (1977) examines the
traditional simplification techniques. The result shows that materials produced by
these techniques are significantly different from normal English in terms of
information distribution, syntax and communication structure, but it is not the
linguistic system that suffers from simplification. In addition to the comparison
in terms of the whole linguistic system, Allen (2009) compares the lexical chunks
in the corpora of graded readers with those in the British National Corpus by
means of examining frequency, type and composition. Results show that the
frequency of useful chunks in the graded corpora is comparable with the British
National Corpus, an authentic corpus, and thus suggest graded readers provide
authentic language input. In essence, “The code is not affected, the learners are
not presented with a simpler language system but with a restricted sample of the
full system (Tommola, 1979, p. 183, cited in Irvine, 2006).

From the readers’ perspective

Regarding the second view that L2 readers need authentic reading material, the
discussion in this section seeks to locate what kind of reading material L2 readers
should read and should be able to read. The premise guiding this discussion
section is the recognition of the differences between native speakers of English
and ESL or EFL readers. The L2 reader is not an L1 reader, and in this project, an
EFL reader is far from an L2 peer, let alone an L1 one. The situation of an L1
reader and his reading in the native language can by no means be exactly

replicated.

L2 proficiency is a prerequisite for the success in L2 reading (Davis & Bistodeau,
1993; Laufer, 1997; Taillefer, 1996). Understandably, reading unsimplified
authentic reading materials is considered to be beyond the ability of learners of
low-level second language proficiency (Maxim, 2002). Bamford and Day (1997)
suggest that simplified materials are an optimal alternative for learners who are

not able to cope with unsimplified authentic reading materials.

Research has shown that to ensure successful reading comprehension, a mastery
of at least 95% of the running words is necessary and in later research this

percentage rose to 98% (Nation, 2001). If unsimplified texts are the only
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authorized reading resource for ESL and EFL learners, they may encounter great
difficulty in their daily reading since printed texts contain the most unknown
words (see Table 2.1 below). For readers at beginning and intermediate levels

this problem is even more acute (Carver, 1994; Nation & Deweerdt, 2001).

Table 2. 1 Frequency of rare words in various sources

Rare Words per 1,000
I. Printed texts
Abstracts of scientific articles 128.0
Newspapers 68.3
Popular magazines 65.7
Adult books 52.7
Children’s books 30.9
Preschool books 16.3
I1. Television texts
Prime time adult shows 22.7
Prime time children’s shows 20.2
Mr. Rogers and Sesame Street 2.0
I11. Adult speech
Expert witness testimony 28.4
College graduates talk to friends/spouses 17.3

(Graves, 2006, p. 41)

To function in English, users are expected to have a command of no less than
5,000 word families for oral discourse, and a minimum of 8,000 word families
for written discourse (Webb & Rodgers, 2009). In addition to the number of word
families, various levels of knowledge are involved if learners wish to claim
knowing the words. Taken together, the number of word families and the various
levels of vocabulary involved amount to a substantial lexical learning task, which
is beyond a considerable number of ESL and EFL learners (Schmitt, 2008). The
data support the adoption of graded readers in which the frequency of unknown
words is much lower than that in unsimplified authentic texts (Broughton, et al.,
1978). Further, controlled lexis in graded readers ensures that readers are
repeatedly exposed to the high frequency words, and thus the readers’ chance of
learning the high frequency words or enriching their knowledge of the high
frequency words is much greater given that lexical control in graded readers is
accomplished by frequency and usefulness (Nation & Wang, 1999).

In addition to the lexis problem, learners of relatively lower English language
proficiency are unable to process the syntactical complexities of unsimplified
authentic materials (Klapper, 1992). As Pargment (1943) has suggested, reading
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material must be graded by gradually increasing levels of difficulty, and
accordingly reading materials adapted to cater for the age groups, the interests
and the proficiency levels of the learners produced the best results (Coleman,
1930).

Text-learner interaction

It has been shown that under no circumstance should it be assumed that the
quality of graded readers suffer because they are controlled in terms of
vocabulary, grammar and syntax, but on the other hand, it cannot be taken for

granted that simplified language was necessarily more accessible to readers.

Davies (1984) reports an experiment in which both original and simplified
versions of the same passage were given to the same group of learners. Learners’
performance on a set of subsequent cloze tests shows that they comprehended the
simplified version significantly better than the original. Conversely, Blau (1982)
examined the effects of shortened and simplified sentences on the comprehension
of ESL students in Puerto Rico. Three versions were prepared. The first and
simplest version was characterized as containing only short, simple sentences,
the second as containing complex sentences with contextual clues and the third
as containing complex sentences without clues. Based on students’ performance
on multiple-choice questions following each passage, the second version, longer
sentences with contextual clues, was found to have been consistently better
understood. Thus Blau concluded that “the relationship between syntax and
readability is not so strong as may have been expected”, (p. 527), and for our
purpose this result means that simple syntax is not necessarily more easily

understood.

As shown above, both positive and negative evidence regarding the relationship
between simplification and readability are available, and thus it cannot be
concluded with full confidence whether or not simplified text leads to better
readability. What happened to the simplified texts in Blau’ study was that nearly
all sentence connectors and cohesive markers were deleted, resulting in a lack of
inter-sentence connection clues and producing a series of short, sharp, apparently

unconnected sentences. This is exactly the kind of simplification which has given
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graded text a bad name.

Benefits of graded readers

In addition to the theoretical justification of graded readers, there are further
features that help make graded readers easier for the learner. Compared with the
shorter texts available online and in newspapers and magazines, graded readers

have their own strengths.

The first strength is that graded readers are longer than individual articles. The
length of graded readers allows sufficient space for background information, with
the assistance of which the people who read graded readers may be able to
predict the information flow in the book (Martino & Block, 1992). In this way,
lengthy text helps the readers of limited language proficiency to overcome some
difficulties in reading (Maxim, 2002). For example, readers can make use of the
high frequency words and contextual clues to make sense of difficult lexical and
syntactic items. For another example, people will be able to make sense of the
whole story by referring to the episodes and events in the text. It must be pointed
out that graded readers will not cause the readers to panic because of their longer
length than individual articles. Compared with the lengthy books intended for
native speakers, writing a graded reader is more than simplification of the
language. They are not only shortened and simplified, but also abridged and
adapted (Greenwood, 1988).

The second strength is that new words in graded readers are glossed. Jacobs
(1991) examines the function of vocabulary glossing in second language reading.
116 college students enrolled in a third semester Spanish course were randomly
assigned to two groups, with one reading an unglossed Spanish text and the other
reading the same text accompanied by English glosses in the margin. After
reading the text, participants were required to write as much as they could recall
of the text in English. Results showed a significant effect in favor of glossing,
based on which it is suggested that glossing has a useful role to play in aiding
reading comprehension. This suggestion is accepted by Karp (2002), who
suggests that a word is more likely to be acquired if drawn to the readers’

attention after a single exposure, although the role of extensive reading in

66



incidental vocabulary acquisition has been well established.

The third strength comes with the development of new technology. Nowadays a
considerable number of graded readers are presented with multi-media resources,
such as tapes and CDs. It is found by Hickey (1991) that leisure books
accompanied by tapes result in significant increase in the children” motivation to
read and higher reading rate than non-taped books. Besides the improved
motivation to read, it is indicated that tapes aid comprehension and improve
accuracy in pronunciation. Tadman (1980) discussed how graded readers can be
better used with cassette. The proposed options include using cassettes for
note-taking practices, using cassettes for listening practice and other activities in
practicing language skills, which serve as good complements for the
development of communicative competence. These possible applications indicate
that multi-media resources provide important environmental support for reading
graded readers, and furthermore the multi-media resources increase the readers’

exposure to the target language in different forms.

To summarize, graded readers present stories that are not only shortened and
simplified, but also abridged and adapted. Many graded readers include a
glossary of key words, and questions to improve the learners’ comprehension.
The use of multi-media resources is part of the effort to provide environmental
support for reading. Graded readers are therefore easily distinguished from
normal books as they are written exclusively for learners of English.

More empirical evidence

In addition to the benefits noted above, a further motivation for the practitioners
to use graded readers result from a practical concern that decoding difficult text
is a slow, arduous business often requiring recoding into the L1, particularly
among lower proficiency readers (Cohen, 1995). Because reading is slow, not
much text is read, and there is not sufficient exposure to language input (Parry,
1991). From another perspective, there are various consequences of reading of
texts which are too difficult. Students read very difficult materials so they do not
want to read, so their reading proficiency does not improve; they remain at a low

level of proficiency so they do not want to read. Finally they get locked into this
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vicious circle, which keeps them away from reading and improvement (Nuttall,
1982).

In general, the use of easy materials, or graded readers, improves readers’ reading
comprehension. Takase (2009) emphasizes the effects of very easy materials for
beginners, referring to various series of materials from picture books for L1
children to Graded Readers series, with support from the huge success of the
Start with Simple Stories Extensive Reading in Japan. Leow (2009) provides a
comprehensive review of the research which investigated the effects of
simplified written input on L2 readers’ comprehension. The research appears to
support the wuse of simplified written texts to promote an improved

comprehension of text content in the classroom setting.

At a micro level, graded readers have a positive impact on the individual
components of reading. Tanaka and Stapleton (2007) attempted to provide input
in English by means of extensive reading in Japanese high school classrooms. In
a five-month period, the researchers provided teacher-made materials to the 96
students in their study, and gave them five to ten minutes for in-class reading.
Graded readers were available to students who wanted to read more after class.
Results showed that those who read graded readers made significant greater
gains in terms of reading rate and comprehension than a parallel comparison
group that did not read. In Fujigaki’s (2009) study, easy books, or graded readers,
were used for weak readers in particular. The feedback from the participants
confirms that a content-centered approach and level-appropriate reading
materials can positively influence student motivation, and that complementary of
carefully designed extensive reading courses into the EFL curriculum of
secondary schools is of utmost importance for students to build strong reading
skills, confidence, and a love for reading. Kitao et al. (1990) reported that 220
graded readers were made available to 300 freshman and sophomore EFL
students over a period of four to six weeks. According to analysis of book reports
and outcome of the post-program questionnaire, a considerable proportion of the

participants have stronger motivation to read in English.

The above empirical studies highlight the following benefits: Graded readers
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build reading speed, lexical speed access, reading fluency and increase
motivation (Waring, 1997), which point to the irreplaceable role of graded
readers in extensive reading (Bell, 2001). For the present study, the pedagogical
implication drawn from the research evidence is that extensive reading programs
using graded readers are as effective as, if not more effective than, the traditional
reading curriculum using short texts for fine-grained linguistic analysis in terms
of improving learners’ reading proficiency and other language skills, with an
additional merit of being more pleasurable and less laborious. It is reasonably
assumed that graded readers should resource the extensive reading program to be
implemented in the present study. With reference to the specific issues involved
in writing and using graded readers, an observation of the graded reader series
published by the major international publishers made by the researcher is

presented in Appendix G for reference.

2.3.2 Extensive reading through other print texts

Textbooks

Textbooks are the teaching and learning resource most closely related to teachers
and students. Brown (2008) believes that textbooks should promote extensive
reading, since extensive reading can be bestowed with greater legitimacy and the
practical difficulties involved in the implementation of extensive reading can be
alleviated in this way. He proposes both direct and indirect approaches of using
textbooks to encourage extensive reading. The direct approach focuses on
including extracurricular reading materials, mainly graded readers and excerpts
from other written materials. The role of textbooks in the direct approach is to
present a recommendation list of graded readers which are relevant to the topic
of the module and provide reading logs in which students can record their
reading. The indirect approach means incorporating reading activities which are
more compatible with extensive reading. The approach implemented by Jensen
(1986) is a feasible exacerbation of Brown’s direct approach. In this approach,
authentic materials are combined with textbooks to create theme-based units.
These units comprise of in-class compulsory reading and out-of-class
supplementary reading as required coursework. The texts too long to be read in

class can also be accommodated in the extensive reading session.
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The two studies imply that textbooks cannot function as reading materials in an
extensive reading program although they are most closely related to teachers and
students. The reason is that textbooks themselves cannot be used as reading
materials because the word count of a single textbook is very limited. That is not
to say, however, textbooks cut all lies with extensive reading. As suggested by
Brown and Jensen, the first role of textbooks in an extensive reading program is
to present a recommendation list of graded readers which are relevant to the topic
of the module and provide reading logs in which the students record their reading.
The second role is to serve as a basis for extensive reading activities. These two
roles make textbooks an integral component in extensive reading, and pave the

way for the complementary of extensive reading into the curriculum.

Unsimplified authentic texts

Authentic texts are pervasive in extensive reading, and at the same time more
realistic than any other kind of print discourse, because readers’ being able to
deal with unsimplified authentic texts is the ultimate goal of many reading
programs (Pino-Silva, 2006). You and Chen (2009) advocate that in the field of
L2 learning, authentic materials play a valuable role in creating an authentic
language environment in classroom, and in exposing students to the real target

language community.

Another two additional benefits closely related to authentic text are culture and
literature. The impact of culture on reading is emphasized by some researchers
(e.g., Day & Bamford, 2000). For example, full-length literary texts have been
found helpful in getting students to become independent readers (Ewert, 2009).
Fredricks and Sobko (2008) investigate the role of culturally relevant texts in
extensive reading. They provide authentic English novels to EFL adult learners in
Tajikistan, where extensive reading and other meaning-focused methods are not
common. Data collected over eight weeks via students’ reflection, instructors’
observation and interview showed that the students deemed culturally relevant
texts may contain topics previously unexplored in EFL class settings. The
inclusion of culturally relevant texts in a course or club may facilitate rich
discussions and increase the students’ motivation to read. Strong (1996)

encouraged extensive reading of multi-cultural literature, as literature is expected
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to offer the opportunity to explore cross culture values. Stuart (1990)
implemented an extensive reading program with a group of university students in
mainland China. In this program, the participants first translated the Chinese
folktales into English, and then read simplified novels and finally moved to read
unsimplified American and British literature. Approximately fifteen minutes was
devoted to students retelling what they read. The final results were highly
positive. Reading folktales from their own culture, which many of them are
intimately familiar with, brings back a host of pleasant associations and a new

appreciation of English.

Despite the numerous benefits, various reading difficulties were reported in
studies using unsimplified authentic texts. In Alshamrani’s (2003) study, which
exposed the students to unsimplified authentic texts in a three-month ESL
course called the Reading Club, the reasons or sources of reading difficulties
included the existence of new words, technical terms and long sentences, as well
as the lack of familiarity with and the background knowledge of the topics. The
lexical difficulty that the readers would encounter in reading unsimplified
authentic texts was not unique to Alshamrani’s study. It is also shown in Chew’s
(2003) study that highly interesting unsimplified authentic texts as extensive
reading materials has a positive effect in improving students’ motivation to read,
but it works more effectively with a careful plan of implementation and
supporting strategies, including direct instruction of common words found across
books and identifying the frequency words found in a series of high-interest

books by collaborative efforts of the teacher and students.

Lexical difficulty can give rise to a series of problems if the intended audience of
an extensive reading program is readers of relatively lower English language
proficiency. If so, solutions to the lexical problems such as direct instruction of
common words found across books as suggested by Chew (2003) cannot work
effectively. If the number of books provided in an extensive reading program is
large, the instruction involved will be too great to attain. Similarly, the direct
instruction of common words found in one or a small number of books is
possible, but it will severely limit the number of books that can be provided to

the readers. This dilemma suggests that unsimplified authentic texts have
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irreplaceable advantages, but they may not be appropriate for the present study
because of the English language proficiency level of the participants.

Newspapers, magazines and other genres

Yu (1995) suggests that many of the principles of extensive reading can be
applied to other materials, such as brochures and leaflets in addition to
newspapers and magazines. Compared with graded readers and unsimplified
authentic texts, newspapers and magazines are more appealing to readers in
terms of length, topics, personal interest and cost. The short and pithy articles in
newspapers and magazines lower the readers’ affective filter towards lengthy
texts. The large variety of topics in newspapers and magazines are more likely to
cater for the readers’ individual reading interest. The extensive sales channels of
newspapers and magazines make them more accessible to the readers, and they

enjoy natural advantages of being cheaper and more portable.

Positive findings are reported in empirical studies using newspapers and
magazines. Constantino (1995) reported from his one-semester reading class for
adult that magazine articles helped the students make progress in terms of
reading, writing, comprehension and confidence. Barrett et al. (1992) designed a
course for high-intermediate to advanced ESL learners, in which students did
self-selected reading from newspapers, magazines, books, and even academic
journals and textbooks. Using this approach, students became empowered to read

materials written for native speakers of English with more ease and confidence.

China Daily is the most widely circulated English language newspaper published
in mainland China. Claiming itself to be a guide to official policies, its intended
readership is the foreign residents in China and the Chinese citizens with certain
degree of English language proficiency. China Daily describes its goal as to
present news in China to a unique group of readers in an objective manner.
Shanghai Daily is a newspaper in English published by Wenhui-xinmin United
Press Group. It is in principle intended for the overseas investors and tourists to
Shanghai with a particular purpose of promoting a positive image of Shanghai,
and thus the content of Shanghai Daily is exclusively centered on Shanghai and

its surrounding region. Primarily, the readership of China Daily and Shanghai
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Daily includes the increasing number of foreigners in China, which implies that
high English language proficiency and rich background knowledge about the
topics are required to cope with the texts. Using them for an extensive reading

program for secondary EFL students would predictably lead to poor results.

Shanghai Students’ Post is the first English-language newspaper specifically for
the secondary school students and teachers. In order to satisfy the needs of both
students and teachers, Shanghai Students’ Post presents a mixture of reading
texts and exercises. Part of this eight-page newspaper is devoted to short articles
for free reading, and the topics of the articles cover sports, fashion, entertainment
and others that may interest the students. The rest of the newspaper publishes
something closely related to classroom teaching, including teaching plans for a
specific unit in the textbook, discussion on a grammar structure and
corresponding exercises. The proportions of the newspaper devoted to articles
and teaching-related content are not fixed, but usually the ratio between the two
is roughly equal. The articles in Shanghai Students’ Post seem to appeal to the
secondary school students, as they cover a comprehensive range of topics and
they do not cause too many reading difficulties to the students because the
articles are specifically written for this age group. The reason for excluding this
newspaper from the present study is that its word count is very limited. Given
that it is published once a week and several pages are devoted to teaching related

content, the situation becomes more acute.

Summary

Extensive reading mainly uses graded readers at the beginning of the reading
program but progresses to more genres such as journals and magazines, and even
texts written for the peer native speakers (Hill, 1997a). The general trend
observed is that reading materials are in line with readers’ ages and linguistic
competence. Graded readers are common among young readers, while full-length
and unsimplified books are suitable for adult readers. The trend is highly
consistent with EPER’s recommendation that children’s fiction and magazines
are for primary school students, teenage fictions and magazines for secondary
school students and adult fictions and journals for adult students. The materials

themselves may not be inappropriate, but need be selected to cater for readers’
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age groups, competence and interests.

2.3.3 Extensive reading through the Internet and other electronic media

Reading through print discourse has always been the most common reading
activity for EFL learners; however, with the development of information
technology reading in the 21st century is no longer confined to print discourse
(e.g., Cobb, 2005; Krashen, 2007). The technology is changing the nature of
literacy and so the ways of conducting reading has to be changed accordingly
(Lee, 2005). Parents and teachers complain that students play too many computer
games but read too little, and so it is interesting to see how much the information

technology can contribute to extensive reading.

Another reason for the rise of extensive reading through Internet and other
electronic media comes from a weakness inherent in extensive reading through
print discourse itself. The availability of a large quantity of reading materials is
one of the pre-conditions for the success of an extensive reading program.
However, in some countries and regions such materials are not easily accessible
to readers, or a library does not always have the varieties of books that once
exists; and further, the physical obstacles, such as the need to establish and
maintain a library of readers hinders extensive reading (Robb, 2009). In such
situations the Internet emerges as an optimal alternative for paper reading
materials. This availability of large quantities of reading materials, which are
accessible from anywhere in the world, makes extensive reading easier and more
convenient. This quality of extensive reading through the Internet is of particular
value in Mikulecky’s (2009) study. The Internet-based children’ and young adult
literature for extensive reading reduce cost and eliminate adult embarrassment
because of the widespread availability of simple literature and children’s stories

on the Internet.

In addition to the availability and quantities of reading materials, computers can
do much more than simply provide and distribute the materials. Author and
Stevens (1996) in the 1990’s propose that computers be able to not only make
available a huge quantity of reading materials but more importantly enhance the

learning of the texts in various ways. In the 2000’s, a systematic summary of
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online reading made by Al-Rajhi (2004) suggests its following advantages: (1)
relative accessibility and flexibility in terms of time and space, which have
contributed to the boom in e-books and e-journals around the world, (2) the
possibility of inclusion of multi-media elements like sound and video clips which
cannot be presented in printed texts, (3) opportunities for readers to read and
write in real-life contexts, e.g., BBC, CNN and other similar sites provide news
in written texts, and after reading these readers are given the chance to comment
in writing about what they have read through created channels of interaction, (4)
timely and appropriate computer-assisted communication where readers and
teachers share what they have read, and (5) accessibility and flexibility of
background information of the topic being read in this computer-assisted reading
environment. The on-line reading platform introduced and used in Sun’s (2003)
study adds more advantages to those summarized above. The teacher and
students interfaces make possible the interaction between teachers and students
during reading. In order to cater for the specific needs of individual readers and
offer spontaneous help to students in their reading process, the following reading
aids were integrated into the system: concordance help, stage-by-stage reading
strategy training, and text annotation functions. Results show that the users hold
a positive attitude to this system.

Despite the enumerated benefits of online reading, there are some people who
still prefer print texts to electronic texts for different reasons. The first objection
is that some people consider reading online to be more challenging, less
interesting, and less persuasive and time consuming. The second objection is that
extensive reading online is different from the paper-based extensive reading
programs in a distinct aspect: there is no teacher pre-selection to secure the
linguistic suitability of the reading materials, i.e., whether the learners can read at

a level that they are comfortable with, or at their i-1 level (Arnold, 2009).

The third objection is that benefits gained through online reading are not as solid
as expected. In Alshmairkh’s (2004) study, eighteen advanced ESL MBA
students participated in an eight-week on-line reading program. The participants
were divided into two groups as readers and non-readers. In this eight-week

program, the participants in the reader group did extensive reading through the
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Internet about a comprehensive range of topics, and were asked to keep
vocabulary logs and writer journal entries. Both groups completed a
questionnaire and took the pre- and post- vocabulary tests, which measured the
depth of knowledge of the lexical items they attempted to learn in this program.
Findings from the questionnaire and tests indicate that vocabulary acquisition
through Internet reading was motivating but did not lead to improved language

proficiency.

2.4 Extensive reading schemes

The objective of an extensive reading program is to improve the participants’
language proficiency in the target language, with particular concerns on EPER
level and speed (Hill, 1997a; Scott-Conley, 2011). According to Yu (1995), the
aims of an extensive reading scheme are to help students to acquire the ability to
read independently, develop a habit of reading in English, foster a love of
reading and improve students’ language proficiency through exposure to a wide
variety of books. Nuttall (1996) mentioned that a reading program aims to
“enable students to enjoy reading in the foreign language, and to read without
help unfamiliar authentic texts, at appropriate speed, silently with adequate
understanding” (p. 36). Table 2.2 below presents a summary of the key
components of an extensive reading program by Scott-Conley (2011). With a
clear mapping of the key components of a well-established extensive reading
program in mind, extensive reading practitioners are able to make optimal

choices even in the planning stage.

Table 2. 2 Components of an established extensive reading program

® Includes a variety of high interest graded readers (and possibly
Library magazines and not EFL materials) organized by level.
A clear check out system exists.

Read 500 pages each semester at the appropriate level.
Demonstrate that they have read.
Record the number of pages read, keeping a running total

Expectation for students

Address student motivation

Begin ER using a class set

Teach reading strategies

Check reports of student reading

Support students in self-selecting titles
Do follow up activities in class to expand

Expectations for teachers

Assessment Pre and Post tests of level, speed, and enjoyment.

ER coordinator In charge of books, curriculum, and teacher support.

Posters, cartoons, book reviews, student comments to

Environment .
promote reading.

(Scott-Conley, 2011)
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2.5 Examples of extensive reading schemes in Asia

In order to help students to realize the importance and long-term benefits of
extensive reading, extensive reading schemes have been set up worldwide, from
the inner circle, for example, England and New Zealand (e.g., Hafiz and Tudor,
1989), to the outer circle, for example, Singapore (e.g., Mok, 1994), and the
extending circle, for example Japan (e.g., Takase, 2005, 2007a, 2007b) (see
Section 2.2 for more extensive reading schemes). As the present study is going to
be carried out on senior one students aged 15 to 16 on average who have just
started senior high school, it is useful for comparison to look at studies in which
the participants are of the same age and in similar contexts. The following are the
relevant research studies of extensive reading of English conducted on primary
and secondary students in Asia.

2.5.1 The Hong Kong Extensive Reading Scheme in English (HKERS)

HKERS is the biggest government-funded extensive reading program that has
ever been undertaken. It was first introduced into the lower secondary levels
early in 1991, and then was progressively extended to senior forms in 1997
(Green, 2005). In four years starting from 1997, it was extended to all secondary

levels.

HKERS was established taking guidelines from EPER. The first step of HKERS
is to determine the students’ entry level to this scheme by administering the
EPER Placement Test to the participants. Then a total of 400 books are
distributed to eight levels of difficulty with 50 titles at each level in light of
lexical difficulty and book length. The class time suggested by the HKERS was
two to three periods, which lasted from 80 to 120 minutes per week or cycle.
There was no need of a special room for the HKERS lessons. There were
subsequent tests to monitor the students’ progress, after passing which they were
promoted to a higher level; otherwise they would be demoted to a lower level.

Since the implementation of HKERS, a number of studies on extensive reading
in English in the Hong Kong context have been conducted (e.g., Green, 2005;
Irvine, 2006; Lai, 1993a, 1993b; Tsang, 1996; Yang, 2001). Among them, most
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of the studies focus on the language benefits of extensive reading. Lai (1993b)
reported significant growth in reading comprehension, reading speed and writing
among the 200 secondary school student participants after a four-week summer
reading program in which students needed to write simple book reports and
engage in class activities, such as reading poems aloud and playing language
games, other than reading books in class and at home. More than ten years later,
the L2 English writing of students participating in HKERS was compared to that
of non-participant students in Irvine’s (2006) study. Samples of timed narrative
writing from 392 students in Secondary 2 and 3 were rated. The results indicate
that extensive reading in an L2 may benefit language development in quite
specific aspects, i.e., fluency, complexity and coherence. At low levels of L2
competence, extensive reading may also accelerate the acquisition of basic

grammar through frequency effects.

Despite the studies indicating the language benefits of extensive reading,
however, HKERS seems to yield a rather disappointing result in helping students
to love reading and develop a reading habit. Storey et al. (1997) mentioned that
primary and secondary students in Hong Kong have not developed a habit of
reading English books. In a large-scale study comprising a total of 1,000 teachers
and 10,000 students from both primary and secondary schools using
questionnaires to elicit their views on extensive reading and extensive reading
scheme, it was found that both primary and secondary school students were not
interested in reading English. Primary school students’ interests in reading
declined substantially from 87.1% in Primary One to 18.9% in Primary Six. A
dramatic drop of reading interests was also reported among secondary schools
students since the percentage of students who claimed to have the habit of
reading English leisure books slipped from 63.3% at Secondary One to 17.6% at
Secondary Seven. In another study conducted by Yu (1999) to evaluate the
effectiveness of HKERS in five secondary schools, similar results were also
noted. Her research findings showed that although 68.5% of the experimental
group believed that the scheme had increased their interests in reading, the
remaining 30% of students reported that the scheme had not brought any benefits
to them within the two years since its implementation and only 27% of the

experimental group regarded “Reading in English” as their favorite pastime.
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These two studies show a common phenomenon that both primary and secondary
students seem to have a low motivation for reading English. One possible reason
for such a low motivation for reading as suggested by Storey et al. (1997) is the
lack of interesting books offered to students. With such a low motivation for
reading and a lack of suitable books, it seems difficult to promote reading among
students.

Besides students’ low motivation, another great hindrance for HKERS is the
problems emerging from actual implementation of HKERS. The actual
implementation of HKERS was strikingly varied from the official guideline as
summarized in Green (2005). First, in the overwhelm majority of schools
extensive reading was not implemented as teacher-guided activities for checking
students’ progress and helping them locating their level-appropriate books;
conversely, a typical scene was that around 40 students sit quietly in their own
seat reading one of the 50 titles of their own level throughout the 80 to 120
minutes with teachers sitting in front of the whole class monitoring the students’
progress and making sure rules of silence was kept. The outcome of this is
usually a book report. The opportunity for sharing the reading among students is
excluded by such implementation of HKERS in the classroom.

These problems emerging from the actual implementation of HKERS in the first
place indicates that there should be some suggested changes for HKERS. For
example, a separate class time should be allocated for teaching students the
needed English language reading skills and strategies to take on the challenge of
English reading. More importantly, a favorable reading environment should be
created for shared reading. To sum up, the HKERS has defects as well as merits.

It is definitely a step in the right direction with room for improvement.

2.5.2 Reading and English Acquisition Program (REAP) in Singapore

With an aim to improve the level of English in Singapore primary schools, REAP
was first tried in thirty primary school in 1985. Drawing on the successful
experience of the Book Flood Project in Fiji (see Section 2.2 for its details),
REAP was conducted in several phases in the classroom. In the first phase, i.e.,

before the pupils were able to read on their own, the Shared Book Approach was
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employed. The two core characteristics of the Shared Book Approach were the
focus on meaning rather than form and the pure enjoyment of sharing books
among peers (Holdaway, 1979). In the second phase, i.e., after the initial reading
for enjoyment, pupils were systematically exposed to Enlarged books and guided
to a battery of listening, speaking and writing activities, by doing which the
pupils practice using English for communicative tasks.

A comprehensive evaluation exercise was administered to measure the
effectiveness of REAP. Results showed in 53 out of the 65 comparisons REAP
groups significantly outperformed non-REAP groups. Further, pupils who had
taken REAP increased their passing rate in the P3 Examination by 10% (Guo,
2007) (see Section 4.4.2 for the detailed discussion on the grammar section in the

evaluation exercise).

Several factors contributed to the great success of REAP as summarized in Ng
and Sullivan (2001). At the planning stage, the possible problems that teachers
may face when implementing REAP were anticipated by the REAP project team
members. They worked out two corresponding countermeasures to the potential
problems: the workshop for teacher training and practice before implementation
and frequent classroom visits by REAP advisors for consolidation of each main
technique during implementation. In addition, on-call resource persons were
available in the participating schools. The pre-REAP workshop prepared the
teachers for both principles and implementation of REAP, most of which were
previously known to the teachers as obscure academic theories. The advisory
classroom visits assured the teachers that these visits aimed to support them in

implementation rather than judge or evaluate their practice.

Eventually, the success of REAP was extended beyond the greater gains made by
the REAP participants than the non-participants in the evaluation exercise. From
1991, REAP was no longer implemented as an independent program but was
integrated into the national language syllabus and curriculum materials (Mok,
1994). This is so far the first case that extensive reading was integrated into

official English language syllabus and curriculum materials.
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2.5.3 Extensive reading in Japan

Two decades ago, Extensive Reading was new to many English teachers in Japan.
Realizing that the Grammar-Translation Method should not be the only
methodology to be adopted, many English teachers in Japan have been searching
for new approaches to motivate students at various proficiency levels to study
English. In an effort to raise the students’ English proficiency, the government
advocated the use of the Oral Communication Approach (Mombukagakusho,
2003, cited in Fujimoto-Adamson, 2006). However, criticism of this approach
includes a reduction in student literacy skills, vocabulary size, grammar concept,
negative backwash on university entrance examination preparation and students’
lowered proficiency level (Noriguchi, 2006, cited in Takase, 2007a). Due to the
necessity of implementing a new approach to motivate students, extensive
reading emerged as the times demand and has attracted attention as a
complementary teaching approach recently, evidenced by a surge in the
publication of guides instructing teachers how to implement extensive reading
program in schools and the abundance of English books and extensive reading

materials available in bookstores (Furukawa, 2005).

However, when implementing extensive reading in the Japanese high school
setting, there are teething problems. Some of the teachers who were reluctant to
implement extensive reading in their lessons explained their major worries: cost,
limited class time, no support form colleagues, the different role of teacher,
time-consuming work such as book management, students’ lack of reading
proficiency, and not enough evidence of its effectiveness, etc. To investigate
whether these problems actually exist in an extensive reading program, or in
other words, whether practitioners and non-practitioners have different
perceptions of extensive reading, a questionnaire survey concerning high school
teachers’ attitudes towards extensive reading was administered to teachers from
all over Japan (Takase, 2007b). The research questions investigated include: what
concerns practitioners and non-practitioners have about extensive reading and

what positive effects practitioners have found for the use of extensive reading.

The comparison between extensive reading practitioners and non-practitioners

revealed some interesting data. As illustrated in Table 2.3, the biggest problem
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for both non-practitioners and practitioners was cost or lack of materials,
identified by 83.3% of the non-practitioners and 60.9% of the practitioners
respectively. It is worth noting that this was the only concern shared by the
non-practitioners and the practitioners besides difficulty of the different role of
the teacher. The divergence of views between the non-practitioners and the
practitioners rose on the following issues. For the non-practitioners, the next
three biggest concerns were limited class time, no support from colleagues and
difficulty of the different role of the teacher identified by 58.3%, 33.3%, and 25.0%
of the non-practitioners respectively, whereas 8.7%, 4.3% and 17.4% of the
practitioners saw them as major concerns. For the practitioners, the next three
biggest concerns were time-consuming teachers’ work, reluctant students who
were not interested in reading and difficulty of the different role of the teacher,
identified by 52.2%, 39.1% and 17.4% of the practitioners respectively, whereas

12.5%, 0.0%, and 25.0% of the non-practitioners took them as major problems.

The data reveals that overall actual difficulties experienced are fewer than
expected. In spite of the common concern of cost or lack of materials, data from
the practitioners shows that the main difficulty does not lie in implementing an
extensive reading program but managing it. There are several tips that teachers
can follow to tackle the problems noted. For example, one way to cope with the
demand of materials is to join the Japan Extensive Reading Association (JERA),
in which the members can not only borrow a variety of books but also share their
ideas about implementing and practicing extensive reading (Takase, 2007b).
Another possible solution to this problem is to ask a school-based library to
handle the material, which accordingly reduce the burden on teachers. Reluctant
students can be motivated by providing them with an abundance of easy
materials, and by the provision of in-class reading time for Sustained Silent
Reading (Takase, 2005). Teachers can be theoretically and practically trained in
various workshops to adapt themselves to their new role in an extensive reading

program.
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Table 2. 3 Concerns in implementing and running an extensive reading program

Item ER_ . ER
Non-practitioners Practitioners
1. Cost or lack of materials 83.3 60.9
2. Limited class time 58.3 8.7
3. No support from colleagues 33.3 4.3
4. Difficulty of the different role of the teacher 25.0 17.4
5.T|me—consum|ng teachers’ work (book management 125 522
included)

6. No time for teachers’ own ER 125 0.0
7. Reluctant students who are not interesting in reading 0.0 39.1

(Takase, 2007b, p.8)

Concerning the effectiveness of extensive reading, the practitioners reported
encouraging benefits that students enjoyed reading, improved their English
proficiency, built greater self-confidence and developed a liking for extensive
reading. Furthermore, communication between teachers and students increased,
and what was worth mentioning was that teachers themselves experienced the

joy of reading (see Table 2.4 below).

Table 2. 4 Reading experience and perceived positive effects of an extensive reading
program

Items Total (%)
1. Students enjoyed reading. 87.0
2. Students’ English proficiency improved. 39.1
3. Students became confident in English. 30.4
4. Communication between students and teachers increased. 26.1
5. Library books were checked out in quantity. 21.7
6. Teachers read a lot of books. 21.7

(Takase, 2007h, p.9)

The pedagogical implication drawn from Takase’s study is that actual difficulties
involved in running an extensive reading program are fewer than expected, but
the coordinator or teachers are advised to be well prepared for two potential
difficulties: time-consuming teachers’ work and reluctant students who are not
interesting in reading. Despite the difficulties, it is encouraging that the results
suggest that extensive reading in high school setting is a worthwhile project to
undertake. It is well worth the teachers’ time and effort to incorporate extensive

reading into their lessons.
2.6 Conclusion: guidelines for a school-based extensive reading program in

Shanghai

The extensive reading programs around the world have provided both successful
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and unsuccessful experiences. First of all, extensive reading is not an all-in-one
solution to the various teaching and learning problems. To successfully
implement an extensive reading program, the context, i.e., the local educational
and social-cultural environment, is one of the most influential factors that must
be taken into consideration (Shen, 2008). As introduced in Chapter One in the
Chinese context the washback effect of the NMET and the traditional Chinese
culture shaping teaching and learning in classroom are the most important factors
influencing extensive reading. The increasing proportion of reading in the NMET
has provided a favorable condition for extensive reading. Thus the possible
constraint on extensive reading in Chinese context is the teacher factor. Given
that extensive reading is still young and its history in China is even shorter,
English teachers in China may not be familiar with or have a deep understanding
of what extensive reading is and the benefits it may bring; neither are they
trained in terms of the implementation of extensive reading. Another constraint is
that stakeholders of the NMET (see Section 1.2 for detailed introduction of this
highest-stakes English exam in mainland China; see Cheng, 2008; Li, 1990; Qi,
2005 for its importance in the Chinese educational system), including the
administrators, teachers, students and parents, will have a strong sense of
insecurity if the teaching activities are not NMET-oriented. Besides the assumed
constraints on extensive reading, there are practical constraints on reading,

among which lack of instructional time is the biggest.

