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ABSTRACT 
 

Despite the growing importance of English reading abilities for college students, extensive 

reading in its genuine form has been rarely implemented to college students. Thus, the 

present study examines the feasibility of independent practice of extensive reading in English 

among Korean college students and observes their development both in linguistic and 

affective domains through the course of an extensive reading program.  

Ten college students with mixed genders, grades, and majors volunteered to participate in 

the study, and they read one graded reader at a week during their eight-week summer 

vacation. For analysis, their reading journals and both pre-experiment and post-experiment 

interviews were used, and the data were analyzed according to the generic process of 

qualitative data analysis. Out of the ten participants, nine completed the eight-week program 

while one participant dropped out after the third week. Among the nine participants who 

completed the program, seven participants evaluated that the experience was satisfactory 

while the rest two mentioned that it was not very helpful. 

When it comes to their English language abilities, first, participants learned a number of 

new words from each book. They pointed out that seeing new words repeatedly in many 

different contexts helped them to retain those words. Also, the various genres of the graded 

readers provided participants with a list of genre-specific vocabulary, which they found very 

useful. Second, they positively responded to native-like expressions or idioms most of which 

they had not seen before in other reading materials. Third, they noticed various grammar 

points such as prepositions, adverbs, auxiliaries, and verb tense, all of which are difficult for 

L2 learners to master. Fourth, the seven participants who evaluated the program was 

satisfactory raised their awareness of well-written sentences in graded readers. They enjoyed 

the way how authors creatively used English, and they thought of a number of ways to 
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improve their current writing abilities. Last but not least, most satisfied participants made 

improvement in their reading rate. 

In regards to the affective aspects of the program, all of the participants commented that 

the experience was fun and enjoyable. In addition, all of the participants mentioned that the 

experience helped them to lower the pressure of reading texts in English, which consequently 

led them to build confidence and motivation for reading in English. Lastly, the seven satisfied 

participants turned into autonomous learners in that they searched for their own ways of 

assisting extensive reading. 

The fact that most participants successfully completed the present extensive reading 

program is a welcoming result in that they practiced extensive reading as an independent 

reader. This means that extensive reading outside the classroom is a viable learning method 

for college students. Furthermore, most participants made gains in both linguistic and 

affective areas within the short period of time.  

Therefore, the current study calls for more attention to be paid to extensive reading for 

college students. The concept of extensive reading should be thoroughly introduced to 

college-level learners of English so that they can choose books that they want to read and to 

read them at their own pace. Also, they should be informed on the numerous benefits of 

extensive reading so that they can expect that they will improve in vocabulary, writing, and 

reading abilities in general. Reading instructors in all educational settings should provide 

information on extensive reading and encourage students to become an autonomous reader. In 

addition, both reading instructors and students should acknowledge that they should take full 

advantage of students’ individual learning contexts so that students can eventually become an 

independent, life-long reader. 

 

Key words: extensive reading, feasibility, graded readers, linguistic gains, affective gains, 
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CHAPTER 1. 

INTRODUCTION 

 

The present study explores how ten Korean college-level learners of English practice 

extensive reading and what they gain out of the experience by drawing on the qualitative data 

elicited from them. In this chapter, the need and purpose of the study are discussed in section 

1.1. Then, the research questions for the thesis are set up in section 1.2. At last, the 

organization of the thesis is laid out in section 1.3. 

 

1.1. Purpose of the Study 

 

In Korea, college students try to be equipped with good English competence as most 

companies and graduate schools require a certain level of English proficiency. In order to 

meet the requirement, most students take classes in a private language institute spending a 

great deal of money. According to a news report from Seoul Economy on April, 26
th

, 2006, 

about 40 percent of college students have taken TOEIC or TOEFL courses at a private 

language institute. However, as soon as students accomplish the targeted score through 

intensive drill, English learning is mostly put aside until the need emerges again. This is quite 

contrary to the popular belief that college students are mature enough to be independent from 

their learning. In fact, they have not found more sustainable English learning opportunities 

for themselves though the need for English will be substantial throughout their college years 

at the very least, as well as, graduate programs, and possibly career paths. Thus, extensive 

reading as one of the most self-directed learning approaches in second or foreign language 
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reading deserves a chance to be introduced to college students in Korea. 

The idea of introducing extensive reading to college students is concerned with the 

popularity of communicative language teaching approach in the classroom, which cannot 

afford time to implement extensive reading. Reading, however, still greatly matters because it 

is one of the most important language skills for academic success in that it helps learners to 

improve their critical thinking skills that are mandatory in academic fields (Grabe, 1986). 

Also, reading is the main source of obtaining information in higher education regardless of 

one’s major or interest. More practically, it has been reported that reading is the most 

frequently used language skill in the business environment (Cho et al, 1998). As much as 

other language skills matter, reading is crucial and the merits can be best exploited where 

spoken language is rarely found.   

Unfortunately, most studies on extensive reading conducted in Korea have focused mainly 

on elementary and secondary learners of English while not many attempts have been made 

with college students (Kim & Hwang, 2006; Park, 1999; Shin & Ahn, 2006). Although a few 

studies have implemented extensive reading in a regular college class, they were always 

constrained by grades or tests (Jeon, 2008; Kweon & Kim, 2008). In two studies (Jeon, 2008; 

Kweon & Kim, 2008), participants were mostly male students in the same grade and class 

majoring in the same academic field, which might not consist of diverse readers. In addition, 

students in Jeon’s (2008) study complained that their time and effort devoted to reading was 

underestimated when they were evaluated at the end of the course. 

The core value of extensive reading is to enjoy reading without pressure, and thus, it is 

time to begin conducting extensive reading outside of the classroom without any restriction 

on choosing books and finding time to read. Besides, very few qualitative studies on 

extensive reading have been done while it is more appropriate to reveal one’s reading process 
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or progress. Therefore, the present study aims to understand how extensive reading can 

develop outside of the classroom by observing ten Korean college students with diverse 

backgrounds while they experience minimal intervention from the researcher. In addition, it 

attempts to look into individual participant’s unique reading experiences and to draw 

pedagogical implications out of their experiences. Through careful observation, both 

advantages and disadvantages of extensive reading for college students will be identified, and 

most importantly, the feasibility of independent practice of extensive reading among college 

students will be revealed. 

 

1.2. Research Questions 

 

The present study started off with the question of whether college students can voluntarily 

practice extensive reading in English outside of the classroom or not. Whether yes or no, 

what they exhibit and achieve during the experience are considered important and influential 

in pursuing further practice of extensive reading. Thus, two research questions are set up as 

follows: 

 

1. What are the college students’ reading behaviors during an extensive reading program? 

2. What linguistic and affective changes do the students undergo during an extensive 

reading program? 

 

1.3. Organization of the Thesis 

 

This thesis consists of five chapters. Chapter 1 introduces the purpose of the study and 
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outlines the research questions. Chapter 2 reviews literature that is relevant to the present 

study. The methodology employed in this study is described in Chapter 3, and Chapter 4 

reports the results and discusses the findings in regard to the research questions. Finally, 

Chapter 5 concludes the thesis with a summary of major finding and suggestions for future 

studies. 
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CHAPTER 2. 

LITERATURE REVIEW 

 

This chapter begins with introducing the concept and characteristics of extensive reading.  

Then, it moves on to explain the theoretical background of extensive reading, and how 

extensive reading can be beneficial for language learners in relation to the theories. Lastly, 

section 2.3 reviews the previous studies on extensive reading and discusses how they lead to 

the research questions of the current study. 

 

2.1. Extensive Reading 

 

This section introduces the concept of extensive reading in second or foreign language 

setting. Then, it compares extensive and intensive reading to show the difference more clearly.  

Also, it introduces the most popular principles of extensive reading. Finally, the materials for 

extensive reading and the issues of them are discussed. 

 

2.1.1. Extensive Reading: Concept, Characteristics, and Principles 

 

The term extensive reading is known under many different names as people put it: ‘book 

flood,’ ‘sustained silent reading,’ and ‘drop everything and read.’ All of these terms share the 

same notion with extensive reading. Recently, the names have added a few more traits as Day 

and Bamford (1998) called it ‘pleasure reading’ and Krashen (2004) named it ‘free voluntary 

reading.’ 



6 

 

Despite the wide differences in naming the term, they all share the common features in 

their nature that they pursue student-centered reading with less limitation. That is, they 

provide students with opportunities to choose books that they want to read and to read with 

their own pace.   

When applied into more specific context such as foreign language classrooms, the concept 

turns into a certain approach in teaching reading. Susser and Robb (1990) described that 

extensive reading is one way of reading larger amount of texts in order to gain general 

meaning. They also added that there are little follow-up discussions after students read books 

of their choice in a classroom. Furthermore, Richards, Platt and Platt (1992) explained that 

extensive reading is intended to develop good reading habits, to improve vocabulary and 

structure, and to encourage students to like reading more.  

In short, extensive reading pursues rather speedy reading for meaning, general information, 

and pleasure. Getting knowledge about the concept, however, is not enough to grasp how it 

can be implemented in language learning classrooms, so the characteristics of extensive 

reading in specific and the principles need to be introduced. 

The characteristics of extensive reading can be best understood when it is compared to 

those of intensive reading. In fact, several studies have made the comparison between 

intensive and extensive reading in language learning settings (Aebersold Field, 1997; Brown, 

2007; Day, 1993; Day & Bamford, 1998; Krashen, 2004; Richards & Schmidt, 2002).  

Intensive reading involves a classroom-oriented activity in which students focus on the 

linguistic or semantic elements of a given passage (Brown, 2007). Naturally, their attention 

goes to vocabulary, grammar, and discourse markers for the purpose of understanding both 

surface and underlying meanings. In an intensive reading class, as teachers provide the 

reading material that is rather difficult for students’ reading competence, the reading passages 
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tend to be shorter and the amount of reading remains relatively small. On the other hand, 

extensive reading emphasizes reading easier and longer texts, and thus, the amount of reading 

is larger than that of intensive reading. Also, the selection of reading materials is made by 

students themselves. The purpose of reading differs as well in that extensive reading aims to 

obtain pleasure or general information and to improve students’ reading fluency. Day (2006) 

even remarked that “The first principle of extensive reading is to enjoy reading. The second 

one is to enjoy reading. The final principle is to enjoy reading.” 

Extensive reading differs from intensive reading on when and where the reading takes 

place. The former can be done both in and out of the classroom because it does not require a 

special attention on anything. Students can simply continue to read books at home, and in that 

way, they can read more. On the contrary, intensive reading is carried out usually in class 

because both the subject-matter and the language are quite difficult. Students are called for a 

full attention under the teacher’s lead. 

Another difference between extensive and intensive reading is found in the way students 

are evaluated. In an extensive reading class, follow-up exercises after reading are rarely 

found (Krashen, 2004). If necessary, less formal methods such as summarization, discussions, 

and interviews are incorporated. On the contrary, an intensive reading class measures the 

level of understanding on specific information of the text and the knowledge of vocabulary or 

grammar in the form of a quiz or test. 

When it comes to how to implement extensive reading, the top ten principles for teaching 

extensive reading suggested by Day and Bamford (2002) provide useful guidelines. On top of 

what is mentioned as the general characteristics of extensive reading above, the principles 

throw several insights that can be quite applicable. For example, the sixth principle suggests 

that reading is its own reward. That is, reading is not to get a high score in a test or to impress 
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others. This is why an extensive reading class rarely provides comprehension questions after 

reading because the experience completes in itself. Finally, the last principle redefines the 

role of the teacher as a role model reader of his or her students. The teacher in extensive 

reading class should commit to the reading that his or her students are doing. By reading 

oneself, the teacher can show a role model as a reader.      

