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ABSTRACT

A typical (Slovene) teenager today no longer finds reading materials on the book
shelves in the local library, but forms a reading list of electronic sources, very
often in English. However, in contrast with abundance of studies focusing on

L1 reading strategies and motivatidhe field ofreading motivation in a foreign
languageis in the Slovene context undessearched. Similarlyextensive
reading, in the past decades recognas®a very effective appaoh to teaching

L2 (reading) and thus incorporated into numerous language progsworld-

wide, is in Slovene foreign language classrooms an approach less taken.
Moreover, previous extensive reading studies focus predominantlythe
parti ci p dontoseéd bookand other printed materials, arohit their
scopemost ofterto the population of secondary school and university students.
The aim of this studys to research the characteristics of EFL voluntary reading
of younger Slovene teenagdkli 14 years old)the dimensions of their EFL
reading motivation and possible sex differenaswell as possible transfer of

L1 reading behaviour to EFL reading behaviour. Moreover, the study

i nvestigates the student s o chamgesmehpit i ons of
motivation to read extensively in the course of-en@nth extensive reading
programme and factors influencing these chang@ébke theoretical framework
relies on Wi gf(1987)tieoryoinreading motitaation[zay and

Ba mf & {998 expectancy value modelf L2 reading motivation and de
BurghHi r abeds (2011) dynamic model .of moti v
In order to achieve the set aims, a mixed methods research with complex self
report dataset was chosen. The dat@iobd from 192juestionnaires gives an
insight into not only the frequency of reading in English and ftmeat of
reading materials, but also thdanensions of their EFL reading motivatiaex
differences and the relationship between L1 reading behavamd EFL reading
behaviour The case studyocuses on 10 participants of the EFL extensive
reading programe, and by inductively analysing the data from interviews and
reading records takes a micro perspective on the temporal aspect of motivation
for EFL extensive reading, contextual factors that influence it, and the

participantsd perceptions of extensive resc¢



The resultof the quantitative studghow that the majority of participants read
in English every day or once a week, and most often fiatt teading materials

on websites. They have multidimensionaadingmotivation EFL reading self
efficacy and intrinsic motivation for EFémerged athe strongest componeoit
their EFL readingmotivation Differences between boys and girls were found
both in selection of the reading material, as well as the dimensions of their
reading motivationThe transfer of L1 reading attitudes to ERading attitudes

is weak. he findingsof the case studyeveal that the participants perceived
extensive readop positively andreported a range dfnguistic and affective
benefits andmprovements. Theimotivation to read extensivelg Englishwas
dynamic and complexand mmerougpositive as well as negativefluencesthat
contributed to their motivationalhangeswere identified The most important
factors influencing their EFL reading motivation were reading materials,

attitudes towards EFL reading and sociocultural environment.



ABSTRACT (RIASSUNTO)

Oggigiorno un tipico adolescente (sloveno), quando isagho di libri da
|l egger e, non si reca pi%¥ nella bibliotec:
scol astica, ma preferisce | 0ambiente virt

molto materiale in lingua inglese.

Nonostante quest gstorskwehotsono stapeecondoite moleel con
ricerche sulle strategie di lettura e sulla motivazione nella L1, il tema della

motivazione nel campo della lettura nella lingua strankrae ce st at o | asc
un p odidparte.nQuesto vale anche per la lettestensiva nella lingua
stranier a, | approccio che negl:. ul t i mi d
efficace per l'insegnamento della competenza della lettura nella lingua straniera

e come tale facente parte di nnogoae r 0 S i prc
straniera in tutto il mo nahawra poctonusa®] oveni a,
Una delle agioni potrebbe essere proprio il fatto che sono state fatte molte

ricerche sulla lettura dei libri e altro materiale stampato, ma soprattutto per gli

studenitdelle scuole superiori e studenti universitari.

Léobiettivo della nostra ricerca , perta
della lettura estensiva in inglese degli adolescenti sloveni (dagli 11 ai 14 anni),
scoprire il grado della loro motivemne in inglese come lingua straniera,

individuare le eventuali differenze tra i due sessi per quel che riguarda la lettura

e capire se ¢cb6 qualche connessione tra i
lettura in inglese. Abbiamo voluto poi verificateu a | -~ |l batteggi amen
ragazzi verso | a lettura estensiva, se e

attraverso il programma della lettura estensiva in inglese (della durata di nove
mesi) e quali sono stati i fattori che hanno influenzato maggiormente i

cambiamenti.

Abbiamo basato il quadro teorico della ricerca sulla teoria della lettura estensiva

di Wigdfield e Guthrie (1997), sul modello della lettura estensiva nella lingua

straniera di Daz e Bamford (1998) e sul modello dinamico della motivazione

nella lingua straniera di De BurgHirabe (2011). Per il raggiungimento degli

obiettivi prefissati abbiamo scelto un approccio metodolodico e | abor azi one e

| 6anal i si dei dat i dei 192 questionari S0

Vi



la frequenza dellaletur a i n i nglese e i/l format del 14
dimensioni motivazionali della lettura in inglese, le differenze tra maschi e

femmine e | 6atteggiamento verso | a |l etture

Per lo studio del caso, invece, satati scelti 10 alunni che hanno partecipato al
programma della | ettura estensiva in ingl
interviste e dagli appunti di lettura deglialuanb bi amo v ol ut o scoprir e
temporale della motivazione per la let estensiva in inglese come LS, i fattori

che | 6hanno influenzata e | 6atteggi ament

estensiva.

| risultati della ricerca quantitativa mostrano che quasi tutti gli alunni che hanno

partecipato alla ricerca leggono in inglesgni giorno o almeno una volta alla

settimana. | ragazzi reperiscono il materiale di lettura prevalentemensginei

web. La motivazione perall et t ura estensiva  pluridi me

infl uiscono maggi or ment e S ttehdiamentomo t i va z i c
del |l 6alunno verso | a lettura in inglese e

inglese. Inoltre sono state verificate differenze tra maschi e femmine sia nella

scelta dei testi da leggere sia nella dimensione motivazionale alla leftura.

emerso inoltre che chi legge nella lingua materna non necessariamente legge

nella lingua straniera.

| risultati dello studio del caso rivelano che gli studenti abbiano percepito la
lettura estensiva positivamente, difatti hanno riportato una seriandaggi e
miglioramenti sul campo linguistico ed emotivo. La loro motivazione per la

|l ettura estensiva in inglese  stata din

oL}

molte influenze positive, ma anche qualche negativa cheoheontribuio ai

cambiamentdella motivazione. Come fattop i %2 i mphe mftuenpab la
l ettura in i1inglese, S i sono di mostrat. [
estensiva in inglese e | 6ambiente sociocul
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1. INTRODUCTION

One of the main learning goals in primary gradeschools worldwides the

ability to read. However, for reading émableone'slife-long learning and at the

same timebecomea source of enjoyment, learningpw to decode lettermto

speech is not enough. A child can become an independent reader and learner,
and eventually grow up into an independent individual only througimtarest

in reading, carefully designed instruction and numerous encounters with diverse
reading materials. However, a seemingly clear and simple goal has remained a
challenge for numerous teachers and students alike. The results of the
international studyf student performance in mathematics, reading and science
PISA (2000, 2006, 2009, 2012), identified Slovene teenagers as relatively weak
readers. This sparked one of the most heated debates in the Slovene elementary
school system in the last decade, nantie¢ issue of reading literacy or lack of it
among Slovene pupils. A number of studies on L1 reading motivation and
redi ng strategies (Bucik 2006; Peljak et
have been published, aimed at informing teachers, professors and other
educators on how to assist their students in developing and sustaining both
positive L1 reading habits as wels selregulatory learning. Despite the fact

that numerous studies focused on voluntary reading for fun that teenagers
engage irwithin their free time, the focus remained on reading printed materials
(books, magazines, etc.), which no longer presenbiitg or main source of
information or reading pleasure for a typical (Slovene) teenager. In the last
decade, reading, as numerous other activities that adolescents participate in,
moved into the virtual world and one cannot address the questions related t
reading without considering digital reading as well. Since the majority of
reading materials on line are in Englishisi crucial that the studies ofading
motivation expand their scope to the field of reading motivation in a foreign
language, whichsiin the Slovene context undesearchedOn the other hand,

also existing studies on EFL reading motivation (Baker and Wigfield 1999,
Guthrie and Wigfield 199Mori 2002, Takase 2007) are subject to limitations.
Namely, they often focusonthepat i pant s6 moti vation to r

[a})
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printed materials, failing to consider online reading sources; moreover, they
predominantly limit their scope to the population of secondary school and

university students.

A growing body of research in the lfieof L2 reading motivation has focused on

a pedagogical approach to L2 reading instruction, termed extensive reading.