Second, an adequate supply of reading materials is the prerequisite. Adequate
supply does not mean sufficient copies only but also the number of titles. The
experience of HKERS has shown that a lack of sufficient titles can be a threat to
an extensive reading program. We should also be reminded that an adequate
supply of titles and copies is not an insurance of an extensive reading program.
Underuse or ineffective circulation of materials would offset the effort to make
them available. Setting up an effective circulation system and bring the students

and books together is worth our effort.

Third, given that extensive reading is much younger than traditional instructional
approaches, it would not be surprising that students do not know what extensive

reading is and how to work with it at the very beginning. They need to be taught
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and prepared before they begin their extensive reading journey. The experience
of HKERS has informed us of the importance of students’ preparation for
extensive reading. The successful experience of USSR showed that developing
students’ habits of sustained silent reading is a prelude to an extensive reading

program.

Fourth, the role of assessment is to measure the effectiveness of extensive
reading. It should be valid, reliable, standardized and applicable to a larger scale,
which would promote the development of extensive reading to a larger scale.
However, as noted in the literature review one of the challenges facing extensive
reading is that tiny increments of growth are hardly inspiration for curriculum
designers and language teachers to implement extensive reading programs into
their schools or incorporate in the curriculum. We can never rely on a single
assessment tool to detect the increments of growth from extensive reading. The
REAP researchers adopted 65 comparisons and the Book Flood Project
employed an extensive range of language tests. The second challenge faced by
extensive reading practitioners is that there is not yet a universal instrument tool
to standardize the effectiveness of extensive reading across different countries
and regions. The reported benefits so far are established by self-developed exams
or small-scale instrument tools. To draw on the successful experience of previous
extensive reading schemes, for the validity of the effectiveness of extensive
reading, and also the feasibility of extensive reading assessment, two set of tests,
one local and one internationally-acknowledged test for extensive reading, the

EPER Placement Test, would be employed in this study.

Having decided on the guidelines for extensive reading in this study, a crucial
question cannot be avoided: the working definition of extensive reading in this
study. For now a definite answer or a working definition of extensive reading
cannot be given for this study. As discussed in the literature, extensive reading is
defined from different perspectives. So far there has been little empirical study of
extensive reading in Chinese secondary schools, which could provide
pedagogical implications for this study. The solution to this problem is to
establish two experimental groups in this study, as the Book Flood Project in Fiji.

As introduced in Section 2.1.1, how we define extensive reading, especially
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extensive reading as an input medium and extensive reading as a teaching
approach will greatly influence the way we implement extensive reading in the
classroom. Thus, in the present study the treatment adopted for the first
experimental group investigates the benefits of extensive reading as a medium of
voluntary additional input to the normal curriculum. The treatment adopted for
the second experimental group will attempt to use extensive reading as a required
component complementary to the standard English language curriculum,
investigating the use of extensive reading practices instead in comparison to
grammar and translation exercises. The first dimension of the study is to examine
the effect of extensive reading by comparing the performance of the two reading
groups with one non-reading group. The second dimension of this study is to
examine the difference between the two experimental groups, in order to gain
insight into the effect and limitations of extensive reading in this context, draw
pedagogical implications for subsequent extensive reading research, and provide
evidence for the discussion on the less-agreed and discussed features of extensive

reading.
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3 Design and Implementation of a School-based Extensive Reading Program

in Shanghai

3.1 Overview of the program

If an argument is to be made for the effectiveness of extensive reading, it must be
well researched in the type of environment in which it will actually be
implemented. Therefore, the main focus of Chapter 1 was to explore the context
in which the present study is going to be conducted, and the main focus of
Chapter 2 was to establish theoretical support for extensive reading and draw
pedagogical implications from previous extensive reading studies in order to
form guidelines for the present study. Based on the argument made in the
previous two chapters, an extensive reading program is going to be implemented
in a public senior high school in Shanghai as will be detailed in this chapter. The
primary concern of this research undertaking is to examine the significance of
extensive reading on senior high school students’ English language proficiency

and its role in improving English language teaching quality,

As introduced in Chapter 2, how we define extensive reading, especially
extensive reading as an input medium and extensive reading as a teaching
approach will greatly influence the way we implement extensive reading in the
classroom. (see Section 2.1.1 for detailed discussion). Thus, in the present study
the treatment adopted for the first experimental group investigates the benefits of
extensive reading as a medium of additional voluntary input to the normal
English language curriculum. The treatment adopted for the second experimental
group will attempt to use extensive reading as a required component
complementary to the standard English language curriculum. The secondary
research concern involved investigating how extensive reading can be effectively
implemented in this research context, and was examined through the use of two
different extensive reading methodologies for the two different experimental
groups. Outcomes of the present study will be used to recommend feasible
changes or modifications in the current practice in English language teaching in

Chinese secondary schools.
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3.2 Sampling procedures

One benefit of integrating extensive reading into normal curriculum is that,
although there is a considerable body of experimental evidence showing that
extensive reading does bring benefits to learners’ second language proficiency
gains, the comprehensive range of contextual constraints on English language
teaching in the Chinese context introduced in Chapter 1, including the uniformed
curriculum standard, the washback effect of the NMET, limited instructional time
and rigid curriculum. It is certainly appropriate to integrate extensive reading into
the curriculum (Macalister, 2007). As Asraf and Ahmad (2003) remark, it would
be hardly possible for students to give priority to reading over other activities

unless extensive reading is integrated into the standard curriculum.

To examine the effect of extensive reading in secondary school, the first step is to
establish comparable research groups by strict sampling procedures. After being
admitted into the sample school through their performance in the Shanghai
Senior High School Matriculation Test, the newly-admitted Senior One students
were required take another set of tests before they began their study in the sample
school. To make the classes parallel, the sample school has a long tradition of
stratifying new students by pre-term tests. Every student admitted to this school
is tested on math, English, physics and chemistry. Then they are stratified into
eight classes randomly by computer according to the following major criteria:
their total scores, their scores on individual subjects tested in the stratification
test and their genders. The result of stratification is to ensure that the new classes
are parallel in terms of total scores, individual subjects and genders. The pre-tests,
which are also a stratification test, were developed by the head of the teaching
staff of the school district. The tests were made available to all senior high
schools in this school district. Whether schools chose to use the tests or not was

optional, but they had no input into the development of the tests.

After the pre-tests and the stratification, the thirty-three students in the
researcher’s class, i.e., Class 5, were recruited for the study as the participants in
one of the experimental groups, i.e., the Complementary Reading group. After
the Complementary Reading group was established, a call for volunteers to

participate in the present study was circulated to the students in the seven other
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classes via their class English teachers. The researcher briefed the class English
teachers on extensive reading, and the class English teachers briefly introduced
to their students what extensive reading was, the benefits that extensive reading
had to offer, how the program would run and what they would be expected to do
in this program. After the introduction, sixty-seven students showed their interest
and registered their name via their class English teachers. At this stage, the
newly-admitted 297 freshmen were in three groups: the class in the charge of the
researcher (N=33), which was designated as the Complementary Reading group,
the sixty-seven students who volunteered to participate in the present study from
the seven other classes, and the remaining 197 students who showed no interest

in or willingness to participate in the present study.

The academic officer in the sample school who was in charge of the stratification
every year was responsible for establishing the second experimental group, i.e.,
the Free Reading group and a comparable Control group. In reference to the
Complementary Reading group’s beginning English language proficiency,
namely their performance on the English test in the pre-tests, and gender
composition, thirty-three were chosen from the sixty-seven and thirty-three were
chosen from the 197 by stratification software. Conditions permitting, an exact
match was preferred, namely, the composition of the Free Reading group and the
Control Group were exactly the same in terms of numbers of students from
different classes as illustrated in Table 3.1 below. The result was conveyed to the
candidates via their class English teachers.

Table 3. 1 Composition of the Free Reading group and the Control Group

No of participants from The Free Reading group The Control Group

Class 1 3 3
Class 2 5 5
Class 3 6 6
Class 4 5 5
Class 6 3 3
Class 7 7 7
Class 8 4 4

Total 33 33

Note: Class 5 was the Complementary Reading group.

After the Free Reading group was established, the first orientation was given to
the tentative free reading participants before the graded readers, i.e., the Oxford

Bookworm graded readers, for this program arrived (for detailed information of
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the graded readers, please see Section 3.4). This orientation aimed to help the
participants appreciate the power of extensive reading, introduce them to the
books and program, and assist them in developing their reading efficacy by
establishing a daily reading habit, reading at a quick, steady pace, and avoiding

dictionary use.

The thirty-three free reading participants gathered in a spare lecture room,
listening to a lecture delivered by the researcher in Chinese on what extensive
reading was, the benefits that extensive reading had to offer, the necessary
extensive reading skills and strategies, how the program would run and what they
would be expected to do in this program. After the first orientation, the consent
form was distributed to each free reading participant, and they were asked to
reconsider their willingness to join and discuss it with their guardians. As the
present study would last the whole academic year, it was necessary to confirm
that the free reading participants join this program with a genuine and strong
interest instead of being prompted by a sudden impulse. This was done to avoid

the possible loss of subjects.

The second orientation was given to the free reading participants after the books
arrived. The 235 books for the free reading group were stored and displayed in a
spare classroom, which was used as the program’s library for the free reading
group in the present study. The books were introduced to the thirty-three free
reading participants in detail, including the levels of difficulty, topics and genres.
Afterwards, the details of how the program would run and how the books would
be circulated were introduced. The tentative free reading participants’ willingness
to participate was reconfirmed after the second orientation. All of the thirty-three
participants made it clear that they wished to be a participant in the present study,

and signed the consent form in the presence of the researcher.

To summarize, the present study was designed with two experimental groups
(N=66) and one control group (N=33). The participants in the two experimental
groups were selected by means of convenience sampling. The reason for selecting
the students in the researcher’s class was that they were easiest to recruit for the

present study and they were easily accessible to the researcher. The reason for
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selecting the participants in the Free Reading group was that they volunteered to
participate, so it did not violate the research ethics.

The strongest criticism on convenience sampling is sampling bias, i.e., the
experimental population formed by convenience sampling may not represent the
entire population, which will result in the limitation in generalizing the research
findings and making inference about the entire population based on the findings
(Nunan & Bailey, 2009). The limitation in generalization and inference making
about the entire population will in turn threats the external validity of a research
undertaking (Cohen & Manion, 1994).

In response to the possible criticism on sampling in the present study, it can be
argued that the participants chosen for this study were typical of Shanghai senior
high school students. The school in which the present study was conducted was
typical of many in Shanghai. It is a public senior high school run and managed
by the Board of Education in Shanghai. It has approximately 250 to 350 students
in each grade with about 35 students in each class. All of its English teachers
graduated from two local teacher training colleges, both of which are reputable in
this area in mainland China. They all follow the English Curriculum Standards
for Senior High Schools (MOE, 2003), which is universal in Shanghai.

Another reason for locating this school is that it ranks neither high nor low
among the senior high schools in Shanghai but is ranked in the middle position,
as evidenced by its NMET(s) means and those for all of Shanghai (see Table 3.2
below). Thus the findings of this study may be applicable to a significant number
of senior high schools since the students involved in this research are
representative of senior high school students in Shanghai in general.

Table 3. 2 Comparison of means of the NMET(s)

Year Means of school Means of Shanghai Total
2007 95 94 150
2008 97 97 150
2009 107 99 150

Note: Scores in this table are internal data provided by the sample school and the NMETSs
committee. For confidentiality reasons, only rough scores are presented here.

In addition, the participants chosen for this study were typical of Shanghai senior
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high school students. They were all native speakers of Chinese, with Standard
Mandarin as the official language and Shanghainese their dialect. All of them
were born between 1993 and 1995, and had received formal education in
mainland China for nine years in primary and junior middle school following the
same syllabus and curriculum standard when the program began. All of them
were admitted to the school through their academic performance in the Shanghai
Senior High School Matriculation Test. Furthermore, they came from families
with similar socioeconomic backgrounds: Most were single children whose
parents were factory workers; their family income was average for the city, which
should mean their respective families' investment in their education was about the
same; and none had studied or traveled abroad or had relatives or friends abroad.
Such homogeneity makes for considerable predictability in terms of students’

exposure to English.

Another potential variable that may impact students’ exposure to English is the
teacher design of the present study. The researcher was in charge of the
Complementary Reading group only, and the participants in the Free Reading
group and Control group were in the charge of the six other English teachers in
the same grade. When the EFL context makes for considerable predictability in
terms of students’ exposure to English out of class, different teachers would lead
to different amount of exposure to English mainly because of teaching method in
classroom. As introduced in Chapter 1, the Grammar-Translation Method is the
dominant English language teaching method in the Chinese context, which is
also the case for the present study. Using this method, English is taught in
Chinese. In this sense, the Grammar-Translation Method also promises

considerable predictability in terms of students’ exposure to English.

3.3 Instruments

The tests play a crucial role in the present study. Three precautionary steps were
taken to avoid the possible threats to the reliability and validity of the tests. In the
first step, measurements that were appropriate for the present study and that had
been used successfully in other studies were looked for. In the next step, some of
the instruments were piloted to check whether they fit the context of the present

study and were able to gather appropriate information to answer the research
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guestions. Results of the pilot study of the EPER Placement Test are reported in
Section 3.3.4. Finally, the reliability statistics of each test were calculated and

presented in subsequent sections.

The locally developed standardized tests were employed in this study. Another
test, the Edinburgh Project on Extensive Reading (EPER) Placement Test, was
also adopted, to provide an additional measure of the outcomes and bring an
international dimension to this study. The reason for the absence of TOEFL was
that it may not be appropriate for the present study. TOEFL evaluates the ability
of the students who wish to study at American universities. The participants in
the present study are high school freshmen, and they are going to pursue further
education in Chinese universities by NMET three years later. In this situation,
IELTS seems a more logical choice, as it is an international standardized test of
English language proficiency. The reason for excluding IELTS is the limited
research funding. The test fee of IELTS for test takers in mainland China is 1,500
yuan each time. The total cost for the ninety-nine participants taking IELTS twice
as pre- and post-tests will be 297,000 yuan, which is equal to about 48,000 US
dollars or 30,000 pounds. It is a sum of money that the present study cannot
afford. The absence of the internationally-accepted tests, i.e., TOEFL and IELTS,
does not threaten the reliability and validity of the present study. The locally
developed standardized tests are reliable, as evidenced by the reliability statistics
presented in subsequent sections. The EPER test serves as an internationally
accepted test. It has been employed in large-scale government-funded extensive
reading schemes such as the Hong Kong Extensive Reading Scheme (HKERS).
Both its reliability and validity have been internationally acknowledged (e.g.,
Ambatchew, 2003; Shillaw, 1999).

The first battery of tests employed in the present study comprised of four tests
locally developed by the school district where this extensive reading program
was implemented. The four tests served as the pre-, mid-, post- and delayed post-
tests in the present study to collect quantitative data, which described the
academic achievement of the participants in this study and their continued

academic development one year after the program ended.
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3.3.1 The pre-test

After being admitted into the sample school through their performance in the
Shanghai Senior High School Matriculation Test, the new students were required
take another set of tests before they began their study in the sample school. To
make the classes parallel, the sample school has a long tradition of stratifying
new students by pre-term tests. Every student admitted to this school is tested on
math, English, physics and chemistry. Then they are stratified into different
classes randomly by computer according to the following major criteria: their
total scores, their scores on individual subjects and their genders. The result of
stratification is to ensure that the new classes are parallel in terms of total scores,
individual subjects and genders. The pre-tests, which are also a stratification test,
were developed by the head of the teaching staff of the school district. The tests
were made available to all senior high schools in this school district. Whether
schools chose to use the tests or not was optional, but they had no input into the

development of the tests.

In the 2010/11 academic year, the sample school took in 297 new students, who
were stratified into eight classes. As planned, the pre-tests on mathematics,
English, physics and chemistry were administered in August 2010. The English
test was composed of six sections of 100 points in total: (1) grammar (10 points),
(2) cloze (30 points), (3) reading in the form of multiple choice (22 points), (4)
reading in the form of question and answer (8 points), (5) translation (10 points)
and (6) essay writing (20 points). Listening was absent from the pre-test. The

pre-test is attached in Appendix A.

In the grammar section, there were ten incomplete sentences for students to
complete by choosing the best answer from the four choices provided. In the
Cloze Section, students were required to fill in thirty blanks in two passages, and
for each blank there were four answers for them to choose from. In the first
Reading Comprehension Section, there were three reading passages, and the
students needed to answer eleven questions in the form of multiple choice based
on the passages, three to four questions for each passage. In the second Reading
Comprehension Section, students were required to answer four questions based

on one passage. Unlike the previous reading comprehension section in the form
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of multiple choices, this section required the students to find the answers in the
passage and answer the questions using their own words. Grammatical and
spelling mistakes would result in loss of marks. In the Translation Section, the
students were required to translate three Chinese sentences into English, with
three points for the first two sentences and four points for the third sentence.
Grammatical and spelling mistakes would also result in loss of marks. In the
Writing Section, the students were required to write a composition of 100 to 120

words on a given topic.

The pre-test was marked by six teaching staff of the sample school; each staff
member was in charge of a separate section. Every section was marked once. The
reliability statistics of the pre-test presented in Table 3.3 below was calculated
based on the test result of the sample school instead of the whole school district.
Each school worked on its own to mark the test papers because the use of the
tests was optional; because of this the scores of other schools were not available
for use in the present study. The markers recorded the score of each subsection
instead of the scores on individual items to calculate the total score of each
student. In light of this, the reliability statistics of the pre-test was calculated on
the basis of the scores of each subsection and the total scores instead of the
scores on individual items. There were six subsections in the pre-test. Thus as
shown in Table 3.3 below the number of items involved in calculating the
reliability of the whole pre-test was seven, i.e., six subsections plus one total

score.

Based on these seven items, the reliability of the pre-test was calculated by
Cronbach’s Alpha Test using SPSS 17.0. The result was that the overall
reliability of the pre-test was 0.76. Given that the reliability of the National
Matriculation English Test in 2010 was 0.947 (Han, 2010) and the reliability of
the College English Test Band 4 (CET 4) and Band 6 (CET 6) is around 0.90
(Zhang, 2010), the reliability of the pre-test is moderately high. Conventionally,
if the reliability of a test is higher than 0.70, the test result is valid for comparison
between groups; if the reliability of a test is higher than 0.90, the test result is
valid for comparison between individuals (Zhang, 2010). In the present study, the

reliability of the pre-test was 0.76, which met the requirement for comparison
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between groups.

Table 3. 3 Reliability statistics of the pre-test
Reliability Statistics
Cronbach’s Alpha Cronbach’s Alpha Based on Standardized Items N of Items
0.72 0.76 7

3.3.2 The mid-test

A similar test, the first final term test, served as the mid-test at the end of the first
academic term, i.e., halfway through the present extensive reading program. It
was a large-scale standardized test developed by the Test Bureau of the school
district. In Shanghai it is a tradition that every school district develops and
administers a large-scale standardized test at the end of each academic term to
monitor every school’s academic performance. Every school in this school

district, public or private, is required to take the test.

The mid-test was administered in mid-January, 2011. It was divided into the
following sections: (1) listening comprehension (20 points), (2) grammar (20
points), (3) vocabulary (9 points), (4) cloze (10 points), (5) reading
comprehension (16 points), (6) translation (15 points) and (8) essay writing (10
points). The mid-test is attached in Appendix B. About 2000 senior one students
in this school district took this test. To ensure the quality of marking, individual
schools did not work on their own to mark the test papers. Instead, the teachers
from different schools in this school district cooperated to mark the test papers
under the supervision of the head of the teaching staff. The marking procedures

were as follows.

1. After the test ended, the test papers were collected by the officer of
academic affairs in each school, and then were sent to the test center of the
school district. A technical team scanned all the papers collected from every
school to the central computer.

2. The multiple-choice parts were marked by the marking machine twice.

3. To mark the translation and writing sections, on a certain date all the senior
high school English teachers in this school district gathered to mark the
papers. The teachers were divided into several groups randomly. Each group

was in charge of one part. For example, two teachers were in charge of
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Sentence One in the translation part. Apart from the teachers in charge of
translation, other teachers were in charge of the compositions.

Every teacher sat in front of their own computers, and the central computer
randomly distributed test papers to them. Only the part to be marked was
visible to the markers. The compositions were presented to the markers in
charge of compositions only. For example, the composition markers had
access to their own parts, compositions, only. The other parts of the papers,
translation and the names of the students and which schools they came from,
were invisible to them. They were unable to choose which paper to mark,
and could not see how the students did in other parts, either.

Having read the students’ compositions and made a decision on the marks,
the markers inserted the marks into the computer. The central computer
recorded the marks that every student got, and calculated their total marks
automatically.

To ensure a reasonable rater reliability of marking translation and
composition, the head of the teaching staff supervised the whole marking
process and made a series of guidelines. In marking the translation section,
the primary principle was that a grammar mistake costs one point and a
spelling mistake half a point. Other minor issues that emerged in the course
of marking the paper were discussed among makers and agreement was
made before the final decisions on the marks were made. For example, it
was noted that some students did not use the key words or phrases given in
the brackets. The decision was one point was deducted because of the no
use of the given words and phrases even if the translation was completely
grammatically and lexically correct. A further action taken to ensure the
reliability of marking translation was that each sentence was marked twice
by two different markers. An error rate of one point was set by the head and
was agreed by all the markers. If the first marker rated a sentence 2 and the
second marker scored it 3, the error was one. In this situation the error was
with the acceptable error rate, and thus no further action would be taken.
Accordingly, the students gained 2.5 points for this sentence, the average of
the two marks. If the two makers disagreed with each other on a sentence,
and their disagreement exceeded one point, the controversial sentence

would be presented to a third marker. In this situation, the final mark of the
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sentence would be the average of the three.

The steps taken to ensure the reliability of marking compositions were
approximately the same as those in marking translations. In this calibration
session, the first step was to randomly select three samples from the test papers
to be marked by the head of the teaching staff. The three samples were
photocopied and distributed to each marker. All the markers in the first place read
the three samples and made their own judgment. Afterwards, they reported their
marks and discussed with each other to work out common standards for marking.
After the common standards were worked out, the next step taken by the head of
the teaching staff to ensure the reliability of marking was to set an error rate.
Given that the total mark of a composition was ten, the acceptable error was set
as two points. One composition must be marked by two markers. If the first
marker rated it 5 and the second marker scored it 6, the error was one. The error
was within the acceptable error rate, and no further action was needed.
Accordingly the student gained 5.5 points for the composition, the average of the
two marks. The situation described above was 97% of the cases. In the remaining
3% of the cases, the two markers disagreed with each other, and their
disagreement exceeded two points. In this situation, the controversial
composition would be presented to the third marker. The third marker rated it for
the third time. He or she could agree with either side, or made his or her own
decision. If the third decision was within the acceptable error rate with the
previous two, the points for the composition would be the average of the three.

There was no case in which the three markers disagreed with each other.

The reliability statistics of the mid-test presented in Table 3.4 below was
calculated based on the test results of the sample school. The number of items
involved in calculating the reliability of the whole mid-test was eight, i.e., seven
subsections plus one total score. Based on these eight items, the reliability of the

whole test was 0.82.

Table 3. 4 Reliability statistics of the mid-test

Reliability Statistics

Cronbach’s Alpha Cronbach’s Alpha Based on Standardized Items N of Items
0.75 0.82 8
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3.3.3 The post-test

The second final-term test functioned as the post-test at the end of the academic
year, also the end of this program. It was identical with the mid-test both in form
(see Appendix C) and marking procedures®. The reliability statistics of the
post-test presented in Table 3.5 below was calculated based on the test results of
the whole school district with 1979 test takers. Unlike that in the pre- and
mid-test, the number of items involved in calculating the reliability of the whole
post-test was eighty-one, i.e., seventy-five multiple choices, five translations plus
one composition. Based on the eighty-one items, the reliability of the post-test
was 0.90.

Table 3. 5 Reliability statistics of the post-test
Reliability Statistics

Cronbach's Alpha Cronbach's Alpha Based on Standardized Items N of Items
0.90 0.90 81

3.3.4 The delayed post-test

The final-term test at the end of the second academic year, which was
administered one year after the program ended, served as the delayed post-test.
Similar to the mid- and post-tests, the delayed post-test was a large-scale
standardized test developed by the Test Bureau of the Shanghai school district®,
It was similar to the mid- and post-tests both in form and marking procedures. It
was divided into the following seven sections: (1) listening comprehension (30
points), (2) grammar (16 points), (3) vocabulary (9 points), (4) cloze (15 points),
(5) reading comprehension (35 points), (6) translation (20 points) and (7) essay
writing (25 points).

A notable difference between the delayed post-test and the mid- and post-tests
was that the total score of the delayed test was 150 while that of the mid- and
post-tests was 100. The explanation for this difference is that the delayed
post-test was identical with the NMET (Shanghai Version) (see Section 1.4 for a
more detailed discussion of the NMET (Shanghai \ersion). It is a common

82 The essays in the post-test were rated by the same group of markers in the mid-test.
% The delayed post-test is not attached in the appendix, because the researcher is not authorized
to release the test paper.
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practice that in Shanghai the large-scale standardized English tests strictly follow
the NMET (Shanghai Version) from the second academic year, which confirms

the prominence of the NMET in mainland China from a different perspective.

There was also a difference between the delayed post-test and the mid- and
post-tests in terms of marking procedures®. When marking the essays in the mid-
and post-tests, the markers gave a total score for the whole piece of writing
without giving further information on sub-components of the essay, such as
language quality and organization. In the delayed post-test, the total score of the
writing section was twenty-five points, which allows for a more finely-calibrated
grading system than the holistic ten-point system used in the mid- and post-tests.
The markers were requested to rate the essays in terms of content, language
quality and organization. This meant that the markers gave three sets of scores
when rating the essays: ten points for content, ten points for language quality and
five points for text organization. The three scores yielded a total possible score of

twenty-five points.

3.3.5 The EPER Placement Test

Another test selected for collecting quantitative data was a standardized
international test developed by the Edinburgh Project on Extensive Reading
(EPER) of the Institute of Applied Language Studies of the University of
Edinburgh®™. As specified in the booklet of EPER Placement Test, the EPER
Placement Test is used to indicate a student’s entry level into an extensive
reading program.

The eight levels set by EPER are Levels G, F, E, D, C, B, A and X, from low to
high respectively. These eight EPER levels can be matched with either
vocabulary levels, student levels or exam levels as shown in Table 3.6 below (for
more detailed matching information, please refer to Hill, 2008). For vocabulary

levels, Table 3.6 suggests that a student who reaches a particular EPER level

8 The essays in the delayed post-test were rated by the same group of markers in the mid- and
post-tests.

% The EPER Placement Test B is not attached in the appendix, because the researcher is not
authorized to release the test paper.
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should be able to read fictions written by the corresponding vocabulary level
fluently, not the capacity to read with the help of a dictionary. For student levels,
Table 3.6 suggests that the overall English language proficiency of a student who
reaches a particular EPER level should be approximately equivalent to a matched
student level, for example, elementary or intermediate. For exam levels, Table
3.6 shows that a student who reaches a particular EPER level should be able to
obtain the corresponding score in those exams. In the present study, we match the
participants’ EPER levels to vocabulary level, i.e., at which vocabulary level the
participants should be able to read comfortably, for the purpose of locating
appropriate reading materials for the participants in the present study. In
subsequent presentation and interpretation of the EPER test results, students’
EPER levels are interpreted as their ability to read comfortably at a certain
vocabulary level (see Section 4.4 for detailed discussion). One more note to
make here is that the number of words for the EPER levels refers to headwords

(see Section 3.4 for the discussion of the concept of headword).

Table 3. 6 Matching EPER levels with vocabulary levels, student levels and exam levels

EPER Levels Average vocabulary Student level IELTS TOEFL TOEIC

G 300 Elementary | / / /

F 500 Elementary Il / 350 150
E 800 Intermediate | / 400 300
D 1,200 Intermediate 11 4.5 450 450
C 1,600 Intermediate 111 5.0 480 530
B 1,900 Upper 1 55 520 650
A 2,200 Upper Il 6.0 550 730
X 3,000 Upper 1111 6..5 580 /

(adapted from Hill, 2008, p.199)

In terms of test format, the EPER test is a cloze test where a series of twelve
reading passages are arranged in order of increasing difficulty. Each passage has
from ten to thirteen words taken away and the test takers are required to read the
passage and restore the missing words. For each of the blank there could be more
than one correct answer. Such a task is largely bottom up and emphasizes careful
passive decoding and local comprehension at the micro linguistic level
(Ambatchew, 2003).

The total number of items is 144 and the duration of the test is 60 minutes. On

the first page, clear instructions about the test are provided. There is also an

101



example of a passage with five words missing and then the answers are given. A
wrong answer is also explained because the test taker is required to fill in the
blanks with only one word and the wrong answer is composed of two words.

Even if it makes sense it is wrong.

For Example,
Passage
“What are the two dogs doing in .. .. road?” said Mary.

“They .. . fighting,” replied David. “Can .. .. hear them,

Mary?”
“Yes, | can .. .. them easily but I want to .. .. them also.”
Answers:
1 the
2 are
3 you
4 hear
5 see

In ‘look at” is wrong because you must fill each blank with only ONE word.

There are five versions of the EPER Placement Tests. Test B was employed in
this study because it is the most reliable among all the versions (D. Hill, personal
communication, April, 2009). The only possible shortcoming could be that the
test and its content may not fit with the Chinese context, so it had to be piloted
and validated. To ensure that this test was compatible with the Chinese context,
the EPER Placement Test B was piloted with 321 senior one students in the

sample school in December 2009. The results are presented in Table 3.7 below:

Table 3. 7 Results of piloted EPER Placement Test B in 2009

EPER level A B C D E F G Total
Headword 2200 1900 1600 1200 800 500 300 /
No. 7 89 148 61 10 4 2 321

As can be seen from the results, the EPER Placement Test is capable of drawing
out the range of reading abilities of Chinese students. The reading ability of the

students ranged from reading at 3000 headwords level to reading at 500
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headwords level. The scale is capable of successfully distinguishing the EPER
levels of the various students. Consequently, the test was considered suitable to

apply to the Chinese context.

3.4 Reading materials

After the groups had been established, the next step was to locate appropriate
reading materials for the participants. Selection of extensive reading materials
was based on the following two criteria: (1) readers’ linguistic competence, and

(2) readers’ needs and interest, namely the suitability of content.

Regarding the readers’ linguistic competence, the EPER Placement Test B was
administered in December, 2009 in the sample school to the senior one students
as a pilot study (see Section 3.3 for introduction of this pilot study), and
re-administered in September 2010 to all the newly-admitted senior one students
to investigate the participants’ linguistic competence and their entry level to this
program. According to the test results presented in Table 3.8 below, the vast
majority of the students, i.e., 95.01% in 2009 and 93.54% in 2010, in the sample
school were able to read at the 1200 headwords level.

Headwords noted above refer to word families. In vocabulary studies, articles,
propositions, pronouns, conjunctions, auxiliaries, etc, are often referred to as
function words, whereas nouns, verbs, adjectives and adverbs are known as
content words (Read, 2000). Function words are also referred to as closed word
classes, because these word classes can hardly have new members. For example,
new articles, proposition, pronouns, conjunctions, auxiliaries have not been
coined, although some of them change their spellings over long periods of time.
In comparison, content words are called open word classes, because new words
have been created with the development of science and technology, such as
corpus and Internet. In addition to its openness to new members, another
characteristic of content words is that content words appear in a variety of forms.
For example, there is laugh, but there are also laughs, laughed, and laughing;
similarly, there are happy, and also happiness and happily. The two examples
show that base words may not only take inflectional endings but also have a

variety of derived forms. Despite the inflectional endings and deviations, such a

103



set of words share an underlying meaning, and thus known as a word family
(Bauer & Nation, 1993). The Oxford Bookworm employed the concept
“headword” in this series. Readers are supposed to know laugh, as well as laughs,
laughed and laughing; similarly, readers are supposed to know happy, as well as

happiness and happily. This concept also applies to the EPER Placement Test.

Table 3. 8 EPER levels of Senior One students in the sample school in 2009/10

EPER Level X A B C D E F G Total
Headword 3000 2200 1900 1600 1200 800 500 300 /
2009 Number / 7 89 148 61 10 4 2 321
% / 2.18 27.73 46.11  19.00 3.12 1.25 0.62 100.00
2010 Number 3 15 69 121 67 16 3 / 294
% 1.02 5.10 2347 4116 22.79 5.44 1.02 / 100.00

Regarding the suitability of content of the reading material, the researcher read
through all the major International series available in the EPER database,
including the Black Cat series, the Cambridge series, the Heinemann series, the
Longman series, the Macmillan series, the Oxford series and the Penguin series,
to locate appropriate graded readers for the participants in the present study. It
was decided that the Oxford Bookworm (OBW) series would be used in the
present study after the researcher’s reading across different series.

There are three reasons why the OBW was chosen. The first reason is that the
OBW series is praised as the most consistent of all series in terms of language
control, length, and quality of storytelling by Hill (2008) compared with other
series which have titles of very uneven quality. The second reason is that the
OBW series is familiar to the students in mainland China since it is one of the
earliest graded reader series available in mainland China. Thirdly, the Oxford
University Press had a branch in Hong Kong. The books were easily

transportable to mainland China from Hong Kong.

The OBW series has 235 titles which are distributed to seven levels of difficulty:
Starter (Level 0) (250 headwords), Level 1 (400 headwords), Level 2 (700
headwords), Level 3 (1000 headwords), Level 4 (1400 headwords), Level 5
(1800 headwords) and Level 6 (2500 headwords). The distribution of the 235
titles to the seven levels is approximately equal, with 25 titles at Starter, 41 titles
at Level 1, 47 titles at Level 2, 43 titles at Level 3, 39 titles at Level 4, 21 titles at
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Level 5 and 19 titles at Level 6. According to the pre-EPER test result, the vast
majority of the senior-one students in the sample school are able to read
comfortably at 1200 headword level, corresponding to Level 2 and Level 3 in the
OBW series. In terms of the readers’ needs and interest, the 235 titles in the
OBW series are distributed to nine genres, with 36 Classics, 24 Crime & Mystery,
24 Factfile, 31 Fantasy and Horror, 44 Human Interest, 10 Playscripts, 36
Thriller and Adventure, 18 True Stories and 12 World Stories. This variety of
genres and topics were expected to cater for students’ diversified needs.
Eventually, all the 235 titles in this series were read through by the researcher to
ensure that they were linguistic and content appropriate for the participants in the

present study.

3.5 Control of extraneous variables

Before the new term began, it was arranged that the researcher would be
appointed as the English teacher for Class 5. Six other English teachers would
teach the other seven classes, and one of them would teach two classes and the
other five would teach one class each. Class 5 was then designated the
Complementary Reading group, and students selected from the other seven
classes formed the Free Reading group and the Control group. The stratification
of students on the following characteristics was done to control some possible
confounding factors. As explained above, the homogenous background and
school schedules of the subjects mean that extraneous variables are not
particularly difficult to control.

In previous studies, researchers have shown their concern to a variety of
extraneous variables that might influence the results of extensive reading. The
extraneous variables noted in the literature included: teaching methods, teachers,
textbooks, teaching and learning facility, class time schedule, experimental
mortality, loss of subject, individual students’ social background, intelligence and
enthusiasm, interest, anxiety and motivation in learning English (Campbell &
Stanley, 1966; Tan, 1998).

In the present study, the primary concern was the participants’ previous English

language proficiency. Ideally, the participants’ English language proficiency in
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these three groups should be approximately the same at the beginning of the
treatments. A great discrepancy of the participants’ English language proficiency
among the three groups will make it difficult to judge whether the differences in
the mean scores are caused by the previous discrepancy or by the treatments.
Therefore the participants were first stratified on the basis of their performance
on the pre-test. As shown in Table 3.9 below, the stratification result was that the
participants in the three groups had approximately equal English language
proficiency at the beginning of the program with all of the three groups scoring
53.12 in the pre-test.

Table 3. 9 Descriptive statistics and results of ANOVA from the pre-test

Sections (Total score)  Group N Mean SD F Sig.
CR 33 3.61 1.20

Grammar (10) FR 33 3.97 0.95 0.94 0.39
CG 33 3.91 1.28
CR 33 14.18 2.51

Cloze (30) FR 33 13.52 2.59 0.78 0.46
CG 33 13.39 3.16
CR 33 12.48 2.65

Reading 1(22) FR 33 12.54 3.40 0.47 0.63
CG 33 11.82 3.98
CR 33 5.24 1.56

Reading 2 (8) FR 33 5.18 1.57 0.16 0.86
CG 33 5.39 1.64
CR 33 7.03 1.59

Translation (10) FR 33 6.64 1.65 0.66 0.52
CG 33 6.61 1.78
CR 33 11.06 2.08

Writing (20) FR 33 11.30 2.07 0.23 0.80
CG 33 11.39 2.05
CR 33 53.12 5.45

Total (100) FR 33 53.12 4.88 0.00 1.00
CG 33 53.12 6.16

* The mean difference is significant at the 0.05 level.

*The results of Levene tests show there is no deviation from homogeneity of variance.

Note: Reading 1 was in the form of multiple choice and Reading 2 was short questions and
answers.