To summarize, extensive reading is contrasted to intensive reading in a few ways such as 

its reading materials, purpose of reading, place and time, and assessment. Through extensive 

reading, students can learn reading by reading, and it is probably the only way that they can 

read more and a lot. Therefore, instructional programs in reading should consider 

incorporating extensive reading more into the current syllabus without abandoning the 

intensive reading approach. 

 

2.1.2. Reading Materials for Extensive Reading 

 

As Williams (1986) argued, without interesting reading materials, not much is possible in 

foreign language reading. In the same breath, Day and Bamford (2002) set up their first and 

second principles for teaching extensive reading about reading materials. They emphasized 

that reading materials should be easy and a wide selection of reading materials has to be 

offered. In short, the reading materials have to be easy, abundant, and interesting.  

A variety of reading materials can be used in extensive reading. Newspapers, magazines, 

comics, children’s books, and many others can be the options (Day & Bamford, 1998). It 

means that pretty much anything written in English may be a reading material for extensive 

reading. However, the fact that it has to be within the students’ linguistic competence limits 

the option for book selection since most foreign language learners do not have the 
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competence to read authentic materials without being overwhelmed. Therefore, readers that 

are specifically written for language learners would probably be the most appropriate 

materials in extensive reading.   

Graded readers also known as simplified readers are usually short books of which 

vocabulary and structures are modified according to the level of the book. Most publishers 

provide about five to seven levels of books, and learners can choose the level that 

accommodates them best. Another attractive feature of graded readers is that they offer a 

wide range of genres and topics. The selection can be made across fictions such as classics, 

modern popular novels, movies and non-fictions such as biographies and travel books.  

Therefore, graded readers can be a good way to begin extensive reading because finding and 

reading an interesting material is the key element of success in extensive reading (Hafiz & 

Tudor, 1989).  

In spite of the benefits that graded readers offer, some criticize their lack of authenticity 

(Honeyfield, 1997; Swaffer, 1985). They argue that the text loses its communicative functions 

during the process of simplification both in language and content. And the distinct differences 

are found in information distribution and discourse markers, for example. However, Day and 

Bamford (1998) argued that graded readers also intend to communicate with language 

learners although they may look simpler in language and content. In addition, Claridge (2005) 

conducted a study to measure the authenticity of graded readers, and she concluded that 

graded readers are not any less authentic in their use of structure, discourse markers, 

redundancy, or collocations. After all, graded readers are appropriate materials for language 

learners to practice extensive reading in that they provide a variety of interesting choices and 

promote language learning. The types of graded readers used in this study are introduced in 

Chapter 3, and the discussion of authenticity of graded readers is revisited in Chapter 4.  
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2.2. Theories Extensive Reading is Based On  

 

Section 2.2 introduces several theories on which extensive reading is based. It begins with 

Krashen’s (1985) input hypothesis in section 2.2.1. In section 2.2.2, linguistic threshold 

hypothesis is explained. Finally, section 2.2.3 introduces expectancy-value theory. 

 

2.2.1. The Input Hypothesis 

 

  Learning English in an EFL environment, students do not have many chances to be 

exposed to a large amount of language input. The input they receive in a classroom alone is 

not enough to acquire a foreign language. Also, it is even more difficult to get exposed to 

spoken English outside classroom. Thus, finding a large amount of written English can be an 

alternative because it can get away with the most restraints of EFL situations. 

Krashen (1985), borrowing insights from first language acquisition, stressed the 

significance of comprehensible input in second language learning. Comprehensible input 

means new language that learners should be ready to acquire, and students subconsciously 

learn the new language as they continue to read. In fact, in Mason and Krashen’s (1997) study, 

Japanese college students read 30 books during a semester which amounted to anywhere 

between 180,000 and 480,000 words in total, which resulted in gains in reading 

comprehension and reading speed. Another study by Al-Homoud and Schmitt (2009) whose 

participants were Arabic college students reported that the participants read from 31,500 to 

162,000 words during a 10-week course, and they improved in reading comprehension, 

reading speed, and vocabulary acquisition. Finally, Korean college students read 19 books 

during a semester, and the average number of words read reached to 211,700 (Jeon, 2009).  
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Their English abilities also improved. As seen from the results of the above studies, the 

amount of reading done in an extensive reading program cannot be compared to the one from 

any other types of reading instructions. Krashen argues that this kind of incidental yet free 

learning has more chance of turning into acquisition compared to carefully designed 

instructions. If his assertion is correct, an hour of free reading would outperform thirty 

minutes of intensive drill.  

 Then, what should be done is to equip with better series of books and to encourage 

students to read more. Teachers should help in figuring out the students’ current level and 

finding interesting books. In that way, students will gain more control in the target language 

in the long run (Hafiz & Tudor, 1989). In short, extensive reading is one of the best ways of 

getting exposed to a large quantity of language input which plays a crucial role in language 

acquisition. In addition, extensive reading especially in an EFL context is probably the most 

effortless way to get exposed to vast language input. 

 

2.2.2. The Linguistic Threshold Hypothesis 

 

One of the biggest differences found between L1 and L2 learners is that L2 learners do not 

have enough language knowledge in which they can operate language learning on their own 

terms (Grabe, 1988; Koda, 2005). That is, L2 readers do not get to start their reading in L2 

with the same amount of vocabulary and syntactic knowledge that they had in their first 

language. This kind of limitation found in second language learners is called a linguistic 

threshold (Clarke, 1988), and the linguistic threshold hypothesis argues that a minimum 

threshold in second language proficiency has to be passed before second language readers 

can benefit from their L1 reading skills and strategies. Laufer (1997) concluded that a learner 
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needs 3,000 word families to reach minimal reading comprehension. If the inflected and 

derived forms of the words are added, the number goes up to 5,000 words. This means that 

after knowing at least 5,000 lexical items, a second language reader would become an 

independent reader who is capable of learning new words through reading as they do in their 

first language reading. 

One may question how L2 readers can acquire the minimal vocabulary in order to pass the 

threshold. Extensive reading can be the answer for it emphasizes the importance of 

interesting yet easy texts. If an L2 reader starts off with difficult texts, he or she would have a 

hard time in understanding the content, and consequently, this will slow down the reading 

speed. Then, the learner would not enjoy the reading, and he or she would presumably not 

read very often. When an L2 reader chooses uninteresting texts, the same phenomenon 

applies as well. No matter where it starts, the L2 reader would be locked in ‘the vicious circle 

of the bad reader’ illustrated by Nuttall (1982, p. 168), and the reading experience would not 

be successful. 

On the other hand, if an L2 learner starts with interesting yet learner-appropriate texts, he 

or she will read faster. It will lead the learner to read more, and then, the learner will be able 

to understand better. In that way, the reading becomes enjoyable and the whole reading 

experience remains in the virtuous circle of the good reader (Nuttall, 1982). 

To summarize, the reading materials within the learners’ reading competence play a 

significant role according to the linguistic threshold hypothesis. By reading interesting yet 

easy texts, L2 learners get a chance to develop the capacity that can cross the threshold.  

Overall, the extensive reading approach meets the suggestion made from the linguistic 

threshold hypothesis in many ways. Both stress the importance of the basic, which is quite 

contrary to the contemporary academic approaches that heavily depend on strategies and 



13 

 

easily assume that words will be somehow learned as a by-product from other language 

learning (Coady & Huckin, 1997). Through extensive reading, learners get to build up a 

strong net of vocabulary which will play a key role for the learners to continue to read and 

learn. Although there have been a few studies which failed to show the positive impact of 

extensive reading in vocabulary acquisition, a lot more studies have proven that extensive 

reading plays a major role in the development of vocabulary (Cho & Krashen, 1994; Kweon 

& Kim, 2008; Lao & Krashen, 2000; Pigada & Schmidt, 2006). 

 

2.2.3. The Expectancy-value Theory 

 

Among many theories of motivation, the expectancy-value theory well explains why 

learners want to succeed but often fail in improving reading competence. It argues that people 

do what they expect to successfully accomplish and avoid what they expect they cannot 

accomplish, and the value given to the potential success drives people to do the action. In 

other words, learners choose to do tasks that they value and they do not take on tasks where 

they believe they cannot produce successful outcomes.   

When applying the insights to L2 reading, if the expectation outweighs the value, learners 

will give up reading because they are likely to think that they would not understand what they 

read. Conversely, if the value outweighs the expectation, learners will try to read many 

difficult texts and have a hard time understanding them. Thus, balancing the two sides is 

important for all learners and teachers to prevent learners from experiencing unnecessary 

frustration and to promote motivation for second language reading. 

Day and Bamford (1998) redesigned the expectancy-value model taking L2 reading into 

consideration. They suggested four variables as motivating desires to read in L2: materials, 
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reading ability, attitudes, and sociocultural environment. The first two relate to the 

expectation of the success of L2 reading while the last two relate to the value attached to L2 

reading. To elaborate, unattractive reading materials would let learners’ interest down while 

the lack of reading ability would cause difficulty during the reading.  n the same way, 

negative personal attitudes and social reaction would hinder learners’ willingness to read in 

L2. As motivation plays a crucial role in successful L2 reading, all four elements should be 

carefully considered in reading instructions. Extensive reading offers an excellent foundation 

in balancing the expectancy and the value sides in that graded readers, for instance, are within 

the level of the learners’ reading ability. A number of studies have shown that extensive 

reading is more motivating for students than traditional textbook-oriented reading instructions 

(Day & Bamford, 1998; Stahl & Heubach, 2005; Tse, 1996). In short, regarding motivation in 

L2 reading, extensive reading is one of the best ways to strengthen learners’ motivation 

without the imbalance between the subcomponents of motivation. 

 

2.3. Previous Studies on Extensive Reading 

 

Research on the benefits of extensive reading has been conducted since 1980 and the 

research in the 1990’s has added additional evidence that extensive reading has a positive 

impact on reading achievement. Among a long list of benefits known from empirical studies 

on extensive reading, the improvement in reading comprehension stood out (Hitosugi & Day, 

2004; Lai, 1993: Lao & Krashen, 2000; Mason & Krashen, 1997; Robb & Susser, 1989, 

Tudor & Hafiz, 1989). The studies have shown that the amount of reading has a strong impact 

on reading abilities in general specially focusing on reading fluency. 

Another group of studies focused on the relation between extensive reading and vocabulary 
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growth (Cunningham & Stanovich, 1997; Horst, 2009; Nation, 2001; Stanovich, 2000).  

They concluded that words that are incidentally learned from reading turn into a large 

quantity of vocabulary if learners continue to read and encounter words over and over in 

different contexts. Even though results from studies on the impact of extensive reading on 

vocabulary learning have not been always consistent, a number of studies have shown that 

extensive reading plays a major role in the development of vocabulary (Cho & Krashen, 1994; 

Kweon & Kim, 2008; Lao & Krashen, 2000; Pigada & Schmidt, 2006). 

Finally, another group of studies looked for the affective benefits of extensive reading.  

They found that extensive reading is more motivating compared with traditional skill-

oriented reading instruction (Day & Bamford; 1998, Guthrie & Cox, 2001; Stahl & Heubach, 

2005). They showed that after reading an interesting, readable material, learners want to read 

more. And the motivation is strongly related to the amount of reading. Consequently, learners 

tend to have positive attitudes and motivation towards L2 reading. 