Extensive reading is designed to replicate -léal reading that is both

informative and pleasurabletuslents reading extensively rekdge quantities

of books and other materials that are well within their linguistic competence,

they select their reading materials themselves, and read at their own Bpged (

and Bamford 1998, Grabe and Stoller20RZy b b and S¢sser 1990) . l
fac t t hat reader6s autonomy in choosing re
characteristics of extensive reading, reading instructors and designers of

extensive reading progranes often preselect reading materials, and

traditionally use graded readers atala lesser extent, newspaper and magazine

articles. Only fairly recently, some researchers (Arnold 2009, Silva 2009)
incorporatedonline materials and digital readingto their extensive reading

programmes. Following the Fijian 'book flood' study (Elleand Mangubhai

1981), extensive reading gained popularity and was recognised as a very

effective way of teaching and promoting L2/FL reading. Numerous studies have

shown its linguistic and affective benefits and it has been incorporated into

various L2/FL eading programmes worldwide. The majority of researchers took

a quantitative approach and measured gains in language development and

attitudes towards extensive reading through questionnaires. Only a few
researchers focused on the temporal aspect of E&ding motivation and the
participantsd perceptions of extensive re
with case study research (Nishino 2007, de BiHghbe 2011). In Slovenia,

however, the use daxtensive reading activities in the EFL classroom isam

established practice. The EFL programin Slovene elementary education is

based on intensive language work, developing among other things reading
comprehension, with little attention being paid to liking to réldtkerefore, the

potential of this pedgogical approach to FL reading instruction in Slovenia has

not yet beermxploitedor researched.



1.1Research aims

As stated above, there are gaps in FL reading motivation research as well as
extensive reading research, such as the lack of studies focusingowen!
young adolescents, studies investigating motivation to read online materials and
studies investigating motivation to read in a foreign language over time.
Moreover, Slovene elementary schools have hardly any experience with
extensive reading as a dgagogical approach to FL reading instruction.
Consequently, no studies in this field have been conducted so far. This research
aims to address this lacuna, as it investigates reading behaviour and reading
motivation in EFL of Slovene young teenagers (1115yearolds), their
perceptions of extensive reading and their motivation to read extensively in

English.

The first aim of this study was to get a somewhat bigger picture of reading
behaviour and reading motivation in EFL for the mentioned age group, more
specifically the frequency of voluntary free time reading in English, the format
of the chosen reading materials and various aspects of the reading motivation in
EFL. A gquantitative research was conducted at a Slovene elementary school,

focusing on the flowing research questions:

1. How often and what kind of texts do participants read in English in their
free time?
2. What composes EFL reading motivation for the selected sample of
students?
3. Which factors predict the el eachinnt ary scl
EFL?
4. Are there differences in reading motivation and reading behaviour
(frequency of reading and format of reading material in English) between
boys and girls?
5. Do L1 reading behaviour and motivation transfer to EFL reading behaviour

and motivation?



The second aim of this study was to design an extensive rgaiggammen
English for the participants of the last grades of elementary school; a voluntary
programmethat would be conducted outside the school curriculum, in the
par ti ci panndtha wduld give thd particgpanis a very high degree of

autonomy in choosing when, where and most of all what to read.

The third aim of the study was to discover how a group of pupils at a Slovene
elementary school perceive their experience with exten@ading in English

while they participate in the extensive readipgogramme how their
motivation to read extensively in English changes duringptiogrammeand

what influences these changes. The following research questions guided a case

study at thehosen elementary school:

1. What ar e t he student so perceptions of
participating in the extensive readipgpgramme

2. Did their motivation to read extensively in EFL change in the course of the
extensive readingrogramme@

3. What wee the factors influencing the possible changes in their EFL reading

motivation?

The overall goal of this research is to contribute to the development/lBE L2
reading motivation theory and to encourage the use of extensive reading
approach in Slovene elemtary schools. Hopefully, the gained knowledge
would help teachers of foreign languages in similar settings to motivate their
students for extensive reading and help them maintain their motivation for a

longer time.

1.2Research methodology

The main body othis thesis is divided into two sections, namely the literature
review, in which the theoretical framework of this research is presented, and the
research section, in which the outline of the quantitative and the qualitative
research is described, the esware presented and the meaning of the results is

discussed.



Literature reviewpresents selected theories of motivation, relevant for the
construct of (L2) reading motivation, and the methodology of extensive reading.
Special attention is given to selétermination theoryQjeci and Ryan 1985)
with its key concepts of intrinsic and extrinsic motivation, and the theory ef self
efficacy (Bandura 1993). On the basis of these concé#fgigfield and Guthrie
(1997) built the most influential theory of readingtmation, which is crucial

for this study as well. Another construct highly relevant for this reseaidhyis
and Bamfordds (1998) model of L2 reading
expectancyaluetheory(Eccles et al. 1983, Eccles and Wigfield 2290n the
basis of their modeDay and Bamford (1998, 2002) wrote the guidelinedter
extensive reading approach, a veffective strategy for teaching L2 reading,

which is described in detail. The last model, crucial for this studye iBurgh

Hrabeds (2011) dynamic model of motivation
built with relevance to the process model
and Ott- (1998), focusing on the tempor al

The research was condudten three stepsThe first step was to take a macro
perspective on EFL reading motivation and thus get a bigger picture of the
reading behaviour and dimensions of motivation and sex differences in reading
motivation of a larger sample of young teenagéns.order to do that, a
quantitative study approach was taken; a motivational questionnaire was
designed and distributed to the whole population of the last four grades at the
selected elementary school in Slovenia (192 pupils). With the statistical analysi
of the data and the interpretation of the results within the frariéigfield and
Guthriebs (1997) t héwnsapleto tlescribe thelreadigg mot i v a't
behaviour of the participants, the dimensions of their EFL reading motivation,
the preditors of their motivation, differences in reading behaviour and reading
motivation between genders, and the transfer of L1 reading behaviour and

motivation to EFL.

However, to get an insight into the process and changes in EFL reading
motivation, the partipants had to engage in a reading activity in English for a

longer period of time. Therefore, in the second step, an extensive reading
programmen English was designed and implemented at the same school. First,

the extensive reading approach andgreyammewere presented to the pupils.



An English section at the school library with printed materials in English was

organised and introduced to the pupils. A group of 10 participants voluntarily

joined theprogrammeand a case study (the third step). Asytlesmgaged in

extensive reading for 9 months, their activities, beliefs and perceptions about

extensive reading, the changes to their reading and causes of these changes were

recorded through multiple sesiructured interviews. The data from the

interviewswas analysed using inductive coding, and triangulated with reading

reports and the data from the questionnaires on reading motivation that the

participants completed. The obtained complex-sbrt dataset was analysed

and interpreted with regards toetWi gf i el d and Guthrieds (1¢
reading motivatonDay and Bamforddés (1998) model o f
anddeBurgiHi r abeds (2011) dynamic model of mot
in L2.

The final interpretation of findings of bottine quantitdive study of reading
behaviour and motivation in EFL, as well #se qualitative research of
perceptions of extensive reading, changes to EFL reading motivation and factors
influencing those changes, is given in the final chapter, together with

pedagogical implications and suggestions for future research.



2.LITERATURE REVIEW

2.1 Motivation

EncyclopaediaBritannica definesmotivation (from Latin motivus= a moving

causepsif or ces acting either on or(Coferthin a p
and Petr2016).According toRyan and Deci (2000, 54) "to be motivated means

to be moved to do something”, while Williams and Burden (1997, 111) list

“interest, curiosity, or a desire to achieve" as the key characteristics of motivated
people.What kind of forcesguide a person towards making certain choices,
behaving in a certain way, Il nvesheing eff ol
energy that activates the brain and the r
Bier 2013)However simple these questions mighem, they have provoked an

abundance of theory and research, which have given few straightforward

answers. Since motivation is such a complex isBuie,r napdeUshioda explain

that HAresearchers are inevitabhbkshlesel ecti vi
to capture the whole pictureot htebeyéfore
of motivation wil|l al ways remain an unr eeé
aim of this chapter is not to give an extensive theoretical overview of L2 and FL

learnirg motivation but a summary of selected theories, relevant tfa

construct of (L2) reading motivation and specificalis research.

2.1.1Motivation in (L2 / FL) learning

Prior to the 1970s, the majority of research on learning motivation was

conductd from a behavioural perspective, which failed to recognise the

cognitive components involved in motivated behaviours, but rather focused on

i ndi vidual 6s drives and instincts. The dr
engage in a certain behaviour wit t he sati sfaction of one:
influenced Freudobés Vvi ews; he, however, ac
motivation, even though primarily unconscious in nature. In the last few decades

of the 28" century, theories of motivation moved towardsacial cognitive

perspective, acknowledging the important influence of cognitive and social



components (selbeliefs, individual cognitions and social context) on motivation

(Anderman and Dawson 2010).