Given that the pre-test was developed and confined within a school district only,
the students’ total scores obtained in the Shanghai Senior High School
Matriculation Test (SSHMT) were examined. The results are presented in Table
3.10 below.
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Table 3. 10 Descriptive statistics of the SSHMT scores of the three groups

Group N Mean SD Minimum Maximum
CR 33 570.15 7.37 554.50 586.50
FR 33 570.26 7.36 554.00 579.50
CG 33 570.88 8.71 554.00 588.50

Total 99 570.43 7.77 554.00 588.50

As shown in Table 3.11 below, there was no statistically significant difference
between each group, which meant that the three groups were comparable in
terms of both the English language proficiency and overall learning ability. It
also confirmed that the pre-test was valid and reliable, and the three groups

established on the basis of the pre-test were comparable.

Table 3. 11 The results of multiple comparisons of the SSHMT scores by Fisher’s LSD Test
Dependent Mean Difference

Variable (1) Group (J) Group (1-0) Std. Error Sig.
CR FR -0.11 1.93 0.96

CG -0.73 1.93 0.71

SSHMT FR CR 0.11 1.93 0.96
Score CG -0.62 1.93 0.75
cG CR 0.73 1.93 0.71

R 0.62 1.93 0.75

*The mean difference is significant at the 0.05 level.
*The results of Levene tests show there is no deviation from homogeneity of variance.

The second concern was gender. It was pointed out by previous researchers that
females might be better at language learning than males (Ellis, 1994; Nyikos,
1990). A number of studies show that females have more positive attitudes to
learning a second language (L2) than males (Bacon & Finnemann, 1992; Spolsky,
1989). Therefore the three groups were made to comprise exactly the same
number of female and male students to minimize the influence of the gender

variable, as shown in Table 3.12 below.

Table 3. 12 Genders of the participants in the three groups

Group Female Students Male Students Total
CR 23 10 33
FR 23 10 33
CG 23 10 33

The third concern was the amount of time the participants spent on English
language learning. Time was a crucial factor in the present study. Conditions

being similar, the participants who spent more time studying English were more
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likely to make bigger progress than those who did less time. In the sample school,
the students in different classes adhered to the same curriculum standards and
timetable. Every week there were five sessions of forty minutes for in-class
teaching. On the surface, there was no doubt that the participants spend
approximately the same amount of time studying English. However, it was still

possible that different teachers would assign different amount of homework.

The third concern thus gave rise to the fourth concern: the teachers. The teacher
variable was one of the most important extraneous variables in the present study.
Other conditions being equal, different teachers will produce different teaching
results. The first factor that matters is the teaching style and personality of the
teacher. Some teachers are able to maintain students’ interest until the end of a
class, while some others will induce sleep. The second factor that matters was the
teachers’ teaching experience. Teachers with longer teaching experience tend to
gain better understanding of teaching and students, and tend to be better at
classroom management. The problem was that it was difficult to quantify how
experienced a teacher was. A teacher’s working year may be a direct scale to
quantify his or her teaching experience. The researcher had three years’ teaching
experience before the present study began. The average teaching experience of
the other six teachers in the same grade, was 7.5 years, 250% longer than that of
the researcher. Individually, the most senior teacher had 23 years’ teaching
experience, and the youngest four years. The calculation and comparison of
teaching experience suggests that the researcher in charge of the Complementary
Group was weaker than her colleagues in terms of working experience. It is
reasonable to say that if extensive reading produces better results than others, it
cannot be credited to the researcher’s advantage in teaching experience; on the
contrary, she was weaker in this aspect.

In addition to the analysis, a further step to minimize the influence of the third
and fourth extraneous variables was that the Free Reading group and the Control
Group were made to comprise students from every other seven classes instead of
a single one, and the composition of the Free Reading group and the Control
Group were exactly the same in terms of numbers of students from different

classes as illustrated in Table 3.1 in Section 3. 2.
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Eventually the final sample consisted of 99 students with approximately equal
beginning English language proficiency, 33 in the Complementary Reading
group, 33 in the Free Reading group and 33 in the Control Group. Among the 33
students in each group, 23 were girls and 10 were boys. The complementary
reading participants were in the same class, and the other 66 participants were
from the other seven classes.

3.6 Treatments

Efforts have been made to minimize the effects of the possible extraneous
variable. The crucial difference between the three groups was the treatments. The
Control group adhered to the standard syllabus and curriculum, and in the two
experimental groups, a new extensive reading component was integrated, which is

detailed in this section.

As discussed in Chapter 2, there are different ways to define extensive reading.
The three major trends in defining extensive reading are: extensive reading as a
reading style, extensive reading as an input medium and extensive reading as a
teaching approach (Irvine, 2006). The two treatments adopted in the present
study reflect the latter two: extensive reading as an input medium and a teaching
approach. The first treatment was the free reading treatment, and the latter was

the complementary reading treatment.

The reason for setting two experimental treatments was that although extensive
reading is now widely accepted as an effective way to improve learners’
language proficiency, there is less agreement on the best way of implementing it
in the classroom. Administering two different treatments to two experimental
groups investigates how extensive reading can be more effectively implemented

in this context.

3.6.1 The Free Reading Treatment

Because the free reading participants came from different classes in the same
grade, they adhered to the normal curriculum in class and did homework assigned
by their respective class English teachers after school. In class, this group of

participants was explicitly taught their regular textbook, Oxford English for Senior
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High School, in class by their class English teachers. Out of class, they read the
graded readers when they had time for reading, and were encouraged to read as
much as they could. They were advised to keep borrowing books every week,
and submit book reports when they returned the books. There was no class time
devoted to free reading treatment. The researcher supervised the free reading
participants mainly through reading, marking their book reports and checking
their borrowing records. If a free reading participant was considered to read less
or to be less diligent than their peers, the researcher would have a private talk
with the participant, trying to find out why he/she read less or if he/she had met
any difficulty that prevented him/her from reading more. The researcher had
been trying to encourage them to read more, and helped them in every possible

aspect although she was not their class English teacher.

3.6.2 The Complementary Reading Treatment

The teaching of the textbook, Oxford English for Senior High School, was a core
component in the standard curriculum, the absence of which was strictly
prohibited. The same as the Free Reading participants, the Complementary
Reading participants were explicitly taught their regular textbook Oxford English
for Senior High School by their English teacher, (also the present author).

In addition to this similarity, the core difference between the two experimental
groups was that extensive reading was a medium of extracurricular input for the
Free Reading group while it was integrated into the English curriculum for the
Complementary Reading group (CR). The Complementary Reading group shared
their reading via in-class discussion and part of the class time was devoted to
in-class discussion. To provide a basis for in-class discussion, each title at the
same level was marked with a number. For instance, there were 41 titles at Level
1. On Monday, student No.1 read book No.1 and student No. 2 read book No. 2.
On Tuesday, student No. 1 read book No. 2, and student No. 2 read book No. 3,
and so on. They did not need to approach the book corner; instead, they
exchanged their books day by day. For example, student No.1 passed his/her
book to student No. 2, and received a book from student No. 33. The name list of
the whole class was posted on the wall, so the complementary reading

participants knew to whom they pass the books and from whom they received
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books. When the Complementary Reading participants moved to Level 3 and
Level 4, which required more days to finish, they did not exchange books day by

day but exchanged books after they finished reading them.

The Complementary Reading treatment distinguished itself from the procedures
of extensive reading implementation proposed by Day and Bamford (1998) in the
following important aspects. Firstly, the Complementary Reading treatment
allocated no time for in-class reading. The reading was done out of class, before
each session began. The complementary reading participants were required to
read around 5,000 words per day, which meant they finished reading a Level 1
book in one day, a Level 2 book in one day, a Level 3 book in two days and a
Level 4 book in three days. Secondly, the participants were not able to choose
what they wanted to read. Thirdly, they were requested to finish reading what
was allocated to them and wrote up a brief summary of the content.

There were five sessions of forty minutes for English every week. Before the
books arrived, i.e., the official start of the program, five to ten minutes was
devoted to issues related to the present study in two to three sessions every week.
It included the contrast between the traditional Grammar-Translation Method and
extensive reading, introduction of the benefits of extensive reading, introduction
of the books and program, training of necessary strategies and skills for extensive
reading, demonstration of how to arrange in-class discussion and question and
answers to other issues related. This training before the official start of the
present study smoothed the transition from the traditional teaching method to a

complementary of extensive reading and normal classroom teaching.

After the official start of the program, the frequency of in-class discussion was
two or three times a week with ten minutes devoted to discussion each time. If the
discussion was heated, the researcher would not interrupt, but let the discussion
proceed. In-class discussion was student-oriented and focused on a commonly
read story. Every student took turns to arrange and lead the discussion with the
student on duty responsible for reporting to the whole class and the researcher
about what he or she had read and then organizing the discussion. Since the

students were not very good at oral English, students were allowed speak in

111



Chinese so they could be actively involved without worrying about their oral
English proficiency.

At the very beginning, the organizer appeared to be too much of a reporter and
volunteer therefore few of the classmates were willing to join the discussion. The
first reason was that they had not read the book being reported and discussed.
The second reason was that they were not used to this form of classroom
teaching as they were used to the teacher talking all through the class. In this
situation the researcher played an active role in the discussion, asking or
answering some questions to push the discussion. She cooperated with the
organizer to show the whole class how the discussion could go on. About one
month later, the discussion began to go on well. That was because the
complementary reading participants had almost finished reading Level 1 in the
past month, which served as a basis for mutual discussion. The second reason
was that the researcher had showed them a practical model of discussion. The
third reason was probably that they would feel relaxed to express themselves and

share what they thought about the books and stories with their peers.

Reading served as a stimulus to discussion. Sometimes the complementary
reading participants managed to organize the discussion on their own. In this
situation, the discussion was centered on the following topics: (1) the authors,
especially the writers well-known to the Chinese, such as Charles Dickens, Sir
Conan Doyle and William Shakespeare, etc; (2) some masterpieces which are
also well-known to the Chinese, such as Aladdin and the Enchanted Lamp and
Robinson Crusoe, etc; (3) some titles which have been adapted into films and
dramas, such as Titanic, The Phantom of the Opera and Hamlet, etc; and (4)
some countries and regions introduced in Factfiles, such as Scotland, Australia,
New Zealand and the USA.

Sometimes, the complementary reading participants raised questions about the
background knowledge regarding the author and his/her writing background,
major events in a book, foreign governments and educational systems, foreign
customs and so on. To answer some of the questions, the researcher talked about

the topic explicitly in class. For instance, some students did not understand why
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the United Kingdom and France were deadly enemies when they were reading A
Tale of Two Cities (Level 4). The researcher made careful preparation and
delivered a mini lecture on the relationship between the United Kingdom and
France in history, which was well-received by students. To some of the questions,
the researcher recommended some books for students to read. For example, some
students admired Nelson Mandela greatly, but they could not imagine how hard it
was to liberate South Africa and abolish apartheid. The researcher recommended
that they read Land of My Childhood (Level 4) and Martin Luther King (Level 3)
in the same series to find out how the black people in Africa worked and lived
under apartheid, how the black people in America have been fighting against
racial discrimination, and how great the two leaders were to make everyone
equal. This kind of engagement shown by students is an important aspect of
extensive reading and in under-reported in the literature. The discussion broadens
students” knowledge of the world and may be seen as the first step in reading
across the curriculum. There is also an element of moral training introduced, e.g.
the discussion of Mandela. Thus discussions should be part of pedagogy and not
just used for research. The empirical research framework permits this blending of
teaching and research.

3.6.3 English language teaching in the Control group

The traditional Grammar Translation Method was employed for the control group.
This group of participants was explicitly taught their regular textbook, Oxford
English for Senior High School, in class by their class English teachers. They did
not read extensively and instead adhered to the normal syllabus and teaching
content, with their performance on the instruments serving the purpose of

comparison and contrast with the two experimental groups.

There were no special additional reading materials for the control group. The only
reading resource available to them was their regular textbook. In each textbook
twelve articles ranging from 300 to 500 words are arranged into six units, with two
articles in each unit. The teaching of the twelve articles lasts the academic term,

around eighteen teaching weeks.
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3.6.4 Monitoring

As has been described above, the complementary reading treatment was an
outside-class pleasure reading plus inside-class reading community and the role
of the researcher was mainly as group member and counselor. However, as a
teacher, it was very important for her to monitor the participants’ learning
progress and to get feedback from the participants so as to help them to solve
some problems and adjust to the program. In the traditional teaching pattern, this
role was played mainly through class instruction, question-and-answer type of
exercises and tests. Given that there were no follow-up tests in the experimental
groups, the following complementary measures were adopted by the researcher
to monitor the participants’ reading activities and helped to solve the participants’

problems.

1. Mark the participants’ reports. Having read a book, the participants in both
experimental groups were required to write a brief book report about 80-150
words in English. There was no restriction on the content of the report. It
might be comments on the theme, the characters, the plots or anything the
students felt worth writing.

2. Nearly every day, the researcher had informal talks with the complementary
reading participants, trying to identify their reading problems. Due to the
full school timetable, the researcher and the complementary reading
participants usually talked with each other using the 10-minute break
between each session or the 30-minute lunch break. If the researcher
identified that some complementary reading participants lagged behind or
had some special problems, she would have a private talk with them to offer
help and encouragement. At different stages, nearly all complementary
reading participants lagged behind and for different reasons. In the first
stage the complementary reading participants with relatively lower English
language proficiency than their peers showed reluctance and little
confidence. They received encouragement and individual instruction on
extensive reading from the researcher. In the second phase, some
complementary reading participants felt that they did not make as much
progress as they had expected from extensive reading. They were losing

interest and motivation. The researcher identified their progress both from
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their daily study and extensive reading, helping them keep up with other
classmates. More than one third of the complementary participants
experienced this problem. In order to ensure the program moved along
smoothly, the researcher picked up four sentences of each student’s book
reports, two from the earliest ones, and two from the most recent ones. The
two groups of sentences were put together and shown to the whole group in
class. By doing this, the complementary reading participants identified their
progress both in their reading and writing, and regained confidence and
motivation. In the last phase, when the final-term test was approaching,
nearly all the complementary reading participants complained about
overload of homework. Most of them still could not finish homework until
mid-night. In this situation the researcher cut down the daily reading amount,

allowing them more time for their examination preparation.

The monitoring of the free reading participants was more difficult. The free
reading participants were not in the researcher’s class so the researcher’s
authority and influence on them was understandably less. To talk with the free
reading participants in order to encourage them to keep reading and collect their
feedback on the program, the researcher needed to talk with their English teacher
and class teacher first and then found a suitable time. The talk could not last very
long because a long talk would either delay the participants for the subsequent
teaching session or their going back home after school. Fortunately, the free
reading participants were very considerate. The talk with them was always

enjoyable and constructive.

3.6.5 Summary

To summarize, different conditions for English language teaching and learning
were created in the three groups as shown in Table 3.13 below:

The different conditions for the three groups are summarized below:

The Complementary Reading group: The teaching of the regular textbook,
Oxford English for Senior High School, was a core component in the standard
curriculum, the absence of which was strictly prohibited. This group of
participants was explicitly taught their regular textbook by their English teacher,

(also the researcher). However, they did not do any additional
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grammar-translation homework after school; instead, extensive reading was their
daily homework which was complementary to the classroom teaching, and they
read around 5,000 words every day after school.

The Free Reading group: This group of participants was explicitly taught their
regular textbook in class by their class English teachers. They did their
grammar-translation exercises after school and read out of class only when they
had time without specific amount of reading required.

The Control group: This group of participants was explicitly taught their regular
textbook in class by their class English teachers. They did grammar-translation
exercises after school and did not read extensively. They were taught using
typical grammar-translation methodology, and were not exposed to English in

their schooling outside of their textbooks.

Table 3. 13 Summary of the treatments in the three groups

Control group FR group CR group
In-class learning Standard curriculum with the regular textbook Standard curriculum with the
activities Oxford English for Senior High School regular  textbook  Oxford
English for Senior High
School + 10-minute
discussions
Out-of-class learning Grammar translation Grammar translation Complementary extensive
activities/homework exercises exercises reading of about 5,000 words
+ free extensive per day
reading

3.7 Challenges in implementation

Extensive Reading has a low profile in mainland China because it is a new
approach, especially for Chinese students and teachers. Extensive Reading is
significantly different from the traditional approaches they are used to or trained
in, and thus there are often challenges in implementing extensive reading in this
specific context. The challenges that hindered successful practice of extensive
reading observed in this program included: reluctant readers, the change of the
role of the teachers, the change of the classroom culture, and students’ academic

pressure from the Chinese context.

Reluctant readers
In Takase’s (2007b) study (see Section 2.5.3), readers who are not interested in

reading is the third biggest concern shared by the extensive reading practitioners.
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There is a wide range of factors which may account for the students’ reluctance
to read in English. The first factor may be students’ low confidence in English
language reading. Reading in English is for them a passive and frightening
activity associated with countless unknown words, complex sentence structure
and old-fashioned topics before they actually read the first book. The strategies
and skills are needed to be cultivated, because they are not automatically
concurrent with piles of books or a class library. Moreover, the 1990s rapidly
spawned a generation whose free time was filled with video games, comics and
cartoons. Any of these colorful visual images are more appealing than black and
white books. Even if they are convinced that reading is pleasurable, their main
“pleasure” is usually in answering the researcher’s or teacher’s comprehension

questions.

The washback effect of the NMET is another factor contributing to the students’
reluctance. In the NMET, the reading comprehension section is composed of
three to four short passages with 300 to 500 words (see Section 1.4 for detailed
introduction of the NMET; see Cheng, 2008; Cheng & Qi; Li, 1990; Qi, 2005,
for its prominence for in the Chinese educational system). Maxim (2002)
reported that it was likely that students equated reading in English with reading
short passages, which naturally kept them away from book-length reading, nor
did they have any intention to approach such a mysterious task. Maxim’s report
matches our experience that some students were not certain whether their time
and effort on reading was cost effective, i.e., whether reading would bring them
rewards in standardized English exams. Even after the students have begun their
reading, further problems occur. Jackson (2005) noted that her students tended to
read much too difficult reading materials, and lack awareness of the reasons for
extensive reading, and how to go about it successfully.

When faced with this challenge, the researchers adopted a simple and
straightforward solution: starting the program with an easy book. All the
participants in this program were advised to begin their Extensive Reading with a
starter or a Level 1 book, which they were fully capable of. After finishing
reading the first book written in English, they felt proud and confident. The lack

of interest in reading, lack of confidence in their reading ability, worry about
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much too difficult reading material, in other words, their anxiety about reading in
English had been greatly reduced when they finished reading the first book, as

they noted in the communication with the researcher.

Furthermore, this program showed the participants that Extensive Reading is
very interesting and can initiate various interactions, which interested them
greatly. The presence of “discussion” activities also encouraged the reluctant
readers. If extensive reading is implemented with a reading community in which
participants exchange ideas and thoughts freely, their motivation to read will be
strengthened.

The change of teachers’ role

The change of the role of the teachers was another challenge facing Extensive
Reading practitioners. Traditionally, the role of a teacher in the Chinese context
is a ruler of the classroom and speaker of the truth. Their authority is never
challenged. When asking questions, teachers usually ask questions for which
they are fully prepared (Widdowson, 1990), because it is considered to be the
teachers’ responsibility to give a standardized answer to the question asked. This
belief is further enhanced by the high-stakes exams such as the NMET, in which
multiple choices account for more than 60% of the test content. Influenced by the
Chinese learning culture, the washback effect of high-stakes exams and teachers’
role, the students take it for granted that there is only one answer to any question,
and it has seldom dawned on them that there may be many other possible
answers. The complementary of extensive reading into curriculum may initiate
various interaction and discussion, and accordingly increases teachers’ risk of not
knowing the standard answers to questions asked by students as the questions
may cover history, society, and so on. In this program, to make herself competent
in answering students’ questions from their reading, the first author had to spend
time preparing herself very well. She read all the 235 books used in this program,

and read extensively about the background information of the 235 titles.

In addition to the change of teachers’ role, extensive reading brought extra
burdens to teachers. While many of the courses require little preparation outside

of class, extensive reading is one of the most demanding tasks. It takes the
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English teachers up to five hours a week of outside preparation (Robb, 2001). In
the present study, it took the researcher much more than five hours per week
for the preparatory work. In addition to all the book management work, the
researcher prepared for in-class talk, motivated the reluctant students and tried to

maintain their interest in every possible way.

The researcher felt great pressure, and was busier than ever before compared
with her past working experience. However, she felt that it was a worthwhile
enterprise to establish the benefits of extensive reading in Shanghai secondary
high schools, exposing her students to a wonderful world. She was more
experienced in extensive reading after the program, and was willing to pursue it
further in the future. As Hill (1997b) concludes, “The books are there waiting to
be used. The students are there waiting to read them. The work of bringing them
together is very worthwhile” (p. 20).

The change of classroom culture

The work of bringing the books and students together is very worthwhile indeed,
but not the end of the challenges. The change of both teachers’ and students’
roles led to the change of classroom culture or the way the teachers and students
interacted. In the past if the students wanted to ask questions in class, they
needed to raised hands and waited for the teacher’s permission before making a
sound; if they were asked questions, they needed to stand up to show respect to
the teachers. In this manner, the interaction between students and teachers was
highly controlled, let alone the interaction between student and student. In this
program, the students were encouraged to voice their opinions freely as they
wished. Coupled with the new freedom was the chaos of the classroom. It was
not easy for teenagers to achieve the balance between heated discussion and
observations of class rules. It took some time for both the researcher and students
to get used to the new change and worked out a solution to the chaos: you can

speak, but be quiet while someone else was speaking.

Students’ academic pressure from the Chinese context
The last, but biggest factor hindering extensive reading was not the reluctant

readers, the change of the teachers’ role or the new interaction but the heavy
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learning burden. Since the 2008/2009 academic year, the Shanghai Board of
Education has increased the number of core subjects for senior high schools from
five to nine. Before 2008, the Shanghai senior high school students were tested
on Chinese, math, English, physics and chemistry, while after 2008, the Senior
One students were required to take geography and computer tests, and the Senior
Two students had to take history and biology tests. The change not only meant
two more subjects and two more tests, but it meant much more homework and
greater demand on students’ academic performance. The Board claimed that they
were trying to enrich students’ knowledge in science and art, but the direct
consequence of the change, in the researchers’ eye, was that the students were
more tired than ever before. Most of the students complained that they were
unable to go to bed until mid-night, and had to get up at six a.m. or even earlier.
In such an unpromising situation, how could we expect the students to read in a
good mood, or expect them to read as more as possible when their sleeping time
was only 5 to 6 hours per day? Under such a circumstance, introducing extensive
reading into such classes of students with still more words to read and book
reports to write was understandably unwelcome. Although claimed to be reading
for pleasure, extensive reading in this situation was not likely to be a pleasurable

activity.

3.8 Time frame

The whole program was implemented in the following main steps: (a) design the
program, (b) set up the experimental groups, (c) prepare teaching, and (d)
employ assessment tools. The program outlined below applied exclusively to the

experimental groups as presented in Table 3.14 below.

Table 3. 14 Timeframe of this school-based extensive reading program in 2010/11

Group  2010.8 2010.9-2011.1 2011.1 2011.2-2011-6 2011.6 2012.6
Normal classroom
Normal classroom . .
instruction nstruction. Delayed
CR Pre-test ' Mid-test Complementary Post-test Y
Complementary . post-test
. reading
reading treatment.
treatment.
Normal classroom Normal classroom
FR Pre-test nstruction. Mid-test nstruction. Post-test Delayed
Free reading Free reading post-test
treatment. treatment.
Normal classroom Normal classroom Delaved
CG Pre-test  instruction. Mid-test instruction. Post-test Y
. . post-test
No extra reading. No extra reading
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4 Findings and discussion

The primary purpose of this research undertaking was to investigate the possible
significance of extensive reading in Shanghai senior high schools. The free
reading treatment investigated the benefits of reading as voluntary additional
input to the normal curriculum, while the complementary reading treatment
attempted to compare the effect of extensive reading with that of the grammar
and translation exercises in the standard curriculum. It hypothesized that
extensive reading could positively influence the students in the following
proficiency areas: reading, listening and writing, and the two language
knowledge components, namely, vocabulary and grammar. In addition, this study
investigated how extensive reading can be effectively implemented in this
research context, and was examined through the use of two different extensive

reading methodologies for the two different experimental groups.

4.1 Data analysis

The tests and reading record data were first coded to be computer-readable and
then entered into the computer via a data-entry program to construct three data
files: one for the pre-, mid-, post- and delayed post-tests, one for the pre- and
post-program EPER Placement Test, and another for the reading record.
Statistical analyses of the data were performed by Statistical Package for the
Social Science (SPSS) Version 17.0.

The pre-, mid-, post- and delayed post-tests data were entered into an excel
worksheet and categorized into listening, grammar, vocabulary, cloze, reading,
translation and writing in light of the availability and sequence of these
components in the tests. Analysis of Variance (ANOVA) was employed to
examine whether there is a main effect of a particular variable on the three
groups. If so, post hoc Fisher’s LSD test (see Section 4.3 for detailed
introduction of the Fisher’s LSD test) was conducted to carry out multiple
comparisons between groups to examine whether there was statistically
significant difference between groups on specific language knowledge
components and language skills. The pre- and post-EPER Placement Test results
were also entered into an excel worksheet and categorized into pre-test original
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score, pre-test standard score, pre-test EPER level, post-test original score,
post-test standard score, post-test EPER level and progress in terms of EPER
levels between two tests. A paired-sample t-test was conducted to examine the
data, given that two sets of data from the same EPER Placement Test (i.e., pre-

and post-tests) were compared.

The complementary and free reading participants’ individual reading records
were first entered into 66 separate excel worksheets according to their borrowing
records and book reports. The researcher had been keeping an accurate record of
the participants’ reading, including the number, the date on which the participants
read the books, the titles, the levels of the books, the word count of each book,
the exact time students spent on each book, the average reading speed calculated
by word count/time, and students’ rating of the book and any comments or
suggestions on the book. Table 4.1 below presents the format of the participants’

reading record.

Table 4. 1 Format of participants’ reading record

Comments
Rate &
Suggestions

Word Time  Speed

No. Year Date Title Level Genre Count m) w/m)

15 2010 11.28 Acg;':glmas 3 Classics 10385 90 1154 4

Note: 1. m=minutes, w/m=word per minute
2. The students rated the titles on a five-point Likert scale, with 1 the lowest, meaning
very dissatisfactory, and 5 the highest, meaning highly satisfactory.

After the present study ended, the researcher printed out the individual reading
records and distributed the records to the participants. The participants were
asked to first check the printed records with their own reading reports, and
second to make revisions on their ratings of titles and add comments and
suggestions for individual titles if they wished. With the recheck of individual
recording records finished and all the errors corrected, the researcher entered the
individual reading records into two excel worksheets: reading record of the
Complementary Reading group and reading record of the Free Reading group.
The two summarized records provided the following information: numbers of
books read by individual participants, numbers of books read by the group,
numbers of books read by individual participants at different levels, numbers of

books read by the group at different levels, reading amount of individual
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participant, reading amount of the two groups, frequency of the genres read by
the participants, preference for different genres by the participants, reading
speeds of individual students when reading at different levels, average reading
speeds of the whole group when reading at different levels, average ratings of a

title given by the participants who had read the title.

4.2 Basic information of students’ extensive reading

This program based on extensive reading commenced in September, 2010, and
ended in June, 2011. As illustrated in Table 4.2, the participants in the
Complementary Reading group read 3,660 books in total, 110.9 books per
participant on average, approximately equal to 1,144,279 words per student in
the whole program. Compared with their complementary reading peers, the
participants in the Free Reading group read much less. According to their
individual reading records, they read 853 books in total, 25.9 books per student
on average. The average reading amount of the Free Reading group was 226,732

words, one fifth of that of the Complementary Reading group.

Table 4. 2 Detailed information of participants’ extensive reading

Reading

Group  Semester Phase Le0 Lel Le2 Le3 Led4 Le5 Le6 Total
amount

1 1 / 9.4 4.2 25 0.2 / / 16.3 115,078
2 / 16.7 134 88 09 04 01 403 303,786
Sub-total / 261 176 113 11 04 01 56.6 418,864
CR 2 1 / 36 121 76 84 38 01 356 397,917
2 / / 0.1 24 143 18 01 187 327,498
Sub-total / 36 122 100 227 56 02 543 725,415
Total / 29.7 298 213 238 60 03 1109 1,144,279
1 1 1.3 39 2.2 0.9 0.2 / / 8.5 46,651
2 / 1.2 2.3 15 07 04 02 6.3 65,212
Sub-total 1.3 52 4.5 24 09 04 02 1438 111,863
FR 2 1 / 1.8 2.1 2.0 12 04 03 7.9 75,977
2 / 0.3 1.2 1.2 03 01 01 3.2 38,892
Sub-total / 2.1 3.3 3.2 15 05 04 111 114,869
Total 13 73 7.8 5.6 24 09 06 259 226,732

Note 1: LeO=Level 0, Lel=Level 1, etc.
Note 2: The word count of every playscript is not available. In this study, the word count of every
playscript is set as 5,000.

The circulation rule for the Complementary Reading group was a mixture of
compulsory reading and self-selected reading. Given that the complementary
reading participants discussed their reading in class and needed to exchange their
books with classmates every day, all the complementary reading participants

must read at the same level from Monday to Thursday. In the first half of the first
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semester they mainly read Level 1 books, and in the second half Level 2 books.
In the first half of the second semester they read Level 3 books and the second
half Level 4 books. This helps to explain why the final distribution of the levels
of the Complementary Reading group was approximately equal. From Friday to
Sunday, and during long holidays, such as the National Day, the Dragon Boat
Festival, the May Day holiday and the winter holiday, when the complementary
reading participants would have more time to read, they were allowed to choose
the books that interested them. The chance of free choice was particularly
welcome by the participants who were willing to read books at higher levels and
the participants who had special interest in a particular genre.

For the purpose of controlling the whole situation, a supplementary rule was
issued to ensure that all the complementary reading participants read
approximately the same amount. Based on the rule that every complementary
reading participant read about 5,000 words per day, their reading amount during
Friday, Saturday and Sunday should be around 15,000 words. 15,000 words can
be converted to 3 Level 1 books, 2 Level 2 books, 1.5 Level 3 books, and 1 Level
4 book. The complementary reading participants may borrow 3 Level 1 books, 2
Level 2 books with 1 Level 1 book, a Level 1 book and a Level 3 book, or a
Level 4 book for the three days. If wanting to try Level 5 and Level 6 books, they
were allowed to keep a Level 5 and Level 6 book for two to four weeks
depending on the word count and his/her own reading progress. This rule was
agreed by the complementary reading participants because it comprised fairness
and their right to choose. In the four-week winter holiday, the 235 books were
normally distributed to within the Complementary Reading group. Every
complementary reading participant may check out one book from Starter to
Level 4 each, and they may choose either a Level 5 or a Level 6 as there were no
enough books for everyone at Level 5 and Level 6. This distribution did not
mean that they should finish reading what they had; instead, they were
encouraged to visit each other at home with the books, and exchanged books.
During winter holiday, they were required to finish reading at least 70,000 words.

In comparison, the free reading participants were granted more freedom, as they

were free to choose what they wanted to read throughout the program and no
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reading amount was required. Interestingly their choices of levels were
approximately the same as their complementary reading peers. It confirmed the
results of the pre-test from another perspective that the reading proficiency of the

students in the two experimental groups was roughly equal.

The difference between the reading amount of the first and second term is also
noticeable. Both the Complementary Reading group and the Free Reading group
read more in the second term than they did in the first term, especially the
Complementary Reading group, who read around 300,000 words more in the
second term. The explanation was that the second term was longer than the first
term in the present study. In mainland China a whole academic year was divided
into two academic terms. The beginning of the first academic term is fixed on
September 1%, except when September 1* falls on a Saturday or Sunday. In this
situation the new semester in turn is scheduled to begin on September 2" or 3"
The termination of the second academic term is scheduled on June 30", by which
time all the tests will have been administered and the test results finalized,
because the summer holiday spans two months, from the beginning of July to the
end of August. In comparison, the termination of the first academic term and the
commencement of the second academic term are not fixed but decided by the
Chinese Lunar New Year. Usually the first academic term ends around one week
ahead of the Chinese Lunar New Year, and the second academic term commences
about two weeks after the New Year. In the 2010/11 academic year, the Chinese
Lunar New Year was on January 23", and thus the first academic year ended on
January 16th, 2011. The whole first term lasted four months and a half, from
September 1% 2010 to January 16", 2011.

Because of the preparatory work of the present study at the beginning of the first
term, including numbering the books, giving orientations on extensive reading
and training the participants on extensive reading, which took two weeks, and the
students’ military training in the army, which took one week, the actual time the
participants spent on extensive reading was approximately three months and a
half, i.e. 14 weeks. The reading amount of the first term covered what the
participants read from the beginning of the program to the end of the first term,

by which time the mid-test was administered. The second academic term
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commenced on February 14" and ended on June 30", which also lasted four
months and a half. Given that all the complementary reading participants and
most of the free reading participants kept reading during the four-week winter
holidays, the reading done during winter holidays was counted into the reading
amount of the second term. Thus all the participants did extensive reading for
approximately twenty weeks in the second term, six weeks more than they did in
the first term. At the same time, it was probable that the participants read faster in
the second term than in the first because they had become more skilled after their

extensive reading experience in the first term.

In addition to reading amount and distribution of levels, the students’ preference
for different genres was calculated. The frequency statistics in Table 4.3 below
were listed according to the taste of the Free Reading group since the students in
this group had unlimited access to the books and they also had the right to choose.
It was considered that the frequency statistic of the Free Reading group would be
more objective to reflect the students’ preferences for genres than that of the
Complementary Reading group, because the complementary reading participants
were less lucky in this aspect as they were deprived of the right to choose what

they wanted to read due to their treatment.

As shown in Table 4.3 below, Human Interest, Thriller or Adventure, Fantasy or
Horror were the favorite among the fee reading participants because these three
genres were borrowed more frequently than the other six. Playscripts and Wor Id
Stories seemed to be much less attractive. Very few participants showed their
interest in them as evidenced by the borrowing record of the Free Reading group.
It could be assumed that more than half of the free reading participants did not
touch or read World Stories because the total frequency of borrowing World
Stories was only 12, 0.36 for each participant on average. The result was not a
surprise. It was understandable that the teenagers were more likely to be attracted
by stimulating stories and exciting plots. This explains why they were found not
to choose non-fiction titles, especially stories set in different social and cultural

backgrounds.
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Table 4. 3 Frequency of genres read by the Free Reading group and Complementary Reading
group

The Free Reading group The Complementary Reading
group
Genre Frequency Order Frequency Order
Human Interest 154 1 592 1
Thriller/Adventure 141 2 451 5
Fantasy/Horror 133 3 479 4
Crime/Mystery 107 4 329 7
Classics 106 5 509 2
Factfiles 96 6 506 3
True Stories 82 7 385 6
Playscripts 22 8 208 8
World Stories 12 9 201 9
Total 853 / 3660 /

To return from the discussion about genres, the recheck of the participants’
individual reading record showed that the number of books read and the word
count of individual participants varied. In the Complementary Reading group, the
participant who read most finished reading 141 books, 1,297,610 words, while
the one who read least read 98 books, 959, 541 words as shown in Table 4.4

below.

Table 4. 4 Quantification of participants’ extensive reading

Group Item N  Minimum  Maximum Mean SD
CR Number of Books 33 98.00 141.00 113.70 12.23
Word Count 33  959541.00 1297610.00 1,144,278.52  70180.95
FR Number of Books 33 23.00 28.00 25.85 1.46
Word Count 33 161980.00 416634.00 226731.97 60409.28

A difference was found in the Complementary Reading group, who read
approximately equal amount per day as required. It was necessary to identify
how the difference emerged. The explanation was that some capable readers in
the Complementary Reading group requested to read books at higher levels than
the assigned ones. For instance, if the whole group were reading at Level 2, they
asked to read at Level 3 as some of them would be willing to read at their i+1
level or some of them considered that Level 2 was much too easy for them. Thus
the absolute number of books was indicative of how many books a student had
actually read, but it did not mean that the actual number of running words of 98
books was less than that of 141 books. As discussed in Chapter 2, the counting
unit book is a vague concept. No strict guideline has been issued to specify what
constitutes “a book”. Taking the Oxford Bookworms (OBW) series read by
students in this project as an example, the word count of an OBW Level 1 varies
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from 5,000 to 7,000, while that of an OBW Level 6 is between 25,000 and
35,000. Thus the actual reading amount may vary enormously among
participants, and in the long term the gap could be accumulated to a huge figure.
Compared with that in the Complementary Reading group, the situation in the
Free Reading group was less diversified within the group. There was no obvious
difference among the group members in terms of the number of books read,
while the actual reading amount ranged from 161,980 to 416,634, a 250,000

word gap.

Although the above explanation accounted for the different book numbers, there
was indeed a gap between the actual reading amounts. To examine whether there
was a difference between the actual reading amounts within the same group, the
individual reading amount was subject to the One-Sample T-test. As shown in
Table 4.5, the One-Sample T-test showed that although there were differences
between participants’ actual reading amounts, the difference was not statistically
significant (t=.000, df=32, sig=1.00).

Table 4. 5 Reexamination of participants’ reading amount

One-Sample Test

Group Test Value t df Sig. (2-tailed)
CR 1141248 .000 32 1.00
FR 226732 .000 32 1.00

*The mean difference is significant at the 0.05 level.

Before beginning to analyze the tests outcomes, we have confirmed that there
was no statistically significant difference of the actual reading amount among the
participants within the same group, which meant that all the participants in the
Complementary Reading group and the Free Reading group had read
approximately the same within their own groups. Thus the tests outcomes were
attributed to the two extensive reading treatments. It was not because of the
different reading amounts among the students that the tests produced different

results.