When it comes to research into college students, most studies reported that students 

positively responded to extensive reading and they made improvements in vocabulary, 

reading rate, and writing skills (Camiciottoli, 2001; Lao & Krashen, 2000; Macalister, 2008; 

Mason & Krashen, 1997). More recent studies with college students showed similar results in 

that students reported that extensive reading is as effective as intensive reading, and they 

exhibited much more positive attitudes toward extensive reading (Al-Homoud & Schmitt, 

2009; Yamashita & Kan, 2010). In addition, some studies incorporated new elements into 

extensive reading program. For example, a listening program was accompanied to extensive 

reading in order to facilitate reading comprehension (Taguchi, Takayasu-Maass, & Gorsuch, 

2004). Writing blogs as a post-reading activity in an extensive reading program was another 

new idea that made some changes to more traditional sense of the extensive reading program 



16 

 

(Wu, 2011). Clearly, extensive reading is being implemented in many different forms as it is 

modified and supplemented. These studies not only try to prove what has been addressed but 

still to suggest innovative ways of incorporating extensive reading into a classroom. 

However, there is a disagreement on the feasibility of extensive reading in regards to adult 

L2 learners who naturally include a group of college-level learners. Rodrigo (2007) argued 

that adult learners do not want to read just for fun; they want to improve their reading skills to 

achieve a good grade at school, a good job, and higher education. If so, the concept of 

extensive reading which pursues pleasure reading may not be valid for college-level learners.  

In order to have a fuller picture on how extensive reading works for college-level learners, 

one needs to look at the full range of both quantitative and qualitative evidences.  

Furthermore, a truly experimental study on extensive reading is almost impossible to 

implement over an extended period of time because various uncontrollable variables can 

interfere. The present study, therefore, intended to examine the feasibility of extensive 

reading for college-level L2 learners and draw more qualitative evidences that reveal the 

nature of extensive reading. 
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CHAPTER 3. 

METHODOLOGY 

 

This chapter describes the research method used in the study. It begins with the general 

information of the participants in section 3.1. Then, it moves on to the characteristics of the 

materials used in section 3.2. Section 3.3 describes what was discussed during the orientation 

of the current extensive reading program and how qualitative data was gathered. Finally, the 

steps taken for analyzing and interpreting the data are introduced in section 3.4. 

 

3.1. Participants 

 

Five male and five female college students with mixed majors participated in the study.  

They all went to university in Seoul, but they majored in different fields that varied across 

humanities, social science, natural science, engineering, and art. Also, their purposes of 

learning English were widely different as to get a job, to get a better score in English 

proficiency tests, and simply to prepare oneself in a global society were all addressed. They 

responded to the advertisement that the researcher posted on a few university intranets. Since 

they volunteered to take part in the study, they had strong motivation for learning and great 

curiosity about what they could acquire from the experience. Furthermore, as the exposure to 

the concept of extensive reading or the experience itself was found scarce among the 

participants, they were expected to bring a fresh eye and be capable of providing quality data.  

General information of each participant is given in Table 3.1. They are listed under 

pseudonyms. 
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Table 3.1 

Background Information of the Participants 

Participants Gender Major 

Year 

in College 

English Proficiency 

Test Score 

Hyunwoo Male 
Apparel Merchandising, 

Philosophy 

& Business Administration 

Senior TOEIC 780 

(expired) 

Jongsik Male Geography Senior TOEIC 650 

Woojin Male Computer Science Senior N/A 

Mina Female English Education Senior N/A 

Minji Female Mathematics 

& Business Administration 

Senior N/A 

Yoonhee Female Nursing Senior TOEIC 640 

Inseong Male Material Engineering 

& Physics 

Junior TEPS 593 

Sunyoung Female Biotechnology Junior TEPS 600 

Donghyun Male Social Science Freshman N/A 

Gowoon Female The Fine Arts Freshman N/A 

 

 

All of the ten participants had taken English courses at a language institute and two of 

them were managing both English classes that they had registered at a private institute and 

the current English book reading program. There were six senior students and two juniors and 

freshmen respectively. Their English proficiency test scores are partially provided because 

the freshmen had not taken any proficiency test until then while a few others did not have any 

official scores. However, the participants who had official test scores whether those were 

expired or not, were considered intermediate learners of English based on the scale of grading 
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provided by TEPS and TOEIC. As to the participants who did not have any official scores, 

they were also assumed as intermediate learners of English based on other information such 

as their non-official test scores, the level of English courses they were taking, and the recent 

study materials. 

 

3.2. Reading Materials 

 

Graded readers are short books written for language learners, so the vocabulary and 

grammatical structures are graded according to the level of the book (Richards & Schmidt, 

2002). The levels are usually graded from beginners to the advanced, and each level contains 

a set of lexical and grammatical items that are appropriately assigned at the level (Bamford, 

1984). Thus, if learners choose the right level, they should read the book without being 

overwhelmed by unfamiliar vocabulary or grammatical structures. In that way, learners can 

read with fluency and gain much comprehensible input in the target language.  

Among a number of graded readers available, all participants unanimously chose Oxford 

Bookworms series. They visited one of the biggest book stores in Seoul, read a couple of 

graded readers for a while, and made their own choice. When asked about the reason for the 

choice, they commented that Oxford Bookworms series had the most volumes on the display 

and seemed well systematized. The series is subdivided into two groups; one is Oxford 

Bookworms Library which consists of fictional stories while the other is Oxford Bookworms 

Factfiles which provides nonfictional stories. In the case of Oxford Bookworms Library, it 

consists of seven levels from starter to stage six and each stage is controlled by its own 

lexical and grammatical syllabus. Many other factors such as the length of a sentence, syntax, 

discourse markers, and the given and new information are also taken into consideration.  



20 

 

One of the major indexes measuring the level of difficulty is the number of headwords
1
.  

Tables 3.2 and 3.3 show the number of headwords and total words used in each level. See 

Appendix 1 for the list of reading materials. 

 

 

Table 3.2  

Reading Material: Oxford Bookworms Library 

Level Headword Total word 

Starter 250 - 

1 400 5,200 

2 700 6,500 

3 1,000 10,000 

4 1,400 16,000 

5 1,800 23,000 

6 2,500 30,000 

 

 

 

 

 

 

 

                                           

1 A headword is a heading in a dictionary, under which its meaning is provided. The derived forms of the 

headword do not count as a headword but can be used in a text at that level. 
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Table 3.3  

Reading Material: Oxford Bookworms Factfiles 

Level Headword Total word 

1 400 3,600 

2 700 5,200 

3 1,000 5,600 

4 1,400 8,800 

5 1,800 12,000 

 

 

Extensive reading emphasizes the importance of choosing easy and comprehensible texts 

so that readers can read with fluency, enjoy the content, and finally build up competence for 

the more challenging texts. In fact, Nation (2001) points out that it requires 98% of 

vocabulary coverage to understand fictional texts. Thus, when deciding the level of the first 

book to read, participants were advised to choose easy texts. To add concreteness, they were 

told “no more than five difficult words per page” (p. 137) following one of the principles of 

teaching extensive reading suggested by Day and Bamford (2002).  

 

3.3. Procedures 

 

This section begins with the description of the orientation of the current extensive reading 

program. Then, it introduces the procedures of data collection. 
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3.3.1. Orientation of the Extensive Reading Program 

 

A short orientation was conducted before the extensive reading program began. Since the 

concept of extensive reading was new to the participants, they were introduced to the general 

concept of extensive reading mostly in comparison with intensive reading. They were also 

informed about the potential benefits of extensive reading on the basis of the research 

conducted to college learners of English (Mason & Krashen, 1997; Lao & Krashen, 2000; 

Tsang, 1996; Macalister, 2008). Although each participant was to explore how to read  

English books on his or her own term, the ten principles of extensive reading by Day and 

Bamford (2002) were introduced as a reference.   

The participants were to try out extensive reading in English during their summer vacation 

which lasted about ten weeks. Given the amount of time they could spare for English book 

reading, one book a week seemed a viable plan as advocated by Hill (1992). However, since 

they could not devote the whole ten weeks to English book reading, they agreed to read one 

book a week for eight weeks. The only reward was that the researcher ordered the book that 

the participants had chosen and had it delivered to them. As the research intended to observe 

how English book reading organically develops by each individual, it completely depended 

on the participants’ decision whether they complete the eight-week program or stop it in the 

middle of the experience.   

 

3.3.2. Data Collection  

 

Interviews and reading journals were adopted to elicit qualitative data for the study. Each 

method is introduced as follows. 
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3.3.2.1. Interviews 

 

Two individual interviews were conducted before and after the experience because 

listening to their past experience of English reading was as equally important as their 

achievement throughout the program. The interviews were a semi-structured one as the 

researcher came with planned questions to lead the interview yet let herself open to follow 

the interviewee’s questions and elaboration. In addition, the whole interview was recorded 

under the participants’ consent. The line of questions was mostly about background, 

knowledge, feeling, opinion, and many others. The interview helped the researcher to have a 

direct contact with the participants and thereby understand their words better and draw deeper 

understanding of their experiences. 

 

3.3.2.2. Reading Journals 

 

Participants were asked to keep track of their weekly reading on a given form which was a 

combination of reading records and reflection. They handed in their reading journals on every 

Sunday by email. Whenever clarification on what they had written was required, the 

researcher made an immediate phone call and added their further explanation on the margin.  

On the one hand of the journal, it asked about facts such as the title, the amount of reading, 

and the time consumed. On the other hand, it required participants to answer open-ended 

questions such as what they felt and learned. Thus, the submission of reading journals itself 

accounted for whether the participants finished reading of the week or not. It also enabled the 

researcher to observe their progress on a weekly basis and most importantly, obtain the 

participants’ thoughtful words. The basic form was adopted from Bamford and Day’s (2004) 
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and modified as required. See Appendix 2 for the form of the reading journal.  

 

3.4. Data Analysis and Interpretation 

 

The current study employed the most generic approach in analyzing qualitative data. It 

involves making sense out of all the data, asking general or specific questions, and drawing 

meanings out of each participant’s words. Since it dealt with open-ended data, the process 

stayed ongoing and repetitive. Most of all, it gave much attention to a detailed description of 

the setting or individuals as each participant represented a unique case. The specific steps that 

the researcher had taken are introduced in the following paragraphs. 

First, the researcher prepared and organized the data for analysis. This included scanning 

reading journals and transcribing interviews. Then, the researcher read through all the data to 

obtain their overall meaning. Questions about the impression, general ideas, or tones were 

made at this stage, and the researcher made notes in margins as answering them. When 

prepared for more detailed analysis, a coding process began. Coding is a process of 

organizing data into “chunks” before drawing any meaning to those “chunks” (Rossman & 

Rallis, 1998, p.171). Coding the text data was conducted at a paragraph or sentence level, and 

a few categories emerged under certain topics. By repeating this process, the researcher could 

obtain both expected and surprising results. The next step was to use the coding process to 

generate a description of the setting or individuals, which brought many details into the case 

study. By using the codes, a smaller number of themes and categories emerged, and they are 

listed as major findings in the next chapter. To support the themes, events in a chronological 

order, quotations, and figures were used. Finally, the researcher made her interpretation about 

the entire data or the entire data analysis process. Some were to confirm what had been 
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researched in the past while others were to raise a new question or an interesting perspective 

on the subject matter. Moreover, some were to call for a change or reform in the field. 

Although validation of the findings was constantly pursued during the research, several 

strategies were used in order to check the accuracy and credibility of the study. For one, when 

ambiguity appeared on the participants’ reading journal, the researcher made an immediate 

phone call and wrote down his or her further explanation or wording on the margins. Also, 

the researcher included rich, thick description to share what was observed at most. Finally, 

some negative or discrepant information is also presented to avoid any bias or uniformity 

(Cresswell, 2003).  
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CHAPTER 4. 

RESULTS AND DISCUSSION 

 

Chapter 4 is divided into two parts in which each research question is answered. The 

participants’ reading journals and interviews were analyzed and categorized under themes.  