In the field of second language acquisition, mdtorahas been one of the most
important research topics for over five decades. However, the study of L2
motivation developed to a certain extent independently from motivation research
in mainstream psychology, and only in the course of its evolution dugfly
integrated with developments in mainstream motivational psychology, with its
focus firmly on aspects of motivation that are characteristic to language learning
(Ushiodaa n d D°201a)yDeir ny e i (2003) believes
from learnirg other school subjects, because of its distinct social dimension.
Alongside the elements of L2 that can be taught explicitly (e.g. grammatical
rules and lexical items), there are also elements of L2 culture, which need to be
included into L2 learning, mag it a socially and culturally bound event.

2.1.1.1 Gardnero6s motivation theory

t hat

Even though motivation has been recognise

(EIl'lis 1994, 508) and fione of the mai
(L2) learningacht e ment 6 ( D°r nyei 1994, 274) ,
not initiated by linguists dealing with the mainstream directions of second
language acquisition. It was inspired by two Canadian psychologists, Gardner
and Lambert, who, together with their assbes, focused specifically on the
social dimension of L2 learning and consequently grounded motivation research
in a social psychological framework. Their seeducational model was
developed in 1970s in the multicultural setting of Canada, where Angiepho
and Francophone communities coexist. Second languages were seen as
mediating factors between ethnolinguistically different communities, and the
motivation to learn the language of the other community as the most important
factor responsible for enhananor hindering intercultural communication and
affiliation (Gardner and Lambert 1972)Thus, the main principle of their
approach is that learners' attitudes towards a specific language group crucially
influence their L2 learning (Gardner, 1985). The matistinguishes between
integrative orientation(desire to have contact with native L2 speakers and to
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interact with L2 cultures) anéhstrumental orientation(desire to master the

subject for utilitarian purposes such as job promotion and increased ihcome

(Gardner and Lambert 1972). The construct of integrative orientation further
comprisesthree componentsntegrativenesgincluding integrative orientation,

interest in L2 and attitudes toward L2 communiggjitudes toward the learning

situation (conssting of attitudes to L2 teacher and the course), rantivation

(including desire to learn L2, motivational intensity and attitudes toward

learning L2) (Gardner, 1985). In order to measure these motivational

components, Gardner developed a testing ingnd, the Attitude/Motivation

Test Battery, AMTB (Gardner and Smythe 1981), which has encouraged

numerous empirical studies. However, the results have been inconsistent (see

Mo r i 2002) and the central c ointhee p t of G
integratie aspect MfAhas remai ned Althoughdtmvaisg ma o ( D° r
originally suggested that the desire for contact and interaction with the L2 group

would be crucial for L2 acquisition, various studies (Clement and Kruidenier

1983,D° r n1@a,ClementD ° r napeNoels 1994haveshown that this is

not the case, but that it has relevance only in specific sociocultural contexts.
Furthermore, as D°rnyei (2003, 11) argues
offered a macro perspective, more appropriatestiodying multiculturalism and

language contact thasecond languagearning which takes place primarily in

language classroom, with no immediate contact with the L2 community.

In the 1990s, a number of L2 motivation researchers ¢ ny e i 1@a®4, Oxf ord
Shearin 1994) expressed the need to widen the horizon of rebegmid social

attitudes towards situatiespecific motives in the immediate learning context

(micro perspective)which eventually led to a shift towards the cognitive

situated periodof L2 research Yshioda andD ° r n30&l). This shift was

influenced by cognitive theories mainstream motivation psychology (e.g. self

determination theory, expectaneglue theories, goal theories), which were very

successful in explaining student tivation in general educational contexts.

Despite its limitations, Gardner's motivation theory was not discarded, but
integrated in | ater developed motivationa
and Ott- 1998, D°rnyei 2009) .



2.1.1.2 Seli determination theory (SDT)

As mentioned before, one of the most influential cognitive approaches in

motivational psychology that emerged from the belief that the complex nature of

L2 Il earning motivation goes beyond Gar dne
instrumentalorientation, is Deci and Ryan (198Sgl-determination theory.

According to SDT,a n I ndi vi dual 0 smotivated and isafu r IS s e
determined to various degrees, depending on the intrinsic and extrinsic motives

as well as the internalisation of the lattEéktrinsically motivated behaviours are

those that the individual performa order to receive a reward outside the

activity itself or to avoid punishment, while intrinsically motivated behaviours

bring an internal reward (i.e. experience of pleasuresatidfaction).These two

types of motivation are not dichotomous; rather, they lie along a continuum of
selfdeterminaton.\Wden no rel ation is perceived bety
results, this gives rise to the lack of motivation, i.e. amotivationghwiesults in

the individual abandoning the activity altogetl{Preci and Ryan 1985)Deci

and Ryan (1985) sedntrinsic motivation as the main motivator of the

educational process:

Ailntrinsic motivation is i n eyandaterestenargise never stu
their learning. When the educational environment provides optimal challenges, rich sources of

stimulation, and a context of autonomy, this motivational wellspring in learning is likely to

fl ouK2dh. o

Deci and Ryan (1987) furth proposed three main intrinsic needs that are
involved in selfdetermination, namely the need for autonomy, the need for
competence and psychological relatedness. If a learner is given the opportunity
to make autonomous choices, this will enhance hisifiginsic motivation.
Similarly, if a learner feels competent or effective when he/she is engaged in a
challenging activity, this will intrinsically motivate him/her. And finally, the
sense of belonging (in a classroom) that derives from social relapsrsdsed

on trust and care, results in intrinsic motivation. Fulfilment of these

10



psychological needs leads to internalization, to an intrinsic orientation and to
selfregulation and consequently to sedfyulated learning.

Vallerand and his colleaguesopiosed three subtypes of intrinsic motivation

(IM), namely IMKn o w!l edge, whi ch I s based on the
associated with exploring new ideas and developing knowledge; IM
Accomplishment, which occurs when one strives to achieve a goal; and IM

Stimulation, which comes from feelings stimulated by performing a task, such as

fun and excitement (quoted in Noels et al. 2000, 61).

Extrinsic motivationwhichhas often been seen as an antagonistic counterpart of
intrinsic motivation, is in SDT dividedhto four types along the continuum of
selt-determination, representing various degrees of external control or internal
regulation, depending on how internalised these extrinsic requirements are. As
Vallerand explains, x¢ernal regulationrefers to activis, initiated fully by
sources external to the individual (e.g. rewards or punishments), thus
representing the least selétermined form of extrinsic motivatiohntrojected
regulation, on the other handgomes from external rules that an individual
acceps and internalises as normBor example, one would practice an L2
because he/she does not want to feel ashamed for not being aipleatoit.
However this form ofmotivation encourages learning only as long as the learner
feels the need to follow theserms and reduce guilt, because the action is based
on pressure (albeit internal) and not personal chbientified regulatioroccurs

when an individual accepts the regulatory process because of its perceived
usefulness (i.e. importaa for achieving a &lued goal). And finallyntegrated
regulation,the most internalised type of motivation, where regulations are fully
assimilated with the individual 6s values,
1994, 276). These orientation subtypes along theds¢dfmination continuum

are summarised in the figure below.
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non-self-determined zelf-determined

o

-y —

amotivation Extrinsic motivation

intrinsic motivation

non-repgulation knowledpe stimulation
external introjecied identified integrated acoomplizh-
regulation regulation regulation regulation ment

Figure 2.1: Orientation subtypes along the sd#termination continuum
(adapted from Deci and Ryan 2000, as quoted in Noels 2001, 49)

2.1.1.3 Tri1 polar model

According to the selfleterminationtheory, the key motivational factor of the

educational process intrinsic motivation In the tripolar motivation model,

developed by Paolo E. Balboni, a similar role is given to intrinsic pleasure. The

model itself is based on three factors: duty, nead pleasureln a school

context, the motivation for studying is mostly driven the duty to learn

something, either induced from external factors (e.g. authoritarian teachers) or
seltdirected (e.g. avoiding failure in a form of a low grade); in eit@ese, the

l earning process i s not supported by t
involvement. The second activating facttbre needo learn, is connected to a

personal goal or a necessity (e.g. communication in a foreign language on a trip
abroad), ands seen as a stronger, more stable source of learning motivation than

duty. However, once the need is satisfied, the student might lose motivation to

continue learning (Balboni 1994, as explained in Caon 2006)theipleasure

t hat i s nt dver titmasdtthe sttoragést i sustaining the learning
efforto (Bal boni 2010, 20) of al | t hree
intrinsic factors like the desire to experience something new, a challenge, or the

interest in connecting already acquired aew knowledge (Caon 2006).
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The model was originally presented with a triangular diagram, tivépleasure

(as the most stable and the strongest of the factors) at the apéixe ahdyand

the needat the opposing ends. In this way, the model seembd tiased on the
exclusion of the three factorsan individual acts either for duty, or for need, or
for pleasure. However, in 2006 Caon proposed a different diagram for-the tri
polar model, namely a circle, and interpreted the three factors along a
continuum. In this waythe three sources of motivation were connected into a
meaningful relationship the natural need is integrated with the pleasure, which

in turn encourages the development of a sense of duty (Caon 2006).