4.3 The test results
4.3.1 The pre-, mid-, post- and delayed post-tests
Prior to presenting the results of the pre-, mid- and post-tests, it should be noted
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here that the results of the subsections in the pre-, mid- and post-tests are
presented in light of their availability and sequences in the test papers (see
Section 3.3 for the detailed introduction of the pre-, mid- and post-tests). Another
point worth noting here is that the mid-, post- and delayed post-tests are in strict
accordance with the NMET in terms of test format (see Section 1.4 for the
detailed introduction of the NMET). The sequence of the seven subsections in the
mid- and post- and delayed post-tests is listening, grammar, vocabulary, cloze,
reading, translation and writing (see Appendix B for the mid-test and Appendix C
for the post-test). The difference between the pre-test and these three tests is that
there is not a listening or vocabulary section in the pre-test. The sequence of the
five subsections in the pre-test is grammar, cloze, reading, translation and writing

(see Appendix A).

In August, 2010, all the participants of the present study took the pre-test, which
was the stratification test. The test results were collected and analyzed using
SPSS 17.0. Given that we are going to deal with a nominal variable (“Group”)
and a scale variable (“Score”), the One-Way Analysis of Variance (ANOVA) test

is advisable.

There are three assumptions upon which the one-way ANOVA is based:
1. The scores of three or more independent groups are to be compared on a
scale variable.
2. The scale variable is approximately normally distributed.
3. The spread (variances) of the scores for the groups on the scale variable are
roughly equal.
(Connolly, 2007, p. 208-209)

The first assumption has been met as we are comparing the scores of the two
experimental groups and one control group, and it has been checked that the
scale variable (scores) is approximately normally distributed. The third
assumption, i.e., the homogeneity of the variance of the dependent variable
(score) between groups, is particularly important to ANOVA. Several tests are
available for testing this assumption, for example, Levene, Cochran’s C and

Bartlett-Box (Hair, et al., 1998). The Levene Test is employed for the present
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study to examine the homogeneity of the variance as it is an integral part of the
one-way ANOVA procedure in SPSS. As such we can go straight on to run the
statistical test. The descriptive statistics and results of ANOVA from the pre-test

are presented in Table 4.6 below.

Table 4. 6 Descriptive statistics and results of ANOVA from the pre-test

Sections (Total score)  Group N Mean SD F Sig.
CR 33 3.61 1.20

Grammar (10) FR 33 3.97 0.95 0.94 0.39
CG 33 3.91 1.28
CR 33 14.18 2.51

Cloze (30) FR 33 13.52 2.59 0.78 0.46
CG 33 13.39 3.16
CR 33 12.48 2.65

Reading1(22) FR 33 12.54 3.40 0.47 0.63
CG 33 11.82 3.98
CR 33 5.24 1.56

Reading?2 (8) FR 33 5.18 1.57 0.16 0.86
CG 33 5.39 1.64
CR 33 7.03 1.59

Translation (10) FR 33 6.64 1.65 0.66 0.52
CG 33 6.61 1.78
CR 33 11.06 2.08

Writing (20) FR 33 11.30 2.07 0.23 0.80
CG 33 11.39 2.05
CR 33 53.12 5.45

Total (100) FR 33 53.12 4.88 0.00 1.00
CG 33 53.12 6.16

* The mean difference is significant at the 0.05 level.
Note: Reading 1 was in the form of multiple choice and Reading 2 was short questions and
answers.

Before considering the results of ANOVA presented in Table 4.6 above, we need
to check that the variances of the scores for the three groups are roughly the same
by the Levene’s test as introduced above. If the significance of the Levene’s test
is greater than 0.05, it can be assumed that the variances of the scores for the
three groups are roughly the same; otherwise, if the significance of the Levene’s
test is 0.05 or less, we have to conclude that the variance of the scores for the
three groups are not roughly equal. In this situation, an alternative statistical test

(for the present study the Krusal-Wallis test) will be employed for data analysis.

As shown in Table 4.7 below, results of the Levene’s test of each subsection as
well as the total score is greater than 0.05. It can be concluded that the variances

of the scores for the three groups are roughly the same, which means the three
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assumptions underpinning AVNOA have been met and ANOVA is suitable for

analysis the pre-test results.

Table 4. 7 Test of homogeneity of variances from the pre-test

Sections (Total score) Levene Statistic dfl df2 Sig.
Grammar (10) 1.128 2 96 .328
Cloze (30) 179 2 96 .836
Reading 1(22) 1.705 2 96 .187
Reading 2 (8) 141 2 96 .868
Translation (10) 1.288 2 96 .281
Writing (20) .051 2 96 .950
Total (100) .660 2 96 .519

* The mean difference is significant at the 0.05 level.

As shown in Table 4.6, the Complementary Reading group was better at cloze
and translation, while the Free Reading group did well in grammar and reading.
Questions and Answers (Q & A) and writing were the Control group’s areas of
expertise. The three groups had their own strong and weak points in different
sections or proficiency areas. However, results of ANOVA show that there is no
main effect for the groups as a factor in the participants’ performance on the
pre-test. As discussed in Chapter 3, the pre-test served to establish three
comparable groups with approximately equal English language proficiency at the
beginning of the present study. The descriptive statistics and results of ANOVA
from the pre-test presented in Table 4.6 confirm that there is no main effect for
the groups as a factor in the participants’ performance on the pre-test, which
shows that the three groups entered the present study with approximately equal
English language proficiency as well as approximately equal proficiency in
grammar, cloze, reading, translation and writing. The results of the multiple
comparisons by Fisher’s LSD test (detailed below) confirm that there is no
statistically significant difference between the groups in the sections covered in

the pre-test.

The mid-test was administered in January, 2011, which was also the first
final-term English test (see Section 3.3.2 for the making procedures of the
mid-test, see also Appendix B for the test paper of the mid-test). As shown in
Table 4.9 below, there is a significant main effect for the treatments as a factor in
the vocabulary and reading sections. There is also a significant main effect for

the treatments as a factor in the total scores of the three groups. Judging by mean
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scores, the two reading groups outperformed the Control group in listening,
grammar, cloze and writing, but the ANOVA test did not detect a main effect for

the treatments as a factor in the difference in these sections.

Table 4. 8 The results of multiple comparisons by the Fisher’s LSD test in the pre-test

Mean Difference

Section (Total score) (1) Group  (J) Group (1-3) Std. Error Sig.
o FR -0.36 0.28 0.20

CG -0.30 0.28 0.29

CR 0.36 0.28 0.20

Grammar (10) FR cG 0.06 0.28 0.83
5 CR 0.30 0.28 0.29

FR -0.06 0.28 0.83

o FR 0.67 0.68 0.33

CG 0.79 0.68 0.25

CR -0.67 0.68 0.33

Cloze (30) FR cG 0.12 0.68 0.86
o CR -0.79 0.68 0.25

FR -0.12 0.68 0.86

R FR -0.06 0.83 0.94

CG 0.67 0.83 0.43

) CR 0.06 0.83 0.94
Reading 1(22) FR CG 0.73 0.83 0.39
o CR -0.67 0.83 0.43

FR -0.73 0.83 0.39

- FR 0.06 0.39 0.88

cG -0.15 0.39 0.70

_ CR -0.06 0.39 0.88
Reading 2 (8) FR cG 2021 0.39 0.59
5 CR 0.15 0.39 0.70

FR 0.21 0.39 0.59

o FR 0.39 0.41 0.34

CG 0.42 0.41 0.31

_ CR -0.39 0.41 0.34
Translation (10) FR cG 0.03 0.41 0.94
o CR -0.42 0.41 0.31

FR -0.03 0.41 0.94

o FR -0.24 0.51 0.63

cG -0.33 051 051

N CR 0.24 0.51 0.63
Writing(20) FR CG -0.09 0.51 0.86
o CR 0.33 051 051

FR 0.09 051 0.86

o FR 0.00 1.53 1.00

CG 0.00 1.53 1.00

CR 0.00 1.53 1.00

Total(100) FR cG 0.00 1.53 1.00
cG CR 0.00 1.53 1.00

FR 0.00 1.53 1.00

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.
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Table 4. 9 Descriptive statistics and results of ANOVA from the mid-test
Sections

(Total score) Group N Mean SD F Sig.
CR 33 15.24 2.24

Listening (20) FR 33 15.42 2.00 0.28 0.76
CG 33 15.00 2.68
CR 33 14.15 2.62

Grammar (20) FR 33 15.15 2.55 2.16 0.12
CG 33 13.97 2.27
CR 33 8.33 1.19

Vocabulary (9) FR 33 8.18 1.18 5.46 0.01
CG 33 7.36 1.45
CR 33 7.79 1.27

Cloze (10) FR 33 7.58 1.60 0.58 0.56
CG 33 7.36 1.87
CR 33 12.21 2.51

Reading (16) FR 33 12.24 2.06 3.69 0.03
CG 33 10.88 2.39
CR 33 11.92 1.17

Translation (15) FR 33 11.68 1.62 1.53 0.22
CG 33 11.15 2.47
CR 33 5.67 0.70

Writing (10) FR 33 6.11 1.00 2.43 0.09
CG 33 5.59 1.29
CR 33 75.32 7.75

Total (100) FR 33 76.36 6.16 4.04 0.02
CG 33 71.32 8.72

* The mean difference is significant at the 0.05 level.

Table 4.10 below confirms that the variance of the mid-test scores for the three
groups are roughly equal before we consider the results of ANOVA from the

mid-test.

Table 4. 10 Test of homogeneity of variances from the mid-test

Section (Total score) Levene Statistic dfl df2 Sig.
Listening (20) 1.583 2 96 211
Grammar (20) .352 2 96 704
Vocabulary (9) 2.211 2 96 115
Cloze (10) 3.008 2 96 .054
Reading (16) 537 2 96 .586
Translation (15) 1.667 2 96 194
Writing (10) .858 2 96 427
Total (100) 2.026 2 96 137

* The mean difference is significant at the 0.05 level.

Results of ANOVA presented in Table 4.9 above have shown that there was a
significant main effect for the treatments as a factor in vocabulary, reading and
total score. In this situation, a post hoc test would be conducted to identify the
location of the statistically significant differences. In the present study, sizes of
the three groups were exactly equal, i.e., thirty-three participant in each group. A
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for equal group sizes were considered: Tukey’s Honestly Significant Difference
(HSD) test, Tukey B test on ordered means, Fisher’s Least Significant Difference
(Fisher’s LSD) test, the Newman-Keuls (Neuman-Keuls) test on ordered means
and Dunnett test. The Fisher’s LSD test was employed and the other three tests

were excluded for the following reasons:

1. The Fisher’s LSD test is particularly optimal for a study where 3 means are to
be compared, because its critical t for significance is not affected by the
number of groups (Xu, 2005). In this study, three means, namely the means
of the Complementary Reading group, the Free Reading group and the
Control group, are to be compared, which makes the Fisher's LSD test a more

preferred one among the possible choices.

2. The Fisher's LSD test has the strongest statistical power among the four tests,
as illustrated in Figure 4.1 below. The power of a statistical test is defined as
its ability to detect a difference or relationship if one does actually exit in the
population as a whole (Leonard, 2010). The purpose of the data analysis is to
detect the difference among the three groups exactly. A test that has the
strongest statistical power, namely the Fisher’s LSD test, is optimal for this
study.

Figure 4.1 Statistical powers of the post hoc tests

Fisher’s LSD test —the Newman-Keuls —Tukey B —Tukey’s HSD

Decreasing power

As shown in Table 4.11 below, there is a statistical significance between the two
experimental groups and the control group in the vocabulary section. The
difference between the two experimental groups in this section is not statistically
significant. This situation also applies to reading and total score. In these two
sections, the two experimental groups without exception outperformed the
control group significantly, and the difference between the two experimental

groups in these two sections is not statistically significant. Another point worth
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noting is that the Fisher’s LSD test detects a statistically significant difference
between the Free Reading group and the Control group in the writing section
(p=0.04), although the results of ANOVA presented in Table 4.9 did not show a

significant main effect for the treatments as a factor in writing.

Table 4. 11 The results of multiple comparisons by the Fisher’s LSD test in the mid-test
Dependent Mean Difference

Variable (1) Group (J) Group (1)) Std. Error Sig.
R FR -0.18 057 0.75

CG 0.24 057 067

- CR 0.18 057 0.75
Listening FR cG 0.42 057 0.46
e CR 0.24 057 067

FR 2042 0.57 0.46

R FR ~1.00 0.61 0.11

CG 0.18 0.61 077

CR 1.00 0.61 0.11

Grammar FR cG 118 0.61 0.06
e CR 0.18 0.61 077

FR 118 0.61 0.06

R FR 0.15 0.32 063

CG 0.97 0.32 0.00

CR 20.15 0.32 0.63

Vocabulary FR cG 082 032 0.01
e CR 0.97 032 0.00

FR 20.82 0.32 0.01

R FR 021 0.39 0.59

CG 0.42 0.39 0.28

CR 021 0.39 059

Cloze FR cG 0.21 0.39 0.59
e CR 20.42 0.39 0.28

FR 2021 0.39 059

R FR 20.03 057 0.96

CG 1.33 057 0.02

. CR 0.03 057 0.96
Reading FR cG 136 057 0.02
e CR 133 057 0.02

FR 136 057 0.02

R FR 0.24 0.45 0.59

CG 077 0.45 0.09

. CR 0.24 0.45 059
Translation FR G 053 045 024
e CR 20.77 0.45 0.09

FR 2053 0.45 0.24

R FR 20.44 0.25 0.08

CG 0.08 0.25 0.76

o CR 0.44 0.25 0.08
Writing FR CG 052 0.25 0.04
e CR 20.08 0.25 0.76

FR 2052 0.25 0.04

R FR 1.05 1.87 058

CG 4.00 1.87 0.04

CR 1.05 1.87 058

Total FR cG 5.05 187 0.01
e CR ~4.00 1.87 0.04

FR 5.05 1.87 0.01

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.
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Given that the mid-test served as a monitor test showing the how extensive
reading worked half way through the present study and the second half of the
program was to begin, what caused the significant differences between the
experimental and control groups and the differences between the two
experimental groups remained to be examined in the post-test. Whether the
statistically significant differences were going to be larger or the statistically
insignificant difference would become significant in the post-test was unknown
by the mid-test.

At this stage, the explanation was that the Complementary Reading group
showed its advantage in reading mainly because of their huge reading amount.
According to Table 4.2, by the mid-test the Complementary Reading group read
417,864 words on average, nearly four times as much as that of the Free Reading
group. Simultaneously, the complementary reading treatment involved devoting a
considerable proportion of class time to in-class discussion (approximately ten
minutes, see Section 3.6.2 for detailed introduction of the complementary
reading treatment), which accordingly reduced the time spent on in-class
form-focused teaching. The researcher assigned less homework to the
Complementary Reading group to guarantee their home reading time. It was
probably another reason for their lower marks than the Free Reading group in
grammar. Another possibility that may account for the difference was that in
language performance, listening and reading belong to the respective skill
category, while speaking and writing are referred to as productive skills. We were
waiting to see whether it would take time for the long-term benefits of extensive
reading on productive skills to emerge, or extensive reading has less to offer to
productive skills than the Grammar-Translation Method. It was well worth
anticipating whether the gaps would be narrowed or widened in the post-test,

which may further explain the differences.

The post-test was administered in June, 2011, which was also the end of year
English test (see Section 3.3.3 for the detailed information of the post-test). The
situation changed a lot compared with that of the mid-test. As shown in Table
4.12 below, the Free Reading group has made advantage in terms of mean score

in all proficiency areas and language knowledge components covered in the
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post-test. There was a significant main effect for the treatments as a factor in
listening, grammar, cloze, reading, writing and total score. It is obviously visible
in the post-test that there was a significant main effect for the treatments as a
factor in every proficiency area and language knowledge component tested

except vocabulary.

Table 4. 12 Descriptive statistics and results of ANOVA from the post-test

Section (Total score) Group N Mean SD F Sig.
CR 33 14.48 1.77
Listening (20) FR 33 15.42 2.31 3.38 0.04

CG 33 14.06 241

CR 33 15.88 2.67

Grammar (20) FR 33 16.64 2.22 2.68 0.07
CG 33 15.03 3.44
CR 33 7.15 1.39

Vocabulary (9) FR 33 7.39 1.62 1.92 0.15
CG 33 6.61 1.95
CR 33 6.55 1.35

Cloze (10) FR 33 6.79 1.63 9.20 0.00
CG 33 5.33 1.43
CR 33 11.55 1.95

Reading (16) FR 33 11.58 2.08 5.33 0.01

CG 33 10.24 1.62

CR 33 10.55 1.42

Translation (15) FR 33 11.76 1.40 6.48 0.00
CG 33 11.15 1.28
CR 33 5.57 0.73

Writing (10) FR 33 6.39 0.77 8.19 0.00
CG 33 6.07 0.98
CR 33 71.72 5.67

Total (100) FR 33 75.97 6.57 10.21 0.00

CG 33 68.50 7.81

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

Table 4.13 below confirms that the variance of the scores for the three groups are
roughly equal before we go further with the results of ANOVA presented in Table
4.12 above.

Table 4. 13 Test of homogeneity of variances from the post-test

Section (Total score) Levene Statistic dfl df2 Sig.
Listening (20) 1.158 2 96 319
Grammar (20) 2.326 2 96 .103
Vocabulary (9) 2.280 2 96 .108
Cloze (10) .769 2 96 466
Reading (16) 1.009 2 96 .368
Translation (15) 481 2 96 .619
Writing (10) 1.308 2 96 275
Total (100) 1.247 2 96 292

* The mean difference is significant at the 0.05 level.
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Table 4. 14 The results of multiple comparisons by the Fisher’s LSD test in the post-test

Dependent )] )

Variable Group Group Mean Difference (I-J)  Std. Error Sig.
R FR -0.94 0.54 0.08

cG 0.42 0.54 0.43

o CR 0.94 0.54 0.08
Listening FR cG 1.36 0.54 0.01
o CR 0.42 0.54 0.43

FR -1.36 0.54 0.01

o FR -0.76 0.69 0.28

cG 0.85 0.69 0.22

CR 0.76 0.69 0.28

Grammar FR CG 1.61 0.69 0.02
o CR -0.85 0.69 0.22

FR -1.61 0.69 0.02

R FR -0.24 0.41 0.56

CG 0.55 0.41 0.19

CR 0.24 0.41 0.56

Vocabulary FR CG 0.79 0.41 0.06
o CR -0.55 0.41 0.19

FR -0.79 0.41 0.06

o FR -0.24 0.36 0.51

CG 1.21 0.36 0.00

CR 0.24 0.36 0.51

Cloze FR cG 1.45 0.36 0.00
cG CR -1.21 0.36 0.00

FR -1.45 0.36 0.00

CR FR -0.03 0.47 0.95

CG 1.30 0.47 0.01

] CR 0.03 0.47 0.95
Reading FR cG 133 0.47 0.01
cG CR -1.30 0.47 0.01

FR -1.33 0.47 0.01

CR FR -1.21 0.34 0.00

CG -0.61 0.34 0.07

_ CR 121 0.34 0.00
Translation FR cG 061 0.34 0.07
G CR 0.61 0.34 0.07

FR -0.61 0.34 0.07

CR FR -0.82 0.21 0.00

CG -0.50 0.21 0.02

- CR 0.82 0.21 0.00
Writing FR CG 0.32 0.21 0.12
G CR 0.50 0.21 0.02

FR -0.32 0.21 0.12

R FR -4.25 1.66 0.01

CG 3.22 1.66 0.05

CR 4.25 1.66 0.01

Total FR cG 7.47 1.66 0.00
cG CR -3.22 1.66 0.05

FR -7.47 1.66 0.00

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

Table 4.14 above shows where the differences are as detected by the post hoc

Fisher’s LSD test. The two experimental groups were significantly better than the
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control group in cloze, reading and total score. It did not mean the two
experimental groups were equally good. In comparison, the Free Reading group
was significantly better at translation and writing than the Complementary
Reading group, and the former’s total score was slightly better than the latter’s.
More surprisingly, as the group who read most, the Complementary Reading
group was weaker than the Control Group in translation and writing even though
its total score was significant higher than that of the Control Group (p=0.05).
What caused the differences between the pre- and post-test will be further

discussed in subsequent discussion sections.

Table 4. 15 Descriptive statistics and results of ANOVA from the delayed post-test

Section (Total score) Group N Mean SD Std. Error F Sig.
CR 32 22.38 221 0.39

Listening (30) FR 33 22.67 2.78 0.48 1.93 0.15
CG 32 21.41 3.04 0.54
CR 32 12.41 2.00 0.35

Grammar (16) FR 33 12.30 1.94 0.34 1.89 0.16
CG 32 11.53 1.97 0.35
CR 32 6.19 1.51 0.27

Vocabulary (9) FR 33 6.21 111 0.19 0.00 1.00
CG 32 6.22 1.39 0.24
CR 32 11.31 1.79 0.32

Cloze (15) FR 33 10.97 1.67 0.29 2.29 0.11
CG 32 10.38 1.86 0.33
CR 32 21.28 2.68 0.47

Reading 1(27) FR 33 21.09 3.47 0.60 0.20 0.82
CG 32 20.75 3.88 0.69
CR 32 5.20 1.65 0.29

Reading 2 (8) FR 33 5.88 1.63 0.28 2.06 0.13
CG 32 5.19 1.42 0.25
CR 32 14.11 2.05 0.36

Translation (20) FR 33 14.41 1.83 0.32 4.65 0.01
CG 32 13.04 1.78 0.31
CR 32 5.86 0.64 0.11

Content (10) FR 33 6.23 0.63 0.11 5.27 0.01
CG 32 5.70 0.74 0.13
Language CR 32 5.70 0.66 0.12

quality (10) FR 33 6.08 0.70 0.12 4.95 0.01
Writing (25) CG 32 5.53 0.78 0.14
Organization CR 32 1.81 0.45 0.08

(5) FR 33 1.89 0.45 0.08 0.22 0.80
CG 32 1.84 0.57 0.10
CR 32 13.38 1.40 0.25

Total (25) FR 33 14.20 1.48 0.26 4.35 0.02
CG 32 13.08 1.85 0.33
CR 32 106.25 8.05 1.42

Total (150) FR 33 107.72 8.43 1.47 441 0.01
CG 32 101.59 9.45 1.67

* The mean difference is significant at the 0.05 level.

Note 1: The results of Levene tests show there is no deviation from homogeneity of variance.
Note 2: Reading 1 was in the form of multiple choice and Reading 2 was short questions and
answers.
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The delayed post-test was administered in June 2012, one year after the program
ended (see Section 3.3.4 for the detailed information of the delayed post-test). A
note to make here is that one participant in the Complementary Reading group
and one participant in the Control group did not take the delayed-test because of
physical discomfort. The situation differed from that of the post-test. As shown in
Table 4.15 above, there was a significant main effect for the treatments as a
factor in translation, writing and total score. In particular, there was a significant
main effect for the treatments as a factor in content and language quality in the

writing section.

Table 4. 16 Test of homogeneity of variances from the delayed post-test

Section (Total score) Levene Statistic dfl df2 Sig.
Listening (30) 1.79 2 94 0.17
Grammar (16) 0.12 2 94 0.88
Vocabulary (9) 1.58 2 94 0.21
Cloze (15) 0.45 2 94 0.64
Reading 1 (27) 2.00 2 94 0.14
Reading 2 (8) 0.25 2 94 0.78
Translation (20) 0.09 2 94 0.92

Content (10) 0.31 2 94 0.73

. Language quality (10) 0.51 2 94 0.60
Writing (25) Organization (5) 1.55 2 94 0.22
Total (25) 0.96 2 94 0.39

Total (150) 0.43 2 94 0.65

* The mean difference is significant at the 0.05 level.
Note: Reading 1 was in the form of multiple choice and Reading 2 was short questions and
answers.

4.3.2 The EPER Placement Test B

The EPER Placement Test B (see Section 3.3.4 for the detailed information of the
EPER Placement Test B) was administered to the three groups in September,
2010, the beginning of the project. In June, 2011, the same test was
re-administered to the three groups. Table 4.17 below shows results of the pre-

and post-EPER Placement tests.

Table 4. 17 Results of the pre- and post-EPER Placement Test B

EPER Level A B C D E Total

Headwords 2200 1900 1600 1200 800 /

Pre-test Number 1 19 41 36 2 99
% 1.01 19.19 41.41 36.36 2.02 100.00

Post-test Number 5 40 37 17 / 99
% 5.05 40.40 37.37 17.17 / 100.00
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The comparison between the pre- and post-EPER tests showed the change in
EPER levels of the whole experimental population. As shown in Table 4.17, the
absolute numbers of Level A and B participants increases sharply. The
percentage of Level A participants increased from 1% to 5%, five times as many
as that in the pre-test. The number of Level B participants doubled, from 19% to
40%. In addition, the number of Level D participants decreased by 50%, and
there was no Level E participant. A general trend was observed from Table 4.17
that the overall EPER levels of the whole experimental population move onto a

higher stage.

Table 4.18, the Group*Progress cross tabulation, illustrates that ten students in
the whole experimental population slipped back by one level. Thirty-eight
participants remained stable in terms of their EPER levels. Forty-three
participants, the largest group in the cross tabulation, moved forward by one
level. Seven participants made progress by two levels and one participant

advanced by three levels.

Table 4. 18 Group * Progress Cross tabulation of the EPER Placement Test of the whole
sample

Progress in level -1 0 1 2 3 Total
CR 1 10 16 5 1 33
Group FR 4 1 16 2 0 33
CG 5 17 1 0 0 33
Total 10 38 43 7 1 99

The Chi-square test of the Group * Progress Cross tabulation presented in Table
4.19 below confirmed that the EPER Placement Test produced evidence of
statistically significant differences between pre- and post-tests in terms of the
participants’ EPER levels (p<0.01, Chi-square=18.26, df=4). The progress in
EPER levels did not happen by chance or sample errors but was attributed to

extensive reading.

In this section, the EPER Placement test results of the whole experimental
population have been presented. The difference within individual groups in the
EPER Placement Test B will be presented and discussed in details in Section

4.4.6 Extensive reading and EPER levels.
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Table 4. 19 Chi-Square Tests of the results of the pre- and post-EPER Placement Test

Chi-Square Tests

Value df Asymp. Sig. (2-sided)
Pearson Chi-Square 18.26 4 0.001
Likelihood Ratio 19.55 4 0.001
N of Valid Cases 198

Symmetric Measures

Value Approx. Sig.
Nominal by Nominal Phi .304 .001
Cramer's V .304 .001
N of Valid Cases 198

* The mean difference is significant at the 0.05 level.

4.4 Extensive reading and language knowledge

Prior to interpreting and discussing the results of the pre-, mid- and post-tests and
the EPER Placement Test B, it must be noted here that the subsequent
interpretations and discussions are to be classified into three categories and
presented in the following three corresponding sections: (1) extensive reading
and language knowledge, i.e., vocabulary and grammar in Section 4.4, (2)
extensive reading and receptive skills, i.e., reading and listening in Section 4.5,
and (3) extensive reading and productive skills, i.e., translation and writing in
Section 4.6. As you may be aware, this order differs from that in the previous
section, in which the test results are presented in light of the subsections’
availability and sequences in the test papers. This modification of the order of the
subsections is intended to reflect a normal expectation that language knowledge
components and particular skills directly related to reading be carried out first.

4.4.1 Extensive reading and vocabulary acquisition

Words are so pervasive in our life and so central to language that we do not often
stop to reflect on teaching and learning of vocabulary in language pedagogy.
Theoretical priorities on vocabulary have changed throughout language teaching
history, as reflected in the relative importance placed on it in terms of
grammatical function, meaning, and collocation or conversion. To place
vocabulary teaching and learning in its proper perspective, Nation (2001)
summarizes the following four major strands in language classroom and points
out that balanced vocabulary instruction should consist of the following four

major strands.
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The first strand is learning from comprehensible meaning-focused input, which is
closely associated with incidental vocabulary acquisition, either acquiring know
lexical items or expanding knowledge of lexical items that have been known to
the readers, without focusing on form (e.g., Schmitt, 2000; Stahl & Nagy, 2006).
For successful learning from comprehensible meaning-focused input to occur, a
mastery of at least 95% of the running words is the premise for successful
reading with instructional support, and a mastery of 99% of the running words in
the text is the expectation for independent fluent reading (Nation, 2001). The
second strand is form-focused instruction, i.e., the direct teaching and learning of
lexical items. The third strand is meaning-focused output, through which learners
expand their vocabulary knowledge in speaking and writing activities. The fourth
strand in a balanced course is fluency development, which does not aim to teach
new lexical items to learners but enable them to be more fluent in using lexical
items they have already known. To summarize, the first two strands are receptive

and the last two are productive.

How well are these four strands incorporated into vocabulary teaching and
learning in Shanghai senior high schools? Prior to encountering it incidentally in
reading, the students will encounter a new word in a bilingual list accompanied
by its Chinese equivalents or translations. If considered a core word, it will be
elaborated in classroom instruction by the teacher. If it is a noun, for example
curiosity, the teachers will provide some phrases containing it such as out of
curiosity, curiosity killed the cat, to help the students explore its various
meanings and remember it. If it is a verb, for example occur, the teacher will
show the students its collocations and sentence patterns such as “it occurs to sb
that...” and explain its spelling and grammatical rules in case the students should
make mistakes when using it in their translation and writing. If it is an adjective,
for example heavy, the teacher will provide its usual collocation as chunks, for
example a heavy rain. In general, the teachers will explain all the usage related to
a particular word as comprehensively as they can in light of their own teaching
experience and assessment requirements. The students are required to make
careful notes of what is taught by their teachers in case they should neglect or
forget some important issues that need to be taken care of when using it. One or

two days later after the word has been taught, the teachers will give the students a
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dictation to check whether the students have mastered its spelling and meaning.
Later, the teachers will design some grammar and translation exercise to help the
students recycle the words and put it into productive use. But due to the time
constraints in class, no more attention can be allocated to it since the teachers

need to move to the next chapter and work with other new words.

It is obvious that the second and the third strands in Nation’s framework, the
language-focused or form-focused instruction and meaning-focused output, are
well incorporated into in-class vocabulary instruction, while the other two fail to
be clearly reflected. From the students’ perspective, they acquire their vocabulary
in a passive manner. Firstly, they are not able to choose which word to learn.
Secondly, they learn a so-called “core” word intensively just because their
teachers tell them it is important, but they may not understand where its
importance lies. Thirdly, a new word is usually presented in a sentence that
elucidates its meaning in the text, but chances that they encounter it incidentally
in extra reading is low because the time they spend on reading in English is
rather limited. When asked about vocabulary instruction in school, the students
probably remember reciting bilingual lists of words with dictations every day and
tests at regular intervals. Last but not least, in the whole process the students are
not provided with the chance to recycle the words orally due to the negative
backwash effect that the NMET brings. Since speaking is not tested in the NMET,
most of the teachers tend to focus their attention on semantic and grammatical
functions of the words rather than pronunciation and oral productions. Rarely do
the students have the chance to practice pronunciation in the classroom or are
they able to communicate with their teachers or classmates orally using the
newly-taught words. As discussed in the section extensive reading and listening
proficiency, students having difficulty pronouncing the words accurately are
more likely to encounter difficulty in recognizing the phonological information
in listening, which in turn impedes their receiving linguistic input in oral form
and eventually affects their second language acquisition. From the teachers’
perspective, they also complain that intensive instruction for every word is not
feasible. How can they carry out vocabulary instruction in great breadth and

depth and still have time left for anything else in the curriculum?
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As can be seen, the most obvious drawback of the current practice of vocabulary
instruction in Shanghai senior high schools is the lack of comprehensible
meaning-focused input, a core component for incidental vocabulary acquisition
and fluency development. To present a balanced vocabulary instruction, a
component of comprehensible meaning-focused input must be incorporated to
facilitate vocabulary acquisition and fluency development.

The existing body of literature has well documented the significance of extensive
reading in learners’ vocabulary development. As discussed in Section 2.1.1, there
are three styles of defining extensive reading: extensive reading as a reading style,
extensive reading as an input medium and extensive reading as a teaching
approach. The value of defining extensive reading as a style is that extensive
reading can be associated with incidental vocabulary acquisition and fluency
development (see Section 2.1.1 for detailed discussion).

The significance of extensive reading on incidental vocabulary acquisition and
fluency development is well supported by the research evidence from empirical
studies. The empirical studies first establish that new lexical items can be
acquired incidentally from extensive reading (e.g., Brown et al., 2008). Based on
this, the general tendency observed is that the more frequently the items appear
in the text, the more likely they are to be acquired (e.g., Kweon & Kim, 2008).
The repeated exposure to frequent words can be realized by using reading
materials with a common theme or written by the same author (e.g., Gardner,
2008). The limitation of the repeated exposure of lexical items through extensive
reading is that extensive reading leads to better acquisition of word meaning,

whereas its effect on word use is relatively moderate (Alshwairkh, 2004).

In addition to the studies noted above, there are many similar studies supporting
the effect of extensive reading on incidental vocabulary acquisition (e.g., Cho &
Krashen, 1994; Coday, 1997; Coady & Huckin, 1997; Day, et al., 1991; Horst,
2000; Horest, et al., 1998; Huckin & Coady, 1999; Paribakht & Wesche, 1997;
Poulshock, 2010; Prichard, 2008; Pudilo & Hambrick, 2008; Rosszell, 2007;
Sonbul & Schmitt, 2010), and due to the limited space we just note a few here.

These studies indicate the following assumptions which may explain the
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relationship between extensive reading and vocabulary acquisition: the “noticing”
assumption, the “guessing ability” assumption, the *“guessing-retention link”
assumption, and the *“cumulative gain” assumption. These assumptions are
ordered in a clear logic: readers are exposed to the target word through repeated
exposure, so they notice it. The word is important for understanding the text, so
they guess its meaning from the context. They have been exposed to the target
word several times, and thus they try to guess from their retention. They know its
meaning at the first time, and they know its part of speech the next time they

meet with it.

The above assumptions are supported by empirical studies. In Brown et al.’s
study (2008), the more frequently the items appear in the text, the more likely
they are to be acquired by learners, which supports the “noticing” assumption in
a sense that that the retention of words is closely related to the words’ frequency.
Gardner (2008) further strengthens this assumption by using collections of
reading materials with a common theme and authorship. In Alshwairkh’s (2004)
study, the readers scored higher on word meaning levels than the non-readers,

which showed that the acquisition of words from reading were cumulative.

The major challenge to the above assumptions comes from Laufer (2003). In a
series of three studies, she provided different conditions for vocabulary learning.
In the first study, sixty Arabic university students who learned English as a
foreign language were stratified into two groups. The students in the first group
were requested to do a reading comprehension task. The ten target words in the
reading text were glossed in Hebrew, the first language of the students. The
students in the second group were required to produce sentences with the same
ten target words. In the second study, the eighty-two EFL university students
were also stratified into two groups. The first group repeated the same reading
comprehension task in the first study. The second group was required to write an
essay using the same ten target words. In the third study, ninety high school
students were stratified into three groups, unlike the two-group design in the
previous two studies. The first group repeated the reading comprehension task.
They read a text containing the same ten target words which were not glossed,

and they were allowed to refer to a dictionary when necessary. The second group
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was asked to produce sentences with the same target words. The translations and
parts of speech of the ten target words were written on a piece of paper, and the
paper was made available to the participants. The task for the third group was
sentence completion. The participants in this group would need to complete the
ten sentences by using the same ten target words, one word for each sentence.
They were allowed to consult a bilingual dictionary. Despite the differences in
research design, the three studies shared the same underlying hypothesis that
vocabulary learning through “conscious” tasks would be greater than through
reading. This hypothesis was supported by the consistent findings from the three
studies, showing that engaging with the words more “consciously” produced

better gains in vocabulary learning than through reading.

The results of Laufer’s study seem to be conflicting with the above-noted ones,
but in fact they share a lot in common. Firstly, it is assumed that comprehensible
meaning-focused input engages learners in incidental vocabulary acquisition,
because they are immersed in an input-rich context and exposed to abundant
linguistic items and structures. Through repeated exposure, the readers notice
some items, and learn them. In their subsequent meeting with the words, they
know the words better and cumulate more word knowledge. In the previous
studies, the readers “incidentally” acquire the words, and in Laufer’s study, the
readers learn the words “consciously” through tasks. From the surface the
participants in these different studies acquire the words in different ways, but in
nature in the same way: notice them, and then learn them. The only difference
between the studies is that Laufer told the participants which words to
concentrate on, while in other studies the participants identify the key words by

frequency.

In our study, it seems reasonable to expect remarkable gains in terms of
vocabulary knowledge and size at the end of the present study. Surprisingly, there
is a significant main effect for the treatments as a factor in the vocabulary section
in the mid-test (p=0.01) instead of the post-test as shown in Table 4.20 below.
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Table 4. 20 Descriptive statistics and results of ANOVA from the vocabulary sections in the
mid- and post-tests

Test (Total score)  Group N Mean SD F Sig.
CR 33 8.33 1.19

Mid-test (9) FR 33 8.18 1.18 5.46 0.01
CG 33 7.36 1.45
CR 33 7.15 1.39

Post-test (9) FR 33 7.39 1.62 1.92 0.15
CG 33 6.61 1.95

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

The multiple comparisons by the Fisher’s LSD test in the mid-test among the
three groups clearly illustrated that there was a statistically significant difference
between the experimental groups and the control group (see Table 4.21 below).
The explanation for this result at this stage is that the two experimental groups
did extensive reading while the Control groups did not. Further, the two
experimental groups were expected to outperform the Control group in the
post-test as well and there should be a significant main effect for the treatments
as a factor in vocabulary, because by the post-test the two experimental groups

would have read much more than they did by the mid-test.