Each heading represents the most dominant theme as a result of data analysis. Section 4.1 

shows participants’ reading behavior during the experience. Section 4.2 then describes the 

linguistic and affective changes participants underwent during the experience.   

 

4.1. Participants’ Reading Behaviors 

 

This section describes participants’ reading behaviors during the experience in regards to 

reading purposes, book selection, reading place, the amount of reading time, and their use of 

dictionary and glossary. In other words, questions of what, when, where, and how are the 

primary interests. Each item is discussed in detail in the following subsections. 

 

4.1.1. Reading Purposes 

 

Since one’s reading purpose can influence the entire experience, it is discussed first here.  

When asked about the reason for reading English text, all of the ten participants answered 

that it was to achieve some other goals rather than to enjoy reading itself. That is, the kind of 

motivation they had for English reading was an extrinsic one, and this can work as a 

disadvantage in an extensive reading program since intrinsically motivated learners are 
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known to read more (Guthrie & Cox, 2001; Wigfield & Guthrie, 1997).  

All of the six seniors answered that they read English texts to prepare for their future jobs.  

Three of them were looking for a job at a company, and one of them was hoping to get a 

nursing job at a hospital. The other two were still trying to decide on their career paths. As for 

the two juniors, they hoped English reading would lead to improving their English 

proficiency test scores as they planned to apply for a graduate program in the following year.  

While the seniors and juniors pursued English reading for practical purposes, freshmen gave 

a more generic answer; they thought that it is a must in a global society although they did not 

provide any personal reason for saying that.  

Even though the reason for reading English text varied among the participants, they all 

mentioned that they desired to read authentic and communicative English texts. Along with 

that desire, they often showed regret or shame when talking about their past English reading 

experiences. And they expected that English book reading would be different from the 

reading they had been doing in the past.   

In the pre-experiment interview, Minji mentioned her past English reading experience. 

 

I have been reading in English for more than ten years, but what I have achieved is 

very little. It is a shame that what I have learned is so-called test skills, and they do 

not contribute to improving my English reading ability (Minji, in the pre-experiment 

interview).
2
 

 

Furthermore, Mina described how she felt when incorporating the test skills into her 

learning. 

                                           
2
 Translations in this thesis are the researcher’s. 



28 

 

I tried to improve my English reading skills mostly working on test-related materials. 

Although I didn’t understand the reading passages in the materials, I could still get 

the correct answer by using so-called test skills. However, whenever that happened, I 

felt bad. I did not like it at all (Mina, in the pre-experiment interview). 

 

Jongsik too explained why English book reading is a nice change for him in relation to his 

past English reading experience.  

 

English reading has always been for tests. In my opinion, I have never done real 

English reading so far. Everybody is busy learning test skills to get by a test. I think I 

will have many chances to encounter English in my future, but what I have been 

doing doesn’t seem to help. This is why I wanted to read other materials besides test-

related materials to learn new vocabulary and enjoy the story (Jongsik, in the pre-

experiment interview). 

 

In the same breath, Donghyun elaborated on the reason why he wanted to participate in this 

program. 

 

I don’t think I can avoid learning English. If that’s the case, I figured that I have to 

enjoy it. And I thought I could do that by reading books in English. That is why I 

wanted to participate in this program. I do not want to learn English any more in the 

same way I have been studying for exams (Donghyun, in the pre-experiment 

interview). 
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To summarize, all ten participants differentiated genuine English reading from English 

reading for tests. And this often brought a feeling of regret or shame of their past English 

reading experience because what they had been doing was closer to the latter. The need for 

authentic and communicative English reading text was found unanimous, but two participants 

still named improving their test scores was their primary goal for participating in the current 

program. 

 

4.1.2. Book Selection 

                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                    

Out of 75 books read by the participants, only 5 books were chosen from Oxford 

Bookworms Factfiles while the rest were from Oxford Bookworms Library. Among many 

sub-genres of fictional books, modern novels, classics, and mysteries were found popular.  

Dr. Jekyll and Mr. Hyde was the most popular one which was read by five participants. The 

Secret Garden was the second most read book, chosen by four participants, followed by A 

Christmas Carol and The Scarlet Letter which were chosen by three participants respectively. 

The frequent choice of famous stories was due to the fact that they wanted to experience the 

feeling of reading famous stories in English firsthand or to reconfirm the stories that they had 

already known in Korean versions.   

A few other choices for nonfictional books were made by being intrigued about the story.  

Only one participant started off with a nonfictional book, and this reflected his preference for 

nonfiction when reading in Korean as well. After choosing nonfictional books for two weeks 

in a row, Inseong made a change and chose a fictional book. Being satisfied with the reading, 

he mentioned the benefits of reading a fictional book.                  
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It was definitely better to concentrate on reading fictional books as it’s got a storyline.  

Although I was not used to reading in English with speed yet, I could still 

comprehend a fair amount of the book during the speedy reading. Also, it felt nice to 

empathize with the characters. I’m going to read fictional books from now on. It is 

not so difficult and easy to understand (Inseong, a reading journal in week 3). 

 

As for selecting the level of the book, eight participants settled in with their first book 

following the advice to choose readable books which included “no more than five difficult 

words per page” (Day and Bamford, 2002, p. 137). One participant became ambitious, so he 

chose a book from level 4 while he was presumably at level 3. He sometimes spent more than 

a whole day to finish the book, and he explained the difficulty in his journals. It took three 

weeks for him to settle in with the appropriate level of the book. On the contrary, another 

participant chose a less challenging book; she chose a book from level 2 although she could 

try out one from level 3. Fortunately, she leveled up in the following week, and the issue was 

easily resolved unlike the former one. Thus, much caution has to be paid when a reader 

becomes ambitious in selecting a book as it can negatively influence the following experience.   

As a whole, books from level 3 made up 50% of the books read by all the participants.  

Level 4 then followed by covering almost 30% of the total books chosen by the participants.  

In other words, it can be said that most of the participants read from level 3 to level 4.  

Books from level 5 were chosen only at 10% and level 6 at 5%. Books from level 2 were 

selected merely at 2%, which is understandable considering their English proficiency and the 

amount of English learning. Table 4.1 shows the level of books read by the participants. 
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Table 4.1 

The Levels and Numbers of Books by the Participants 

Participants 

Levels Total 

2 3 4 5 6  

Mina    4 4 8 

Inseong   8   8 

Minji  6 2   8 

Yoonhee 1 7    8 

Woojin 1 4 3   8 

Donghyun  3 4 1  8 

Sunyoung  8    8 

Jongsik  4 3 1  8 

Gowoon  3    8 

Hyunwoo  3 3 2                   8 

 

 

Two participants’ choice of book particularly stood out. Minji leveled down as she could 

not spare enough time in that specific week. Hyunwook also leveled down because he had 

always wanted to read that specific book for a long time. It showed that participants have the 

flexibility in terms of choosing the level of the book depending on their interest or time factor.  

To summarize, most participants preferred to read fictional books over nonfictional books.  

As for the level of the book, levels 3 and 4 were most frequently read by the college students.  

And the choice of the book was sometimes affected by the personal interest or time factor. 
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4.1.3. Time Management for Reading 

 

The participants were to read one book a week for eight weeks. The starting day of each 

week was Monday and Sunday was the due date to submit their reading journal of the week.  

When it comes to time and place for reading, two different types of behavior emerged.   

One was to make time for reading, sit for an hour or two in a row, and finish the book 

without any interval. This type of participants usually read books at home or in the library.  

They did not want to be distracted, and they felt that it was easier to concentrate on the book 

in that way. However, a few of them were under pressure to meet the due date, and they had 

to rush to finish reading on weekends. This usually happened when they specially had a busy 

week, and it led them to submit the reading journal late time to time. 

The other type was to read in one’s spare time. They often read their books in the subway, 

at their part-time jobs, and between classes. This type of participants slightly outnumbered 

the ones who made time for reading by showing the ratio of 56% to 44%. Nine participants 

exhibited adopting both types of reading depending on their weekly schedule while only one 

participant continued to read in his spare time. However, only the participants who read on 

their spare time tended to express positive feelings about the experience on their weekly 

journals. Mina experienced the joy of reading in her spare time in the middle phase of the 

program, and she continued to read in that way. 

 

This week, I read my book in my spare time because I had another plan for the 

weekend. Surprisingly, time went so fast when reading my book in the subway!  

When I first tried to read English books in the subway, I had hard time concentrating 

on the book. However, it felt different this time. Reading in those spare minutes 
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helped me to focus on the content and, what is more, it was fun. One day, I left my 

book at home, so I had to ride the subway for a long time while doing nothing. It felt 

kind of funny that I was bored without my book (Mina, a reading journal in week 6). 

 

Furthermore, Donghyun and Hyunwook pointed out that the portability of the book 

benefited them. 

 

It is really nice that all I need is one book. I don’t need to carry all the things but just 

one light book, and I can read it at any time and any place. Carrying the one, light 

book has many advantages. For one, I can kill time so easily. Plus, it is still fun when 

I reread it. I can find what I had missed in the first time around, too. I felt these 

advantages once again when I missed the last bus going home and waited the first 

bus to come on the road (Donghyun, a reading journal in week 4). 

 

This one light book is not heavy or expensive, so I could carry it anywhere, read it 

easily, and continue to learn. Plus, this one small book helps me to concentrate better.  

It can be painful to sit in front of a desk to tackle many thick, difficult books. But with 

nothing but this book in my hands, I feel like doing a pleasure reading. It does not 

take much effort to focus on the text (Hyunwook, a reading journal in week 1). 

 

Overall, most participants read their books by both making time for it and using their spare 

time. It usually depended on their weekly schedule, but those who read in their spare time 

tended to speak up and emphasize the benefits of reading more. 
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4.1.4. The Amount of Reading 

 

As the name of extensive reading implies, the most crucial element in that type of reading 

is to read as much as possible (Day & Bamford, 2002). Since the present study involved 

reading one book a week for eight consecutive weeks, the maximum number of books read 

was eight if one completed the program. Nine participants out of ten completed the eight-

week program while one participant had given up after the third-week of reading. The 

average number of pages read by each participant was 512 with a range from 168 to 758.  

As for the words read, the average was 107,150 words with a range from 30,000 to 212,000 

words. If the record of one dropout is excluded, the average number of pages and words read 

are about 550 pages and 115,722 words. Figures 4.2 and 4.3 respectively show the number of 

pages and words read by each participant during the eight-week program. 

 

 

 

Figure 4.1 Number of Pages Read by Each Participant 
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Figure 4.2 Number of Words Read by Each Participant 
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Although the comparison is rather technically made, it shows that the participants in the 

present study did a relative large amount of reading within a short period of time. 

In fact, some participants pointed out that the amount of reading they did was substantial. 

 

I think that the amount of English text I recently read per hour is probably the largest 

amount during my entire life (Hyunwook, a reading journal in week 2). 

 

I feel that I spent the best summer vacation ever because I would never have been 

able to read that much English text but for this program (Mina, in the post- 

experiment interview). 

 

Furthermore, some students linked the amount of reading they did to the feeling of 

achievement or confidence. 

 

I think that the feeling of achievement itself really is a big asset in every aspect of 

learning. English book reading has its advantage in that way because the feeling of 

turning over the very last page of each book or looking at the stack of English books 

that I read is unimaginable unless one experiences it by himself or herself (Mina, a 

reading journal in week 8). 

 

I think I have read a lot of English text during my summer vacation, and this 

experience will help me to read my textbooks which are written in English with more 

ease. I used to read only the summary or the underlined parts, but I think I will be 

able to go through the whole text from the next semester (Inseong, in the post- 
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experiment interview). 

 

In other words, most of the participants newly experienced “learning to read by reading” 

(Smith, 1985, p. 88). Also, the amount of reading they did was not just quantitative, but it 

influenced the affective domain of learning a foreign language as well.  