pleasure
pleasure

duty need duty need

Figure 2.2 The tripolar model diagram by Balboni and the diagram by Caon
(Balboni 2010, 20)

2.1.1.4 Expectancy value theory

Another influential model of motivatiorihe expectancyalue theory (Eccles et

al. 1983; Eccles and Wigfield 1995, 225), on the other hand, assumes that
achievement behaviour S influenced by t
expectancyf success in a given task and tladuethe individual associates with

success in that task. Expectancy of success can be predictecebyi ndi vi dual 6s
perception of task difficulty (negatively related) and tapkcific sefconcept of

ability, i.e. their expectation of their ability to do a domapecific task, like

reading (positively related), tatioroafh depend
past events and expectations of others. According to Eccles and Wigfield (1995,

21525), the second factor, i.e. the value associated with success in the task

consists of four componentattainment valuevhichr ef er s t o the indiyv
percepion of importance of success in a given task, determined through its

signi fi canc e intriosic saluevdich referd thetemjayrngent that
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the task brings andxtrinsic utility valuewhich refers to the usefulness of the

task (both correspontb the intrinsic and extrinsic motivation in Deci and

Ryanods SDT)cost @defindd a$ thenparceivgd negative consequences

of engaging in the task (e.g. extended effort and time, anxiety). A variety of

subtheories can be found within the expegfaralue framework, all focusing

on the cognitive processes that shape the
Otto 1998, 44). The one relevant for this studge#-efficacy theory. It refers

t o t he i evaluation af lnis/hed cpability to perforspecific tasks
(Bandura 1993, 123), which corresponds to
taskspecific seifconcept. According to Bandura, there are four potential sources

i nfl uenci ng -éfficaty: mastery expesedcé.es edmpleting th

task) as the most potent soureggarious experiencéi.e. observing another

individual engage with the taslgocial persuasiof i . e. being convinced
abilities by somebody else), armbychological sourcg i . e . human body¢

reaction to the tagk

2.1.1.5 Process oriented approach

The micro perspective with the focus on the immediate learning context that
characterises cognitivie situated motivation theories has drawn attention to the

unstable nature of motivation, especially during lepdéfarning processes, such

as L2 Il earning (Ushioda and D°rnyei 2011
|l earning as 6sustained deep |l earningdé an
motivational function in such learning contexts, where the goal is not executed

quickly, is to sustain motivational impulse for a considerable period of time.
Therefore, D°rnyei and Otto (1998, 45) cl
relatively constant state but rather a more dynamic entity that changes in time,

with the level of efért invested in the pursuit of a particular goal oscillating

bet ween regul ar ups and downs. 0 Recogniti
time has led to processiented approaches to the analysis of L2 motivation
research (Wil liams aandOttd1098) éctording & 7 , D°r ny
Williams and Burden (1997, 120), who propose three stages in the motivation

process, namely "Reason for doing somethinfDeciding to do something”

"Sustaining the effort, or persisting”, motivational influences in the ftws
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stages differ from those in the ssthird sta
explanation (2001, 397) that in analysing the temporal dimension of motivation,
the crucial thing is to differ between motivation to engage in L2 learning
(choices, reasos |, goal s, deci si ons) and motivatioc
feelings, behaviour and responses during the process of learning). Building on
this distinction, D°rnyei and Otto (1998)

learning.

Their process model drawpen the work of German psychologists Heckhausen

and Kuhl and their t heory of volition, 0
Theory'. Its major feature are two phases wittie motivational process,

namely, 'predecisional phase' (decisinaking stage ochoice motivation') and

‘postdecisional phase' (implementational/volitional stage or ‘executive
motivation'") (Heckhausen 1991, 163). Accor
the decisiormaking stage with its planning and gsalting processes was in the

centre of attention of the majority of mainstream psychological theories of

motivation in the past, which, however, failed to acknowledge the importance of

different processes involved in the second phase (in the implementation of

actions appropriate to ¢hattainment of the set goal, the phenomena of
perseverance and overcoming internal obstacles to action). Huhl and his

associates (Kuhl 1987, Kugh and Beckmann 1994) developed a more detailed

theory of action control, at the centre of which is ‘intentibat is defined as an

"activated plan to which the actor has committed to herself or himself* (Kuhl

1987, 282) . To Oactivate the plané, a si
systems needs to take plao@otivation memorywhich "serves as a continuous

saurce of activation supporting any structure that is currently dominant in other

memory systems"” ( D° r ny eactionanmehory @hich - 1998,
"contains behaviouraprogranmes for the performance of the particular act"
(D°rnyei a n d Wiihtstpport frdnahese twd gmory systems, an
activated plan becomes a o6dynamic plandé (
on, the motivation system keeps sustaining the pursuit of the intention and

protecting it against the harmful effects of planscompety wi t h 1t ( D°r nye
ott- 1998, 46).
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The process model of L2 motivation, pr op:«
builds upon Action Control Theory, but recognises a third phase in the learning

process. Thus, the structure of this tripartite L2 motivatitodel is as follows

(D°rnyei and Ott- 1998, D°rnyei 2003):

. Preactional phasq o r 6choice motivationo) 'S compc

namely goal setting intention formation and the initiation of intention

formation In this phase, the generated matign leads to the selection of goals

and the action is launched. The motivational influences in this phase range from

the | earnerds subjective norms and percei
expectancy of success, distracting influences and déstac

. Actional phase( o r 6executive motivationo) focuse

protection of the generated motivation. It is particularly relevant to L2 learning
in classroom settings, due to various distractions that students encounter in such
settings (eg. off-task thoughts, other students, anxiety, unfavourable physical
conditions). The motivational influences that mark this phase are the quality of
the learning experience, a sense of autonomy, etc.

. Postactional phasg o r Omotivati omanlcer asr ashpeecdti wher

retrospective analysis of how things went after the completion of the action,
which further determines their future motivation. The motivational influences in
this phase include attributional factors, ssihcept beliefs, receivedddback,

praise and grades.

It needs to be stressed that the three phases in question are fuelled with largely

different internal and contextual motives; those which influence an individual

while he/she is still contemplating an action do not have anteffethe same

person once he/she has already embarked on the activity or is evaluating it post
festum (D°rnyei and Ott - 1998) . This cl ai
Theory, which stresses the difference 1in
and hose composing O6executive motivationo
Ushioda and D°rnyei (2011, 398) i dent i fi
model: an assumption that the beginning and the end of a learning process can

be clearly defined, and an assumptibat the actional process occurs in relative
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isolation (unaffected by actional processes in which a learner might be

simultaneously engaged).

2.1.1.6 L2 Motivational Self System and the egdynamic model

As mentioned in one of the previous chapténg integrative / instrumental
motivational concept s, i ntroduced five de
theory, have remained influential and have been reconceptualised in later
constructed model s, one of themmbeing D°r
(2009). As Ushioda and D°r ffygeatiry, th2 011, 400C
discussions around the status of English as a global language and its widespread

use in various communication contexts have shed a new light on the Gardnerian

concept of integttaveness, which stresses an interest in L2 and attitudes toward

L2 community. English, now an internationhhgua franca is somehow

separated from a specific geographical community of English native speakers,

and spread to a global community. Therefametead of referring to integrative

motivati on, Yashima (2002, 57) proposes a
includes interest in foreign and international affairs, readiness to interact with

intercultural partners, etc. Ushioda (2006, 150) develbpsidsue further and

proposes a shift in focus from an external reference group to the internal domain

of self and identity, since the speakers of EFL are at the same time members of

that same reference group.

Based on these findings and the psycholdgicat heor y o f Apossi bl e
Mar kus and Nuri us, D°rnyei devel oped L2 n
and D°rnyei 2011) . idedltsedf wkiah yncoparates the t i's th
concept of integrativeness. The ideal self is in fact the representdtitire

attributes that one would ideally like to possess, in the case of L2 learning as a
proficient L2 speaker (i . e. an individual
his/her future self), while its corresponding concept cinghtto-self represents

attributes that one thinks one ought to possess as a proficient L2 speaker (i.e.

ot her peoplebs vision of the individual o
obligations, responsibilitiespccording toHi g g i n-distrepars\ethebry (as

explained inD°® r ny e i and Kubanyiovaof20ddg, adlyual th
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reatlife selfand oneds i deal sel f gives rise to
individuals are motivated to reduce, and in this way acts as a powerful motivator

to, for example, leaingalanguage. According to Ushioda
401), the focus of empirical studies e L2 motivational self system should be

on the systemds dy2leamingexperlence dn acnoem pyo niiehna w
such self images develop and evolve in inteoactiwith the complex

constellations of internal and contextual processes shaping engagement in

|l earningo.