Table 4. 21 The results of multiple comparisons by the Fisher’s LSD test in the vocabulary
sections in the mid- and post-tests

D\e/;)reigglegt () Group  (J) Group Mean (Dljggerence Std. Error Sig.
R FR 0.15 0.32 0.63

CG 0.97 0.32 0.00

. CR 20.15 0.32 0.63
Mid-test FR CG 0.82 0.32 0.01
G CR 20.97 0.32 0.00

FR 20.82 0.32 0.01

R FR 20.24 0.41 0.56

CG 0.55 041 0.19

CR 0.24 0.41 0.56

Post-test FR cG 0.79 0.41 0.06
co CR -0.55 0.41 0.19

FR 20.79 0.41 0.06

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

However, there is no significant main effect for the treatments as a factor in the
vocabulary section in the post test (p=0.15) (see Table 4.21 above). The multiple
comparisons by the Fisher’s LSD test in the post-test between the three groups

showed that there was no statistically significant difference between each two
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groups, although the two experimental groups still obtained advantage in terms
of mean score (CR=7.15. FR=7.39, CG=6.61).

Our next step is to conduct a fine-grained analysis of the three groups’
performance on each item in the vocabulary section in the post-test in order to
gain deeper insights into the relationship between extensive reading and
vocabulary acquisition. The usual way to analyze the lexical items that are tested
in a proficiency test is to make reference to the published word lists that indicate
the frequency with which the words have been found to be used (Heaton, 1975;
Read, 2000). In our discussion, the General Service List (GSL), the Word
Frequency Book (WFB) and the Academic Word List (AWL) are chosen as
classic reference lists. Given that these three lists were published at least more
than ten years ago although they are landmarks in lexical studies, the Corpus of
Contemporary American English (1990-present) (COCA) serve as the most

recent language data for comparison.

The General Service List (West, 1953) enlists two thousand entries which are
considered to be of “general service” value to users of English. This does not
mean only two thousand single words are in active use or of grate service value
to the learners. In the GSL, one includes words from the same word family. For
example, under the entry “ABLE?”, there is also “ability”, and their meanings and
frequencies. In this sense, an entry is a headword representing a word family (see
Section 3.4 for introduction of headword and word family). The greatest
pedagogical application of the GSL is that it used to serve as base word list for
developing materials for learners of English (not native speakers), for example,
graded readers (see Section 2.3 for lexical control in graded readers). The Word
Frequency Book (Carroll et al., 1971) presents the 86,741 different word types
found in the 5,088,721 words of running text which secondary students in
America are exposed to, which makes it meaningful to use WFB as a reference
word list when the test takers of the post-test come from secondary schools in
China. The Academic Word List (Coxhead, 1998) includes 570 high-frequency
headwords from academic texts written in English. Unlike GSL and WFB, in
which words are presented in alphabetic order, AWL divides the 570 words into

ten sub-lists according to their frequency. For instance, the sixty most frequent
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words appear in the first sub-list, and the next most frequent sixty words are in
the second sub-list, and so on. That is to say, the latter sub-list a word appears in,
the less frequent it is in academic texts. BNC is a corpus of British English which
contains 100 million words divided among a comprehensive range of spoken and
written texts (available at: http://www.natcorp.ox.ac.uk/). COCA is a corpus of
American English, with a 450-million words collection of samples from a wide
range of discourses and genres, including spoken, newspapers and academic texts
(available at: http://corpus.byu.edu/coca/). The 450 million words are
accumulated by 20 million each from the year 1990 to 2012, with the most recent
texts from summer, 2012).

In addition to the reference lists and corpora for examining the frequency of the
ten words, the Range program designed by Paul Nation and Alex Hartley will
also be run. Range has a number of useful functions (please visit:
http://www.victoria.ac.nz/lals/about/staff/paul-nation, for detailed information
and downloading). For the present study, Range will provide information on the
ten words’ frequency level in BNC. The designers of Range have divided the
word list of BNC into twenty-five sub-lists. Sub-list 1 contains the most frequent
1,000 words in BNC, and Sub-list 2 contains the 2™ most frequent 1,000 words

in BNC, and so on. Range will tell us at which frequency level the ten words are.

The ten words tested in the vocabulary section in the post-test were: find,
traditional, disturb, restore, useless, performance, carefully, hesitate, suddenly
and show (see Appendix C). As shown in Table 4.22 below, nine of the ten words
tested in the vocabulary section in the post-test have the following characteristics.
First, the ten words tested can be classified into three categories according to
their syntactical functions: noun, verb and adjective, all of which are content
words (see Section 3.4 for the discussion on content words and function words).
Words in the same category are similar neither in meanings nor usages. Second,
all of the ten words appear in WFB, seven are found in GSL and only two are
available in AWL. Three of the ten words, restore, hesitate and disturb were
explicitly taught in class because they were in the vocabulary list attached to the
textbooks. According to their frequency and availability in WFB, GSL and AWL,

restore, hesitate and disturb are not high-frequency words or high-frequency
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academic words, nor are they of great “general service” to learners of English.
Interestingly, findings from Range are consistent with the findings from the three
reference lists. The ten words are distributed to three frequency levels in BNC:
find, show, suddenly, carefully and useless are at frequency Level 1, i.e., they are
in the most frequent one thousand words in BNC, performance and traditional
are at frequency Level 2, i.e., they are in the second most frequent one thousand
words in BNC, and restore, disturb and hesitate at frequency Level 3, i.e., they
are in the third most frequent one thousand words in BNC. It is the three words at
the third frequency level in BNC that were explicitly taught in class. Obviously,
the selection of the ten words constitutes a representative sample of two types of
words: high-frequency words in texts written in English and words which were
explicitly taught in class, although they are not of great service or academic value.
This constitution, on one hand, assesses how the test-takers manage the flow of
the information by placing the high-frequency words in the right place; on the
other hand, tests whether they are able to handle words that have been explicitly

taught in class.

Within the same frequency level, a detailed analysis of the words across COCA,
WFB and GSL shows that the two most frequent words are show and find. As the
more frequent one in these two words, find appears in WFB 11,758 times in all,
with the base form find/Find 6,921 times, and inflectional forms finds 1,079
times, found 3,362 times and finding 396 times. Find is also the most frequent
words of the ten according to the GSL, which appeared 3,874 times. In
comparison, find is also the most frequent word in the ten in COCA. It appears
463,482 times in all, with the base form find/Find 19,061 times, and the
inflectional forms finds 195,160 times, found 213,390 times and finding 35,871

times.

According to WFB and GSL, show is the second most frequent words in the ten.
Show appears in WFB 4,751 times in total, with the base form show 2,734 times,
Show 24 times, and the inflectional forms showed 478 times, shows 1,184 times
and showing 331 times. It appears in GSL 3,192 times. Consistent with the

findings from WFB and GSL, show is also the second most frequent one in the
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Table 4. 22 Detailed analysis of the ten words tested in the vocabulary section in the post-test

Words Syntactical Frequency level in Frequency in Frequency Frequency in Fr?_q;g;cy Explicitly taught
functions BNC COCA in WFB GSL . in class?
in AWL
find V. 1 19,061/463,482 6,921/11,758 3,874 (found) 9 No.
show v./n. 1 175,093/344,710 2,734/4,751 3,192 N/A No.
suddenly adv. 1 48,442 993 554 N/A No.
carefully adv. 1 25,835 993 244 N/A No.
useless adj. 1 4,562 86 82 N/A No.
performance n. 2 60,944 149 344 N/A No.
traditional adj. 2 49,185 90 N/A N/A No.
restore V. 3 7,776/16,944 34/82 N/A (found) 8 Yes.
disturb V. 3 1,800/13,297 22/100 177 N/A Yes.
hesitate V. 3 2,542/8,601 29/98 116 N/A Yes.
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ten, which appears in 344,710 times in total, with the base form show/Show
175,093 times, showed 47,289 times, shows 59,920 times, shown 36,095 and
showing 26,313 times.

As the least frequent words in the ten in WFB, restore appears in WFB 82 times
in all, with the base form restore 34 times, and the inflectional forms restored 39
times, restores 2 times and restoring 7 times. Unlike its frequency in WFB,
restore becomes the most frequent one in the three 3" frequency level words. It
appears in COCA 16,944 times in all, with the base form restore/Restore 7,776
times, and the inflectional forms restored 5,871 times, restores 490 times, and
restoring 2,807 times. The reason that may explain the discrepancy between a
classic reference list published in the 1970s and one of the most recent English
language corpus is that restore is found to be an academic words which appears
in the 8" sub-list in AWL. Its academic property may expand its use in at least

one more genre, and thus increases its frequency in COCA.

Unlike their frequencies in the classic reference lists and the most updated
English language corpus, the ten words had different frequencies in the textbooks
and received different levels of instruction or teachers’ concern in teaching.
Among them, restore, disturb and hesitate appeared in Senior One textbooks, and

were explicitly taught by teachers.

The above comparison reveals a discrepancy in the ten words’ frequency and
importance in corpora and daily teaching. It would be interesting to see how the
three groups of participants performed on these ten words exactly. Table 4.23
below illustrates the detailed statistic of the three groups’ performance on the
nine words. In the post-test, there were nine blanks in the passage, and ten words
were provided as options. According to the key, restore was not used. So in Table

4.23 below, statistics of nine words are presented.

Two interesting findings emerge from Table 4.23. First, there is a significant
main effect for the treatments as a factor on Item 42, namely show, which is a
high-frequency word both in the classic reference lists and contemporary English

language corpora. In addition, a practical difference between the three groups is
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found on Item 46, namely find, which is also a high frequency word in both
classic reference lists and contemporary corpora, although the difference is not
statistically significant (CR=0.94, FR=0.91, CG=0.76, p=0.06).

Table 4. 23 Descriptive statistics and results of ANOVA from the vocabulary section in the
post-test

Item Group N Mean SD Std. Error F Sig.

a1 CR 33 0.61 0.50 0.09
(useless) FR 33 0.64 0.49 0.09 0.53 0.59

CG 33 0.52 0.51 0.09

42 CR 33 0.94 0.24 0.04
(show) FR 33 0.91 0.29 0.05 3.74 0.03

CG 33 0.73 0.45 0.08

43 CR 33 0.76 0.44 0.08
(performance) FR 33 0.76 0.44 0.08 0.05 0.95

CG 33 0.73 0.45 0.08

a4 CR 33 0.85 0.36 0.06
(suddenly) FR 33 0.79 0.42 0.07 0.71 0.49

CG 33 0.73 0.45 0.08

45 CR 33 0.48 0.51 0.09
(traditional) FR 33 0.55 0.51 0.09 0.28 0.76

CG 33 0.45 0.51 0.09

46 CR 33 0.94 0.24 0.04
(find) FR 33 0.91 0.29 0.05 2.82 0.06

CG 33 0.76 0.44 0.08

47 CR 33 0.88 0.33 0.06
(carefully) FR 33 0.97 0.17 0.03 1.44 0.24

CG 33 0.85 0.36 0.06

48 CR 33 0.85 0.36 0.06
(hesitate) FR 33 0.91 0.29 0.05 0.40 0.67

CG 33 0.91 0.29 0.05

49 CR 33 0.85 0.36 0.06
(disturb) FR 33 0.97 0.17 0.03 1.78 0.17

CG 33 0.94 0.24 0.04

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

As examined by the Fisher’s LSD test, both experimental groups outperformed
the Control group on Item 42, show, significantly (CR=0.94, FR=0.91, CG=0.73,
CRvs. CG, p=0.01, FR vs. CG, p=0.03), and there was no significant difference
between the two experimental groups (p=0.72) (see Table 4.24 below). On Item
46, find, only the Complementary Reading group significantly outperformed the
Control group (CR=0.94, CG=0.76, p=0.03). On the same item, there is a
practical difference between the Free Reading group and the Control group
(FR=0.91, CG=0.76), although the difference is not statistically significant

(p=0.07). There was no significant difference between the two experimental
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Table 4. 24 The results of multiple comparisons by the Fisher’s LSD test in the vocabulary
section in the post-test

Dependent Variable (1) Group (J) Group Mean Difference (I-J) Std. Error Sig.
CR FR -0.03 0.12 0.81

CG 0.09 0.12 0.46

41 FR CR 0.03 0.12 0.81
(useless) CG 0.12 0.12 0.32
cG CR -0.09 0.12 0.46

FR -0.12 0.12 0.32

CR FR 0.03 0.08 0.72

CG 0.21 0.08 0.01

42 ER CR -0.03 0.08 0.72
(show) CG 0.18 0.08 0.03
cG CR -0.21 0.08 0.01

FR -0.18 0.08 0.03

CR FR 0.00 0.11 1.00

CG 0.03 0.11 0.78

43 FR CR 0.00 0.11 1.00
(performance) CG 0.03 0.11 0.78
cG CR -0.03 0.11 0.78

FR -0.03 0.11 0.78

CR FR 0.06 0.10 0.55

CG 0.12 0.10 0.24

44 ER CR -0.06 0.10 0.55
(suddenly) CG 0.06 0.10 0.55
cG CR -0.12 0.10 0.24

FR -0.06 0.10 0.55

CR FR -0.06 0.12 0.63

CG 0.03 0.12 0.81

45 FR CR 0.06 0.12 0.63
(traditional) CG 0.09 0.12 0.47
cG CR -0.03 0.12 0.81

FR -0.09 0.12 0.47

CR FR 0.03 0.08 0.71

CG 0.18 0.08 0.03

46 FR CR -0.03 0.08 0.71
(find) CG 0.15 0.08 0.07
cG CR -0.18 0.08 0.03

FR -0.15 0.08 0.07

CR FR -0.09 0.07 0.22

CG 0.03 0.07 0.68

47 FR CR 0.09 0.07 0.22
(carefully) CG 0.12 0.07 0.11
ce CR -0.03 0.07 0.68

FR -0.12 0.07 0.11

CR FR -0.06 0.08 0.44

CG -0.06 0.08 0.44

48 FR CR 0.06 0.08 0.44
(hesitate) CG 0.00 0.08 1.00
cG CR 0.06 0.08 0.44

FR 0.00 0.08 1.00

CR FR -0.12 0.07 0.07

CG -0.09 0.07 0.18

49 FR CR 0.12 0.07 0.07
(disturb) CG 0.03 0.07 0.65
ce CR 0.09 0.07 0.18

FR -0.03 0.07 0.65

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.
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groups on Item 46 (CR=0.94, FR=0.91, p=0.71). The two experimental groups’
better performance on the highest-frequency words in the post-test was consistent
with the research literature that how well the readers acquire a word is

proportional to its frequency.

The second interesting finding emerges from Item 48 hesitate and Item 49
disturb. On these two items, the Free Reading group and the Control group
outperform the Complementary Reading group in terms of mean score although
the difference was not statistically significant, and the Free Reading group and
the Control group performed equally well on this item by obtaining the same
mean score. A practical explanation for this finding is that the participants in the
Free Reading group and the Control group had intensive grammar and translation
exercises on these two words, because they are in the vocabulary list attached to
the textbook and understandably explicitly taught by the teachers. The
participants in the Complementary Reading group, who did not do grammar and
translation exercises but extensive reading after school, were reasonably exposed

to these two words less.

The three groups’ performance on these two items was consistent with Laufer’s
three studies noted earlier in this section. The findings from the three studies
showed that engaging with the words more “consciously” produced better gains
in vocabulary learning than through reading. The value of findings from the
present study as well as Laufer’s experiments is to show the significance of
learners acquiring words through explicit instruction or “conscious” tasks. The
limitation of acquiring words through explicit instruction or “conscious” tasks is
that the huge number of words that learners are supposed to know make
impossible the acquisition or learning of every new word by means of explicit
instruction or “conscious” task. Most L1 direct vocabulary instruction in
classroom does not involve more then 300 to 500 words per academic year (Stahl
& Nagy, 2006), and in an L2 setting a fairly intensive instruction of vocabulary
(12-20 hours per week) can teach 2,000 words directly to the learners (Grabe,
2009). Given that the general consensus on how many words there are in English
is that over 100,000 words are in active use (Nagy, 1997; Nation, 2001; Schmitt,
2000), it is certainly beyond the scope of explicit instruction or “conscious” task

156



to teach the 100,000 to the learners, and that is why Nation (2001) points out that
balanced vocabulary instruction should comprise input, instruction, output and

fluency development, as noted earlier in this section.

The overview of the vocabulary instruction practice in Chinese secondary school
made earlier in this section has shown that the second and the third strands in
Nation’s framework, the language-focused or form-focused instruction and
meaning-focused output, are well incorporated into in-class vocabulary
instruction, while the other two fail to be clearly reflected. It is extensive reading
that plays a crucial and irreplaceable role in learning from comprehensible

meaning-focused input and fluency development.

Findings from hesitate and disturb also reveal a challenge to the testing and
assessment of vocabulary gains through extensive reading. Obviously the locally
developed tests are heavily teaching-oriented. For the complementary reading
participants who spent more time reading but less time on explicit instruction of

isolated lexical items, they were at a disadvantage in the test.

To summarize, the findings in the section show that explicit instruction and
extensive reading are complementary to each other in terms of vocabulary
learning in that they represent two major processes by which learners add new
words and expand vocabulary knowledge. The Grammar-Translation Method
involves systematic procedures to memorize the forms and meanings of words,
usually based on lists of English words with their Chinese equivalents or
translated meanings, which is of particular value for the learning or acquisition of
less frequent words. Extensive reading promotes individual vocabulary learning,
by which readers acquire new words or expand knowledge of known word
incrementally as the readers encounter the words in context in their extensive

reading, and it also facilitate the fluency development of known words.

4.4.2 Extensive reading and grammar acquisition

Prior to interpreting and discussing the test results in the grammar section, it
should be noted here that grammar is defined as a language knowledge
component rather than a skill in the present study. There are three reasons for
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defining grammar as a language knowledge component in the present study. The
first reason is that the teaching of grammar is described as instruction of rules or
language knowledge in the consecutive national syllabuses for English language
teaching as shown in Table 4.25 below. Further, the grammar sections in the pre-,
mid- and post-tests without exception employed a multiple-choice format. The
students were requested to complete a sentence by choosing from the four
choices provided to complete a sentence. The tests did not provide contexts but
only single sentences. In essence, the students were not involved in
communicative tasks because they did not know who the intended audience was.
They have to focus on the structure rather than meaning in order to locate the
correct answer from the four options. The third reason for defining grammar as a
language knowledge component rather than a skill is that grammar was not tested
as part of a test of writing or speaking, which means the accuracy and fluency of

grammar was not tested.

Table 4. 25 Guidelines for teaching grammar in the national syllabuses for English language
teaching

Syllabus Guidelines for teaching grammar

1978 The students are expected to have a command of basic phonetics and
grammar rules.

1986 Give detailed instruction of basic language knowledge.

1988 Strengthen basic language knowledge and training.

1990 The same as the 1988 syllabus.

1993 Consolidate and expand students’ basic language knowledge.

2000 The same as the 1993 syllabus.

Returning from the nature of the grammar test and the definition of grammar in
the present study, grammar is recognized as being fundamental to language.
Definitions of the word “grammar” are manifold: they can range from a “theory
of language” to “a description of the syntactic structure of a particular language”
(Pachler & Field, 1997, p.145); it can also be thought of as *“a type of
rule-governed behavior” (Celce- Murica & Hilles, 1988, p.16).

Of the many issues surrounding grammar in a second or foreign language
classroom, perhaps the most controversial is whether to teach it or not. From an
historical perspective, this controversy comes as somewhat of a surprise: for

thousands of years, grammar was the center of language pedagogy (Rutherford,
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1987). Language teaching was equated with grammar teaching and grammar was
used as content as well as an organizing principle for developing curriculum and
language teaching materials (Celce-Murcia, 2001). The nature of this controversy
revolves around the question of whether or not the instruction of grammar rules

facilitates learners’ improvement in the target language proficiency.

Recent research in second language acquisition has led to a radical rethinking of
the importance of grammar. Many researchers now believe that grammar
teaching should not be ignored in second language classrooms. Language
teaching professionals have also become increasingly aware that the importance
of grammar instruction in language teaching and learning should not be

underestimated.

The second controversial issue surrounding the teaching of grammar is what to
teach first. The Natural Order Hypothesis proposed by Krashen (1981) suggests
that learners, regardless of their language background, acquire grammatical
constructions in a certain language in a predicable order. Some grammar
structures in a certain language are more likely to be acquired earlier, and other
structures in this language later. However, this predicable order is not reflected in
the teaching of grammar. General educational principles suggest we start with the
simple and move toward the more difficult, but structures that seem
uncomplicated may in fact be quite difficult for some students to internalize. For
example, most adult learners still omit the obligatory —s from third person
singular verbs in the present tense long after they have mastered “more
complicated” verb forms. Obviously, “simple” and “complex” are meaningless
terms if they are not defined from the learners’ point of view. Although there
have been some attempts to identify a “difficulty” or *“acquisition” order in
English, the resulting sequence usually deals only with elementary structures and

cannot possibly account for every structure in the language.

The third controversy on the teaching of grammar is the debate on an explicit
versus an implicit view of grammar instruction. According to Kelly (1969), this
controversy has existed since the beginning of language teaching. So far no

consensus has been reached on this debate. Some theorists advocate formal and
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systematic attention to isolate linguistic features, whereas others promote whole
language experience in the target language, which bears strong resemblance to
how children acquire their first language (Long & Richards, 1998). On this
debated, the teachers, who are directly engaged in classroom teaching, hold two
opposing viewpoints, supporting either exposure to the target language or explicit
instruction as the major source of grammar competence (Garrett, 1986).

Although no agreement has been reached on them, the three controversies noted
above did not lead to dispute in mainland China. As shown in Table 4.25, from
1978, the importance of grammar was highlighted in six consecutive national
syllabuses for English language teaching, and since then the
Grammar-Translation Method dominates English language teaching in

classroom.

Under the guidelines of the national English language teaching syllabuses,
grammar has been afforded a very high profile in the highest-stakes NMET. As
has been shown in Table 1.4 in Chapter 1, grammar has been an integral part of
the NMET since 1978. Due to the decentralization policy of the State Education
Committee that every province, autonomous region and municipality be
encouraged to develop its own version of NMET to cater for the local education
situation, a uniform version of the NMET was no longer developed after 1990. In

the localized NMETs, grammar is still a crucial component until today.

The direct washback effect of the syllabuses and the NMET on English language
teaching in the classroom is that the Grammar-Translation Method dominates
English language teaching in classroom. As its name suggests, the
Grammar-Translation Method lays great emphasis on grammar and translation,
and the essence is to build accuracy and in turn to cultivate learners’ ability to

construct correct sentences (Griffiths & Parr, 2001).

A typical lesson using the Grammar-Translation Method in mainland China was

observed by Zuo (2002):

1. Review: Dictation of words; individual and collection recitation of a
paragraph in the text.
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2. Teaching of new words: The teacher explained the new words in the text
verbatim. The students read the new words after the teacher. Afterwards, the
teacher proposed a Chinese word, and the students answer the English
equivalent of the Chinese word proposed by the teacher.

3. Teaching of grammar rules (simple progressive tense): After explaining the
rules of the simple progressive tense, the teacher wrote the standard forms of
the verbs in the text on the blackboard, and requested the students to change
the standard forms into present participles and then simple progressive tense.

4. Teaching of the text: The teacher read the text sentence by sentence, and
requested the students to analyze the grammar structure of the sentences and
translate them into Chinese. The teacher corrected the students’ mistakes at
any time.

5. Consolidation of the text: The students read the text after the teacher sentence
by sentence. Then the teacher raised questions about the text, and the students
answered the questions based on the content of the text.

6. Assignment: Recitation of new words; grammar exercise: simple progressive
tense; recitation of a paragraph in the text.

(Zuo, 2002, p.39)

The teaching practice of the Grammar-Translation Method bears great
resemblance to the popular Presentation-Practice-Produce (P-P-P) teaching style.
Byrne (1986) explores typical steps of P-P-P. First, the teacher presents new
language items. Second, learners practice the items through drills, and then
produce the language for themselves. From the 1980s onwards, P-P-P has been
recommended as a useful teaching procedure (Harmer, 2007), as it has a logic
that is appealing to teachers and a learner in that it reflects a notion of practice
makes perfect (Carless, 2009). Swan (2005) also recommends PPP as a useful
routine for presenting and practicing structural features under semi-controlled
conditions. It also allows the teacher to control the content and pace of the
lessons (Thornbury, 1999).

The emphasis on grammar shows that English language teaching in Chinese
secondary school is based on the assumption that “the major problem in learning

a second or foreign language is learning its structure and that this aspect of
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language must receive exclusive attention” (Nassaji & Fotos, 2011, p. 2). If so, it
is even more necessary to discuss whether the Grammar-Translation Method is

ideal for teaching and learning grammar.

One of the major assumptions underlying traditional grammar-based approaches
Is that language consists of a series of grammatical forms and structures that can
be acquired successively (Nassaji & Fotos, 2011). Grammar teaching is viewed
as a deductive and linear presentation of these rules. It is believed that through
such presentations of grammar forms, learners are able to develop the kind of
knowledge they need for spontaneous language use, but practice of these rules is
excluded by the strictly controlled classroom teaching because the

Grammar-Translation Method teaches language through rules rather than use.

In addition to the “rules” and *“use” contradiction, another conflict in the
Grammar-Translation Method is “acquisition” and “learning”. This method
allows for little opportunity for acquisition but solely relies on learning. In the
past several years many ESL professionals have come to assume that second
language learning bears strong resemblance first language acquisition. Their
position on the “acquisition” and “learning” issue is that acquisition is more

important than learning (e.g., Krashen, 1993).

Once it is agreed that acquisition is more important than learning, questions
concerning acquisition rise immediately. For acquisition to occur, the prerequisite
is that comprehensible input through which the learners acquire is made available,
and preferably, in a low affective environment. As discussed in Chapter 1 and 2,
extensive reading has been investigated as an optimal source of comprehensible
input, particularly in an EFL context where English is not the language of daily
communication. There have been numerous studies on the significance of
extensive reading in a comprehensive range of areas, from language knowledge,
receptive skills, productive skills and even vernacular and other school subjects
(see Section 2.1 for review of benefits of extensive reading from empirical
studies and Section 2.5 for benefits of extensive reading from large-scale
extensive reading programs). As noted from the existing body of research, the

positive role that extensive reading plays in grammar acquisition is
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well-recognized among researchers. Findings from the extensive reading
programs worldwide also support the positive relationship between extensive

reading and acquisition of grammar competence.

In REAP, which has been introduced in detail in Section 2.5, the participants
were tested on a wide range of English language tests on word recognition, oral
language, writing, reading, vocabulary, grammar, etc (Mok, 1994). The grammar
test employed a multiple-choice format that assesses the participants on syntactic
structure. The test result showed that the REAP participants were significantly
better than the non-REAP participants on grammar (REAP=11.0, non-REAP=8.9,
t=6.6, p<0.01). In the Book Flood Project in Fiji, which has also been introduced
in detail in Section 2.5, the two experimental groups, which experienced two
different experimental treatments, namely the Silent Reading Treatment and the
Shared Reading Treatment, outperformed the control group significantly in the
open-ended English structures test (p<0.01) (Elley & Mangubhai, 1983, Elley,
1991).

These two extensive reading programs lend the following two implications for
the present study:

1. Extensive reading does have a role to play in grammar acquisition.

2. Differences in extensive reading treatments did not seem to significantly

affect the effect of extensive reading on grammar acquisition.

According to the research design of the present study, the three groups
experienced three models of grammar instruction and acquisition. The
participants in the Control group were explicitly taught the grammar rules in
class by their English teacher. They had to finish their grammar and translation
exercises after school, but they did not read extensively. In other words, they
were taught using the Grammar-Translation Method, and were not given
additional comprehensible input other than their textbooks. As for the
Complementary Reading group, participants in this group were explicitly taught
the grammar rules in class by the researcher. This was similar to the Control
group, because grammar was a crucial part for the Complementary Reading

group in teaching content as required in the teaching syllabus, and absence of
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explicit instruction of grammar was strictly forbidden. However, they did not do
grammar or translation exercises after school; instead, extensive reading was
their daily assignment, and they read about 5,000 words every day after school.
Participants in the Free Reading group were explicitly taught the grammar rules
in class by their class English teachers as well. They had to finish their grammar
and translation exercises after school, and read out of class when they had time.

There was no specific amount of reading required.

As shown in Table 4.26, the pre-test showed no statistically significant difference
in grammar among the three groups (F=0.96, p=0.39). It showed that the three
groups joined this extensive reading program with approximately equal grammar
competence. The situation changed in the mid-test. Judging from the mean score,
the Free Reading group performed the best among the three on grammar in the
mid-test (CR=14.15, FR=15.15, CG=13.97), but there is no significant main
effect for the treatments as a factor in the grammar section in the mid-test
(F=2.16, p=0.12). In the post-test, the Free Reading group still had the advantage
in grammar (CR=15.88, FR=16.64, CG=15.03) judging from the mean score,
there is no significant main effect for the treatments as a factor in grammar in the
post-test either (F=2.68, p=0.07).

Table 4. 26 Descriptive statistics and results of ANOVA from the grammar sections in the
pre-, mid- and post-tests

Tests Group N Mean SD F Sig.
CR 33 3.61 1.20

Pre-test FR 33 3.97 0.95 0.96 0.39
CG 33 3.73 1.10
CR 33 14.15 2.62

Mid-test FR 33 15.15 2.55 2.16 0.12
CG 33 13.97 2.27
CR 33 15.88 2.67

Post-test FR 33 16.64 2.22 2.68 0.07
CG 33 15.03 3.44

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

Table 4.27 below illustrated the multiple comparisons by Fisher’s LSD test
between the three groups in the grammar sections in the pre-, mid- and post-tests.
It is worth noting that there is a practical difference between the Free Reading
group and the Control group in the mid-test although the difference is not

statistically significant (p=0.06), and in the post-test the Fisher’s LSD test
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detected a statistically significant difference between the Free Reading group and
the Control group (p=0.02). It should be stressed that the difference between the
Free Reading group and the Control group in the post-test was the only statistical
difference in the grammar sections in the post-tests. There was no statistical
difference between the two experimental groups (p=0.28) or between the
Complementary Reading group and the Control group (p=0.22) in the grammar

section in the post-test.

Table 4. 27 The results of multiple comparisons by the Fisher’s LSD test in the grammar
sections in the pre-, mid- and post-tests

Dependent | J Mean Difference .
V;)riable GISO)up Glgo)up (1-J) Std. Error Sig.
R FR -0.36 0.28 0.20
CG 20.30 0.28 0.29
CR 0.36 0.28 0.20
Pre-test FR cG 0.06 0.28 0.83
e CR 0.30 0.28 0.29
FR 20.06 0.28 0.83
R FR 1,00 0.61 0.11
CG 0.18 0.61 0.77
. CR 1.00 0.61 0.11
Mid-test FR CG 118 0.61 0.06
e CR 0.18 0.61 0.77
FR 118 0.61 0.06
R FR 20.76 0.69 0.28
CG 0.85 0.69 0.22
CR 0.76 0.69 0.28
Post-test FR G 161 0.69 0.02
e CR 20.85 0.69 0.22
FR 161 0.69 0.02

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

Discussion 1: What is the significance of acquiring grammar through extensive
reading?

What the three groups shared in common in their treatments was the explicit
instruction of the grammar rules, and thus the statistical difference in the post-test
can only be attributed to extensive reading. In the post-test, the statistically
significant difference appeared between the Free Reading group and the Control
group. This was evidence in favor of extensive reading, since the only extraneous
variable between the two groups was extensive reading on condition that other
extraneous variables had been strictly controlled. Another finding that may bring
out the limitation of the traditional Grammar-Translation Method is that the
Complementary Reading group did not do any grammar and translation exercises
but it did seem to be slightly better at grammar than the Control group although
the difference was not statistically significant (CR=15.88, CG=15.03, p=0.22).
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The traditional Grammar-Translation Method has long dominated the English
language classroom. Both the teachers and students stuck to investing a huge
amount of time discussing grammar in class and doing grammar and translation
exercise after class. However, the findings did not support the effectiveness of
the Grammar-Translation Method, i.e. the explicit instruction of grammar rules in
class followed by the grammar and translation exercises after school. The
significance of acquiring grammar through comprehensible input is at least as
effective as the Grammar-Translation Method with the additional merit of being

more interesting to the learners.

In addition, the empirical research supporting the effect of extensive reading on
grammar has provided evidence that the students’ grammar did improve through
extensive reading. For example, in a 90-hour extensive reading program based on
graded readers, twenty-five ESL learners in Pakistan made significant gains in
terms of grammar fluency and accuracy after extensive reading (Hafiz & Tudor,
1989). The weakness of extensive reading on grammar competence, if there is
any, is that the participants in this study did not improve in range of structures
used.

From the analysis and empirical studies discussed above, a conclusion can be
reached that there is a positive relationship between extensive reading and
grammar acquisition. On the other hand, it should be noted that the evidence
produced by the empirical studies was not enough to explain the whole picture of
how extensive reading positively influences grammar. Hafiz and Tudor’s (1989)
study did not cover a comprehensive range of grammatical structures. In the
present study, although the Free Reading group did significantly better in
grammar, it is notable that the result came from only twenty multiple choices.
The twenty choices were far from representative of the whole grammar and

structure rules.

Discussion 2: How did extensive reading affect grammar acquisition?
In response to this argument that the twenty choices were far from representative
of the whole grammar and structure rules, it is certainly necessary to revisit the

three tests. The ten grammar items in the pre-test included the following: modal
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verb, pronoun, adjective, adverb, adverbial clause, compound sentence, verb, and
attributive clause (the last two items tested twice) (see Appendix A). The
grammar section in the mid-test tested conjunction, compound sentence,
non-finite verb, modal verb, object clause, adverbial clause, attributive clause,
present perfect tense and past continuous tense (see Appendix B). The grammar
items in the post-test included the following: preposition, pronoun, gerund as
subject, gerund as object, infinitive as adverbial, participle as attributive, past
continuous tense, simple past tense, attributive clause, adverbial clause, object
clause, subject clause, exclamatory sentence, passive voice, subject-verb

agreement and inversion (see Appendix C).

The pre-test mainly covered the grammar knowledge the students learned in
junior middle school. As required in the national junior middle school English
syllabus, the junior middle school graduates were required to have basic English
language knowledge. As illustrated in Table 4.28 below, the grammar syllabus in
the Shanghai English Curriculum Standards for Primary and Junior Middle
School (2004) lists the grammar knowledge that students are required to learn in
detail: parts of speech and sentence knowledge in terms of components of
sentences, types of sentences, simple sentences, complex sentences and
compound sentences. The grammar rules tested in the pre-test mainly covered
parts of speech including verb, pronoun, adjective and adverbial, complex
sentences including attributive clause and adverbial clause, and imperative and
compound sentences. The pre-test was designed to strictly adhere to the syllabus,
aiming to test the test takers’ grammar knowledge learned in junior middle

school.

Another trend that can be noted from Table 4.28 is that the content of the three
tests shared very little in common. The one reason for this was that no more than
twenty items were devoted to grammar in each test, so it would be impossible to
cover every grammar rule in a single test. As discussed in the previous paragraph,
the content of the grammar section was highly consistent with the syllabus and
the classroom teaching. In this sense, the three tests were not typical
representatives of the English grammar system, but typical representatives of the

grammar syllabus and the contemporary explicit instruction of grammar in
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Table 4. 28 The grammar syllabus in the Shanghai English Curriculum Standards for Primary and Junior Middle School (2004)

Description

OBW | Pre

Mid

Post

SjuaWbas aduaIues

4o9ads Jo slied

noun

countable/uncountable nouns

plural forms of nouns

proper nouns

possessives

adjective

adjectives used as attributive, predicative and object complement

formation of comparative/superlative forms: er, est; more, the most.

sentence patterns:

®  as + original form of adjective + as..,

®  not as (s0) + original form of adjective+ as...
®  comparative form of adjective + than,

® the + superlative form of adjective + ... in (of)

adverb

adverbs used to indicate time, place, manner and degree, etc.

doubt adverbs: when, where, how.

formation of comparative/superlative forms: er, est; more, the most.

sentence patterns:

®  as + original form of adjective + as..,

® not as (so) + original form of adjective+ as...
®  comparative form of adjective + than,

® the + superlative form of adjective + ... in (of)

verb

transitive verb

link verbs

auxiliary verbs
modal verbs

simple present tense
simple past tense

intransitive
verb

simple future tense

present continuous tense

tense present perfect tense

past continuous tense

past perfect tense

past future tense
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voice activ_e voic_e s s - *
passive voice (in simple present and past tense/in simple present tense with modal verbs) °
infinite used as subject °
infinite used as object °
e infinite used as object complement °
infinite I o
infinite used as attributive °
infinite used as adverbial °
infinite used after when/ where/ how/ what/which °
personal pronouns in nominative and accusative forms °
possessive pronouns in adjective and noun forms °
Pronoun reflexives: myself, himself, ourselves, etc. °
demonstratives: this, that, these, those. °
indefinite pronouns: some, any, no, etc. °
interrogative pronouns: what, who, whose, which, etc. °
definite article °
article indefinite article °
zero article °
cardinal numbers °
numeral -
ordinals numbers °
Preposition gbqve/amopg/ar(_)und/during/except o
inside/outside/without
conjunctio | and/or o
n
interjection | / °
- combinatio | e.g. classroom. Something, reading-room o
= n
g § deviation e.g. worker, drawing, quickly °
g. = transforma e.g. record (n.)—record (V)
@ tion .
w g 9 subject .
S 2«3 veb .
= 3 S S | predicative .
® |» S| object (direct/indirect) °
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object complement °
attribute °
adverbial °
w _ | declarative sentence  (positive/negative) °
= § interrogative sentence (general/special/alternative/tag question) °
5 & | imperative sentence (positive/negative) ° °
» ~ | exclamatory sentence ° °
" suject+verb (SV) °
€ v | suject+verb+predicative (SVP) °
@ 3 | subject+verb+object (SVO) .
§ @ | subject+verb+ indirect object+ direct object (SVOiOd) °
subject+verb+object+complement (SVOC) °
8 O | the object clause ° ° °
> O .
Z 3 | the adverbial clause ° ° ° °
é % the attributive clause . o | o .
Compound sentence (and/but) ° °

(adapted from the Shanghai English Curriculum Standards for Primary and Junior Middle School, 2004, p. 64-68)
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classroom. This was the common practice of grammar teaching and testing in

mainland China.