 

4.1.5. The Use of Dictionary or Glossary 

 

In extensive reading, it is often said that readers should not look up every word they come 

across when it comes to the words that readers do not understand. One of the major goals of 

extensive reading is to promote reading fluency, and thus, readers should be able to use other 

strategies such as guessing words from the context, ignoring minor details, and tolerating a 

certain level of ambiguity. Accordingly, participants were informed that it is better to focus on 

the general meaning rather than minor information. Also, they were to use the dictionary as 

little as possible.  

On their reading journals, some of the participants mentioned that the glossary was quite 

useful while no one mentioned anything about the need for looking up words in the dictionary.  

In fact, only two participants used the dictionary during their reading when they did not have 

any clue on the meaning of the word. One of the two stopped looking up the dictionary after a 

few weeks. Turning to the glossary in the middle of the reading was also found rare.  

Participants tended to check the glossary after reading the whole story. Then, they checked 

the meaning of words that they had been curious about. 

On their post-experiment interviews, Yoonhee and Hyunwook talked about the initial 

anxiety of not knowing the meaning of words and how they had changed. 
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I used to be obsessed with vocabulary that I do not know, but that symptom has 

disappeared after this English book reading experience. I rarely looked up the 

dictionary while I read. Instead, I looked up a few words after I finished reading to 

just make sure what I had guessed was correct or not (Hyunwook, in the post- 

experiment interview). 

 

I rarely looked up for words that I didn’t understand. At first, that bothered me a little.  

But after a while, I figured that it would make sense as I go on reading (Yoonhee, in 

the post-experiment interview). 

 

Minji mentioned another reason for not using the dictionary. 

 

I looked up for only a few repetitive words because I didn’t want to be disturbed 

while I was reading. I just wanted to keep reading to know how the story developed 

(Minji, in the post-experiment interview). 

 

Overall, the tendency of looking up for the words they did not understand decreased as the 

program progressed. As a few unfamiliar words turned into a peripheral issue, their English 

book reading became to feel more like reading in their native language. Although their 

sensitivity to unfamiliar words had dulled a little, they were keenly aware of their progress in 

learning vocabulary through rich context.  

Hyunwook and Jongsik wrote about the benefits of learning vocabulary through contexts. 

 

I saw a lot of words repeating in many different contexts, and this helped me to infer 
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the meaning of words. In that way, it lessened the boredom of memorizing new words 

and contributed to building up my vocabulary (Hyunwook, a reading journal in week 

7).  

 

When an unfamiliar word repeatedly shows up throughout a book, later it becomes 

understandable from its context. And the word tends to last longer in my memory 

comparing with the word that I immediately looked up for in a dictionary. I think it is 

because I have seen the word from many different sentences and figured out the 

meaning by myself (Jongsik, a reading journal in week 5). 

 

Furthermore, Mina was thrilled after seeing a word that she learned from her second-week 

using another learning material. 

 

Today, I was memorizing vocabulary for TEPS. There was the word, ‘chauffer’ from 

“The King’s Ransom.” It was a pleasant surprise. If I had come across the word from 

the way I used to memorize vocabulary, I would have forgotten it almost right away.  

However, when I saw the word, not just the meaning of it but the story too came alive 

in my head simultaneously. I realized yet again the advantage of learning vocabulary 

through contexts (Mina, a reading journal in week 7). 

 

In academia, the benefits of learning vocabulary from extensive reading are still arguable.  

Some argue that extensive reading can promote both reading and vocabulary acquisition 

(Huckin & Coady, 1999) while others assert that there is a clear distinction between guessing 

the meaning of a word and actually retaining it (Huckin & Coady, 1999; Parry, 1993).  
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Concerning vocabulary retention, Mina’s little experience can possibly draw more 

discussions. In the present study, it can be said that most participants mentioned the benefits 

of learning vocabulary through the context especially when the text is rather lengthy. 

 

4.2. Changes in Linguistic and Affective Dimensions 

 

This part of the thesis talks about some changes that the participants experienced in terms 

of English abilities and affective attitude toward reading in English. The changes generally 

include what they were learning and feeling in the course of the program. The changes in 

linguistic domains are discussed in terms of vocabulary or expressions, grammar, writing, and 

the reading fluency. In addition, the affective changes that they exhibited are also discussed in 

terms of the pleasure of reading, confidence and motivation, and learner autonomy. As a 

result, three groups have emerged after finishing the program: satisfied, dissatisfied, and a 

dropout. The first satisfied group was again divided into two groups according to their 

linguistic achievement: steady and unsteady. Figure 4.3 graphically shows the portion of each 

group and each group will be presented again in later part of the discussion as required. 
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Figure 4.3 Three Groups of Readers 

 

 

4.2.1. Changes in Linguistic Domains 

 

Among many linguistic changes one can experience, this section describes what 

participants underwent during the course of the program focusing on the areas of vocabulary, 

expressions, grammar, writing, and reading fluency. 

 

4.2.1.1. Learning Vocabulary 

 

Despite the ongoing discussions about the relationship between incidental vocabulary 
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learning from extensive reading and vocabulary acquisition, there has been ample evidence 

that extensive reading has its impact on vocabulary growth (Coady & Huckin, 1997; Horst, 

2005; Zahar, Cobb, & Spada, 2001). All participants of the current study favorably 

experienced the impact as participants of all groups including one dropout wrote about their 

vocabulary growth in their journal. 

Nation (2001) proposed that ten to twelve exposures to a new word are required to learn a 

new word in L2 contexts. That is, a certain number of encounters with a new word is 

necessary. Participants in this program were also aware of the benefits of the multiple 

exposures to a new word as discussed in 4.1.5. Moreover, Minji specified that seeing new 

words repeatedly improved her memorization of them in much deeper way. 

 

The text constantly showed new words, but adjectives, adverbs, and verbs which 

shared the similar meaning were usually placed nearby in the text. That is how I 

memorized those words and learned many synonyms without paying much attention 

(Minji, a reading journal in week 1). 

 

The repetition of some words throughout a book necessarily has to do with the genre of the 

book. The Oxford Bookworms Library offers seven genres over 190 titles, and accordingly, 

participants wrote a long list of words that belonged to the same genre. After reading Great 

Crimes which is about notorious crimes around the world, Inseong listed robbery, kidnapping, 

assassination, terrorist, victim, sheriff, prison, jury, guilty, forge, and fraud. Similarly, 

Jongsik recorded chase, pale, frighten, coffin, torn, plaster, and chime after reading Tales of 

Mystery and Imagination which consists of five mysterious stories. Jongsik in particular 

wrote genre-specific vocabulary almost every week in his journal and revealed his 
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appreciation of the matter. 

 

Unlike the typical way of studying for tests, it has been a great opportunity to learn a 

variety of expressions. I’m not sure but it seemed that each book has its theme, and 

thus, includes many related words in it. If every book really has its theme, I think 

English book reading will help a lot in learning vocabulary across many different 

fields (Jongsik, a reading journal in week 8). 

 

As Jongsik mentioned, learning genre-specific vocabulary from English book reading has 

its strength in that it provides new words over multiple occurrences while most vocabulary 

workbooks show new words in a rather isolated fashion. After all, both contexts and 

repetition are an integral part of learning vocabulary, and English book reading can provide 

the two features at the same time. 

 

4.2.1.2. Learning Authentic Expressions 

 

There has been some disagreement on whether graded readers are authentic or not.  

Although they are written in standard English, some argue that the simplification weakens the 

authenticity of the text in terms of writing in particular (Anderson & Armbruster, 1986; Beck 

& McKeown, 1986). As the research progressed, however, the concept of authenticity carried 

multiple perspectives in that the genuineness of the discourse or the communicativeness of 

the text was also taken into consideration (Widdowson, 1979).   

Since participants in this program read English fictional books as they would read fiction 

in their native language, the reading was not entirely for language study. However, two 
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participants raised an issue of simplification in their first week.  

 

I felt that each sentence is sometimes way too perfect. It was unpleasant that the 

perfect sentences seemed to be meant for such a beginner as they did not carry any 

contraction or what so ever. They did not feel effortless. Even the conversation 

between characters did not sound natural as if it was written without a single 

omission. It did not affect me to understand the text, but I felt a kind of tension while 

I was reading the text. So I had hard time concentrating on the book (Gowoon, a 

reading journal in week 1). 

 

The story itself was less interesting. It felt that the story is rather loosely tied, and I 

think it might come from the simplification of the original work or editing of the 

vocabulary. It negatively affected me, so it was rather difficult for me to focus on the 

story (Jongsik, a reading journal in week 1).  

 

Because it was their first week of reading graded readers, it was possible that they were 

quite sensitive to the new type of writing. Although the issue of simplification was no longer 

raised after the first week, more discussions about the authenticity of graded readers are 

necessary. However, all participants found expressions in graded readers were very authentic 

regardless of whether graded readers themselves are authentic or not. They mentioned that 

learning native-like expressions was one of the most valuable moments of English book 

reading.  

Mina thought about what she could have said in substitution for a newly learned expression, 

‘give a full report.’ And she picked this one as the most memorable expression from the 
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entire program. 

 

I felt it is something interesting when I saw this sentence, “Why? Hasn’t Rose given 

you a full report?” I thought that I could only have said ‘Why? Hasn’t Rose told you 

about her?’ I felt proud that I learned a native-like expression (Mina, a reading 

journal in week 4). 

 

On the same note, Woojin said that learning idiomatic expressions was the most fun part of 

the whole experience. 

 

I didn’t know “What could you bring to the table if you got this job?” and “What 

could you give to our team?” are saying the same thing until I read it twice. The 

same happening goes to “Can you think outside the box?” and “Can you think 

unusual ways to find answers to problems?” It was so refreshing (Woojin, a reading 

journal in week 8). 

 

Yoonhee and Hyunwook thought about applying the very expression different situations. 

 

‘A sick feeling’ from “A sick feeling came over me” was the only one expression that 

appealed to me because I was mostly focusing on the general meaning. If I change 

the adjective, ‘sick,’ I think that I can apply it to a variety of expressions (Yoonhee, a 

reading journal in week 7).  

 

It was my first time seeing an expression ‘evil-doer,’ and I think that I can use ‘doer’ 
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very often combined with another word in front of it (Hyunwook, a reading journal in 

week 3). 

 

Those native-like expressions also helped to increase their feel for English. It is difficult to 

accurately define what the feel is, but Yoonhee vividly described what it probably is from her 

experience. 

 

When I saw this sentence “They heard Mr. Benson’s car,” I realized that this is how 

English comes to life! It only mentioned Mr. Benson’s car, but I could infer that it is 

the sound of the car by looking at the verb. If it had been ‘the sound of Mr. Benson’s 

car,’ it would have been redundant. I learned that a perfect sentence is not always 

necessary to deliver the meaning (Yoonhee, a reading journal in week 3). 

 

Two weeks later, she evolved enough to make her own observation on how English 

expressions are made. 

 

From this week’s reading, the most memorable expression was ‘her face in her hand.’  

If I try to translate the same expression from Korean to English, it would be quite 

difficult. But the English expression is just so simple. English expressions seem to be 

made by picturing the image in one’s head (Yoonhee, a reading journal in week 5). 

 

In sum, these participants learned a great deal of native-like expressions which they had 

not seen before. The expressions that the participants listed are practical and, what is more, 

are interesting on their own. Furthermore, these learners could appreciate the playfulness of 
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the words or the stylistic differences. Paradoxical to the concerns for graded readers, 

participants might have picked up those native-like expressions because the texts were 

readable and comprehensible. If they had read more challenging texts which probably go 

beyond their levels, it would have been difficult for them to enjoy the expressions or to even 

find them interesting and meaningful by being so occupied with decoding or translating the 

text. In short, extensive reading is a powerful way to have readers acquainted with various 

useful English expressions that would have been difficult to encounter otherwise. 