The concept of the ideal self appears also in égedynamic model of
language learning motivation, developed by the Italian scholar, Renzo Titone.
Titone defines the motivation to learn a language as an interaction of three
connected factors, namely ego, strategy and taEim (a project that an
individual has for him/herself, the representation of his/her future self) activates
the motivational mehanism. In accordance with the ego project, certain
strategicchoices are made that then direct the line of action, the results of which
are evaluated on théactic level. Positive results verify the strategy and
strengthen the ego project, which contside fuel the process (schematically
illustrated in Fig 2.2).

ego project

strategic level

T

tactic level

Figure2.3 The diagram of egdynamic model (as quoted in Caon 2006, 14)
In this way, Titone places an individual and his/her effort to-reelfize in

accordance with his/her initial pla in the centre of the learning process, which

is seen as distinctly dynamic (Caon 2006).
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2.1.2Reading motivation

Building on the belief t hat studentsdé mo
extent, domairspecific (i.e. students can be motivatedspeak or listen but not

to read, as is often noticed in language classs)omumerous researchers

(Baker andWigfield 1999; GuthrieandWi gf i el d 1&®8mMd/ ; GrPad ij qaakr
2012) attempted to conceptualise motivation specifically for readiigthe

sametime, reading motivation was identified as one of the most important

personal factors that together with environmental factors (e.g. classroom
environment) influences reading achievement, which is crucial for academic
achievement as well as achievementifef goals Guthrie and Wigfield 1997,

Peljak 2004Ko®et jak and Pekl aj 2006) .

2.1.2.1 What is reading motivation?

An attempt to define reading motivation is actually an attempt to answer

guestions like What makes one read? Why are some people engaged readers,

while others hardly everead? Why do some people want to repeat their reading
experience? How does one become a reader for life, while so many quit reading

once they finish school? Can we help reluctant readers become active readers?

Experts in the field of readin@aker andWigfield 1999; Guthrieand Wigfield

1997, Peljak and Gradigar 2012) define read
cognitive psychology and see it as one of the key factors that influence reading

efficiency and learning motivation in general. It is seen as the most important
component of literaccand a starting point of oneods
specifically, eading motivatioris definedas a multidimensional construct that

includes a number of goals and bedigkhichinfluencet he i ndi vi dual s r
behaviour . Pel j ak ) explan thatr ddferentgnaotivatignal 0 1 2 , 71

aspects within reading motivation constrecicourag an individual to initiate

€

reading, gie meaning to the reading process and persist in reading as well as
repeat the reading experiendes Pe| j ak an@b 7aexplancanat es (20
i ndi vidual 6s reading motivationands i nflue
changes in the course of his/her life, which makes the research of reading

motivation a challenging task.
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2.1.22 Dimensions of reading motivation

The theorgcal framework for researching the dimensions of reading motivation

can be found in sekfficacy theory (Bandura 1993), achievement goal theory

(Ames 1992) and most of all Deci and Ryan (1985)-detérmination theory.

Deci and Ryan (1987) proposed fadimensions of motivation: competency,
relatedness, autonomy and interest. These dimensions were further analysed by
Wigfield and Guthrie (1997)n their Motivation for Reading Questionnaire

(MRQ), which they administered to a sample of elementary scbaahdrs in

t he USA. Their resul ts confirmed t hat
multidimensional.More specifically, they identified1 dimensions ofeading

motivation that form three categories: competence and-efttfacy beliefs,

purposes for readg/ reading goals and social aspects of reading.

READING
MOTIVATION
// ] \
Competency and Purposes for Social Aspects
Efficacy Beliefs Reading of Reading
Work
— M{jigfzme / \ Social Competence
Challenge J”frlf”ﬁf-' Exlrinsic
NMotivation NMativation
Curiosity Jv Importance | | Recognition | | | Competition
Invalvement Grades

Figure 24:Wi gf i el d and Guthrieds nt@urstomomy of
and Gambrell 20Q272

The first category ef er s t o tsénee okefi-efficacy athclleellef§ s
about their ability. Acording to Wigfield and Guthrie, students are motivated to
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read when they feel competemtd efficaciousat reading and perceive (even
difficult) reading materialas challenging. In SDT terms, their need for
competence is fulfilled, which facilitates theiintrinsic motivation.
Consequently, low reading sadéteemand high estimated cost of tiheading
engagement (time and effort invest@ghxiety may lead to reading avoidance.

An individual who believes in setfompetence and success not only develops
higher intrinsic motivation, but is less anxious as well (Baker and Wigfield
1999). However, not all individuals with high reading sdffcacy become
engaged readers. According to Wigfield (1997, 17), for students to engage in
reading, the reading task sHd be also interesting, meaningful (achievement of
the reading task should have some personal value for them) and useful, which

brings us to the second category of this reading motivation taxonomy.

The second category is conceptualized with referentieetaries of intrinsic and
extrinsic motivation and learning goal orientatidnis related to the purposes
students have for readindhe most important dimensions of intrinsic and
extrinsic motivation for reading, their interaction as well as conneatibim
reading behaviour, reading achievement and literacy are illustrated in the figure

below.

INTRINSIC MOTIVATION XTRINSIC MOTIVATION

COMPETENCE

BECOGNITION

INTEREST

ACCOMPLISHMENT

INVOLVEMENT COMPETITION

VALUE OF READING SOCIAL MOTIVATION

RN

long-term goals short-tenm goals

more frequent reading less frequent reading

lifelong reading reading only in the course of education
higher reading andleaming achievement lower reading andleaming achievement
higher literacy lower literacy

Figure 2.5: Diagram of the most important dimensions of intrinsic and extrinsic

motivation for reading (adapted from Pel ]| a
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To devel oiptrinsicmotd/aiontfos i@ading, it is crucial that they get

involved in readingthat theyread about topgthat interesthem, andhatthey

perceivereading asimportarnt for their lives and/or succes3he notion of

reading involvement when students become engaged in the text and experience

satisfactory encounters with texts, is closely related to the so ciédied
experiencdCsikszentmihalyi 1990), in which an individl becomes completely

involved in an activity, e.g.reading often losing track of time and the
surroundingsCsikszentmihalyexplains thathe flowis experienced by readers

when they are enjoying the reading experience and perceive the readingsitself a

a reward. At the same time, the readers must feel competent to control the flow,

otherwise they might become anxious and avoid the activity altogether.
According to Peljak and Gradigar (2012, 8
type of reading engagemnt, which is seen as a combination of motivational and

cognitive aspects of reading (i.e. a combination of motivation and reading

strategies). Thus, a student can be engaged but not involved in reading, while

reading involvement is not possible withouadang engagement.

Another important factor that facilitates intrinsic motivatiomi®rest. Hidi and
Renninger (2006, 112) ef i ne i nterest as ANthe psychol o
the predisposition to reengage with particular classes of objectdseoeideas

ovVv er Accordi@gto them, interest is always limited in termsaftent and

cannot be applied across all activitieSimilarly, Schiefele (1992, 154)
reinterprets i n{specifie ot topidspesific anotivdtionada i n
characterist of personality, composed of feelinglated and valueelated
valences. 0 A topic is thus seen as intere
feeling (of enjoyment) or if personal significance is attributed to it. This

interpretation connects interegi curiosity and importance in Wigfield and
Guthriebs taxonomy. Researchers of i nt er e
Hidi and Renninger 2006&jistinguish between two kinds of interest, namely

i ndi vidual and situat i on arélativelyf dngurin or mer ir
predisposition to reengage particular content over time as well as to the

i mmedi ate psychol ogi cal state when this
while the | atter nrefers to focused attei
triggered in the moment by environmental stimuli, which may or may not last

over timeo (Hidi a Hidi an Remmingen grapose 2f6ud 6 , 113)
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phase model for a development of personal interest: triggered situational interest,

maintained situationahterest, emerging individual interest and well developed

individual interest. Situational interest, e.g. interest in reading, can be a starting

point for further development of individual interest in reading. On the other

hand, a person with well develapendividual interest will respond to an

external impulse in a different way than an individual without such interest. For

example, if one has an individual interest in a specific field, he/she will manage

to struggle through a difficult text from this fied ( Pel j ak et al . 20
Schiefele (1992) found in his research a
interest for text being read and their processing of the text, the use of learning

strategies and the quality of their learning experience.

Thetacher can stimulate intrinsic reading
interests and by fulfilling their need fautonomy, i.e. letting the students

autonomously choose their reading material and approach to reading (Deci and

Ryan 1987) . & €2D06,alR) repant dbn skudids that confirm the

positive results of giving the students the possibility to choose and initiate their

reading, as well as the autonomy in choosing their reading tasks. They further

explain that the relationship between aamy in the selection of reading

material and reading motivation is higher in boys than in girls.