Thus how extensive reading affected grammar acquisition can be investigated in
two complementary ways: (1) how the two experimental groups performed on
the grammar items which had been explicitly taught in class, and (2) how they
performed on grammar items which had not been explicitly taught in class during

the program.

Whether the grammar items had been explicitly taught was judged according to
the actual situation of grammar teaching during the academic year. After being
admitted into senior high school, the students are to be explicitly taught three
major grammars in their first year of senior high school: (1) non-finite verbs,
including gerund, infinitive, participle and their specific usages such as gerund as
subject/object, (2) complex sentences including noun clauses, the attributive
clause and the adverbial clause, and (3) nearly all tenses in English. Other
grammatical constructions included modal verbs and inversion. Briefly speaking,
the students will have been explicitly taught all basic English grammar rules by
the end of the first academic year in senior high school. The contrast between the
grammar sections in the mid- and post-tests reveals that the grammar section in
the post-test was more comprehensive than that in the mid-test. The explanation
for this difference is that the mid-test, i.e. the final term test for the first academic
term, usually serves as a monitoring test at the end of the first academic term,
while the post-test serves as an evaluation test at the end of the first academic
year. The teaching progress of individual schools in the same school district may
vary by the end of the first academic term, but they must have finished teaching
required grammar rules by the end of the first academic year. That was why the

grammar section in the post-test was more comprehensive and evaluative.

According to the description of grammar teaching in the whole academic year,
the twenty grammar items in the post-test can be grouped into two categories for
our discussion purpose: grammatical constructions that have not been explicitly
taught, i.e., Items 21, 22, 24 and 26 and grammatical constructions that have
been explicitly taught, i.e. sixteen items excluding Items 21, 22, 24 and 26.
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Table 4.29 presents the descriptive statistics and results of ANOVA from the
individual items in the grammar section in the post-test. As shown in Table 4.29,
there is a significant main effect for the treatments as a factor on Item 21 (F=3.01,
p=0.05) and Item 22 (F=3.35, p=0.04). A practical difference between the three
groups is also found on Item 26, although the difference is not statistically
significant (F=2.86, p=0.06). There is no significant main effect for the
treatments as a factor on Item 24 (F=1.13, p=0.33).

In Table 4.30 below, the differences between each group was further examined.
On Items 21 and 22, there was a statistically significant difference between the
Free Reading group and the Control Group (Item 21: FR=1.00, CG=0.85, p=0.02;
Iltem 22: FR=0.73, CG=0.42, p=0.01). There was no statistically significant
difference between the two experimental groups on these two items (Item 21:
CR=0.94, FR=1.00, p=0.33; Item 22: CR=0.52, FR=0.73, p=0.08). There was no

statistically significant difference between the three groups on Item 24.

The situation of Item 26 was different from that on Item 21, 22 and 24. On Item
21, 22 and 24, without exception, the two experimental groups outperformed the
control group. Also on these three items, without exception as well, the Free
Reading group outperformed the Complementary Reading group. On Item 26,
although the Free Reading group outperformed both the Complementary Reading
group and the Control group (CR=0.85, FR=1.00, CG=0.85, CR vs. FR, p=0.04;
CG vs. FR, p=0.04; CR vs. CG, p=1.00), the Complementary Reading group did

not, however, outperform the Control group.

This exception for Item 26 prevents us from making the blanket statement that
extensive reading is effective in terms of incidental grammar acquisition. On one
hand, the Free Reading group outperformed the Control group significantly on
the grammar rules that were not explicitly taught; on the other hand, there was no
statistically significant difference between the Complementary Reading group
and the Control group on the grammar rules that were not explicitly taught.

The situation in the other group of items, namely the grammar rules which were

explicitly taught, is more complex. On these sixteen items, no group obtained
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Table 4. 29 Descriptive statistics and results of ANOVA from the grammar section in the post-test

Std. .
Item Group N Mean SD Error F Sig.
21 CR 33 0.94 0.24 0.04
preposition FR 33 1.00 0.00 0.00 3.01 0.05
CG 33 0.85 0.36 0.06
29 CR 33 0.52 0.51 0.09
pronoun FR 33 0.73 0.45 0.08 3.35 0.04
CG 33 0.42 0.50 0.09
23 CR 33 0.85 0.36 0.06
attributive clause FR 33 0.85 0.36 0.06 0.28 0.76
CG 33 0.79 0.42 0.07
24 CR 33 0.61 0.50 0.09
exclamatory sentence FR 33 0.70 0.47 0.08 1.13 0.33
CG 33 0.52 0.51 0.09
o5 CR 33 0.91 0.29 0.05
gerund FR 33 0.88 0.33 0.06 1.66 0.20
CG 33 0.76 0.44 0.08
26 CR 33 0.85 0.36 0.06
conjunction FR 33 1.00 0.00 0.00 2.86 0.06
CG 33 0.85 0.36 0.06
27 CR 33 0.67 0.48 0.08
tense FR 33 0.73 0.45 0.08 0.19 0.83
(past continuous tense) CG 33 0.73 0.45 0.08
28 CR 33 0.76 0.44 0.08
non-finite verb FR 33 0.64 0.49 0.09 0.79 0.46
CG 33 0.76 0.44 0.08
29 CR 33 0.79 0.42 0.07
attributive clause FR 33 0.64 0.49 0.09 1.17 0.32
CG 33 0.64 0.49 0.09
30 CR 33 0.97 0.17 0.03
complex sentence FR 33 1.00 0.00 0.00 1.00 0.37
(object clause) CG 33 1.00 0.00 0.00
31 CR 33 0.91 0.29 0.05
complex sentence FR 33 1.00 0.00 0.00 3.20 0.05
(subject clause) CG 33 1.00 0.00 0.00
32 CR 33 0.73 0.45 0.08
tense FR 33 0.79 0.42 0.07 1.36 0.26
(simple past tense) CG 33 0.61 0.50 0.09
33 CR 33 0.85 0.36 0.06
attributive clause FR 33 0.94 0.24 0.04 0.84 0.43
CG 33 0.85 0.36 0.06
34 CR 33 0.76 0.44 0.08
participle as attributive FR 33 0.82 0.39 0.07 0.65 0.53
CG 33 0.70 0.47 0.08
35 CR 33 0.82 0.39 0.07
adverbial clause FR 33 0.82 0.39 0.07 0.06 0.94
CG 33 0.79 0.42 0.07
36 CR 33 0.79 0.42 0.07
subject-verb agreement FR 33 0.85 0.36 0.06 0.20 0.82
CG 33 0.82 0.39 0.07
37 CR 33 0.88 0.33 0.06
gerund as subject FR 33 0.91 0.29 0.05 2.35 0.10
CG 33 0.73 0.45 0.08
38 CR 33 0.88 0.33 0.06
attributive clause FR 33 0.97 0.17 0.03 1.44 0.24
CG 33 0.85 0.36 0.06
39 CR 33 0.64 0.49 0.09
attributive clause FR 33 0.61 0.50 0.09 0.29 0.75
CG 33 0.55 0.51 0.09
40 CR 33 0.79 0.42 0.07
inversion FR 33 0.88 0.33 0.06 0.84 0.44
CG 33 0.76 0.44 0.08

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.
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Table 4. 30 The results of multiple comparisons by the Fisher’s LSD test in the grammar
section in the post-test

Item (1) Group (J) Group Diffel:gflacg (1)) Std. Error Sig.

CR FR -0.06 0.06 0.33

CG 0.09 0.06 0.15

21 FR CR 0.06 0.06 0.33
preposition CG 0.15 0.06 0.02
cG CR -0.09 0.06 0.15

FR -0.15 0.06 0.02

CR FR -0.21 0.12 0.08

CG 0.09 0.12 0.45

22 FR CR 0.21 0.12 0.08
pronoun CG 0.30 0.12 0.01
cG CR -0.09 0.12 0.45

FR -0.30 0.12 0.01

CR FR 0.00 0.09 1.00

CG 0.06 0.09 0.52

23 FR CR 0.00 0.09 1.00
attributive clause CG 0.06 0.09 0.52
cG CR -0.06 0.09 0.52

FR -0.06 0.09 0.52

CR FR -0.09 0.12 0.45

CG 0.09 0.12 0.45

24 FR CR 0.09 0.12 0.45
exclamatory sentence CG 0.18 0.12 0.14
cG CR -0.09 0.12 0.45

FR -0.18 0.12 0.14

CR FR 0.03 0.09 0.73

CG 0.15 0.09 0.09

25 FR CR -0.03 0.09 0.73
gerund CG 0.12 0.09 0.17
cG CR -0.15 0.09 0.09

FR -0.12 0.09 0.17

CR FR -0.15 0.07 0.04

CG 0.00 0.07 1.00

26 FR CR 0.15 0.07 0.04
conjunction CG 0.15 0.07 0.04
cG CR 0.00 0.07 1.00

FR -0.15 0.07 0.04

CR FR -0.06 0.11 0.59

27 CG -0.06 0.11 0.59

tense FR CR 0.06 0.11 0.59
(past continuous tense) €G 0.00 0.11 1.00
cG CR 0.06 0.11 0.59

FR 0.00 0.11 1.00

CR FR 0.12 0.11 0.28

CG 0.00 0.11 1.00

28 FR CR -0.12 0.11 0.28
non-finite verb CG -0.12 0.11 0.28
cG CR 0.00 0.11 1.00

FR 0.12 0.11 0.28

CR FR 0.15 0.11 0.19

CG 0.15 0.11 0.19

29 FR CR -0.15 0.11 0.19
attributive clause CG 0.00 0.11 1.00
cG CR -0.15 0.11 0.19

FR 0.00 0.11 1.00

CR FR -0.03 0.02 0.22

30 CG -0.03 0.02 0.22
complex sentence FR CR 0.08 0.02 0.22
(object clause) CG 0.00 0.02 1.00
cG CR 0.03 0.02 0.22

FR 0.00 0.02 1.00
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CR FR -0.09 0.04 0.03

% R 008 oot | 03
complex sentence FR : : :

(sutr))ject clause) G 0.00 0.04 1.00

cG CR 0.09 0.04 0.03

FR 0.00 0.04 1.00

CR FR -0.06 0.11 0.59

32 CG 0.12 0.11 0.28

R & 018 S

(simple past tense) . CR 012 011 0.28

FR -0.18 0.11 0.11

CR FR -0.09 0.08 0.26

CG 0.00 0.08 1.00

33 FR CR 0.09 0.08 0.26

attributive clause CG 0.09 0.08 0.26

cG CR 0.00 0.08 1.00

FR -0.09 0.08 0.26

CR FR -0.06 0.11 0.57

CG 0.06 0.11 0.57

34 FR CR 0.06 0.11 0.57

participle as attributive CG 0.12 0.11 0.26

cG CR -0.06 0.11 0.57

FR -0.12 0.11 0.26

CR FR 0.00 0.10 1.00

CG 0.03 0.10 0.76

35 FR CR 0.00 0.10 1.00

adverbial clause CG 0.03 0.10 0.76

cG CR -0.03 0.10 0.76

FR -0.03 0.10 0.76

CR FR -0.06 0.10 0.53

CG -0.03 0.10 0.75

36 FR CR 0.06 0.10 0.53

subject-verb agreement CG 0.03 0.10 0.75

cG CR 0.03 0.10 0.75

FR -0.03 0.10 0.75

CR FR -0.03 0.09 0.74

CG 0.15 0.09 0.09

37 FR CR 0.03 0.09 0.74

gerund as subject CG 0.18 0.09 0.05

cG CR -0.15 0.09 0.09

FR -0.18 0.09 0.05

CR FR -0.09 0.07 0.22

CG 0.03 0.07 0.68

38 FR CR 0.09 0.07 0.22

attributive clause CG 0.12 0.07 0.11

cG CR -0.03 0.07 0.68

FR -0.12 0.07 0.11

CR FR 0.03 0.12 0.80

CG 0.09 0.12 0.46

39 FR CR -0.03 0.12 0.80

attributive clause CG 0.06 0.12 0.62

cG CR -0.09 0.12 0.46

FR -0.06 0.12 0.62

CR FR -0.09 0.10 0.35

CG 0.03 0.10 0.76

40 FR CR 0.09 0.10 0.35

inversion CG 0.12 0.10 0.22

cG CR -0.03 0.10 0.76

FR -0.12 0.10 0.22

* The mean difference is significant at the 0.05 level.

Note: The results of Levene tests show there is no deviation from homogeneity of variance.



any absolute advantage. The Free Reading group was not leading on every item;
similarly, the Control group did drop behind on every item either. For example,
the Complementary Reading group was the best on Items 29 and 39, which both
tested the attributive clause, and Item 25, which tested the gerund. The Free
Reading group was leading on Item 32, simple past tense, Item 33, attributive
clause and Item 34, participle as attributive. The Control group outperformed the
Complementary Reading group on Item 27, simple past tense, Item 31, complex
sentence and Item 36, subject-verb agreement. More interestingly, the
Complementary Reading group and the Control group outperformed the Free
Reading group on Item 28, non-finite verb.

In the previous discussion, it could not be concluded that extensive reading is
effective in terms of incidental grammar acquisition. In this discussion, it cannot
be concluded that extensive reading strengthens grammar rules that have been
explicitly taught in the classroom. The detailed analysis on the three groups’
performance on individual items has shown that no group has achieved absolute
advantage on a specific grammar item, i.e., attributive clause, complex sentences
or non-finite verb. Based on this, it is assumed that extensive reading did
improve grammar competence; however, both the role of extensive reading in
incidental grammar acquisition and the ways how grammar rules that were
explicitly taught in classroom are consolidated still needs further study. The two
experimental groups showed no clear advantage for either explicitly or implicitly
taught grammar rules, even though they outperformed the Control group in the
grammar section in the post-test. An interesting question that arises is: What did

the two experimental groups actually acquire in their extensive reading?

Discussion 3: What did the participants actually acquire in their extensive
reading?

Certain assumptions about first language acquisition propose it that children
arrive at an internalized system, a grammar, on the basis of linguistic input. The

acquisition task can be schematized in (i):

(i) Input — | Grammar
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The L2 learners’ acquisition task is very much like that of the L1 learner. L2
learners are also faced with the same problem of interpreting the input data, of
establishing a system which will make sense of data, and which will enable them
to understand and produce structures in their second language. Thus, their task
can be conceived of as in (ii), equivalent to the L1 acquisition task:

(i) L2 Input — L2 Grammar

(Barker & McCarthy, 1981, p. 37).

However, the participants’ task in this study bears no resemblance to that of the
L1 and L2 learners. The Grammar-Translation Method has been criticized for

providing no or little comprehensible input for acquisition.

As schematized as (iii), the acquisition task of the Complementary Reading
group is:

(iii) Presentation of the grammar rules — Explicit instruction of grammar rules

— Extensive reading > EngllSh Grammar

The acquisition task of the Free Reading group can be schematized as (iv):

(iv) Presentation of the grammar rules — Explicit instruction of grammar rules

— Grammar and Translation exercise + Extensive reading — | English Grammar

The acquisition task of the Control group can be schematized as (v):

(v) Presentation of the grammar rules — Explicit instruction of grammar rules +

Grammar and Translation exercise — | English Grammar

There were differences in the three schemata, but all of them showed that
extensive reading was not the sole venue for grammar competence. Both
presentation of the grammar rules and explicit instruction of the grammar rules
are integral components in the process by which participants acquire grammar
competence. Based on the test results alone, we are unable to identify the
proportion that extensive reading accounts for in the development of the
participants’ grammar competence. Thus two areas of inquiry deserve further
discussion: 1. Does extensive reading provide favorable conditions for grammar

acquisition? 2. What is the role of reading quantity?
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Discussion 4: Does extensive reading provide favorable conditions for grammar
acquisition?

The focus of debate of this discussion is that graded readers are texts written by
means of lexical, structural, and information control (Hedge, 1985; Hill, 2008).
One characteristic of graded readers is that they strictly control grammar
complexity for different levels. One criticism of graded readers is that they do
not expose the students to a comprehensive range of English grammar

constructions, as noted earlier in Chapter 2.

Concerning this debate, we should however be reminded that decoding difficult
text is a slow, arduous business requiring, often at lower levels of proficiency,
recoding into the L1 (Cohen, 1995). Because reading is slow, not much text is
read, and there is not sufficient exposure to language input (Parry, 1991). In this
sense, graded readers provide optimal comprehensible input for EFL learners.

A more direct method is to revisit the grammar syllabus for the participants in
this program. Table 4.31 below presents the OBW syllabus and levels, and the
grammar syllabus in the Shanghai English Curriculum Standards for Primary and
Junior Middle School (2004) has been presented in Table 4.28. The comparison
between the two syllabuses shows that the OBW graded readers are able to
expose the readers to all the grammar rules they have known. In other words, the
participants in this study were able to encounter all the grammar rules that they
previously knew and that they were being taught in class. Although controlled in
terms of grammar, graded readers are not less capable of providing optimal

comprehensible input for grammar acquisition.

At this stage it cannot be concluded that extensive reading by means of graded
readers provides optimal comprehensible input for grammar acquisition, but the
fact that the Complementary Reading group read approximately five times as
much as the Free Reading group but made smaller progress reminds us that the
precise role that reading quantity plays in grammar acquisition deserves further

discussion.
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Table 4. 31 Oxford Bookworm grammar syllabus and levels

Grammar structures Levels

simple present tense

o
present continuous tense o —
. " > W = @
imperative oy | 8S
23 o @
can/cannot, must s | zpm
. o - Q
going to (future) = 38
(2 o

simple gerunds

simple past tense

present perfect tense

will (future)

(don’t) have to, must not, could
comparison of adjectives
simple time clauses

past continuous tense

SpIoMpeay 00/ ‘Z 1931

spIoMpeay 000T ‘€ [9AdT

relative clauses

indirect statements

past perfect continuous tense
passive (simple forms)

would conditional clauses

indirect questions

relatives with where/when

clauses of purpose, reason, contrast
gerunds after preposition/phrases
future continuous

future perfect

passive (modals, continuous forms)
would have conditional clauses
modal + perfect infinitive
so/such...that result clauses
passive (infinitives, gerunds)
advanced modal meanings

clauses of concession, condition

-

4]

<

T

SN
tag questions N -
- T .- o @D
ask/tell infinitive ot <
should, may § o
present perfect continuous g B
used to S 38
past perfect tense @ §
causative g
o
-
o
w

SPIOMPE3Y 00SZ ‘9 [9A9T]

(Retrieve

from: http://www.oup-bookworms.com/downloads/pdf/oxford bookworms/syllabus.pdf)

Conclusion

In this section, the significance of acquiring grammar through extensive reading
and the value of learning grammar through explicit instruction were examined.
From the analysis and discussion above, it can be concluded that there is a
positive relationship between extensive reading and grammar acquisition. The
post-test result provided evidence in favor of extensive reading. The Free
Reading group performed the best among the three. The Complementary Reading
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group did not do grammar exercises after class but it did seem to be slightly
better at grammar than the Control group although there is no significant main
effect for the treatments as a factor in the vocabulary section in the post-test
(CR=15.88, FR=16.64, CG=15.03, p=0.07).

A possible future research question could examine on which aspect of grammar
extensive reading is more likely to exert influence. Is it sentence structure,
sentence pattern or something else? Grammar is a very comprehensive concept,
and some detailed classification is needed before it can be stated with certainty
that extensive reading does positively influence grammar and in which part of

grammar it has a bigger role to play.

A closer look at the syllabuses and examination papers suggest that success in the
pre-, mid- and post-tests is possible with limited knowledge and understanding of
grammatical structures or systems. The Free Reading group and the Control
group’s repeated grammar and translation exercises after school as well as
standard “grammatical” paradigm and latter’s to be adapted by students
according to context appear to be successful strategies in improving examination

results.

4.5 Extensive reading and receptive skills

4.5.1 Extensive reading and reading comprehension

In the National Matriculation English Test (Shanghai version), the text
comprehension section, which accounts for 33.3% in this highest-stakes English
exam, has two complementary components: cloze and reading comprehension
(see Section 1.4 for more information on this test). This design of text
comprehension reflects that the test designers on one hand wish to isolate one
aspect of reading ability or one aspect of language; on the other hand, they
expect a global overview of the test takers’ ability that whether the test takers are

able to comprehend the texts satisfactorily.

As shown in Table 4.32, there is no significant main effect for the treatments as a
factor in cloze and reading comprehension in the pre-test. It suggested that the

three groups joined this extensive reading program with approximately equal
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English language reading proficiency. The situation changed in the mid-test.
There is still no significant main effect for the treatments as a factor in cloze, but
there is a main effect for the treatments as a factor in reading (F=3.69, p=0.03).
Judging from the mean scores, the Free Reading group performed the best among
the three in reading with a 0.03 point advantage to the Complementary Reading
group and a 1.33 point advantage to the Control group (CR=12.21, FR=12.24,
CG=10.88). In the post-test, the gap further widened. There is a significant main
effect for the treatments as a factor in both cloze and reading sections. In terms of
mean score, in the cloze section whose total score was ten points, the Free
Reading group obtained advantage by 0.24 point to the Complementary Reading
group and 1.46 point to the Control group (CR=6.55, FR=6.79, CG=5.33). In the
reading comprehension section, the Free Reading group took lead by a 0.03 point
advantage to the Complementary Reading group and a 1.34 point advantage to
the Control group (CR=11.55, FR=11.58, CG=10.24).

Table 4. 32 Descriptive statistics and results of ANOVA from the cloze and reading
comprehension sections in the pre-, mid- and post-tests

Tests Sections Group N Mean SD F Sig.
CR 33 14.18 251
Cloze FR 33 13.52 2.59 0.75 0.48
CG 33 13.58 2.24
CR 33 12.48 2.65
Pre-test Reading 1 FR 33 12.55 3.40 1.01 0.37
CG 33 11.58 3.23
CR 33 5.24 1.56
Reading? FR 33 5.18 1.57 0.35 0.71
CG 33 5.48 1.56
CR 33 7.79 1.27
Cloze FR 33 7.58 1.60 0.58 0.56
. CG 33 7.36 1.87
Mid-test CR 33 1221 251
Reading FR 33 12.24 2.06 3.69 0.03
CG 33 10.88 2.39
CR 33 6.55 1.35
Cloze FR 33 6.79 1.63 9.20 0.00
Post-test CG 33 5.33 1.43
CR 33 11.55 1.95
Reading FR 33 11.58 2.08 5.33 0.01
CG 33 10.24 1.62

* The mean difference is significant at the 0.05 level.

Note 1: The results of Levene tests show there is no deviation from homogeneity of variance.
Note 2: Reading 1 was in the form of multiple-choice and Reading 2 was short questions and
answers.

As illustrated in Table 4.33, all the significant differences were between the two
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experimental groups and the Control group. There was no statistically significant
difference between the two experimental groups in either cloze or reading

sections.

Cloze tests are typically constructed by deleting from selected texts and simply
requiring the test takers to restore the words that have been deleted. What an
individual cloze test measures depends on which individual words are deleted.
Depending on which individual words are deleted, the ten items in the cloze
section in the post-test can be categorized into three groups proposed by
Alderson (2000): items measuring sensitivity to lexical semantics, items
constrained by short-range discourse and items constrained by long-range

discourse.

Table 4. 33The results of multiple comparisons by the Fisher’s LSD test in the cloze and
reading comprehension sections in the post-test

Dependent | J Mean Difference .
Vgriable Gﬁo)up Ggo)up (1-J) Std. Error Sig.
R FR 2024 0.36 0.51
CG 121 0.36 0.00
CR 0.24 0.36 0.51
Cloze FR CG 145 0.36 0.00
o CR 121 0.36 0.00
FR 145 0.36 0.00
R FR 20.03 0.47 0.95
CG 130 0.47 0.01
. CR 0.03 0.47 0.95
Reading FR CG 133 0.47 0.01
5 CR 1.30 0.47 0.01
FR 1133 0.47 0.01

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

Items 51, 55, 56, and 57 appear to measure sensitivity to semantics. For example,
on Item 51, the test takers needed to locate a word among “ways, trends, use,
disadvantages” which describes “build our bodies, prevent us from gaining
weights, and keep us healthy”. Items 50 and 54 are not constrained by long-range
discourse but by the immediately adjacent sentence. The answer to Item 50 is
decided by the immediately adjacent sentence “people do at times when they are
not working”, which implies that sports and games are “unimportant” things.
Item 54 requires an item from four possible conjunctions by the need for

coherence with the immediately adjacent sentence. Item 58 and 59 can be said to
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be constrained by larger units of discourse than the sentence.

To summarize, almost half of the items, i.e. Items 51, 55, 56 and 57, measure
sensitivity to lexical semantics while two of them, i.e. Items 50 and 54 are
constrained by immediately adjacent sentences, and Items 58 and 59 measure
sensitivity to the topic of the text, though not necessarily to the meaning of the

whole passage.

As shown in Table 4.34 below, the three groups performed significantly
differently on Items 53 and 54. As introduced previously, Item 53 measures
sensitivity to the process of ping pong, but not necessarily to the meaning of the
whole paragraph or passage. On this item, there is a significant main effect for
the treatments as a factor (CR=1.00, FR=1.00, CG=0.91, p=0.05). Item 54, which
requires an item from four possible conjunctions, is constrained by the need for
coherence with the immediately adjacent sentence. The two experimental groups
showed significantly better ability to manage the coherence between adjacent
sentences by scoring nearly twice as high as the Control Group (CR=0.64,
FR=0.61, CG=0.33, p=0.02). In addition to the main effect on Items 53 and 54, a
practical difference between the three groups is found on Item 58, although the
difference is not statistically significant (F=2.49, p=0.09). On Items 58, which
measures lexical sensitivity to the topic of the text, the two experimental groups
scored nearly 40% higher than the Control group (CR=0.73, FR=0.79, CG=0.55).
Synthesizing the three groups’ performance on these three items, it is suggested
that there is no significant main effect for the treatments as a factor in answering
items measuring sensitivity to lexical semantics. Conversely, the difference
among the three groups lies in their ability to manage the discourse of the text,
namely the flow of the message.

Table 4.35 below confirms that there is no statistically significance between the

two experimental groups on Item 53, 54 and 58. In contrast, both experimental
groups outperformed the Control group on these three items.
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Table 4. 34 Descriptive statistics and results of ANOVA from the cloze section in the
post-test

Item Group N Mean SD Std. Error F Sig.
CR 33 0.58 0.50 0.09

50 FR 33 0.79 0.42 0.07 2.12 0.13
CG 33 0.76 0.44 0.08
CR 33 0.85 0.36 0.06

51 FR 33 0.88 0.33 0.06 0.23 0.80
CG 33 0.82 0.39 0.07
CR 33 0.58 0.50 0.09

52 FR 33 0.52 0.51 0.09 2.13 0.12
CG 33 0.33 0.48 0.08
CR 33 1.00 0.00 0.00

53 FR 33 1.00 0.00 0.00 3.20 0.05
CG 33 0.91 0.29 0.05
CR 33 0.64 0.49 0.09

54 FR 33 0.61 0.50 0.09 3.86 0.02
CG 33 0.33 0.48 0.08
CR 33 0.91 0.29 0.05

55 FR 33 0.82 0.39 0.07 0.70 0.50
CG 33 0.82 0.39 0.07
CR 33 0.39 0.50 0.09

56 FR 33 0.45 0.51 0.09 1.71 0.19
CG 33 0.24 0.44 0.08
CR 33 0.55 0.51 0.09

57 FR 33 0.52 0.51 0.09 0.04 0.96
CG 33 0.52 0.51 0.09
CR 33 0.73 0.45 0.08

58 FR 33 0.79 0.42 0.07 2.49 0.09
CG 33 0.55 0.51 0.09
CR 33 0.33 0.48 0.08

59 FR 33 0.33 0.48 0.08 1.85 0.16
CG 33 0.15 0.36 0.06

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

The data analysis in the cloze section suggests that the two experimental groups
were superior in handling the text at discourse level. Subsequently, their

performance in the reading comprehension section will be examined.

The test designers aim to gain a much more general idea of how well the students
could comprehend the texts. According to Davis (1968), there are eight levels of

understanding as follows:

1. recalling word meanings

2. drawing inferences about the meaning of a word in context (Item 62)

3. finding answers to questions answered explicitly or in paraphrase (Items 60,
61, 63, 66)
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weaving together ideas in the content
drawing inferences from the content (Items 64, 65, 68, 69)
recognizing a writer’s purpose, attitude, tone and mood (Items 67, 70)

identifying a writer’s technique

© N o g &

following the structure of a passage
(cited in Alderson, 2000, p. 9-10)

Table 4. 35 The results of multiple comparisons by the Fisher’s LSD test in the cloze section
in the post-test

Mean Difference

Item () Group  (J) Group (1)) Std. Error Sig.
CR FR 0.00 0.04 1.00

CG 0.09 0.04 0.03

CR 0.00 0.04 1.00

53 FR CG 0.09 0.04 0.03
cG CR -0.09 0.04 0.03

FR -0.09 0.04 0.03

CR FR 0.03 0.12 0.80

CG 0.30 0.12 0.01

CR -0.03 0.12 0.80

>4 FR CG 0.27 0.12 0.03
cG CR -0.30 0.12 0.01

FR -0.27 0.12 0.03

CR FR -0.06 0.11 0.59

CG 0.18 0.11 0.11

CR 0.06 0.11 0.59

58 FR CG 0.24 0.11 0.03
cG CR -0.18 0.11 0.11

FR -0.24 0.11 0.03

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

The eleven items in the reading comprehension section in the post-test did not
cover all eight levels defined by Davis. Among the eleven items, Item 62 was
devoted to Level 2, Items 60, 61, 63 and 66 were devoted to Level 3, ltems 64,
65, 68 and 69 belonged to Level 5, and Items 67 and 70 were at Level 6

As can be seen from Table 4.36, the three groups demonstrated no statically
significant difference in their ability to make sense of a lexical item by using
contextual clues, namely Item 62, and scan for specific information, namely
Items 60, 61, 63 and 66. The statistically significant difference among the three
groups appeared on Item 67 and 68, and a near significant difference on Item 66.
In other words, statistically significant difference was found on some of the items
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(though not all) which measure more global reading skills such as inferencing

skills and recognition of writers’ stance.

Table 4. 36 Descriptive statistics and results of ANOVA from the reading comprehension
section in the post-test

Item Group N Mean SD Std. Error F Sig.
CR 33 0.88 0.33 0.06

60 FR 33 0.82 0.39 0.07 0.23 0.80
CG 33 0.85 0.36 0.06
CR 33 0.79 0.42 0.07

61 FR 33 0.88 0.33 0.06 2.19 0.12
CG 33 0.67 0.48 0.08
CR 33 0.73 0.45 0.08

62 FR 33 0.76 0.44 0.08 0.05 0.95
CG 33 0.76 0.44 0.08
CR 33 0.21 0.42 0.07

63 FR 33 0.24 0.44 0.08 0.06 0.94
CG 33 0.21 0.42 0.07
CR 33 0.82 0.39 0.07

64 FR 33 0.82 0.39 0.07 2.00 0.14
CG 33 0.64 0.49 0.09
CR 33 0.94 0.24 0.04

65 FR 33 0.88 0.33 0.06 0.44 0.65
CG 33 0.88 0.33 0.06
CR 33 0.67 0.48 0.08

66 FR 33 0.67 0.48 0.08 2.73 0.07
CG 33 0.42 0.50 0.09
CR 33 0.85 0.36 0.06

67 FR 33 0.70 0.47 0.08 3.75 0.03
CG 33 0.55 0.51 0.09
CR 33 0.64 0.49 0.09

68 FR 33 0.61 0.50 0.09 3.86 0.02
CG 33 0.33 0.48 0.08
CR 33 0.55 0.51 0.09

69 FR 33 0.61 0.50 0.09 0.48 0.62
CG 33 0.48 0.51 0.09
CR 33 0.24 0.44 0.08

70 FR 33 0.21 0.42 0.07 0.84 0.44
CG 33 0.12 0.33 0.06

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

The Fishers’ LSD test was conducted on Items 66, 67 and 68. As shown in Table
4.37 below, the two experimental groups significantly outperformed the Control
group on Items 67 and 68. As for Item 66, both experimental groups significantly
outperformed the Control group (p=0.05) although the descriptive statistic
presented in Table 4.36 suggests that there was no significant main effect for the

treatments as a factor on this item.

The statistically significant difference on Item 66, 67 and 68 suggests that the
two experimental groups demonstrated higher ability on three of the four levels

of understanding tested, from scanning for specific information to making sense
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of a lexical item by using contextual clues and recognizing the writer’s stance. It
indicates that extensive reading enables the students to be better at reading the

lines, and reading beyond the lines as well.

Table 4. 37 The results of multiple comparisons by the Fisher’s LSD test on Items 66, 67 and
68 in the reading comprehension section in the post-test

Item (1) Group (J) Group  Mean Difference (I-J) Std. Error Sig.
CR FR 0.00 0.12 1.00

CG 0.24 0.12 0.05

CR 0.00 0.12 1.00

66 FR CG 0.24 0.12 0.05
cG CR -0.24 0.12 0.05

FR -0.24 0.12 0.05

CR FR 0.15 0.11 0.17

CG 0.30 0.11 0.01

CR -0.15 0.11 0.17

67 FR CG 0.15 0.11 0.17
CG CR -0.30 0.11 0.01

FR -0.15 0.11 0.17

CR FR 0.03 0.12 0.80

CG 0.30 0.12 0.01

CR -0.03 0.12 0.80

68 FR cG 0.27 0.12 0.03
cG CR -0.30 0.12 0.01

FR -0.27 0.12 0.03

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

Another point, which is a by-product of this discussion, is that the processing of
linguistic information is central to reading comprehension (Perfetti, et al., 2005).
The levels of understanding of the texts, which were measured by sixteen
multiple-choice items, are based on the fact that the readers comprehend the texts.
It is not possible to make sense of a lexical item by using contextual clues, nor
predict the flow of information without recognizing the words to be read and the
key information indicating the writer’s stance. The two experimental groups’
superior performance in this sub-section, from one perspective, demonstrates that
extensive reading is a contributing factor to reading proficiency; from another
perspective, it confirms that, the two experimental groups showed richer
linguistic knowledge, i.e., morphological, syntactic and semantic knowledge, in

this subsection.

The last five items, Items 71 to 75, measures differently from Items 60 to 70.

Recent language tests have experimented with a number of techniques for
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assessing reading. One of the techniques is multiple matching, in which two sets
of stimuli are to be matched with each other, for instance, matching a heading for
its corresponding paragraph (Alderson, 2000). In the post-test, the students
would need to match the six suggested headings to fit the five paragraphs. These
five paragraphs are not isolated or independent from each other but from the
same passage. Although each of them is intended to be matched with a different
heading, they are actually about the same topic. In the post-test, the five
paragraphs talks about English language from five different but relevant
perspectives. To match the two sets of stimuli correctly, the students would need
to comprehend each paragraph and the whole passage as well.

As shown in Table 4.38, there is no significant main effect for the treatments as a
factor in the title-matching section, which indicates that the three groups show no
significantly different ability in comprehending the passage.

Table 4. 38 Descriptive statistics and results of ANOVA from the title-matching subsection in
the post-test

Item Group N Mean SD Std. Error F Sig.
CR 33 0.85 0.36 0.06

71 FR 33 0.91 0.29 0.05 0.77 0.47
CG 33 0.94 0.24 0.04
CR 33 0.94 0.24 0.04

72 FR 33 1.00 0.00 0.00 2.06 0.13
CG 33 1.00 0.00 0.00
CR 33 0.91 0.29 0.05

73 FR 33 0.91 0.29 0.05 0.13 0.88
CG 33 0.94 0.24 0.04
CR 33 0.67 0.48 0.08

74 FR 33 0.58 0.50 0.09 0.37 0.69
CG 33 0.58 0.50 0.09
CR 33 0.88 0.33 0.06

75 FR 33 0.94 0.24 0.04 0.53 0.59
CG 33 0.94 0.24 0.04

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

To summarize, in this section, the relationship between extensive reading and
reading proficiency has been discussed. On the extensive reading and reading
proficiency relationship, the first research area focuses on readers’ improvement
in reading strategies and skills. In Constantino’s (1995) study, twenty ESL
learners read for pleasure for twenty minutes in each class. At the very beginning,

they read in a word-by-word, sentence-by-sentence manner. When encountering
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an unknown lexical item, they turned to a bilingual dictionary; when having
difficulty building clause-level meaning, they tried to make sense of the sentence
by analyzing its grammatical structure. With extensive reading going on, such
practice decreased dramatically or vanished. They become more fluent readers by
employing more reading skills and strategies. Liem (2005) utilized extensive
reading to enhance students’ reading ability in Vietnam. Data collected from the
post-program questionnaire and interview showed that extensive reading resulted
in the participants radical rethinking their meta-cognitive strategies acquired
before, and apply these strategies more effectively in their future reading.
Ramaiah (1994) noticed students’ shift from bottom-up to more top-down or

interactive views of the reading process after the reading program.