 

4.2.1.3. Noticing Grammar Points  

 

When it comes to learning grammar, both deductive and inductive learning have had their 

places in L2 learning. Recently, however, inductive grammar learning has become favored 

due to its more active and contextual nature (Shaffer, 1989). In addition, the more 

complicated the structure gets, the harder it becomes for teachers to explain and for learners 

to comprehend (DeKeyser, 1995). As structures in graded readers are appropriately edited, it 

was predicted that graded readers could provide plentiful opportunities for inductive grammar 

learning to take place. 

All participants in the present study recorded several grammar points in their journal.  

Prepositions were the most frequently mentioned followed by adverbs, auxiliaries, and verb 

tense, all of which are notorious for L2 learners to master. Within the context of the book, 

those riddling grammar points became more accessible to the participants. As to adverbs, 

Minji learned that a subtle difference occurs by adding an adverb to the verb. 

 

I concentrated on how adverbs were used. For example, I would have said ‘He went 
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to start riding.’ instead of “He went off to start riding.” I learned that it delivered a 

different nuance by adding the adverb, ‘off.’ I also thought that English verbs tend to 

make their meaning clearer by adding adverbs (Minji, a reading journal in week 4). 

 

Inseong too shared the similar observation on the adverb, ‘off.’ 

 

I learned from the context that ‘go off’ is different from just go. Seeing the adverb 

after the verb go or be was quite new to me (Inseong, a reading journal in week 6). 

 

Sometimes English book reading brought changes on the participants’ previous 

grammatical knowledge which they had mostly learned in a conceptual way. 

 

I learned that the usage of know, know of, and know about are very different. I 

looked up the expression, ‘knew of,’ to make sure, and it changed the way I had 

always known that the preposition accompanies only nouns in front of and after it 

(Hyunwook, a reading journal in week 4). 

 

Another frequent learning took place in the area of auxiliary verbs.  

 

I saw a lot of sentences in which ‘should have past participle,’ ‘could have past 

participle,’ and ‘would have past participle’ were used. These are very common yet 

tricky to learn. I used to memorize them by rote, but they did not last very long. Now 

I am sure that I will be able to master from next week’s reading (Hyunwook, a 

reading journal in week 7). 
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I learned a great deal about a verb, shall. I was not familiar with the verb as I did not 

use it very often, but now I know when to use it. The auxiliary verb, shall, seemed to 

be accompanied with the first person subject most of the time. I was not so sure about 

the meaning, so I just thought of it as the verb, ‘will.’ But I think the nuance between 

shall and will would be different, so I will make sure of the usage (Minji, a reading 

journal in week 3). 

 

Most participants noticed a variety of grammatical structures and continued learning on 

them. In regards to grammatical correctness, however, several errors were found in 

participants’ reading journals. Some participants made false assumptions, and understood a 

few sentences incorrectly. A few others could not understand sentences at all when the 

sentences were complicatedly embedded or when too many pronouns were used. Although a 

few erroneous sentences would not harm the general comprehension of the book or take away 

all the benefits of extensive reading, it should be noted that they could cause unnecessary 

frustration in the language learning process. Jongsik expressed the difficulty in understanding 

complicated structures. 

 

The hardest part was that I could only ask people around when I wanted to know the 

structures of a few complicated sentences. They obviously consisted of words that I 

know, but somehow I could not understand. What I could do was just asking for 

advice from friends who were good at English. This looks like a downside (Jongsik, a 

reading journal in week 8). 

 

Some participants approached the issue of the complicated structures in a more traditional 
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way. 

 

I hope that there will be some kind of excerpts and the related exercises or quizzes on 

grammatical points for learners who want to learn about those. Now the books only 

include comprehension questions in the back, but learning grammar would be nice, 

too (Sunyoung, in the post-experiment interview). 

 

Whether extensive reading can align with more traditional way of learning reading such as 

grammar learning would be debatable because extensive reading does not intend for grammar 

learning to take place in the first place. If grammar learning takes place as a result of 

extensive reading, it can only be a collateral benefit as the goals of extensive reading and 

grammar learning are fundamentally different. However, providing feedback to any type of 

question that may occur during extensive reading would be definitely helpful. How to employ 

feedback in the course of extensive reading is worth doing discussions over. Also, how to 

maintain the identity of extensive reading from a constant impulse to analyze grammatical 

features which resulted from traditional intensive reading instructions needs to be carefully 

thought out as pointed out by one participant. 

 

I realized that I was just skipping grammatically difficult parts while I was reading.  

Therefore, the difficult parts remained still difficult after I finished reading. If I make 

a little effort to review the difficult parts, my English would improve a lot without 

having to work too hard. However, if I focus on grammar too much, I would be 

obsessed with it again. The questions of how to balance is a real dilemma (Yoonhee, 

in the post-experiment interview). 
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4.2.1.4. Raising Awareness of Well-written Sentences  

 

The fact that participants had raised their awareness of well-written sentences was an 

indicator that divided the participants into the two groups: satisfied and dissatisfied. All 

participants in the satisfied group made thoughtful reflections on well-written sentences and 

their ability of L2 writing whereas the rest did not mention anything about writing-related 

thoughts.   

It has been widely known that pleasure reading can contribute to improving L2 learners’ 

writing performance (Janopoulos, 1986; Tsang, 1996). On their daily lives, participants were 

often put in a situation where they had to write in English with academic, vocational, or 

personal purposes, which led them to wanting to improve their L2 writing skills.  

Participants in the satisfied group admired many well-written sentences found in narratives 

and enjoyed various expressions that the author creatively used. 

 

Some of the sentences that I had encountered were so interesting that I gave my sister 

the meaning in Korean and asked her to write the corresponding sentences in 

English. Then, my sister and I compared the original sentences with my sister’s work, 

and it was just so much fun (Yoonhee, a reading journal in week 8). 

 

It was impressive that how common adjectives were written in a new way. Instead of 

the plain adjective hungry and smelling, expressions such as ‘crazy-hungry’ and 

‘heavenly-smelling’ stood out. I wished that I could come up with that kind of new 

expressions when I write (Mina, a reading journal in week 6). 
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She continued to reflect on the thought, and questioned the usefulness of word-to-word 

translation in writing. 

 

I focused on expressions that made me ponder upon my writing ability. Those 

consisted of fairly easy vocabulary, but it made me wonder ‘Could I write this?’  

Whenever I got stuck during writing, I used to look up in the Korean-English 

dictionary. However, the sentences created by listing the vocabulary that I had found 

in the Korean-English dictionary sounded to have been somehow poorly done (Mina, 

a reading journal in week 8). 

 

Although the current program did not include any writing practice, extensive reading 

positively influenced the raising awareness of well-written sentences and possibly improving 

their L2 writing ability. It was interesting that only a group of satisfied participants were 

sensitive to the writing aspect of the books. In fact, the seven satisfied participants overcame 

the potential weaknesses of simplification and made the experience beneficial.   

 

4.2.1.5. Improving Reading Fluency 

 

A fluent reader means that he or she can read rather fast with ease and accuracy. Fluent 

reading also involves the certain level of comprehension. Although the current study did not 

measure the participants’ level of comprehension, it was vividly depicted in their reading 

journals. It was interesting that the speed of reading texts seemed to correlate with the level 

of comprehension. In other words, spending more time did not guarantee a better 

understanding of the book. Rather, the more time it took, the more frustrated the participants 
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became.   

Overall, the participants’ reading speed gradually increased with little ups and downs 

depending on the interest of the story, the familiarity to the story, the genre of the book, and 

many other factors such as the style of writing, the number of characters in the story, and the 

complexity of the story. The reading speed was technically calculated measuring the minutes 

consumed on each page. And this may not be completely precise because participants 

themselves recorded the total time consumed in their reading journals. Figures 4.4 graphically 

show how the weekly reading speed had change over the course of extensive reading. 

 

 

 

Figure 4.4 Reading Speed of the Satisfied and Steady Participant 

 

 

As to the six participants in Figure 4.4, they spent one to four minutes reading a page.  



54 

 

Also, among the mostly descending graph, some ascending weeks were found when the 

participants leveled up the book levels and needed time to adjust to the new level. For 

example, Hyunwook in week 7, Minji in week 3, and Jongsik in week 5, leveled up their 

book levels. After the adjustment period passed, the graph stabilized showing a descending 

pattern again.  

The satisfied yet unsteady participant Woojin showed quite some difficulty in reading 

English texts at first. It was because he chose the inappropriate level of the book which made 

the reading very difficult. It was also due to his lack of experience in reading fiction in 

English and his attempt to understand every detail of the text. On his third week, he started to 

read a page for about three minutes, which is reasonable speed for extensive reading.  

However, as he leveled up and down for many times, it was difficult to decide whether he 

was showing any increase in the reading speed. As he did not have sufficient weeks to deliver 

the continuous increase in the reading speed, his achievement in the reading speed remained 

unsteady. 

Unfortunately two unsatisfied participants, Inseong and Sunyoung, did not show any 

increase in the reading speed even though they stayed at the same level of their books for the 

whole eight weeks. It would have been much easier for them to improve their reading speed 

as they had enough time to get familiarized with the levels of the books that they were 

reading. Inseong was progressing during the first half of the program, but in the fifth week, 

his reading speed returned to the speed of the first week and never improved. In short, their 

reading speed did not show a consistent pattern of improvement although the level of their 

reading materials stayed consistent. When asked about the reason for no improvement in the 

reading speed, Inseong and Sunyoung could not guess the reason for it. However, they said 

that they were not satisfied with the program as they felt that extensive reading did not 
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directly help them to improve their English proficiency test scores. Their primary goal of 

reading English texts was to improve their English proficiency test scores, and thus, the 

feeling that extensive reading was not helpful might have discouraged them to read as fast as 

they could. Also, even though they decided to finish the eight-week program on their will, it 

seemed that they were not fully committed to the experience as their reading journals were 

much shorter than those of the other participants. 

Finally, the reading speed of the dropout participant, Gowoon, did not show much to 

discuss as she quit the program after her third book. She explained the reason for stopping the 

experience was that she could not meet the schedule, which was to read one book a week.  

She also excused herself for being so lazy.  

Participants in this program did not have much experience in L2 reading that pursues speed, 

meaning, and ultimately pleasure. Hence, it would be too much to expect them to make an 

immediate improvement in the reading speed as extensive reading in its nature takes a long 

period of time to show noticeable improvements in the reading speed. However, some 

changes in the reading speed did occur as shown in the excerpts. 

 

The second week reading is definitely easier than that of the first week. Now I feel 

like I can read with more ease and speed. I am thinking about leveling up the book 

next week (Donghyun, a reading journal in week 2). 

 

I feel good to read fast. I mean I feel like reading novels in Korean. I wished I had 

started this in my earler age (Hyunwook, a reading journal in week 5). 

 

I am surprised at myself because I feel that I am reading faster than ever before. In 
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fact, now I read like sweeping the floor (Mina, a reading journal in week 7). 

 

It is often believed that extensive reading will take some time to kick in and improve one’s 

reading fluency. Contrary to the common belief, however, six participants felt that they made 

a rather immediate improvement while practicing reading after reading. This is similar to the 

result of Yamashita and Kan’s (2010) study with 17 Japanese university students over 11 

weeks in that students could make improvement in the reading rate in rather short period of 

time. In short, extensive reading can improve reading fluency during the process itself. 