All these aspects of intrinsic motivation are connected with mastery goals (e.qg.

students focus on their personal progress, improvement of their readisg, skill

as opposed to extrinsic motivation, which is connected to performance goal

orientation (Ames 1992).Extrinsically motivated studentsare interested in

reading if the reading tasks bring rewardgpuplic acknowledgement /

recognition or grades), or hethem outperform others (competitiofxtrinsic

motivation comes from external, social sources and usually results in less

cognitive engagement and the use of less complex learning strategies (Ryan and

Deci 2000). According to Wigfield and Guthrie (199ifjtrinsic motivationis

thekeyf act or that greatl y f acdingiwhiehtises r eader
crucial for lifdong, voluntary reding and has longerm effectsNevertheless, as

Peljak and Gradigar (2012, 88) expl ain, €
might have negative influence on intrinsically motivated students (they can

become increasingly dependent on external rewards) can, on the other hand,

function as a very important encouragement for weaker reluctant readers or
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beginners. When one starts to learn how to read, one can be low in intrinsic

motivation, but with the help of extrinsic motivation one can overcome reading

technique problems, start enjoyitige activity and develop intrinsic motivation

for reading. This is why Pekl aj and Pelja
intrinsic and extrinsic motivation as too complex to be considered as one

continuum; students can be low in intrinsic and higlextrinsic motivation as

well as low in both or high in both. The experts therefore suggest that the two

types of motivations are considered as two separate items. Witranadiais of

reading motivation studi es, Pel j ak and

characteristics of intrinsically and extrinsically motivated reader.

INTRINSIC MOTIVATION EXTRINSIC MOTIVATION
Is involved in reading. Avoids reading, reads because he/she
must.

Uses complex comprehension
strategies and reading learning

strategies. Avoids the use of strategies, is not

familiar with them.

Is curious, has varied interests. . ,
Is compliant and flexible.

Sets his/heown reading goals. Others set his/her reading goals.
Invests effort into overcoming

obstacles to reach the set goals. Looks for the shortest way teach the

set goals.

Likes sharing his/her reading
experiences with classmates, is
confident, €

Does not like to talk about reading, is
insecure and anxious.

His/her reward is a grade, social

His/her reward is gained knowledge, ' i
confirmation.

pleasure.
Has high reading seéfficacy. Has low reading sekfficacy.

Has less positive attitudes towards

Has positiveattitudes towards reading. reading

Reading is a source of enjoyment. Reading is a means for reaching other

goals a grade or social confirmation is
the reward.

Table 2.1: Characteristics of intrinsically and extrinsically motivated readers
(adapted from Peljak and Gradigar 2012, 8¢
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The | ast category in Wigfieldasogiad Guthri e
activity, which takes place in social settings and may enable the readers to

achieve social goals. When students have the opportunity to share the meanings

of the text and their reading experience with significant others (social meanings

for reading) or/andme e t the teacher s requirements
compliance)they fulfil their need for psychological relatedness (SDT) ted

reading motivation increaseResearch has shown that active and good readers

come from families that value books, encage reading and participate in

reading. The sense of relatedness that children acquire in such families plays an
important role in their interest in reading, i.e. they are drawn to the activity that

is meaningful to others in their closest social envinent (Sweet 1997, 89).

According to Wigfield and Guthrie (1997), the social reasons for reading are

valued especially by girls.

2.1.2.3 Research on reading motivation

As an abstract, multidimensional construct that is subject to various internal,
extanal and temporal influences, (reading) motivation is very difficult to
measure in an objective way. Moreover, it is not directly observable, so
researchers generally use selepor t dat a t o access t he
perspectives. To minimize the potentialbgectivity of such data, researchers
have paid considerable attention to developing preaiseasurement
instruments with good psychometric properties. The most frequently applied
reading motivation questionnaire is the previously mentioned Motivation for
Reading Questionnaire (MRQ), developed and tested by Wigfield and Guthrie
(1997). In their initial study, in which factor analysis of MRQ showed the
discussed 11 motivational dimensions, the researchers worked with a relatively
small sample of 105 studentsut they later managed to confirm the proposed
structure of the instrument on a larger sample of 371 students. The results
showed positive correlation between the majority of tmetivational
dimensions except for work avoidance, which related posigyvanly to
competition. Wigfield and Guthrie (1997, 26) drew three important conclusions:
that children have multiple motivations for reading, not exclusively intrinsic or

exclusively extrinsic reasons, that positively motivated children do not feel the
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neal to avoid difficult and challenging reading, and that we should be careful
with competitive reading activities. In their research, Wigfield and Guthrie
(1997) related also dimensions of reading motivation to reading frequency and
found out that childrenhiat feel confident about their reading skills and are
intrinsically and also extrinsically (but to a lesser extent) motivated to read are
more likely to engage in reading more frequently. Further instrument validation
by Watkins and Coffey (2004) on two av larger samples confirmed the
multidimensional nature of reading motivation, but found only 8 factors: social,
gradescompliance, curiosity, competition, involvement, reading work
avoidance, efficacy and recognition. The researchers suggested that@hbeviR

revised.

An adapted version of MR Q, designed by Pe
al. 2006), was used to measure reading motivation of older pupisli@gear

olds) in Slovene el ementary schools (Pelj
only 4factors of reading motivation: extrinsic motivation, interest and reading in

social context, involvement and immersion in reading, and lack céfulacy.

Knowing that theschool environmentplays a crucial role in developing and

enhanci ng adng maoivation, theéreseaechers focused on the influence

of teacherds activities on studentsd read
the teachers strongly influence their pucg
and their competence with the ségies they use to teach reading (including the

use of diverse reading materials) and with frequent reading in the classroom.

To compare their results with the populatioh younger elementary school

pupils (81 10-yearolds), Peklaj and Bucik (2003) dewveked another measuring

instrument, Reading Motivation Questionnaire for Younger Students (RMQYS),

which contains simplified statements and scale, comprehensible to this age

group. 3 factors of reading motivation were measured: interest for reading,

reading self-efficacy and oral reading sedfficacy. In a study conducted by

Pekl aj and Peljak (2009), RMQYS was wused
of the amount of time spent reading and frequency of reading, as well as a
guestionnaire constructed for teach The results showed positive correlation

between reading se#ffficacy and reading achievement. As far as environmental
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factors goateacher as a reading model atiesson the importance of reading
have proven to posi tinyneotivgton. nf |l uence studer

Motivation to Read Profile (MRP) is another instrument, developed for
measuring reading motivation (Gambrell et al. 1996). It differs from MRQ
because of its mixed methods approach. Namely, it is composed of two parts, the
reading surveyduantitative) and the conversational interview (qualitative), both
measur i ng -cegnceptiad asréades and the value they place on reading.
In the same studyhé authors of MRPesearched alsdassroom characteristics
that | nf |l ue ngametivgtian @and lfosndl sixadeactiar who models
reading (by reading a lot him/herséily reading to the pupils, by talkirapout
reading with the pupils, by stressitige importance and value of reading), class
library (easy access to large amts of \aried reading materiglopportunities

for children to choose readingsoateri al (
interactions connected to readifwith other pupils, teachers, parenimevious
experiences with reading (in connection with intenestading),and incentives
directly related to reading. MRP was revised in 2013, to reflect the cultural and
linguistic changes that occurred in the time since its creation, e.g. digital reading
sourcegGambrell et al. 2013)

Results of numerous studieon reading motivation showed more or less
significant sex differencesin various motivational dimensions (Wigfield and
Guthrie 1997, Millard 1997, Peljak and Pe
age at which these differences occur has not been estabijsh, since studies

of reading motivation of preschool children are very rare. The differences in the
profile of reading motivation have been detected in girls and boys as young as
six (Baker and Scher 2002); Bucik (2005) found differences in interest fo
reading in the population of 5 6-yearolds, where girls were reported to have
higher interest for reading than boys. McKenna and associates (1995) came to
similar results for the same age group and discovered that the differences
between boys and giriscrease as the pupils grow older. Since the frequency for
reading in their free time and for reading for school decreases in all pupils,
regardless of their sex, and positive attitude towards reading significantly

decreases, especially in boys, during eilent ary school years (P
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2006), teachers should pay more attention to boys who start the schooling with

negative attitude for reading, which gets even more negative if it is not
addressed properly. In their research on dimensions of readingatioot,

Wigfield and Guthrie (1997) discovered that boys scored higher in only two
dimensions, namely work avoidance and competition, which both show lower

reading motivation. If schogirogramme include a lot of competitive reading

activities, thismigh hi nder boysé reading motivation
One of the reasons for lower reading motivation in boys in comparison to

reading motivation in girls is the difference in their selection of reading material.

According to the results of the internationahdeng literacy research PIRLS

2001 (Peljak et al 2006, 25) , girls read
Various researchers (Bl air and Sanford 1¢
Millard 1997) reported that boys connect reading mostly with sclanol

teacherselected materials, while they prefer reading web sites, journals and
newspapers on sport, electronics and computer ganiegics that are rarely

included in school curriculum. Instead of acknowledging their specific reading

interests, teachg, parents and other adults conclude that boys do not like to

read. Thus, school environments that enazsy access to large anmbs of

varied reading materi al and encourage pufr
materials are of utmost importance espcibor them. As the international

research PISA 2000 (OECD 2002) revealed, in countries where students are
autonomous in this regard (e.g. Japan, Norway), their average reading
achievement is better than the international average.