The second research area primarily concentrates on students’ reading ability and
comprehension performance. For instance, Kutiper (1983) suggested that
extensive reading was as effective as intensive reading in developing general
reading ability among elementary and secondary school students towards reading.
For another example, Krashen (1988) examined the relationship between the
amount of free reading done and reading ability, as measured by tests of reading
comprehension, arguing that free reading consistently related to success in

reading comprehension.

The post-test results were consistent with the second research stream. As
evidenced by the post-test results, there was a statistically significant difference
between the two experimental groups and the control group in both cloze and
reading comprehension sections, which indicated that their reading ability and
comprehension performance were superior after their extensive reading

experience.

4.5.2 Extensive reading and reading fluency

Because of its effect in language teaching and acquisition, extensive reading in a
second and foreign language has become a motivating way of language teaching
(Han, 2010). However, some researchers stress that students need to read for a
real purpose, rather than focusing on extensive reading as a tool for teaching

language (e.g., Hyland, 1990). The researchers’ focus on the effect of extensive
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reading on the improvement of reading ability is highly understandable because
the ability to read both in L1 and L2 is not only important for academic

achievement but also professional and self-development.

The research literature concerning extensive reading and reading proficiency can
be categorized into four research areas. As introduced in the previous discussion
section, the first research area about the relationship between extensive reading
and reading ability focuses on students’ improvement in reading strategies and
skills, and the second research area primarily concentrates on the students’
reading ability and comprehension performance. In addition to the above-noted
two areas, the third area comes from researchers’ attention to reading fluency.
The development of reading fluency has taken a position of growing importance
in L2 research and has emerged as a significant pedagogical issue (Gorsuch &
Taguchi, 2009). Grabe (1991) pointed out that sustained silent reading “build

fluency (automaticity), confidence, and appreciation of reading”.

As noted earlier in this section, our discussion in the previous section, namely
Section 4.5.1, addressed the relationship between extensive reading and reading
comprehension, in which the participants’ ability to manage short texts was
examined. In this section, we are going to explore the relationship between
extensive reading and EPER levels, in which the participants’ ability to handle

longer texts will be investigated.

In this discussion section, two areas of inquiry are to be addressed: (1) what the
effect of extensive reading is on improving students’ reading fluency, and (2)
what the scope and significance of the EPER placement tests is in the present

study.

The pre- and post-EPER test results have been detailed in Section 4.3.2. To
facilitate our discussion, some of the tables in Section 4.3.2 will be repeated in
this section. As shown in Table 4.17 below, the difference between the pre- and
post-EPER tests showed the change in EPER levels of the whole sample. The
absolute numbers of Level A and B participants increases sharply. The

percentage of Level A students increased from 1% to 5%, five times as many as
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that in the pre-test. The number of Level B students doubled, from 19% to 40%.
In addition, the number of Level D students decreased by 50% and the Level E
students disappeared. From the table, a general trend was observed that the

overall EPER levels of the sample move onto a higher stage.

Table 4. 17 Pre- and post-EPER levels of the whole sample (repeated)

EPER Level A B C D E Total

Headwords 2200 1900 1600 1200 800 /

Pre-test Number 1 19 41 36 2 99
% 1.01 19.19 41.41 36.36 2.02 100.00

Post-test Number 5 40 37 17 / 99
% 5.05 40.40 37.37 17.17 / 100.00

Table 4.18, the Group*Progress cross tabulation, illustrates that ten students in
the whole sample slipped back by one level. Thirty-eight students remained
stable in terms of their EPER levels. Forty-three students, the largest group in the
cross tabulation, moved forward by one level. Seven students made progress by
two levels and one student advanced by three levels.

Table 4. 18 Group * Progress Cross tabulation of the EPER Placement Test of the whole
sample (repeated)

Progress in level -1 o @ 1 2 3 Total
CR 1 10 16 5 1 33
Group FR 4 11 16 2 0 33
CG 5 17 11 0 0 33
Total 10 38 43 7 1 99

Specifically, in the Complementary Reading group, sixteen students progressed
by one level, five students advanced by two levels, and one student improved by
three levels. In the Free Reading group, sixteen students progressed by one level,
and two students advanced by two levels,. No student in this group made
progress by three levels or more. In the Control group, eleven students

progressed by one level. No students advanced by two levels or more.

To summarize, the progress in the two experimental groups was impressive. In
the Complementary Reading group, sixteen students advanced by one level, five
students by two levels and one student by three levels. In all, 66.7% of the
participants in the Complementary Reading group made progress in terms of

EPER level. In the Free Reading group, sixteen students advanced by one level
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and two students by two levels. In all, 54.5% of the participants in the Free
Reading group made progress in terms of EPER level. In contrast to the two
experimental groups, the progress made by the Control group in terms of EPER
level was less noticeable. In the Control group, eleven students advanced by one
level. Further, no participant among the eleven of them made progress by two
levels or more. On the contrary, five participants in the Control group fell back
by one level, which was the largest number among the three groups. The Control
group’s performance on the EPER test shows that after a whole year’s studying
in senior high school, the students in the Control group still could not read more
difficult reading materials in English. The weakness of the traditional
Grammar-Translation Method was revealed as ineffective in improving students’
reading proficiency in terms of EPER level. The problem becomes more acute
when the National Matriculation English Test (Shanghai version) committee has
been increasing the weighting that reading accounts for in this exam from 20% to
33% from 2004 to 2008, as shown in Table 1.15 in Chapter One.

The Chi-square test of the Group * Progress Cross tabulation confirmed the
researcher’s observation (see Table 4.19 below). The test produced evidence of
statistically significant differences between pre- and post-test in terms of students’
EPER levels (p=0.001, Chi-square=18.26, df=4). The progress in terms of EPER
level did not happen by chance or sample errors but was attributed to extensive

reading.

Table 4. 19 Chi-Square Tests of the results of the pre- and post-EPER Placement Test
(repeated)

Chi-Square Tests

Value df Asymp. Sig. (2-sided)
Pearson Chi-Square 18.26 4 0.001
Likelihood Ratio 19.55 4 0.001
N of Valid Cases 198

Symmetric Measures

Value Approx. Sig.
Nominal by Nominal Phi .304 .001
Cramer's V .304 .001
N of Valid Cases 198

* The mean difference is significant at the 0.05 level.

The general statistically significant difference between the pre- and post-EPER
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tests of the whole sample was observed and confirmed. At the next step, we are
going to detect where the actual difference lies by examining the test results of
individual groups separately. The Complementary Reading group comes first. As
illustrated in Table 4.39 below, the change between the pre- and post-tests is
easily visible, as this group has two Level A students in the post-test, and the
majority of the students (57.58%) are at Level B or higher now, while only 15.16%

of the Complementary Reading participants attained these levels in the pre-test.

Table 4. 39 Pre- and post-EPER levels of the Complementary Reading group

EPER Levels A B C D E Total
Headwords 2200 1900 1600 1200 800 /
Pre-test Number / 5 13 14 1 33
% / 15.16 39.40 42.42 3.03 100.00
Post-test Number 2 17 12 2 / 33
% 6.06 51.52 36.36 6.06 / 100.00

By conducting the Chi-Square Test, evidence was found of statistically
significant differences between the pre- and post-test in terms of EPER levels of
the Complementary Reading group (p<<0.001, Chi-square=17.022, df=4). As
evidenced by the Symmetric Measures, the strength of this relationship between
extensive reading and EPER level was found to be relatively strong (Phi=0.51)
(see Table 4.40 below).

Table 4. 40 Chi-Square test of the results of the pre- and post-EPER Placement Test of the
Complementary Reading Group

Value df Asymp. Sig. (2-sided)
Pearson Chi-Square 17.022(a) 4 .002
Likelihood Ratio 19.334 4 .001
N of Valid Cases 66

a 4 cells (40.0%) have expected count less than 5. The minimum expected count is .50.
Symmetric Measures

Value Approx. Sig.
Nominal by Nominal Phi 0.51 0.00
Cramer's V 0.51 0.00
N of Valid Cases 66

When it comes to the Free Reading group, the change is also visible as evidenced
by two new Level A students, more Level B students and fewer Level D students
(see Table 4.41 below).
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Table 4. 41 Pre and post-EPER levels of the Free Reading group

EPER Levels A B C D E Total
Pre-test Number / 9 13 11 / 33
% / 27.28 39.40 33.33 / 100.00
Post-test Number 2 15 11 5 / 33
% 6.06 45.46 33.33 15.15 / 100.00

No statistically significant difference is found between the pre- and post-test in
terms of the free reading participants’ EPER levels (p=0.116, Chi-square=5.917,
df=3) (see Table 4.42 below). The Symmetric Measures suggests there is no
relationship between extensive reading and EPER level of the Free Reading
group (Phi=0.299).

Table 4. 42 Chi-Square test of the results of pre- and post-EPER Placement Test of the Free
Reading Group

Value df Asymp. Sig. (2-sided)
Pearson Chi-Square 5.917(a) 3 116
Likelihood Ratio 6.761 3 .080
N of Valid Cases 66

a 2 cells (25.0%) have expected count less than 5. The minimum expected count is 1.00.

Symmetric Measures

Value Approx. Sig.
Nominal by Nominal Phi .299 116
Cramer's V .299 116
N of Valid Cases 66

Compared with those of the two experimental groups, the statistic of the Control
Group is stable (see Table 4.43 below). The proportion of Level A student
remains the same, and those of the Level B and Level D students have hardly

changed.

Table 4. 43Pre- and post- EPER levels of the Control Group

EPER Levels A B C D E Total
Headwords 2200 1900 1600 1200 800 /
Pre-test Number 1 5 15 11 1 33
% 3.03 15.16 45.46 33.33 3.03 100.00
POst-test Number 1 8 14 10 / 33
% 3.03 24.24 42.42 30.30 / 100.00

As shown in Table 4.44, no evidence was found of any statistically significant
difference between the pre- and post-test in terms of the students’ EPER levels in
the control group (p=0.777, Chi-square=1.774, df=4). The fact that the present
finding is not statistically significant, therefore, could possibly reflect the fact
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that the traditional Grammar-Translation Method did not result in students’
progress in EPER level.

Table 4. 44 Chi-Square test of the results of the pre- and post-EPER Placement Test of the
Control Group

Value df Asymp. Sig. (2-sided)
Pearson Chi-Square 1.774 (a) 4 77
Likelihood Ratio 2.167 4 .705
N of Valid Cases 66

a 4 cells (40.0%) have expected count less than 5. The minimum expected count is .50.
Symmetric Measures

Value Approx. Sig.
Nominal by Nominal Phi .164 T77
Cramer's V .164 J77
N of Valid Cases 66

To summarize the analysis of the results of the EPER Placement Test B, it can be
concluded that the Complementary Reading Treatment is effective in improving
students” EPER levels, while the Free Reading Treatment is less effective, and
the traditional Grammar-Translation Method is the weakest among the three.

Having presented the EPER test results, our next step is to interpret the test
EPER results, i.e., the participants’ progress in terms of EPER level in the
framework of reading fluency. The significance of reading fluency is to allow
readers to experience a much large amount of reading materials, the expand the
breadth and depth of vocabulary knowledge beyond explicit instruction, to
develop automatic word recognition skills, to read for additional learning, to
build reading motivation, and in L2 university context, to read large amounts of
materials that might be assigned every week (Grabe, 2009). Most importantly,
fluency is one of the keys to English language learning outside classroom.
Students who have some degree of reading fluency and who are motivated to
develop fluency further will most be likely to be engaged in a continual English

language learning environment.

According to Kuhn and Stahl (2003), the three central sub-processes of fluency
are automaticity, accuracy and rate. Consistent with Kuhn and Stahl, Gorsuch
and Taguchi (2009) point out that the components of reading fluency are “readers’
rapidity, accuracy and automaticity in fulfilling word recognition tasks” (p. 249).

Segalowitz (2000), one of the leading L2 researchers in fluency and automaticity
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processing, defines fluency as fluidity, speed and accuracy. It can be seen that the
consensus on defining reading fluency is that the three core components are rate,

automaticity and accuracy.

With reference to the first component in reading fluency, rate (rapidity or
fluidity), findings from the participants’ reading records demonstrated that the
experimental participants achieved substantial gains in reading rates (see Section
4.6.1 for detailed discussion), but it is beyond the scope of the EPER Placement
Test to provide evidence that extensive reading promotes reading rates. Similarly,
the participants’ progress in terms of EPER level cannot be interpreted as
development in automaticity. Automaticity enables the readers to pay attention to
content of the text, and build up comprehension by activating background
knowledge, and these processes are highly automatized, consuming or occupying
little or no attentional resources (Grabe, 2009). In this sense, automaticity is a
subcomponent of or contributes to rate, but the EPER Placement Test is not

intended to measure the participants’ automaticity in reading, either.

As the third component in reading fluency, accuracy “is most closely associated
with word recognition in that fluent word recognition must not only be rapid and
automatic, it must also be complete and accurate” (Grabe, 2009, p. 291). It
differs from the “accuracy” discussed in the previous section, which means the
experimental participants comprehend the texts more correctly than the
participants in the control group. The “accuracy” for reading according to Kuhn
and Stahl (2003) means “confirming what is already known to the reader” (p. 4),
agreed by Grabe (2009) that “Fluent readers can recognize almost every word
they encounter in a text automatically” (p. 289). In this sense, the participants’
improvement in EPER level cannot be interpreted as developing in accuracy,
because accuracy means making use of what is already known, while the
participants’ progress in EPER level means they are able to read materials of
increasing levels of difficulty, which involves new words, more complex

syntactic structures and more information density.

A fourth component of reading fluency which is increasingly cited is the

recognition of prosodic phrasing and contours of the text while reading (e.g.,
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Schwanenflugel & Ruston, 2008; Kuhn et al., 2006), which means a fluent reader
should be able to pause at appropriate junctures or processing text chunks in
ways that match structure units in the continuous prose. As shown in the previous
section, the two experimental groups have demonstrated significantly better
ability to manage the discourse of the text, namely the flow of the message, but
still, it is beyond the scope of the EPER Placement Test.

The mismatch between the progress in EPER level and the core components of
reading fluency, however, does not mean that the results of the EPER Placement
Test cannot be interpreted within the framework of reading fluency, as the scope
and definition of reading fluency has been extended by Nation (2009) that
“fluency is....accompanied by improvements in accuracy and complexity” (p.
65). The participants’ progress in EPER level can be interpreted as their
development in reading fluency in terms of complexity.

To conclude our discussion in this section, the last area of inquiry to be addressed
is the relationship between EPER level and reading comprehension. The two
experimental groups significantly outperformed the Control group on both
reading comprehension and EPER level. Although the two constructs were
measured by two different sets of tests, one developed by the test bureau of a
Chinese school district and one developed by an European research institution,
they are parameters of the participants’ reading ability. Their reading
comprehension performance measured by the pre-, mid and post-tests shows
their ability to comprehend short texts, and their EPER levels measured by the
EPER test demonstrates their ability to handle long texts. In the present study,
both the two experimental groups showed superior ability to handle short and
long texts than the Control group. It means there is a positive correlation between
reading comprehension and EPER level. Given that the participants’ reading
proficiency is improved after this program, they are assumed to manage both
short and long texts equally well. On the other hand, there is difference between
reading comprehension and EPER level. In the cloze section in the post-test, the
Free Reading group was slightly better than the Complementary Reading group
in terms of mean score (CR=6.55, FR=6.79), although the difference was not

statistically significant (p=0.51). The situation was manipulated in the reading
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comprehension section (CR=11.55, FR=11.58, p=0.95). These two cases show
that the Free Reading group performed slightly better on comprehending short
texts than the Complementary Reading group judging by mean score, although
the difference was not statistically significant. To perform well in these two
sections, the participants needed to be accurate readers, by scanning for specific
information, by predicting the information flow, and by recognizing the writer’s
stance. In contrast, the participants needed to be fluent readers to perform well in
the EPER test. They should be able to make sense of reading materials of
increasing levels of difficulty. The comparison between the two constructs, i.e.,
reading comprehension and EPER level, does not mean priority should be given
to any of them. On the contrary, accuracy and fluency interact with each other in
reading process, regardless of the reading purposes. To be a good reader, one
should develop both accuracy and fluency in reading. This is what the present
study shows to us, and the significance of administering two sets of reading tests

to the participants in the present study.

4.5.3 Extensive reading and listening proficiency

As noted and discussed in Chapter 2, there have been a comprehensive range of
research on the significance of extensive reading to ESL and EFL teaching and
learning showing that extensive reading can effectively improve students’
proficiency in various proficiency areas and language knowledge components.
Again we do a brief review on the effect of extensive reading as we did in
Chapter 2 to refresh our memory. According to Richards et al. (1992), extensive
reading is “intended to develop good reading habits, to build up knowledge of
vocabulary and structure, and to encourage a liking for reading” (p.133). Grabe
and Stoller (2011) propose that benefits from extensive reading include
“vocabulary recycling, sight word reading gains, reading speed gains, reading
practice, and a habit of being a successful reader in the L2” (p. 122), and argues
for extensive reading as a central rather than peripheral component in L2 reading
instruction. Besides its role in language proficiency development and reading
instruction, “extensive reading plays a key role in moving learners beyond the
basic levels of proficiency required for basic communication so that they are well
positioned to achieve personal and professional goals” (Horst, 2009, p.63). As

noted from the existing body of research, extensive reading seems to be
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all-embracing but the relationship between extensive reading and listening
proficiency is less discussed. Grabe and Stoller (2011) propose extensive reading
improves comprehension skills, without specifying whether extensive reading
promotes reading comprehension skills or listening comprehension skills or both.
Thus the primary focus of this section is to examine the relationship between
extensive reading and listening proficiency based on the test results, with an aim

to provide insight into this less-discussed area.

Discussion 1: Are extensive reading and listening proficiency related?

Before starting Discussion One, we must determine that two conditions are equal
for the three groups in the present study. The first condition should be that the
three groups entered the present study with approximately equal listening
proficiency. However, there was not a listening component in the pre-test, and
thus the pre-test was unable to provide us with specific or exact information on
the participants’ listening proficiency at the beginning of this program. The
listening proficiency demonstrated by the three groups at the mid of the present
study was still roughly equal. As measured by the mid-test, there was no
significant difference in listening among the three groups (F=0.28, p=0.76) (see
Table 4.45 below). Thus regarding the first condition, we do not have indicator of
the three groups’ beginning listening proficiency, as the pre-test provided no
assessment of this. The premise of our discussion is that the three groups’

listening proficiency was approximately equal from the mid-test.

The second condition should be that the three groups received approximately
equal amount of written and oral input; otherwise, their improvement in listening
proficiency will be unable to be attributed to extensive reading. In Chapter 3, it
has been shown that the EFL context and the homogeneity of the sample make
for a great deal of predictability in terms of participants’ exposure to English. In
the case of foreign language learning, the classroom may be the only source of
reliable audio input in the target language for learners at all levels. As discussed
in Chapter 1, the Grammar-Translation Method dominates in-class English
language teaching in mainland China. Using this method, English is taught in
students’ mother tongue, i.e., Chinese. The use of Chinese as the dominant

medium of instruction effectively avoids the problems in CBEI as introduced in
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Chapter 1, i.e., the students’ Chinese development will not suffer and their
content area knowledge do not need to be simplified or reduced. The third benefit
of teaching English in Chinese is that even teachers who do not have a level of
English language proficiency can teach English using this method, which is

particularly appealing when there are not enough qualified English teachers.

In this situation, the Grammar-Translation Method limited the amount of audio
input that the Free Reading group and the Control group can obtain from the
classroom. The situation also applied to the Complementary Reading group.
Although the Complementary Reading group discussed grammar and translation
less in class, their discussion on extensive reading was done in Chinese, their
mother tongue. They did not receive extra audio input, either. Thus it is ensured
that the participants received nearly the same amount of audio input in the
program. The change in their listening proficiency was attributed to extensive

reading.

As shown in Table 4.45, there was no significant main effect for the treatments as
a factor in the listening section in the mid-test (F=0.28, p=0.76), i.e., in the
middle of the program, but there was a significant main effect for the treatments

as a factor in the listening section in the post-test (F=3.38, p=0.04).

Table 4. 45 Descriptive statistics and results of ANOVA from the listening sections in the
mid- and post-tests

Tests (Total score) Group N Mean F Sig.
CR 33 15.24

Mid-test (20) FR 33 15.42 0.28 0.76
CG 33 15.00
CR 33 14.48

Post-test (20) FR 33 15.42 3.38 0.04
CG 33 14.06

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

Judging from the mean scores in the post-test, the Free Reading group was the
best at listening among the three. As shown in Table 4.46 below, the multiple
comparisons by the Fisher’s LSD test illustrated that the listening score of the
Free Reading group was statistically significantly higher than that of the Control
Group (FR=15.42, CG=14.06, p=0.01). There was no statistically significant
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difference in listening between the Complementary Reading group and the
Control Group (CR=14.48, CG=14.06, p=0.43), or the two experimental groups
(CR=14.48, FR=15.42, p=0.08)

Table 4. 46 The results of multiple comparisons by the Fisher’s LSD test in the listening
section in the post-test

Dependent ()] ) Mean

Variable Group Group Difference (1) S0 EIMOr Sig.
CR FR -0.94 0.54 0.08

CG 0.42 0.54 0.43

isteni CR 0.94 0.54 0.08
Listening FR oG 136 05d o
CG CR -0.42 0.54 0.43

FR -1.36 0.54 0.01

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

The post-test result appeared to provide solid evidence that there was a positive
relationship between extensive reading and listening proficiency. However, it is
too early to confirm that extensive reading and listening are related solely based
on this study. The research literature concerning extensive reading produced
conflicting results supporting either positive or null relationship between

extensive reading and listening proficiency.

The study conducted by Lai (1993b), in which 1,351 secondary school students
participated in either a four-week summer reading program or a year-long
reading scheme, showed that extensive reading resulted in significant gains in
listening comprehension. Conversely, in an extensive reading program
implemented in Fujian Normal University, which compared the effect of the
Extensive Reading Approach and the Intensive Reading Approach, i.e., the
Grammar-Translation Method, on improving students’ English language
proficiency, the findings showed that the two different approaches made no
difference in improving students’ listening proficiency (p=.602). On the contrary,
in the Fujian program the Intensive Reading group was slightly better in this
proficiency area with the Intensive Reading group 10.20 and the Extensive
Reading group 9.80 (Tan, 1998, p. 112). The conflicting results produced by the
empirical studies provide an optimal chance for the comparison of the specific
conditions of different extensive reading programs to seek the root causes of the

positive or null relationship between extensive reading and listening proficiency.
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For our discussion, the comparison between the Fujian program and the present
study are of particular interest, as they produced conflicting results on the
relationship between extensive reading and listening proficiency. In the Fujian
program, the participants read around one million words, and in the present study,
the students in the Complementary Reading group read around one million words
as well. Then, what are the reasons leading to different results in two extensive

reading programs with a ten-year interval?

In the Fujian program, the four hours of college English teaching time per week
was divided into two halves: two hours for normal teaching and two hours for the
literature circle, which was defined as self-selected discussion groups that
centered on commonly read stories, articles and books. Four to five students
reading the same book were in one discussion group. Every group recommended
a group leader, who was responsible for reporting to the teacher about what they
had chosen to read and organizing the discussion. Since the students were all
very poor in spoken English, the discussion was allowed to go on in Chinese so
that the students could participate in the discussion without being embarrassed by
their poor spoken English. Through the group discussion, the students could have
a better understanding of the books by hearing different voices and critiques and
by sharing their experience in solving the problems they met with in their reading.
In the present study, the teaching time was five sessions of forty minutes per
week, namely 200 minutes, 3.2 hours. For the Free Reading group, all the 200
minutes was devoted to normal teaching using the Grammar-Translation Method.
For the Complementary Reading group, the time devoted to in-class discussion

accounted for only 10% to 15% of the total teaching time.

In comparison, the Fujian program shared something in common with the
Complementary Reading group in the present study: a large reading amount of
more than one million, out-of-class extensive reading and in-class discussion in
Chinese. The similarity produced similar results that extensive reading did not
result in significantly better results in reading. In contrast, the Free Reading
treatment, which was defined as an extracurricular reading activity with no time

devoted to in-class discussion, led to significant improvement in listening.

202



As shown in Table 4.47 below, there are three key differences between the Fujian
program and the Free Reading treatment in the present study. The first key
difference was that the reading materials in the Fujian program was unsimplified
novels, magazines and newspapers whereas the reading material in the latter was
graded readers. The second key difference was that the free reading participants
in the present study did not discuss their reading in groups; instead, extensive
reading was an individualized activity. The third key difference was that the
participants in the Fujian program read approximately eight times as much as that

of the free reading participants in the present study.

Thus, putting these conflicting results together, we have reason to believe that
there is indeed a positive relationship between extensive reading and listening
proficiency, but the key factor cannot be in-class discussion or reading quantity.
Our next step is to further discuss how extensive reading and listening are related
with an effort to identify contributing factors to listening proficiency in extensive

reading.

Discussion 2: How are extensive reading and listening related?

In the Fujian program, extensive reading did not produce better result on
listening compared with intensive reading. Tan’s (1998) explanation for the
result was that listening and reading differ as skills in communication because
listening belongs to the category of spoken language and reading the written
language. His explanation appeared to be reasonable from this perspective;
however, from another perspective reading and listening are categorized as
receptive skills. It is hardly convincing that reading and listening are independent
of each other.

To identify the factors contributing to the improvement of listening proficiency,
we first need to explore how listening works. Different theories have been
proposed to explore the listening process, among which Anderson’s (1995) and
Buck’s (2001) are particularly influential. Anderson (1995) decomposes listening
into a three-stage cognitive processing. In this first stage, perceptual processing,
phonemes are segmented from speech and these segmented phonemes are stored
in listeners’ “echoic memory” (p. 137). In the second stage, parsing, the
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Table 4. 47 Comparison between the Fujian Program and the present study

Shanghai Program

Details Fujian Program CR R
Level College Senior high school Senior high school
Duration One academic year One academic year One academic year
Number of participants 20 33 33

Reading materials

Novels; magazines and newspapers published
in China

OBW graded readers

OBW graded readers

Average reading amount 1,600,000 words 1,144,279 words 226,732 words

Time for teaching per week 4 hours 5 sessions of 40 minutes 5 sessions of 40 minutes

Time for in-class reading No. No. No.

Time for in-class discussion 2 hours per week 20 to 30 minutes per week No.

Medium of discussion Chinese Chinese /

Instrument College English Test, Tests developed by the school ~ Tests developed by the
Band 4 district school district

Significant better results in No. No. Yes.

listening
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segmented phonemes stored in listeners’ echoic memory are matched with the
knowledge foundation in listeners’ long-term memory. In the final stage,
utilization, the segmented phonemes stored in echoic memory and the knowledge
foundation in long-term memory work in listeners” schemata to form meaning.
Unlike Anderson’s linear model, Buck (2001) describes listening as an
interaction between two knowledge resources, namely, the listeners’ background
knowledge and the listeners’ linguistic knowledge. These two sets of resources
interact to make sense of the listening text. The general consensus between the
two theories is that three sets of resources: the listening text, the linguistic
knowledge and the schematic knowledge, are needed for processing a listening
task.

In keeping with the emphasis on linguistic and schematic knowledge, much of
the relevant research numerates other factors that affect listening, of which Rubin
(1994) identifies the following variables:

1. the text

2. the task

3. the listener

4. the processing

Among the five variables, the first two were pre-set by the test developers. In the
present study, the mid- and post-tests were developed by the school district test
bureau. The researcher had no input into or influence over the listening texts
employed in the tests. In the tests, the participants listened to the audio recording
and answered the questions as required. There was no interlocutor involved in
the whole process. The listening sections in the mid- and post-tests were in strict
accordance with the format of the listening section in the NMET. In both the
mid- and post-tests, listening section was divided into three subsections: listening
to the short conversations, listening to the short passages and listening to the
longer conversations (see Appendix B and C). The test takers were required to
strictly follow the recording and complete the pre-set tasks. Given that the text
characteristics, interlocutor characteristics and task characteristics were beyond
the scope and control of the present study, our discussion will focus on the latter

two characteristics, namely listener characteristic and process characteristic in
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subsequent discussion.

There are a considerable number of variables involved the listener characteristics:
language proficiency level, learning disabilities, general knowledge, age, gender,
motivation, confidence, etc (Rubin, 1994; Vandergrift, 2005). We just note a few
here because of limited space.

In Vandergrift’s (2006) study, both L1 listening comprehension ability and L2
proficiency are important variables that may affect L2 listening comprehension
ability, with L2 proficiency player greater role in L2 listening comprehension as
measured by the multiple regression analysis. In the present study, the test results
showed that extensive reading improved the participants’ overall English
language proficiency. We speculate that the improvement in global English
language proficiency in turn contributed to listening comprehension ability in
English. This speculation is supported by the detailed analysis of the three groups’
performance in the listening section in the post-test as presented in Table 4.48
below. As shown in Table 4.48, there was no statistically significant difference
among the three groups on individual items except Item 12. In terms of mean
score, the three groups showed advantage on different items: the Complementary
Reading group performed the best on Items 5, 9, 13, 14, 15, 18 and 19, the Free
Reading group took lead on Items 1, 3, 4, 6, 7, 8, 9, 10, 11, 12, 16 and 17, and
the Control group outperformed the two experimental groups on Items 2 and 18.
This distribution of the three groups’ performance on individual items shows that
none of the three groups obtained absolute advantage on every item in the
listening section in the post-test, and thus the statistically significant difference
among the three groups in the whole section can be interpreted as the two
experimental groups’ advantage in the listening section as a whole or their
improvement in overall listening proficiency because of extensive reading. This
is a conclusion that we may make at this stage, but we are unable to identify the
proportion that improvement of overall L2 proficiency accounts for in the
improvement in overall listening proficiency. Similarly, we are unable to answer
the question: whether the improvement of listening proficiency is the major

effect or a by-product of extensive reading.
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Table 4. 48 Descriptive statistics and results of ANOVA from the listening section in the post-test

Item Group N Mean SD F Sig.
CR 33 0.70 0.47

1 FR 33 0.85 0.36 1.26 0.29
CG 33 0.82 0.39
CR 33 0.52 0.51

2 FR 33 0.55 0.51 0.52 0.59
CG 33 0.64 0.49
CR 33 0.27 0.45

3 FR 33 0.48 0.51 2.23 0.11
CG 33 0.27 0.45
CR 33 0.70 0.47

4 FR 33 0.88 0.33 2.34 0.10
CG 33 0.67 0.48
CR 33 0.61 0.50

5 FR 33 0.36 0.49 2.68 0.07
CG 33 0.36 0.49
CR 33 0.82 0.39

6 FR 33 0.97 0.17 2.01 0.14
CG 33 0.85 0.36
CR 33 0.06 0.24

7 FR 33 0.18 0.39 1.13 0.33
CG 33 0.12 0.33
CR 33 0.79 0.42

8 FR 33 0.88 0.33 0.49 0.62
CG 33 0.82 0.39
CR 33 0.94 0.24

9 FR 33 0.97 0.17 0.21 0.81
CG 33 0.94 0.24
CR 33 0.91 0.29

10 FR 33 0.94 0.24 0.13 0.88
CG 33 0.91 0.29
CR 33 0.91 0.29

11 FR 33 0.94 0.24 0.77 0.47
CG 33 0.85 0.36
CR 33 0.48 0.51

12 FR 33 0.70 0.47 3.32 0.04
CG 33 0.39 0.50
CR 33 0.85 0.36

13 FR 33 0.85 0.36 1.03 0.36
CG 33 0.73 0.45
CR 33 0.42 0.50

14 FR 33 0.36 0.49 0.51 0.60
CG 33 0.30 0.47
CR 33 0.82 0.39

15 FR 33 0.76 0.44 1.46 0.24
CG 33 0.64 0.49
CR 33 0.88 0.33

16 FR 33 1.00 0.00 2.1 0.12
CG 33 0.94 0.24
CR 33 0.91 0.29

17 FR 33 1.00 0.00 1.60 0.21
CG 33 0.91 0.29
CR 33 0.94 0.24

18 FR 33 0.88 0.33 0.53 0.59
CG 33 0.94 0.24
CR 33 1.00 0.00

19 FR 33 0.97 0.17 1.02 0.36
CG 33 0.94 0.24
CR 33 0.97 0.17

20 FR 33 0.97 0.17 0.00 1.00
CG 33 0.97 0.17
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* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

In addition to overall language proficiency, memory is another factor that may
affect listening proficiency. The relationship between listening comprehension
and memory has been verified by Florit et al. (2009). Memory is usually divided
into long-term memory and working memory (Kurt, 2008). While long-term
memory is the major source of the linguistic and background information to
support reading and listening, the key concept for comprehension is working

memory.

A Dbrief explanation of how working memory contributes to reading
comprehension may deepen our understanding of its role in listening
comprehension (see Baddeley, 2006, 2007; Cain, 2006; Long, et al., 2006, for
detailed discussion of the relationship between working memory and reading
comprehension; see also Kintsch, 1988; Gernsbacher, 1997; Just & Carpenter,
1992, for the role of working memory in specific models of reading). As
introduced in Section 1.1, reading comprehension activates a series of processes:
(1) word recognition (recognition of words in the text), (2) syntactic parsing
(extracting grammatical information from a group of words, which is crucial for
disambiguating polysemy in word recognition), and (3) semantic proposition
formation, i.e., building clause-level meaning on the basis of word recognition
and syntactic parsing. This set of processes is commonly referred to as bottom-up
processing (Alderson, 2000) or lower-level processing (Grabe, 2009; Grabe &
Stoller, 2011). The lower-level processes are language-oriented, which require
the readers’ knowledge about the language in which they read. Based on the
knowledge-oriented lower-level processes, another set of processes that
contributes to comprehension is activated. After the clause-level meanings are
built, they are integrated into a broader network in which the clause-level
meanings are connected and the main idea of the text is formed. This process is
referred to as Text Model of Comprehension, a summary of the text itself.
Spontaneously, readers will interpret the text in terms of their reading purposes
and background knowledge, etc. This process is called the Situational Model of

Reader Interpretation, in which a number of reader variables noted above, such
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as knowledge of the world and cultural knowledge, have an important role to
play. The description of how the lower-level and higher-level processes are
carried out does not imply that they are carried out independently at different
times. It is in working memory that these two sets of processes are integrated and

comprehension occurs.

In this process, working memory is not a concrete thing like a “box” located
somewhere in the brain. It is proposed that working memory is best understood
as a hypothesis that explains how comprehension occurs in our brain (e.g.,
Baddeley, 2007). An analogy can be drawn on between working memory and
platform that working memory is a “platform” on which the brain processes
information and builds comprehension. This hypothesis points out the two core
functions of working memory: storage, i.e., the “platform” should be “wide”
enough to accommodate the information pending processing or being processed,

and processing, i.e., how the brain works with the information on this “platform”.

Following this logic, improved working memory by extensive reading may
contribute to listening comprehension in two possible ways: greater storage
capacity to keep the information active for a longer period of time, or better
processing function to process the information more effectively. The first
possibility is consistent with Anderson’s (1995) theory of listening as described
earlier in this section. In Anderson’s theory, in the first stage of listening,
perceptual processing, listeners segment phonemes from the speech and these
segmented phonemes are stored in “echoic memory” (p. 137). The *echoic

memory” is exactly the “storage” component of working memory.

The detailed analysis of the three groups’ performance on individual items in the
listening section in the post-test presented in Table 4.49 may support the first
possibility, i.e., greater storage capacity in working memory after extensive
reading. As shown in Table 4.48 above, there is a significant main effect for the
treatments as a factor on Item 12 in Section B Passages. In Section B, a passage
will first be read twice and then three questions based on the passage will be read
once. That is to say, the information is prior to questions. In this situation, the test

takers may not able to predict what questions will be asked, and thus they will
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not be able to locate information for a specific issue. Preferably, the more
information they can restore, the better they can perform better in this section. If
the storage capacity in the working memory of the test takers is not great enough
to keep what have been read active for sufficient duration, they will be unable to
remember or process what have been read when the question is raised. The post
hoc multiple comparisons by the Fisher’s LSD test detected that the statistically
significant difference on Item 12 is between the Free Reading group and the
Control Group (FR=0.70, CG=0.39, p=0.01) (see Table 4.49 below) and the
Complementary Reading group performed better on Item 12 than the Control
group in terms of mean score (CR=0.48, CG=0.39, p=0.45), which suggests that
the participants in the Complementary Reading group may greater storage

capacity in their working memory than the participants in the Control group.

Table 4. 49 The results of multiple comparisons by the Fisher’s LSD test on Item 12 in the
listening section of the post-test

Dependent ()] ) Mean .

Variable Group Group Difference (I-J) Std. Error Sig.
CR FR -0.21 0.12 0.08

CG 0.09 0.12 0.45

CR 0.21 0.12 0.08

Item 12 FR CG 0.30 0.12 0.01
cG CR -0.09 0.12 0.45

FR -0.30 0.12 0.01

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

The significance of storage capacity in working memory is particularly important
for listening comprehension. In reading comprehension, if the readers are not
able to store too much information in their working memaory for processing, they
will still have the chance of rereading because the reading materials are available
to them all the time. In comparison, listeners will not have the change of
re-listening because of the complexity and rapidity of the listening process. In
this situation, a greater storage capacity in listeners’ working memory will

greatly facilitate listening comprehension.