 

4.2.2. Changes in Affective Domains 

 

Among many affective changes one can experience, this section describes what 

participants underwent during the course of the program focusing on the areas of the pleasure 

of reading, motivation and confidence, and learner autonomy. 

 

4.2.2.1. Enjoying Reading 

 

Putting aside the learning aspects of extensive reading, the most apparent reason for 

reading would probably be pleasure that readers personally experience. Graded readers 

enabled the participants to have that kind of pleasure while reading them in English.   

These participants said and wrote that the experience was fun and enjoyable except for a 

few weeks when they made a bad choice of the books they read. They often were immersed 

in the books in the same way they were when reading a good book in their native language.  

With right genres and stories, they got so lost that some of them had to finish reading the 
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book at once no matter how much time it took. The experience of being able to enjoy reading 

in L2 was a pleasant surprise to most of them. 

What is more, famous classics such as The Scarlet Letter by Nathaniel Hawthorne, Great 

Expectations by Charles Dickens, and Lord Jim by Joseph Conrad provided not only the 

pleasure but also an opportunity to mirror the readers’ lives. 

 

I realized the weakness of human beings once again, and I knew that is why we 

constantly pray and make an effort to escape from the sin.… Thinking about the 

situations where the characters were put in, I thought that sometimes we need to 

redefine what love is (Minji, after reading The Scarlet Letter, a reading journal in 

week 3). 

 

I thought that the author vividly described with an amazing insight how Pip admitted 

her flaws after visiting the wealthy family. After that, the author showed both how 

people struggle to change their fate and how they accept what is given in their lives.  

I thought that people around me and myself could relate to the part. One of the 

biggest accomplishments that I obtained from the English book reading experience is 

that I got to appreciate the work of famous Charles Dickens whom I had just heard of 

(Hyunwook, after reading Great Expectations, a reading journal in week 7). 

 

Personally, this book has made me think about myself, and I am the most satisfied 

about that. Previous books felt simply fun while this book went beyond that and 

brought a lot of questions inside me.…I think that being immersed in the emotion 

through the text is a lot more powerful than being lost in visual images. I am thinking 
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that I should work harder and live fully in order to prove myself (Jongsik, after 

reading Lord Jim, a reading journal in week 7). 

 

Graded readers made works of classic, which are quite complex in structure and profound 

in meaning, more accessible to the participants. In fact, had it not been the graded readers, it 

would have been impossible for the readers to enjoy the classics in English. Also, being an 

adult reader helped them to understand and appreciate the message of the work better.  

There have been concerns for the lack of sophisticated graded readers for adult readers, but 

classics can be one way to go as seen from the participants’ excerpts above.   

 

4.2.2.2. Building Confidence and Motivation  

 

Several studies have reported that extensive reading facilitates students’ positive attitudes 

toward L2 reading (Elley, 2000; Mason & Krashen, 1997; Robb & Susser, 1989). Most 

participants in this program shared the same frustration, depression, regret, and pressure at 

the beginning. As the program proceeded, however, all seven participants in the satisfied 

group soon felt that they were transforming. Even the two participants who said that the 

experience was not satisfactory agreed that extensive reading worked for lowering pressure 

that they had had before. Their perspective on English reading in the pre-experiment 

interview widely contrasted with the one in the post-experiment interview. Excerpts (1) and 

(2) were from Minji’s interviews, (3) and (4) from Yoonhee’s, and lastly, (5) and (6) from 

Jongsik’s. 

 

(1) When thinking about English reading, I feel depressed. I feel that if I had worked 
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on English reading harder, it would have been easier for me to understand my 

textbooks which are written in English. But what makes me wonder is that whether it 

is really going to work or not if I study harder because I have been studying English 

for a long time in school. However, it does not seem to pay off that much (Minji, in 

the pre-experiment interview). 

 

(2) I felt serious pressure about English reading as I could not spare some time for it 

due to my other work. But I could read English books by sparing a smallt amount of 

time every night before going to the bed. It was effortless. And the fact that I was 

reading almost every day released me from the heavy pressure, which helped me to 

have a positive attitude toward learning English reading. English book reading was 

not a burden at all, and now I feel comfortable about English reading (Minji, in the 

post-experiment interview). 

 

(3) I feel frustrated and pressure about studying for English reading. I always worry 

about how I could improve my English reading competence. Whenever I started 

English reading, I felt motivated at first. But it did not go as planned. And I got 

frustrated again (Yoonhee, in the pre-experiment interview). 

  

(4) At first, the idea of reading English books sounded quite overwhelming. As the 

week progressed, however, I could read not for the details but for the meaning, and 

that made English reading so easy. Although the story was rather short, I felt proud 

every time I finished reading a book. I figured that I could feel proud and satisfied by 

reading English books (Yoonhee, in the post-experiment interview). 
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(5) I felt frustrated when thinking about studying a foreign language. Unlike the way 

I effortlessly learned my native language, learning a foreign language has always 

been a stress for me. I do not find any positive attitude toward it (Jongsik, in the pre-

experiment interview). 

 

(6) I think I am no longer afraid of reading longer texts in English. I used to be 

overwhelmed by the length itself, and I felt frightened. But I have read books in 

English for the past eight weeks, and now I do not get overwhelmed by the length of 

the text or the foreign language itself (Jongsik, in the post-experiment interview). 

 

As paired above, most of them showed a drastic contrast before and after the experience in 

terms of their affective attitude toward reading books in English. Considering learning 

English without having positive experiences at all, this change was remarkable because it 

happened with only 8 weeks of extensive reading.  

Furthermore, most of the participants mentioned that they felt more confident. The 

confidence was building throughout the experience even though they tended to express 

confidence right after leveling up their books to read. They mentioned the word, confidence, 

when they thought that they were ready to move up to the next level and when they 

successfully finished reading the upgraded book.   

Some of the participants after gaining confidence were motivated to pursue further reading 

books in English. The participants answered that they were going to continue reading graded 

readers by either repeating the eight books or reading books from the next level. They also 

planned to read their favorite books in the original version later on. Popular novels such as 

Harry Potter, Twilight, and The Lord of the Rings were also mentioned. Some participants 
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had their favorite authors that they hoped to read in English some day.  

This is a surprising result given the fact that most of them had a negative attitude toward 

English reading before. Without external pressure, the participants enjoyed reading in English, 

and this, in turn, built their confidence in English reading. Finally, it led the participants to 

pursue further reading, which is exactly what Nuttall (1982) described as the virtuous circle 

of the good reader. It is also similar to the results of Yamashita and Kan’s (2010) study in 

which students chose comfort and intellectual value in extensive reading as superior to those 

in intensive reading.   

The role of motivation in L2 reading is crucial. Guthrie and Cox (2001) found that 

motivation and the amount of reading are strongly related to each other. Furthermore, it is 

known that motivation influences the level of comprehension both directly and indirectly 

through extended reading (Bell, 2001; Guthrie, Wigfield, Metsala & Cox, 1999). Overall, 

extensive reading not only provided a positive experience for the participants but also 

brought out positive motivation for reading in English. 

 

4.2.2.3. Developing Learner Autonomy  

 

Nowadays, researchers and teachers began to value the concept of learner autonomy in 

learning inside and outside the classroom. As Benson (2001, p. 290) defines autonomy, it is 

“the capacity to control one’s own learning.” However, it is hard to find autonomous learning 

or reading in the traditional reading classrooms as students usually expect teachers to provide 

them with explanations and feed them with linguistic knowledge and others. The current 

extensive reading program, on the contrary, encouraged students to read at their own pace, 

take charge of their reading schedule, and be initiative in choosing their reading materials.  
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It is interesting to see how some of the participants developed their own learning methods 

and created a new learning method that could assist extensive reading. Even though the idea 

of further learning was different from one participant to another, all of them sounded doable 

in real life. 

 

At the end of my experience, I felt that reading English texts on a regular basis would  

help me a lot to improve my English. So, I am searching for the perfect application 

on my smart phone in order to form a habit of English reading (Hyunwook, a reading 

journal in week 8). 

 

After reading Moondial, I searched for a few words on the internet, and I discovered 

that the series was aired on BBC for two years. I thought that watching the show 

after reading the book would help me to understand it even better.…I would be able 

to fill what I had missed during my reading by watching the film, and by doing so, I 

will have a better understanding of the book (Yoonhee, a reading journal in week 3). 

 

I thought that translating short English passages into Korean would be a good idea.  

I don’t think that it will take much time even if I translate the whole book. Then, I 

would be able to appreciate each sentence more and understand it better. If that is 

not, I still think that reading English books has its strengths in that I can come up 

with many different learning methods. It is not set in a standardized form, so I can 

create a new learning method or modify it as needed (Donghyun, a reading journal in 

week 5). 
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Extensive reading alone does not guarantee a successful learning of a foreign language.  

However, extensive reading influenced some participants to experiment a variety of learning 

methods. The possibilities such as reading on the mobile phone, watching TV shows, and 

translating a thin graded reader are endless. In addition, considering the fact that college 

students do not have enough time to spend on language learning due to various restrictions, 

their autonomous reading outside of the classroom plays a crucial role in improving reading 

in English.  
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CHAPTER 5. 

CONCLUSION 

 

  This chapter presents the conclusion of the study drawn from the results of the preceding 

analysis. Section 5.1 summarizes the major finding of this study. Section 5.2 suggests 

pedagogical implications for English reading instruction in EFL contexts. Finally, section 5.3 

discusses some limitations of the study and provide suggestions for future research. 

 

5.1. Summary of Major Findings 

 

The focus of this study was to examine the feasibility of independent practice of extensive 

reading among Korean college students and observe their development both in linguistic and 

affective domains through the course of an extensive reading program. Ten college students 

with mixed genders, grades, and majors volunteered to participate in the study, and they read 

one graded reader at a week during their eight-week summer vacation. No follow-up 

activities or discussions were accompanied. For analysis, their reading journals and both pre-

experiment and post-experiment interviews were used.  

Out of the ten participants, nine completed the eight-week program while one participant 

dropped out after the third week. Among the nine participants who completed the program, 

seven participants evaluated that the experience was satisfactory while the rest two mentioned 

that it was not very helpful. Their purpose of reading in English directly influenced the 

decision because the two unsatisfied participants’ goals were to improve their English 

proficiency test scores while the seven satisfied participants’ were to improve their English 
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reading ability in general.   

The participants’ reading behaviors during the present extensive reading program showed 

that they preferred to read fiction rather than nonfiction. Also, most of the participants read 

their book by both making time for reading it and using their spare time, but the ones who 

read during their spare time tended to be more satisfied. During the eight-week program, 

participants did a great deal of reading in English, which vastly surpassed their usual reading 

amount in English during any of summer vacation in the past. Despite the large volume of 

reading in English, they did not use the glossary or dictionary very often as they became 

gradually accustomed to extensive reading. 

As to their English language abilities, first, they recorded a number of words that they 

learned from each book. They pointed out that seeing new words repeatedly in many different 

contexts helped them to retain those words. Also, the various genres of the graded readers 

provided participants with a list of genre-specific vocabulary, which they found very useful.  

Second, participants were excited to learn native-like expressions or idioms most of which 

they had not seen before in other reading materials. Third, they noticed various grammar 

points. They mentioned that they greatly learned about, for example, prepositions, adverbs, 

auxiliaries, and verb tense, all of which are difficult for L2 learners to master. In other words, 

graded readers provided multiple opportunities for inductive grammar learning to take place. 

Next, the seven participants who evaluated the program was satisfactory raised their 

awareness of well-written sentences in graded readers. They enjoyed the way how authors 

creatively used English, and they thought of a number of ways to improve their current 

writing abilities. Last but not least, most satisfied participants made improvement in their 

reading rate. Although the data was not completely trustworthy since participants themselves 

roughly recorded the time consumed, the increased reading rates with little ups and downs 
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were found among seven participants. It was also interesting that the two unsatisfied 

participants’ reading rate did not improve, and it can be assumed that their goal of improving 

test scores negatively affected their motivation to read fast.   