On the other hand, dgr value social reasons for reading more than boys do

(Widfield and Guthrie 1997). They are more motivated to read if they know

they will be able to discuss what they have read with their classmates or friends.

In the part of their research, focusing ansi a | reasons for readin
her associates (2006) came to an interesting result, namely that girls who are

weak readers value social reasons almost to the same extent as their stronger

peers. The fact that they are motivated to read due to tesibpily of a

discussion about their reading, should be exploited by the teachers in designing

reading activities.
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2.1.3 L2/ FL reading motivation

In the context of foreign language acquisition, especially when language
students have no direct contadgth target language speakers except via written
materials, developing motivated fluent foreign language readers is of utmost
importance. Focusing on the mefiticeted ature of reading motivation ih2

Day and Bamford created their modéIL2 reading mtvation.

2.1.3.1 Day and Bamfordoés model of L2 reac

Day and Bamford'§1998 2830) expectancyi value model consists dbur
major componentsnaterials reading ability inL2, attitudes toward reading in
L2, and sociocultural environmentincluding the influences of family and
friends. Materials and reading abyjliare related to the expectanmymponat of
successful L2 reading, whikgtitudes and sociocultural environment are related

to the value component.

Materials:
* how interesting
* linguistic level
* altrachivencss
= availability

Reading ability in
B TO READ
MOTIVATION IN THE

Attitudes toward / SECOND
x LANGUAGE
reading in the “
rs
x";
ff;
s
.J'

“=OZF—SNmo=m

k |

second language

Socioculiural
environment,
including influence
of family and friends

m = -~ > =

Figure 2.6: Model of thenajor variables mota&ting the decision to read LR
(from Day and Bamford 1998, 28)
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According to Day and Baford (1998, 2002)reading materials that motivate

L2 readers need to be interesting, readily available and easy to understand (well
within thel ear ner sé reading competence in the
Williamsdé observation (1986) that #fAin the
i s p o sirs Day larel Bamford 2002136 and add that varied reading
materials encourage alsoflexible approach to reading (reading for different
reasons and in different wayshs explained in the previous chapter on the
dimensions of reading muation, indvidual interesin a specific activity (e.qg.
reading) or a specific topien combination wih a situational interest, where an
interesting text from a specific field functions as an environmental stimulus, are
of utmost importance in fostering reading motivatidtid{ and Renninger
2006. Extensive reading, which the Day and Bamford promote addgsissed

in detail in the following chapter, acknowledges the crucial role that materials
play in reading motivation and encourages the use of easy and varied reading
materials (on different topics, genres and formats) as well as the autonomy of the
stucents in choosing what they redd herresearch oEFL reading motivation

in Japanese university studentdori (2002) studied motivation to read in
English, to study English in general and the role of reading material$oamdi
intrinsic and extrinsicvalues in all three areas, but attainment value only in the
first two areas. She algdentified three types of students that read a relatively
large amount: students who liked the materials, those who do not mind going to
the library and those who are deoriented and liked readindn Takasé s
(2007) opinion, intrinsic motivation and reading amount did not show a strong
relationship in Mo sstudy because the materiafthe Science Research
Associations Multilevel Laboratorynay not have been percetas enjoyable

by the participants, moreover tpeogrammeonly partiallyenablel the freedom

of choicein selecting the materials, the time or the place of readkegding

ability in L2 relatestothe ndi vi du al Gefficasyamddaiefsoabouts e | f
their reading abilityin L2. Students with low reading ability are likely to have
low expectations of success, and, as a result, they tend to haarariotivation

to read. However, with an extensive reading approach, theynattialswhich

are well wthin theirreading comfort zone€Consequently ey are more likely to

expect success and to be motivated to read.

30



The value component of L2 reading motivation is compadeattitudes toward

L2 readingand sociocultural environmenDrawing on the model of frst
language reading attitudeBay in Bamford (1998) identified fousources of
attitude that they see as crucial in shapi@geading attitudes:

1 L1 reading attitudes,

1 previous L2 reading attitud€g any),

1 attitudes toward L2, culture and peqgple

1 L2 classroom environment.

As regards L1 reading attitudes, Day and Bamford maintain that positive and
negative attitudes to L1 transfer to L2 reading. However, researchers of reading
motivation report that the transfer of reading attitudes is not as saspieat.
Yamashita (2004, 2) suggests that the value component of attitudes (i.e. what
learners think about L1 reading) is more likely to be transferred than the
effective component (i.e. holearners feel about it). On the other hahdkase
(2007), whostudied EFL reading motivation of Japanésgh-schoolstudents

who participated in an extensive readipgpgrammeand read mainly graded
readers, found thantrinsic motivation for L2 reading and intrinsic motivation

for L1 reading showed the strongesisjtive relationshipsvith reading amount

in the L2, howeversome motivated1readers were not motivated to read in L2,

as they would not o6sacrificeb6b the enjoyme
versa. The intriguing relationship between L1 andrBading motivation and
transfer of reading attitudes is one of the main topics of the present research as
well. As regards the correlation of reading in L2 and previous reading
experiences in another foreign/second language, Day and Bamford suggest that
successful experiences generate expectation of success in the new L2, while
unsuccessful experiences deter L2 learners from reading in the new language.
However, to the best of our knowledge, this correlatianks empirical
evidenceln the authorsbelief, favourable feelings towards the language, culture
and people, as well as classroom environment (the language teacher, classmates,
materials, activities, etc.) may transfer to reading in L2. Moreover, they see
attitudes as not stable but as a dimensiah ¢hn change, and extensive reading

as means of influence on two of the four sources of attitudes, namely attitudes
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toward the L2, culture, and people and the L2 classroom environmeheir

study, Hitosugi and Day (2004) found that some of the ppaints

independently started learning Japanese after extensive reading stimulated their

interest in Japanese culturBhe last important influence, incorporated in his

model of L2 reading psocidcultura envimmment, s t he | e
including famly and friends. Day and Bamford sugg#sit motivation to read

in L2 is strongly influenced by extensive reading materials and attitudes and less

by the other two dimensions, and that the first two components can compensate

for low reading ability and/ounsupportive sociocultural environme(t998,

30). However, studies (Fujita and No2®09 Sani and Zain 2011have found

the crucial role that L2 proficiency and L2 reading ability play in L2 reading

motivation, while de Burgiirabe (2011) identified ats less favourable
sociocul tur al environment as a decisive 1

reading motivation.

2.1.3.2 Research on L2FL reading motivation

Mori (2002) claims that FL reading motivation is not independent of general

motivational costructs but closely resembles more general forms of motivation

andgr ounded her research within Wi gfield a
motivation, rather than Day and Bamfor dos
However, he majority of empirical sidies on FL reading motivation was

i nspired by Day aadfodused ammiotvatidndfer extensivek

reading in a foreign languag&akase2007;Nishino 2007; Judge 2011; Burgh

Hirabe and Feryok 2013)which Day and Bamforddentified and studied asn

effective strategy for motivating L2 learners (1998, 2008)s is why a closer

review of the research on L2 reading motivation is given within the following

chapter on extensive reading.

2.2 Extensive reading

Numerous reading structors have identifte extensive reading as a very
successful approach fancreasing L2 readingnotivation, and have thus
incorporated it into their readingogramms. One of the goals of this research

was to implement an extensive readorggrammeat the studied school, asll.
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The aim of this chapter is therefore to present this approach and its
characteristics, especially suitable reading materials, and the related studies.

2.2.1 An extensive reading approach

Extensive reading, sometimes referred to as sustainedreisehihg (McCracken

1971, 521) or free vol unt-worlgreadiegédbdti ng ( Kr a

for a pedagogical purposeo (Day and Bamf ol

by Harold Pal mer (1968), who defined it

a

1399 with the readerds attention on the mea

was also the first to contrast it with intensive reading, a more traditional
approach to reading instruction, which relies on close study of shorter passages,
accompanied by vebus linguistic activities, vocabulary exercises, grammar and
text analysis, etcAt t hi s type of studi al readi ng,
language lesson, but may very well be counterproductiveraadingl e s s o n 0
(Alderson and Urquhart 1984, 24&gxts are merely sources of language
exercises. Extensive reading, on the other hand, is designed to replicdite real
reading and be botimformative and pleasurabletusients reading extensively
read large quantities of books and other materials dhatwell within their
linguistic competence, they select their reading material themselves, and read at
their own speeday and Bamford 1998, Grabe and Stoller 20R@bb and

S¢sser 1990) . The differences between the
read ng are very clearly presented in Robert

Intensive Type of reading Extensive

Read accurately Class goal Read fluently

Translate Reading purpose Get information

Answer questions Enjoy

Words and pronunciation Focus Meaning

Often difficult Material Easy

Teacher chooses You choose

Not much Amount A lot

Slower Speed Faster

Must finish Method Sop if you donoét |ik
Use dictionary No dictionary

Table 2.2 Chart contrasting intesive and extensive reading (Welch 1997, 53)
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Even though extensive reading is seen also as a style of reading (alongside
skimming, scanning and intensive reading), many educators and researchers

have focused on its pedagogical potential (e.g. ElleyMaigubhai 1981Day

and Bamford 1998Rob b and S¢sser 1990, Mason and
2009). The complexity of the extensive reading approach is perhaps most

evident in the description of its characteristics that Day and Bamford compiled

in the form ofTop Ten Principles for Teaching Extensive Read2§?2):

1. The reading material is easy.

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

3. Learners choose what they want to read.

4. Learners read as much as possible.

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

6. Reading is its own reward.

7. Reading speed is usually faster rather than slower.

8. Reading is individual and silent.

9. Teachers orient and guide their students.

10. The teacher is a rolaodel of a reader.

In their model of L2 reading motivation, discussed earlier, Day and Bamfort

(1998) identified four major components of L2 reading motivation, namely

reading materials in L2, L2 reading ability, attitudes towards reading in L2, and
sociacultural environment. In relation to this model (especially the important

role of reading materials), the authors developed their guidelinesarfor

extensive reading approach.