One of the limitations of the present study in exploring the relationship between
extensive reading and listening comprehension is that it does not find the answer
to this question: How the participants’ storage capacity in working memory were

expanded after extensive reading? At this stage, a preliminary explanation is that
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the participants read lengthy instead of short texts in the program, and thus they
would need to keep information active in their working memory; otherwise they
would be able to building meaning of the whole story without integrating
previous and updated information. How this improvement happened is not
visible to naked eyes, as Alderson and Urquhart (1984) point out, “Research into
reading is research into the unobservable” (p. x) (see Section 2.1.1 for this
statement). The second limitation of the present study in exploring the
relationship between extensive reading and listening comprehension is that the
greater storage capacity in working memory after extensive reading is one of the
possibilities that may explain the participants’ performance in the listening
section in the post-test. It cannot exclude the possibility that the other component
in working memory, processing, contributed to the participants’ listening
performance; similarly, the proportion of contributed made by storage capacity
and processing cannot be worked out or quantified.

Discussion 3: What else contributed to the improvement of listening proficiency?
A test-taker’s performance is affected by at least two variables: the test taker’s
ability and the test technique (Wu, 1998). Test techniques are particularly
important in assessing listening. Because of the complexity and rapidity of
listening process, the cognitive processes involved in interpreting a listening text
are invisible. The test takers’ listening performance is largely decided by the type

of responses required.

It has been confirmed that test formats have a significant effect on test takers’
performance (e.g., In’nami & Koizumi, 2009). In Cheng’s (2004) study, there
test formats, i.e., traditional multiple-choice, multiple-choice cloze and
open-ended questions, were employed to assessing the participants’ listening
comprehension. The 159 Chinese EFL university students in this study
performed best on the multiple-choice cloze, and scored lowest on the
open-ended questions. In the post-study survey, the overwhelming majority (97%)
of the participants pointed out that the multiple-choice formats were preferred to
open-end questions, because the options given in the multiple-choice formats

aided comprehension and improved accuracy in guessing.
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In fact, the Chinese EFL learners’ preference for the multiple choice format is
not good news for every test taker. The multiple choice format threats the
construct validity of listening assessment in the following two ways. First, it
favors the more advanced listener, but disadvantages the less advanced. Second,
it connives uninformed guessing and allows the test takers to give the correct
answer for the wrong reasons (Wu, 1998). Wu’s finding helped to partially
explain why there was no significant difference in the present study among the
three groups in listening in the mid-test but in the post-test the significant
difference came as a surprise. As evidenced by the mid-test, there was no
statistically significant difference among the two experimental groups and the
Control group in five out of seven comparisons in the mid-test, which indicated
that the two experimental groups had not obtained absolute advantage by the
mid-test. By the end of the program, the two experimental groups outperformed
the Control group on five out of the seven comparisons in the post-test, which
meant the two experimental groups, especially the Free Reading group, have
obtained advantage in overall language proficiency, and specifically, in listening.
The two experimental groups, or at least the Free Reading group, were more
likely to be at an advantage in the listening section in the post-test according to
Wu’s study.

If so, the multiple-choice fact should not be the dominant test format in
high-stakes English tests. In fact, the multiple choice format is not the only
suggested test format for listening. As specified in the 2001 English Curriculum
Standards (MOE, 2001), several possible test formats are suggested, as shown in
Table 4.50 below.

Table 4. 50 Suggested test points and formats for listening comprehension in the 2001
syllabus

Test points Test formats Explanation
1.  Obtain specific and factual 1. Multiple choices. The language
information. 2. True of false. materials selected
2. Understand the subjectand the 3.  Complete the sentence. must reflect the
gist. 4. Complete the chart and characteristics of true
3. Make inference about the diagram. oral communication.
background of the contentand 5. Make simple record and  They should be
the relationship between the summary. medium in length and
speakers. 6. Complete tasks according be read at normal
4. Understand the speaker’s to the instruction. speech rate.

intentions, views or attitudes.
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Despite the several suggested test formats, the multiple-choice format is the most
widely adopted test format in both local and national tests. It will co-exist with
subsequent extensive reading research in this context for long in the future.
Subsequent extensive reading research in this context may take this factor into

consideration while selecting or developing tests for extensive reading programs.

Discussion 4: What is the significance of extensive reading to listening
proficiency?

The relationship between extensive reading and listening proficiency has been
investigated and discussed in the previous three sections. Our focus on listening
does not only lie in its role in our study but also its importance in second
language acquisition (e.g., Elley, 1989). The importance of input for second
language acquisition has been stressed by second language acquisition theory.
Linguistic input can be either in a written or oral form and thus listening and
reading is of equal importance in receiving linguistic input. Furthermore,
listening and reading is complementary to each other as they are categorized as
receptive skills. It is suggested by Long (1986) that students will gain greater
confidence when both of their receptive skills are well developed. Similarly,
Rivers (1981) proposed that students should be able to comprehend all types of
input from the early stages of language learning. Ultimately, the enhancement of
students’ ability to hear and read in a second or foreign language will facilitate
their development of second or foreign language comprehension (e.g., Mills, et
al., 2006; Park, 2004).

However, the importance of listening in mainland secondary school has not been
given due attention despite the significance of the enhancement of students’
listening proficiency as presented in the previous paragraph. In a
Grammar-Translation Method dominant classroom, the time that can be devoted
to listening is understandably low. The strongest motivation for the teachers to
improve students’ listening proficiency comes from the washback effect of the
NMET, the highest-takes English test in mainland China. In the NMET, listening
accounts for 20% of the total score, which means students’ improvement in

listening will certainly lead to the improvement of total scores.
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Consequently, listening seems to deserve a place in classroom teaching, and
there has been an argument whether listening is teachable. One group of
researchers suspects that listening cannot be taught. The other group of
researchers insists that teaching students how to listen does make a difference
(e.g., Vandergrift & Tafaghodtari, 2010). For example, Thompson and Rubin
(1996) confirm that systematic instruction of listening strategy lead to the

improvement of listening comprehension.

What the present study contributes to this argument is that it provides empirical
evidence supporting the positive relationship between extensive reading and
listening proficiency, which suggests one more possible way for the
improvement of listening proficiency. Of particular value is that extensive
reading is mostly done out of class, which is an optimal supplement to limited
instructional time as presented in Chapter 1.

4.6 Extensive reading and productive skills

4.6.1 Extensive reading and translation

Strictly speaking, translation is not a language skill. The four recognized
language skills are listening, reading, speaking and writing. The first two are
referred to as receptive skills and the latter two productive skills. The
justification for defining translation as a productive skill is that the students are
asked to produce grammatically correct sentences as required, without four
options provided for them to choose from. In this sense, translation in the present

study can be considered as a writing task, although distorted somehow.

Although translation is a writing task, there is no room for the students to show
their personal thinking, their size of vocabulary, and their lexical choices nor are
they able to display any sense of wit and humor. In the translation section in the
post-test, the students were required to translate five Chinese sentences into
English, with three points for each sentence. One English word was given for
each sentence in the bracket without specifying its part of speech. The test takers
would lose one point if they did not use the word given in the bracket in their
translation. Grammatical and spelling mistakes also led to loss of marks (see
Appendices A, B and C).
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To construct a correct sentence, the participants need to avoid any grammar or
lexical mistakes, which will lead to loss of marks. For instance, the missing of “s”
from the end of the verb after the third person singular, “He like swimming”, will
lead to a loss of one point because the absence of “s” is considered to be a
grammar mistake. If another student writes “He likes swiming”, half a point will
be deducted, because the absence of “m” is considered to be a spelling mistake.
That a grammar mistake costs one point and a spelling mistake costs half a point
is a commonly shared rule among the high school English teachers in Shanghai,
and this was exactly how the translation parts in the pre-, mid- and post-tests
were marked (see Section 3.3 for the marking procedures).

In fact the two sentences “He like swimming” and “He likes swiming” convey
the same meaning despite the minor mistakes, but when marked they were
indeed treated differently. Given that greater attention was given to accuracy of
form in the translation task, the English teachers in Shanghai secondary schools
pay special attention to translation exercises because a minor mistake will lead to
loss of marks. Repeated exercises will be needed if a student wants to achieve a
satisfactory score in the translation section, and translation exercises are usually

an integral part of the students’ daily assignment.

Table 4.51 below clearly shows how the Complementary Reading group lost
their advantage in this section gradually. In the pre-test, the Complementary
Reading group was ahead of the Free Reading group by 0.4 point and the Control
group by 0.5 point when the full mark of this section was ten points. In the
mid-test, the gap between the Complementary Reading group and the Free
Reading group was narrowed to less than 0.3 points when the full mark of this
section was 15 points. At that stage, an excuse could be found as the
Complementary Reading group still kept its advantage over the Control group by
0.8 points. However, the situation in the post-test was a 180-degree turn to that in
the pre-test. The Free Reading group and the Control group outperformed the
Complementary Reading group, and there is a significant main effect for the

treatments as a factor in this section (F=6.48, p<0.001).
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Table 4. 51 Descriptive statistics and results of ANOVA from the translation sections in the
pre-, mid- and post-tests

Tests (Total score) Group N Mean SD F Sig.
CR 33 7.03 1.59

Pre-test (10) FR 33 6.64 1.65 0.88 0.42
CG 33 6.52 1.70
CR 33 11.92 1.17

Mid-test (15) FR 33 11.68 1.62 1.53 0.22
CG 33 11.15 2.47
CR 33 10.55 1.42

Post-test (15) FR 33 11.76 1.40 6.48 0.00
CG 33 11.15 1.28

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

Table 4.52 below confirms that the Complementary Reading group was in an
inferior position in the translation section in the post-test. The Free Reading
group outperformed the Complementary Reading group by 1.21 points
(CR=10.55, FR=11.76), and this difference between the two groups was
statistically significant (p<0.001). Although the difference between the
Complementary Reading group and the Control group was not statistically
significant (p=0.07), the Control group had an advantage of 0.61 point. Given
that the Complementary Reading group entered this program with better

translation performance, this advantage could be bigger than 0.61.

Table 4. 52 The results of multiple comparisons by the Fisher’s LSD test in the translation
sections in the pre-, mid- and post-tests

Tests (Total score) (1) Group  (J) Group Mean 3!§;erence |ES:r(jdr Sig.
- FR 0.39 0.41 0.34

cG 0.42 0.41 0.31

CR -0.39 0.41 0.34

Pre-test (10) FR cG 0.03 0.41 0.94
5 CR -0.42 0.41 0.31

FR -0.03 0.41 0.94

- FR 0.24 0.45 0.59

cG 0.77 0.45 0.09

_ CR -0.24 0.45 0.59
Mid-test (15) FR cG 053 0.45 0.24
o CR -0.77 0.45 0.09

FR -0.53 0.45 0.24

o FR -1.21 0.34 0.00

cG -0.61 0.34 0.07

CR 1.21 0.34 0.00

Post-test (15) FR CG 0.61 0.34 0.07
o CR 0.61 0.34 0.07

FR -0.61 0.34 0.07

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.
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The inferior position of the Complementary Reading group, however, did not
announce the ineffectiveness or failure of extensive reading in enhancing
productive skills. The Free Reading group performed the best among the three
groups, and was ahead of the Complementary Reading group by 1.21 points and
the Control group by 0.61 point. The success of the Free Reading group
demonstrates that extensive reading is not useless even in a highly
accuracy-focused teaching and testing environment. At the same time, the
findings also indicate the importance of attention to accuracy if students are to

improve in translation.

The detailed examination of the three groups’ performance on the five sentences
in the translation section in the post-test presented in Table 4.53 below shows
that the only statistical significance in the translation section was on Sentence 2,
whose correct answer was: There is a lot in common between the Chinese and
Japanese cultures/China and Japan share a lot in common in their cultures. The
key word given for this translation is common, without specifying its part of
speech. Common appeared in Chapter 4 in the second academic term. It was
explicitly taught as a core word in class. All the students were requested to learn
the phrase by heart: have... in common, and translation excises were designed to

consolidate students’ understanding of this word.

In fact, the five key words tested in the translation section in the post-test, i.e.,
success, common, so...that, guilty and emphasize appeared in the textbook and
were explicitly taught in class. Thus one reason which may explain why the
Complementary Reading group was the weakest in the translation section was
that the complementary reading participants seldom did written assignments
during the present study because they kept reading every day. This lack of

practice understandably led to their inferior position to the other two groups.

A further detailed analysis of the translation section in the post-test presented in
Table 4.54 shows that there was no statistically significant difference between
each group on Sentence 1, 3, 4 and 5, although the Complementary Reading
group lagged behind if judged by net scores. As introduced in this section earlier,

both grammatical and spelling mistakes in the sentences would lead to loss of
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marks. The multiple comparisons presented in Table 4.52 have shown that the
there was no statistically significant difference between the three groups on most
sentences. It is reasonable to assume that the Complementary Reading group was
able to construct meaning-correct sentences as the other two groups. It was
highly probable that it was their mistakes in accuracy that resulted in their poor

performance.

Table 4. 53 Descriptive statistics and results of ANOVA from the translation section in the
post-test

Item Group N Mean SD F Sig.
CR 33 2.76 0.38

1 FR 33 2.89 0.24 1.47 0.24
CG 33 2.80 0.35
CR 33 1.67 0.97

2 FR 33 2.29 0.59 5.48 0.01
CG 33 2.03 0.68
CR 33 2.42 0.57

3 FR 33 2.53 0.43 1.35 0.26
CG 33 2.32 0.56
CR 33 2.14 0.50

4 FR 33 2.23 0.61 1.49 0.23
CG 33 2.36 0.49
CR 33 1.56 0.56

5 FR 33 1.82 0.67 1.50 0.23
CG 33 1.64 0.63

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

To summarize, the Complementary Reading group’s performance in the
translation section in the post-test shows that it is too optimistic of us to
hypothesize that the effect of extensive reading is universal. In fact, extensive
reading faces a bigger challenge in contexts where the classroom instruction and

exams focus on accuracy rather than fluency.

Accuracy and fluency, the two sides of one coin, have often led to disputes in
language teaching and learning. Logically, the relationship between the focus on
accuracy and focus on fluency has at least the following five possibilities: (1)
focus primarily on accuracy; (2) focus on accuracy with affordable attention to
fluency; (3) equal focus on accuracy and fluency; (4) focus on fluency with
affordable attention to accuracy; (5) focus primarily on fluency. In teaching
practice, the five possibilities are constrained by different concepts of language

and different concepts of language teaching and learning. Different teaching
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purposes, teaching objectives and teaching environment will often lead to
different conclusions in different empirical studies.

Table 4. 54 The results of multiple comparisons by the Fisher’s LSD test in the translation
section in the post-test

Item (1) Group (J) Group Mean Difference (I-J) Std. Error Sig.
CR FR -0.14 0.08 0.10

CG -0.05 0.08 0.58

1 FR CR 0.14 0.08 0.10
CG 0.09 0.08 0.26

cG CR 0.05 0.08 0.58

FR -0.09 0.08 0.26

CR FR -0.62 0.19 0.00

CG -0.36 0.19 0.06

CR 0.62 0.19 0.00

2 FR CG 0.26 0.19 0.18
cG CR 0.36 0.19 0.06

FR -0.26 0.19 0.18

CR FR -0.11 0.13 0.41

CG 0.11 0.13 0.41

CR 0.11 0.13 0.41

3 FR CG 0.21 0.13 0.10
cG CR -0.11 0.13 0.41

FR -0.21 0.13 0.10

CR FR -0.09 0.13 0.49

CG -0.23 0.13 0.09

CR 0.09 0.13 0.49

4 FR CG -0.14 0.13 0.31
cG CR 0.23 0.13 0.09

FR 0.14 0.13 0.31

CR FR -0.26 0.15 0.09

CG -0.08 0.15 0.62

CR 0.26 0.15 0.09

> FR CG 0.18 0.15 0.24
cG CR 0.08 0.15 0.62

FR -0.18 0.15 0.24

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

In this study, extensive reading and the Grammar-Translation Method are the two
ends on the focus on accuracy and focus on fluency continuum. As the dominant
English language teaching and learning method in the mainland, the
Grammar-Translation Method has its main theoretical basis that second/foreign
language learning in the classroom is a cognitive process; it is essentially within
the areas of skill learning. The Grammar-Translation Method has three
commendable features: (1) it deepens the learners’ understand of the grammatical
structures in the target language in various ways, for example, through

interpreting the grammatical forms of the target language in L1, and through
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comparing L1 with the target language; (2) the exercises can be for
understanding, i.e. grammar exercises in a multiple choice format, or for output,
i.e. translation exercises; (3) The Grammar-Translation exercises provide
opportunities to automatize their grammar skills and improve their language

accuracy.

The test results of the grammar and translation sections in the post-test present a
mixed picture of the ability of extensive reading to promote accuracy
development. Our discussion in these two sections focus on two objectives,
namely accuracy and fluency: (1) to highlight the central aspects of the effect of
extensive reading on developing fluency, and (2) to show the limitations of
extensive reading in this accuracy-oriented English language teaching and

learning environment.

In addition to its limitations in building accuracy, extensive reading is
constrained by many contextual factors in developing fluency. In particular,
teachers are obligated to train the student in terms of accuracy, because accuracy
is a crucial or even core criterion in high-stakes exams, such as the NMET (see
Section 1.4 for introduction of this highest-stakes English exam in mainland
China, and see also Section 3.7 for the washback effect of the NMET on English
language teaching and learning in secondary schools). Obviously, accuracy
development is on top of the teachers’ agenda because of the NMET and the
whole educational system in this context.

4.6.2 Extensive reading and writing proficiency

In many ways, reading and writing appear to be distinct skills, and in teaching
practice they are mostly and traditionally taught separately. Viewing reading and
writing as separate skills or processes is a tradition which dates back to American
colonial schools (Nelson & Calfee, 1998). However, over the past two decades a
close connection has been proposed between the two (e.g., Pearson & Tierney,
1984). Wittrock (1983) summarizes the relationship between reading and writing
by pointing out that “Good reading, like effective writing, involves generative
processes that create meaning by building relations between the text and what we

know, believe, and experience” (p. 600). Smith (1983) focuses on the
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reading-to-write relationship by claiming that it is the only way to explain how
anyone learns to write. The value of Smith’s argument is that it explains how
people gradually learn writing. In teaching practice, it is beyond the capacity of
explicit instruction to teach the complexities of register, genre, spelling form,
appropriateness, etc. He points to the necessity of learning to write from what is
read in a subconscious, incidental and collaborative manner. On the relationship
between reading and writing, Krashen (1993) made an even stronger claim that
“Reading is the only way, the only way we become good readers, develop a good
writing style, an adequate vocabulary, advanced grammar, and the only way we
become good spellers” (p. 23). Krashen’s assumption can be interpreted as
readers will internalize the style, structure and correctness by means of exposure
to print (Hudson, 2007).

These arguments for the connection between reading and writing are supported
by the existing body of literature. These studies can be divided into two groups:
reading-to-write task and reading and writing relationship. In the first research
area, the writing tasks are based on reading. Kennedy (1985) studied three fluent
and three less fluent college students as they constructed an essay after reading
three assigned articles. The essay should be based the material contained in the
three articles. The first finding was that the six participants finished the writing
tasks in different ways. Superficially speaking, some of the participants made a
summary of the three articles, whereas others established their own agreement by
using materials from the three articles to support their arguments. Second, they
made use of the material resources in the articles at different stages of writing.
For example, some of them consulted the articles at the drafting stage, and some
of them referred to the articles for specific information while writing. They
differed in how they orchestrated the activities involved in writing the
multiple-source essay. McGinley (1992) examined composing from multiple
sources through a series of case studies of readers involved in the process of
creating text on the basis of multiple texts. The results showed that the
composing process was not a linear one. While students spent much of their time
reading the articles at the beginning of the task, they also continued to return to

the text and reread throughout the composing process.

221



The commonality among the empirical studies noted above is that reading the
source texts functioned primarily to help them acquire new information about the
topic, and fluent and less fluent readers differed in their ability to utilize the
sources. The position of these studies is that the writing tasks in these studies
were based on the reading, and the nature is linking reading and writing activities
thematically may lead to better performance. In extensive reading studies, the
writing tasks can hardly be based on any particular text because of the huge
reading amount. On the reading and writing relationship, extensive reading
studies look at this relationship from a much more global perspective, that is,

whether the immersion in large amount of input will benefit writing proficiency.

Extensive reading has proved to be effective on many components of writing.
Janopoulos (2009) examines whether sustained silent reading is an effective
means of facilitating L2 writing proficiency. He discusses the reading and writing
relationship in L2 literacy development, and argues that sustained silent reading
can enhance and reinforce many aspects of the learning process for L2 writing
proficiency. A three-month extensive reading program was implemented to
explore the relationship between extensive reading and readers’ linguistic skills.
The participants in this study demonstrated remarkable gains in terms of writing
proficiency (Tudor & Hafiz, 1989). In terms of the quality of the written output,
Lee and Hsu’s (2009) study shows the written output produced by readers are
superior to the written output produced by non-readers in terms of content,
discourse structure, lexical density and language use. Saleem’s (2010) study
complements Lee and Hsu’s by showing that the students’ writing proficiency

improves in terms of length, organization, and control of genres.

In comparison, findings from the second research mainstream were more
conservative on the relationship between extensive reading and writing
proficiency. Lightbown et al. (2002) reported on the English skills of students
who had learned English as a second language in a three-year experimental
comprehension-base program, i.e., a combination of extensive reading activities
and extensive listening activities. Participants in the experimental group were
offered picture books intended for children who use English as their mother

tongue and simplified books written for ESL learners. Each of the books was

222



accompanied by its corresponding tape recording. The participants read on their
own, and used individual tape players and earphones if they wished. Reading and
listening were the only activity that the experimental population engaged in their
daily English classes. After class, the experimental participants were requested
no oral or written production on what they read or listened. After three years of
this program, the students in the experimental group performed as well as the
students in the comparison group who were taught using the Audio-Lingual
Method (see Section 1.2.2 for more information about this method) on measures
of listening and reading comprehension and vocabulary recognition. However,
students in the comparison group turned out to be better writers than the
participants in the experimental group. The explanation of the researchers for this
was that the students in the comparison group were able to access their L2
vocabulary more readily when writing because they had had practice in writing
short essays in their English classes. In addition to smaller vocabulary size for
writing, the participants in the experimental group were found to make more
errors in spelling than the students in the comparison group. Although it could be
explained as the participants in the experimental group read so well that they did
not allocate attention to orthography, spelling error was indeed a defect in written
production. Flahive and Bailey (1993) examined a number of first language and
second language reading-writing variables in order to examine whether it was the
case that better readers tended to be better writers. Their study involved forty
university-level non-native speakers of English from twelve different language
backgrounds. No relationship was found between the amount of time the

participants reported reading for pleasure and scores on a writing tests.

These empirical studies indicate that the amount of pleasure reading is a
contributing factor of second language writing ability. Findings from the present
study are consistent with this argument. As shown in Table 4.55 below, in the
pre-test, the Control group was ahead of the Free Reading group by 0.67 point
(CG=11.97, FR=11.30) and the Complementary Reading group by 0.91
(CG=11.97, CR=11.06) point when the full mark of this section was twenty
points, but there is no significant main effect for the treatments as a factor in this
section as presented in Table 4.55 below. By the mid-test, extensive reading

seemed to generate a positive effect on writing as the two experimental groups
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demonstrated a considerable advantage to the Control group. In terms of mean
score, the Complementary Reading group was ahead of the Control group by
0.08 point (CR=5.67, CG=5.59) and the Free Reading group was ahead of the
Control group by 0.52 point (FR=6.11, CG=5.59) when the full mark of the
writing section in the mid-test was ten points. What is particularly worth noting
is that the difference between the Free Reading group and the Control group was

statistically significant (p=0.04), as shown in Table 4.56 below.

Table 4. 55 Descriptive statistics and results of ANOVA from the writing sections in the pre-,
mid- and post-tests

Sections (Total score)  Group N Mean SD F Sig.
CR 33 11.06 2.08
Pre-test (20) FR 33 11.30 2.07 1.82 0.17
CG 33 11.97 1.86
CR 33 5.67 0.70
Mid-test (10) FR 33 6.11 1.00 2.43 0.09
CG 33 5.59 1.29
CR 33 5.57 0.73
Post-test (10) FR 33 6.39 0.77 8.19 0.00
CG 33 6.07 0.98

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

The situation changed dramatically in the post-test. As shown in Table 4.56
below, the difference between the Complementary Reading group and the Free
Reading group was 0.82 point (CR=5.57, FR=6.39), and this difference was
statistically significant (p<0.001). The different between the Complementary
Reading group and the Control group was 0.50 point (CR=5.57, CG=6.07), and
this difference was also statistically significant (p=0.02). The gap between the
Free Reading group and the Control group was narrowed to 0.32 point compared
with the 0.67 point difference between these two groups in the mid-test, and the
difference was not statistically significant (p=0.12), which means the statistically
significant difference between the Free Reading group and the Control group in
the mid-test disappeared in the post-test.

The results in the pre, mid- and post-tests revealed that extensive reading gave a
good start in improving the participants’ writing proficiency, as evidenced by the
significant different between the Free Reading group and the control group in the
writing section in the mid-test. However, the participants in the Free Reading

group and the control group, who had been explicitly taught to produce accurate
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structures and strength the in-class instruction by doing more grammar and
translation exercises, outperformed the Complementary Reading group, who
devoted less time to grammar instruction in class and did little grammar and
translation exercise out of class. This suggests that continued development in
English language writing, especially in terms of accuracy, is enhanced by
opportunities for output practice as well as explicit instruction from a teacher.

Table 4. 56 The results of multiple comparisons by the Fisher’s LSD test in the writing
sections in the pre-, mid- and post-tests

Test (Total score) (1) Group (J) Group  Mean Difference (I-J)  Std. Error Sig.

R FR -0.24 0.51 0.63
CG -0.33 0.51 0.51

CR 0.24 0.51 0.63

Pre-test (20) FR CG -0.09 0.51 0.86
cG CR 0.33 0.51 0.51

FR 0.09 0.51 0.86

R FR -0.44 0.25 0.08

CG 0.08 0.25 0.76

_ CR 0.44 0.25 0.08
Mid-test (10) FR cG 0.52 0.25 0.04
cG CR -0.08 0.25 0.76

FR -0.52 0.25 0.04

- FR -0.82 0.21 0.00

CG -0.50 0.21 0.02

CR 0.82 0.21 0.00

Post-test (10) FR CG 0.32 0.21 0.12
o CR 0.50 0.21 0.02

FR -0.32 0.21 0.12

* The mean difference is significant at the 0.05 level.
Note: The results of Levene tests show there is no deviation from homogeneity of variance.

To summarize, the position of the present study on the relationship between
reading and writing, as supported by the test results in both the translation and
writing sections, is that acquisition does occur when learners read for information
and general understanding, but it do not lead to significant improvement in
learners’ ability to produce more accurate structures. This limitation of extensive
reading is more acute in the Chinese context, where the dominant English
language teaching method, i.e., the Grammar-Translation Method, gives top
priority to accuracy and the assessment criteria also place great emphasis on
accuracy. There is less evidence that reading assists in writing development in

the sense of improving grammatical features.

Another group of researchers show great interest in whether additional writing
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activities will enhance the effectiveness of reading programs. The research
interest on the relationship between adding writing activities and enhancement of
extensive reading comes from the assumption that output reinforces the effect of
input (Swain, 1995; Schmidt, 1995). Tsang (1996) compares the effects of
reading and writing on writing performance. In this three-month program, the
participants (N=144) were equally assigned into three groups of 48. The first
group was referred to as a reading group, the second group a writing group and
the third group a math group. What the three groups shared in common was that
all the three groups adhered to normal English curriculum, and the difference
between them, as the groups names suggested, was the assignment. The reading
group was required to read eight graded readers and wrote up one book review
for each graded reader. The writing group was required to write eight essays on
eight given topics covering a variety of content and genres. The math group
served as a control group, and the purpose of the math assignment was to ensure
the extracurricular exercise did not provide English input. At the end of the
program, the three groups were given thirty minutes to write an essay on the
same topic. Results showed there was a significant main effect for the
assignment as a factor in the participants’ writing. The reading group
significantly outperformed the writing group and the math group, and there was

significant difference between the writing group and math group on writing.

Mason (2004) examines whether adding supplementary post-reading activities in
an extensive reading program would enhance the effect of extensive reading on
developing grammar accuracy. Participants (N=104) in this study were EFL
college learners in Japan, and they were stratified randomly into three groups.
Each participant read 500,000 words on average in three academic terms.
Participants in the first group wrote summaries of what they read in their first
language, Japanese, and later this group will be referred to as Japanese summary
group. The participants in the other two groups wrote summaries wrote
summaries of what they read in English. The key difference between the latter
two groups was that one group did not receive corrective feedbacks (referred to
as English summary group), and one group not only received corrective
feedbacks but also rewrote their summaries in light of the feedbacks (referred to

as correction group). Three measures were used to collect data: a 100-item cloze
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test, the reading section of the TOEIC test and the number of error free clauses
made per 100 words in writing. Data analysis showed there was no significant
main effect for the treatments as a factor on the test results. It could be concluded

that adding supplementary writing did not result in greater accuracy.

Findings from the present study are consistent with those of Tsang’s and
Mason’s studies. The complementary reading participants wrote a brief report
every day. The researcher read the reports in order to ensure they had actually
read the books, but did not mark them or correct the spelling, content and
grammar mistakes. Neither did she blame the students whose reports were of low
writing quality. The test results of the writing section in the post-test indicate that
the Complementary Reading Group was the weakest in writing among the three
groups, and there were significant differences between the complementary

reading group and the other two groups.

The limitation of the present study in exploring the relationship between
extensive reading and writing proficiency is that it is unknown in which aspect of
writing the complementary reading participants were weak. When their
compositions were marked, the markers keyed in a single mark for students’
writing without further indicating the marks for separate components, such as
lexical accuracy and density, grammatical accuracy, cohesion and coherence, etc,
were not done, and thus the participants’ performance on these subscales were
not able to be analyzed and compared. What we can infer from the test results is
that the Complementary Group did not do better in this section because of their
daily writing activities. And this study complements Mason’s and Tsang’s
studies that output practice, with or without correction, does not enhance the
effect of comprehensible input. At this stage it can be concluded that additional

writing activities do not enhance extensive reading.

4.7 Findings from the delayed post-test

The primary focus of the delayed post-test was to collect data to examine the
longitudinal effect of extensive reading. As shown in Table 4.57 below, the
situation changed in the delayed post-test. By the time of the post-test,
statistically significant differences were detected in listening, cloze, reading,
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translation, writing and total score (see Table 4.14 in Section 4.2 for detailed
statistics of the post-test). In comparison, statistically significant differences
continued to be found in translation, writing and total score in the delayed
post-test. This is indicative of the students’ further development in the productive
skills one year after the program ended. The results also suggest that it takes a
longer time for the effect of extensive reading to emerge in the domain of

productive skills compared to receptive skills.

Table 4. 57 Descriptive statistics and results of ANOVA from the delayed-test

Section (Total score) Grou N Mean SD Std. F Sig.
p Error
CR 32 2238 221 0.39
Listening (30) FR 33 22,67 2.78 0.48 1.93 0.15

CG 32 2141 3.04 0.54

CR 32 1241 2.00 0.35
Grammar (16) FR 33 1230 1.94 0.34 1.89 0.16
CG 32 1153 1.97 0.35

CR 32 6.19 151 0.27
Vocabulary (9) FR 33 6.21 111 0.19 0.00 1.00
CG 32 6.22 1.39 0.24

CR 32 1131 1.79 0.32
Cloze (15) FR 33 10.97 1.67 0.29 2.29 0.11
CG 32 1038 1.86 0.33

CR 32 21.28 2.68 0.47
Reading 1(27) FR 33 21.09 3.47 0.60 0.20 0.82
CG 32 20.75 3.88 0.69

CR 32 5.20 1.65 0.29

Reading 2 (8) FR 33 5.88 1.63 0.28 2.06 0.13
CG 32 5.19 1.42 0.25
CR 32 141 2.05 0.36

Translation (20) FR 33 1441 1.83 0.32 4.65 0.01
CG 32 13.04 1.78 0.31
CR 32 5.86 0.64 0.11

Content (10) FR 33 6.23 0.63 0.11 5.27 0.01
CG 32 5.70 0.74 0.13

CR 32 5.70 0.66 0.12

- gjgﬁfya%fo) FR 33 608 0.70 0.12 4.95 0.01
Writing CG 32 553 0.78 0.14
(25) Organization CR_ 32 181 0.45 0.08
) FR 33  1.89 0.45 0.08 022  0.80
CG 32 184 057 0.10
CR 32 1338 140 0.25
Total (25) FR 33 1420 148 0.26 435 0.2

CG 32 13.08 1.85 0.33

CR 32 106.25 8.05 1.42
Total (150) FR 33 107.72 8.43 1.47 441 0.01
CG 32 10159 9.45 1.67

* The mean difference is significant at the 0.05 level.

Note 1: The results of Levene tests show there is no deviation from homogeneity of variance.
Note 2: Reading 1 was in the form of multiple choice and Reading 2 was short questions and
answers.

A review of the test results of the translation and writing sections in the pre-,

228



mid- and post-tests (see Table 4.14 in Section 4.2 for the detailed statistics of the
post-test) shows that the Free Reading treatment gave the participants a good
start and an early advantage in improving their writing proficiency, as evidenced
by the significant difference between the Free Reading group and the control
group in the writing section in the mid-test (FR=6.11, CG=5.59, p=0.04). This
reveals that extensive reading plus explicit instruction are important. The results
of the present study show that the benefits of extensive reading are most visible
in the Free Reading treatment, which integrated extensive reading and explicit

instruction.

The advantage produced by the integration of extensive reading and explicit
instruction does not deny the effect of extensive reading alone on improving
students” writing proficiency. As shown in Table 4.58 below, the
Complementary Reading group outperformed the Control group in terms of
content, language quality and total score in the writing section in the delayed
post-test, although the differences in these comparisons were not statistically
significant. It would be interesting to see if a delayed post-test at a later time, say
in another six months or one year, would yield a statistically significant
difference; longitudinal studies with longer time spans in future research would

be valuable to determine the effects of extensive reading treatments over time.

It is worth noting that the Complementary Reading group also significantly
outperformed the Control group in the translation section in the delayed post-test
(CR=14.11, CG=13.04, p=0.03).

It is possible that the Complementary Reading treatment, although it was not
supplemented by explicit instruction, may have contributed to the students’
desired (albeit delayed) improvement in writing proficiency. However, attention
should be drawn to another possibility as well, namely, that the Complementary
Reading group reverted to the normal curriculum after the extensive reading
treatment ended, and hence the participants may have benefited from the

combined effects of extensive reading plus subsequent explicit instruction.
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Table 4. 58 The results of multiple comparisons by the Fisher’s LSD test in the delayed
post-test

. | J Mean Difference .
Dependent Variable Gr(o)up GEo)up (1)) Std. Error Sig.
R FR -0.29 0.67 0.66
CG 0.97 0.67 0.15
Listening FR co 126 067 006
ce CR 0.97 0.67 0.15
FR -1.26 0.67 0.06
R FR 0.10 0.49 0.83
CG 0.88 0.49 0.08
CR -0.10 0.49 0.83
Grammar FR CG 0.77 0.49 0.12
e CR -0.88 0.49 0.08
FR 0.77 0.49 0.12
R FR 0.0 0.33 0.94
CG -0.03 0.34 0.93
Vocabulary FR co o1 038 0o
e CR 0.03 0.34 0.93
FR 0.01 0.33 0.98
R FR 0.34 0.44 0.44
CG 0.94 0.44 0.04
CR -0.34 0.44 0.44
Cloze FR CG 059 0.44 0.18
. CR -0.94 0.44 0.04
FR 2059 0.44 0.18
R FR 0.19 0.84 0.82
CG 053 0.84 053
. CR 0.19 0.84 0.82
Reading 1 FR CG 0.34 0.84 0.69
ce CR 053 0.84 0.53
FR 034 0.84 0.69
R FR -0.68 0.39 0.09
cG 0.02 0.39 0.97
. CR 0.68 0.39 0.09
Reading 2 FR cG 0.69 0.39 0.08
ce CR -0.02 0.39 0.97
FR 20.69 0.39 0.08
R FR 20.30 0.47 0.53
cG 107 0.47 0.03
Translation FR gg ggg 83; ggg
e CR 107 0.47 0.03
FR 136 0.47 0.00
R FR 037 0.17 0.03
CG 0.16 0.17 0.35
CR 0.37 0.17 0.03
Content FR cG 0.52 0.17 0.00
ce CR -0.16 0.17 0.35
FR 052 0.17 0.00
R FR -0.37 0.18 0.04
CG 0.17 0.18 0.34
Language R CR 0.37 0.18 0.04
Quality cG 0.54 0.18 0.00
e CR 0.17 0.18 0.34
Writing FR -0.54 0.18 0.00
R FR -0.08 0.12 0.51
CG -0.03 0.12 0.80
Organization FR gg 8'82 8'15 ggé
e CR 0.03 0.12 0.80
FR -0.05 0.12 0.68
R FR 0.82 0.39 0.04
CG 0.30 0.40 0.46
CR 0.82 0.39 0.04
Total FR cG 112 0.39 0.01
. CR -0.30 0.40 0.46
FR 11