In regards to the affective aspects of the present extensive reading program, all of the 

participants commented that the experience was fun and enjoyable. In addition, some of the 

participants appreciated the profound meaning of classics even though those classics were 

simplified versions. They exhibited being immersed in the books as the program proceeded.  

Next, all of the participants mentioned that the experience helped them to lower the pressure 

of reading texts in English, which consequently led them to build confidence and motivation 

for reading in English. Their pre-experiment interviews drastically contrasted with the post- 

experiment interview as the former expressed their frustration and depression in reading in 

English while the latter revealed their pride and positive attitude towards reading in English.  

Lastly, the seven satisfied participants were autonomous in terms of their learning in that they 

searched for their own ways of assisting extensive reading. They experimented various 

learning methods such as further reading on the mobile phone and watching related TV 

shows.    

The fact that most participants successfully completed the present extensive reading 

program is a welcoming result in that they practiced extensive reading as an independent 

reader. This means that extensive reading outside the classroom is a viable learning method 

for college students. Furthermore, most participants made gains in both linguistic and 

affective areas within the short period of time. With a diverse selections of interesting books 

that are comprehensive, college students can exploit the benefits of extensive reading at its 

best especially in an environment where ample language input is rarely found outside the 

classroom. 
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5.2. Pedagogical Implications 

 

The current study showed that college students can independently practice extensive 

reading outside the classroom, and thus, more attention should be paid to extensive reading 

for college students. Unfortunately, not many college students are aware of the fact that there 

are simplified readers that they can easily read in English. Also, they have little ideas on how 

to choose appropriate books and read them efficiently. The concept of extensive reading 

should be thoroughly introduced to college-level learners of English so that they can choose 

books that they want to read and to read them at their own pace. Also, they should be 

informed on the numerous benefits of extensive reading so that they can expect that they will 

improve in vocabulary, writing, and reading abilities in general. Reading instructors in all 

educational settings should provide information on extensive reading and encourage students 

to become an autonomous reader. 

Extensive reading for college students can also be implemented as an extracurricular 

activity after school or in a community. Students meet on a regular basis after reading the 

book of the week, and they can exchange their opinions. They can answer each other’s 

questions, or they can go over new vocabulary if needed. The language can be either in 

English or Korean depending on their purpose. Each session can be organized in many 

different ways, so it can best serve the specific needs of the members. In that way, students 

can share interesting reading materials and keep themselves on a regular track. It could be in 

a form of a literature circle, book club, or social club, and it would be worth having any 

voluntary group of English book reading in colleges or communities. 

Finally, extensive reading can use other language skills. For example, most graded readers 

provide an audio CD of the book so that readers can listen to it and repeat out loud. This 
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enables students to practice listening and possibly speaking skills as well. If reading 

instructors were equipped with a collection of the audio CDs, students would have an easier 

time renting them and listening to them. Also, most graded readers include post-reading 

activities in them so that readers can practice writing skills. More complex activities are 

provided on the website of major publishers of graded readers for readers to practice all four 

skills of English. Reading instructors can introduce one of those activities in class or guide 

students by demonstrating how to use online materials in order to help students to use the 

websites on their own. 

As typically found in the EFL contexts, Korean college students are put in challenging 

conditions for reading in English since the English reading courses in colleges usually last 

only for an hour or two a week and the amount of exposure to language input during the 

courses is relatively small. What is more, pleasure reading in English is atypical in their 

environment. Under such conditions, it is almost impossible to expect learners of English to 

achieve an advanced level of English reading proficiency. In order for learners to get exposed 

to as much language input as possible, it is crucial that they continue to read outside the 

classroom as suggested in the present study. Furthermore, both reading instructors and 

students should acknowledge that they should take full advantage of students’ individual 

learning contexts so that students can eventually become an independent, life-long reader. 

 

5.3. Limitations of the Study and Suggestions for Future Research 

 

Since highly motivated participants volunteered to take part in the present study, the results 

are not completely appropriate to be generalized. Looking at the two unsatisfied participants, 

the question of whether extensive reading can help these readers to improve their test scores 
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as well as to increase their amount of reading still remains. Also, it is still tentative if the 

program could be still helpful to the two participants if they completed the program as 

satisfied rather than dissatisfied. After all, the two participants could not bring the expected 

results due to the mismatch between their immediate goal and long-term goal. Thus, future 

studies on extensive reading should carefully examine readers’ goal for reading in English.   

In addition, in order to fully examine the influence of extensive reading in multiple 

perspectives, a longitudinal study should be undertaken. Unlike an extensive reading program 

conducted in the classrooms, a voluntary English book reading like one in this study can 

easily be put off due to other priorities that college students have as seen from the one 

dropout participant in this program. More longitudinal study would determine the feasibility 

of independent extensive reading over a longer period of time and the various variables that 

influence the performance of extensive readers. 
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Appendix 1. List of Reading Materials 

 

1. Oxford Bookworms Library (70 books)  

Level Title Level Title 

2 The piano 3 Kidnapped 

2 Romeo & Juliet 3 The Secret Garden 

3 The secret garden 3 The Railway Children 

3 Love Story 4 The Silver Sword 

3 Who, Sir? Me, Sir?- 4 Dr. Jekyll and Mr. Hyde 

3 Go, Lovely Rose and Other Stories  4 Lord Jim 

3 Rabbit-proof Fence 4 Treasure Island 

3 The Railway Children 4 Little Women 

3 Moondial 4 The Scarlet Letter 

3 A Christmas Carol 4 The Scarlet Letter 

3 Ethan Frome 4 Dr. Jekyll and Mr. Hyde 

3 Through The Looking Glass  4 Reflex 

3 The Last Sherlock Holmes Story 4 Dr. Jekyll and Mr. Hyde 

3 The Crown of Violet 4 The Hound of the Baskervilles 

3 On the Edge 4 Dr. Jekyll and Mr. Hyde 

3 

As the Inspector Said and Other 

Stories 

4 Washington Square 

3 Chemical Secret 4 The Big Sleep 

3 Goldfish 4 The Silver Sword 

3 The Secret Garden 4 Lord Jim 
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3 The Wind in the Willow 4 A Morbid Taste for Bones 

3 The star zoo 4 Dr. Jekyll and Mr. Hyde 

3 The Call of the Wild 4 The Scarlet Letter 

3 Go, Lovely Rose and Other Stories  4 A tale of two cities 

3 A Christmas Carol 5 The Bride Price 

3 Ethan Frome 5 King's Ransom 

3 A Pair of Ghostly Hands 5 

DO ANDROIDS DREAM OF ELECTRIC 

SHEEP 

3 Playing with fire 5 Accidental Tourist 

3 The Card 5 Great Expectation 

3 Justice 5 Deadlock 

3 Tales of Mystery and Imagination 5 Great Expectation 

3 The Last Sherlock Holmes Story 5 David Copperfield 

3 Skyjack 6 Night without End 

3 Tales of Mystery and Imagination 6 The Joy Luck Club 

3 The Secret Garden 6 The Woman in White 

3 A Christmas Carol 6 Tess of the d'Urbervilles 
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2. Oxford Bookworms Factfiles (5 books)  

Level Title 

4 Great crimes 

4 Disaster 

3 Martin Luther King 

3 Martin Luther King 

4 The History of the English Language 
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Appendix 2. Reading Journal Form 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Participant: Week Number: Level of Book: 

Book Title: 

Reading Pages/Total Pages: Start Date-Finish Date: Time Consumed: 

Reading Place, Day, or Timeslot: 

Brief Summary: 

 

1. Describe your reaction to the reading of the week. 

 

 

 

 

 

 

 

 

2. Describe with examples what you linguistically learned. (eg. vocabulary, grammar, and 

etc.) 

 

 

 

 

 

 

 

 

3. Describe advantages and disadvantages of English book reading in comparison with your 

past methods of learning English reading. 



84 

 

국 문 초 록 

 

영어 읽기 능력의 중요성에 비해 대학생들이 다독(extensive reading)의 핵심가치

를 경험해 본 전례가 많지 않다고 판단하였다. 이에 본 연구는 한국 대학생들이 

영어로 하는 다독을 자율적으로 실천할 수 있는지 여부와, 그 과정에서 발생하는 

언어적, 정의적 측면에서의 변화를 살펴본다. 

성별, 학년, 전공이 각기 다른 열명의 대학생들이 본 연구에 참여하였고, 8주 

간의 여름방학 동안 매주 한 권의 수준별 읽기 자료(graded reader)를 읽어나갔다. 

참여자들의 읽기 기록과 체험 전후 인터뷰가 수집되었고, 수집된 연구 자료들은 

일반적인 질적 연구 분석방법에 따라 분석되었다. 10명의 참여자 가운데 9명이 

8주간의 체험을 완수하였고, 1명은 3주 후에 중도 하차하였다. 완수한 9명의 참

여자 가운데 7명은 체험이 만족스러웠다고 답했으며, 2명은 도움이 되지 않았다

고 답했다. 

참여자들의 영어 능력 면에서는 다음과 같은 변화가 생겨난 것으로 분석되었다. 

첫째, 참여자들은 각 책에서 다수의 새로운 단어를 학습했다. 다양한 문맥(context)

을 통해 새 단어를 반복적으로 접하면서 암기 효과가 발생하였고, 읽은 책에 따

라 해당 장르의 빈출(頻出) 어휘들을 효과적으로 접할 수 있었다. 둘째, 다른 읽

기 자료에서 접하지 못했던 원어민이 자주 사용할 법한 표현과 숙어를 학습하는 

계기가 되었다. 셋째, 전치사, 부사, 조동사, 시제와 같이 제2 언어 학습자에게 어

려운 문법 사항들에 주목하게 되었다. 넷째, 체험에 만족했던 7명의 참여자들은 

잘 쓰여진 문장들을 접하며 작가가 창의적으로 사용한 영어 표현에 관심을 가지
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게 되었고, 자신들의 영어 쓰기 능력을 향상시킬 방법을 모색하였다. 다섯째, 만

족했던 참여자 대부분의 읽기 속도가 향상된 모습을 보였다. 

정의적 측면에서도 변화가 생겨났다. 모든 참여자들은 체험이 즐거웠다고 평가

했고, 체험을 통해 영어 읽기에 대한 압박감이 줄어들었다고 답했다. 또한 영어 

읽기 및 전반적인 영어 학습에 대한 자신감을 향상시킨 동시에 동기부여 받을 수 

있는 계기였다고 평가했다. 체험에 만족했던 7명의 학생들은 영어로 하는 다독을 

보완해줄 수 있는 독자적인 학습 방법을 찾으며 자발적인 학습자의 모습을 보여

주었다. 

대부분의 참여자들이 영어로 하는 다독을 자율적으로, 성공리에 완수했다는 점

은 환영할 만한 결과이다. 이것은 대학생들이 영어 학습의 일환으로 다독을 교실 

밖에서도 실천할 수 있다는 것을 의미한다. 따라서 대학생들에게 영어로 하는 다

독이라는 학습 방법의 개념과 그 장점을 소개하고 권할 필요가 있으며, 학습자들

의 교실 밖 학습 상황에 더 많은 교육적 관심을 기울여 학습자들이 자율적이고 

지속적인 영어 읽기를 실천할 수 있도록 도와야 할 것이다. 

 

주요어: 다독, 실천, 수준별 읽기 자료, 영어 능력 변화, 정의적 변화, 대학생의 

자율적 읽기 

학번: 2009-23395 
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