According to the listed principles, extensive reading is a distinctly individulalize

approach where the reader is given a high degree of autonomy, while the
teachero6s main role and responsibility i
reading. Just as in oneb6s first | anguage,
encouraged to redor enjoyment or to gain information. As Day and Bamford

(2002, 138) expl ain, t he goal of extensi
objective | evel of understandingo or acqu

personal reading experience. Therefore, stirtit characteristic of extensive
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readingprogramme i s t hat At he booksRobhbraed no't di s
S¢sser 1990) and reading i s Déiyvaand experi er
Bamford 2002, 138). This often places extensive reading experienceecimsid
classroom into the readerodos free ti me, W i
Nevertheless, many teachers use follgavactivities to monitor various aspects
of their students6 reading (e.g. attitud

comprehensin).

Another important aspect, advocated in the principles of extensive reading, is the
freedom of choice and autonomy in choosing the reading materials, their level,
the time and pace of reading. Moreover, learners are encouraged to stop reading
anythingthat might be too difficult or not interesting enough (Day and Bamford
2002). This not only personalizes their reading, but also gives the readers control
and responsibility for their own learning i.e. emphasizesdedtted learning.
Dickinson (1995, 1@) argues that developing autonomy in students provides
them with numerous advantages, such as increased intrinsic motivation and
productivity, higher levels of proficiency, as well as the feeling of- self
empowerment. By putting learners in charge of tl&n reading, the teacher

may thus foster their motivation and sefiteem. Some students used to working
with teacherselected texts or course book materials, might feel disoriented and
lost when presented with the sudden freedom to read what they wiaiat stop
reading if they do not feel comfortable with the chosen text. The same might be
true for controloriented teachers used to intensive reading assignments
(included in the assigned course books), done in the controlled school
environment. Both needareful introduction and guidance through extensive
reading, either by a reading instructor (teacher) or a colleague with theoretical
(and practical) knowledge in extensive reading. However, as Day and Bamford
(2002, 140) expl ai mnextensiva eddieg isndt oplyytdo nci p al
explain the methodology, assist in selecting appropriate texts, point out the
expected outcomes and encourage students to read as widely as possible, but to
share the reading experience with their students and teachttiueles and

behaviours of a reader by being a reader, by reading.

Relatively fast reading speed seems only natural when one reads interesting and

easily understandable reading materials. Nuttall closely links reading speed to
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enjoyment and comprehen®n i n the so called Avicious
reader: Reads sl owl y; Doesnodt enj oy read
under stand,; Reads sl owlyeéo and Athe virtu
faster; Reads more; Understands better; Enjoys readengt Bs f ast er éo0 (i n
and Bamford 2002, 138). The principle that raises a lot of questions, and is
included in the o6viciousd as well as Oovir
According to Day and Bamford (1998, -8%), as students differ in their

circumstances and abilities, so does the quantity of the materials and the time

they spend reading. Whi | e S ome research
formulas, Day and Bamford set the lower limit of their reading target at one

book (the length depends on tleading ability) a week (2002, 138). The amount

of time this takes depends also on how long the students can read with pleasure

before losing interest. Namely, the danger that Day and Bamford see in setting

the reading quotas is that it might diminish readienjoyment and reduce

reading to a number of pagéamount oftime spent reading per week (1998,

86). After all, as Rankin (2005, 126) put
matter of number of pages read, but how teachers and students perceive the

activtyd reading itself. o

For extensive reading to succeed, the reader must have access to a variety of
easy reading material on a wide range of topics. As Day and Bamford (2002,
138) explain, this not only encourages reading in general, but enables a flexible
approach to reading, with learners reading for different reasons (to find
information, to pass the time, to enjoy themselves, etc.) and in different ways
(skimming, scanning, close reading, etc.). Not only diverse, reading material for
extensive reading shtd be easy as well, meaning it should be well within the

|l earnersdé readimngslicewmeplet éhcdeiatg the | eve
linguistic ability). Day and Bamford (1998, 93) suggest less than four or five
unknown words per page, and less thao for beginners (2002, 138), while Hu

and Nation (2000, 423) propose that readers understand at least 98% of the
words in a fiction text to understand it without additional assistance. If the
number of unknown words in a text is higher, this interrupsfiow of reading

and forces the learners into dictionary use, which further moves the reading

! For further explanation check Day and Bamford (1998, 85).
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experience away from reading for pleasure to intensive reading. It is therefore
crucial that the teachers instruct their learners to start with easy matedals a
(strictly) avoid the use of dictionaries. Some students might find it hard to

believe that reading easy materials with no explicit language work attached to it

i mproves onef6s L2 reading ability, and

level. This is vn a t Day and Bamford (1998, 92)

second | anguage reading instruction:
it, they advise the teachers to stress one of the primary goals of extensive
reading, namely building reading fluen@nd to explain their students that the
way to achieve it is not through struggling with difficult or uninteresting texts.

2.2.2 Reading materials for extensive reading

The traditional reading material sources for ER have been graded readers and, to
a leser extent, newspaper and magazine articles. Graded materials, often with
simplified vocabulary and sentence structure, as well as attached glossaries, have
been designed to suit different proficiency levels, and enable the readers to
choose something welithin their reading comfort zone. Day and Bamford
(1998, 53) explain that to develop L2 reading fluency and confidence, students
need to read interesting and understandable materials that are below their
linguistic ability, which most authentic (rebfle) materials are not. They see
reading authentic texts as the goal realized through reading tbeallsd
language learner literature (i.e. texts written for the audience of L2 learners). On
the other hand, many language teachers seewrrld texts as té crucial
element in L2 reading that prepares the students tewadd reading. As
Williams (1984, 25) explains dAif the
real language outside the classroom, then surely the best way to prepare for this
isbylooki ng at real |l anguage inside the

says that we cannot use graded readers because

ithe reading process relies on a selective wu
maximum use of minimum clues [sib]is only by giving the student material containing all the
features naturally occurring in informative texts, that we can make it possible for him to learn to
take advantage of these.fi (p. 104)
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Most often reading instructors see rbf materials as tevant, motivating,

culturally enlightening and as genuine discourse. Day and Bamford (1998, 54)

go as far as to talk about Athe cult stat
classroom, with numerous teachers seeing them as superior to easyjesimplif

texts. However, despite many virtues that H#altexts have, the difficult level

of language can have a negative effect on reading development, since it may

force the reader to shift the focus from the meaning of the message to the code

(Williams 1983, 175). On the other hand, also writers of simplified texts face a

similar problem, especially when they write or adapt texts using lists of words

and grammar patterns that the reader is expected to know. Instead of focusing on

the communicative value dhe text, the attention is on the vocabulary and

syntax (Widdowson 1978, 89). In their attempt teexamine authenticity and

simplicity of reading materials, Day and Bamford (1998,633 point out that

extensive reading instructors should not seledisterlely on the basis of the

target audience dheir source, the level of language, the complexity of syntax,

etc., but the natural qualities of a text that make it authentic. They suggest the

term language learner literature, and define it as literaturermiugaforms (e.g.

original writing, adapted texts, etc.) written for an audience of L2 learners
(learnerswith limited language ability and limited attention span, often less

familiar with the targetanguage culture), which should be, as any truly

authentt c text, n a f u l-ih-yself rae aof comrauicationc o mp | et e
bet ween aut hor and audi enceo (1998, 64) .
interesting and attractive materials, suitable for extensive reading, includes not

only language learner literatute,ut al so chil drends books, I
different types of newspapers (tabloid, quality), magazines, popular and simple

literature, young adult literature, comics and translations. Language learner

literature, however, is seen as the first chofor beginner and intermediate

students, since it allows them to slowly progress and develop reading fluency

(Day and Bamford 1998).

In the last decade, searching for a wider selection of (authentic) texts, extensive
reading programmse started turning toonline materials, whichare easily
accessible and cover a virtually unlimited range of topics and genres, making it

possible for the readers to find texts that suit their needs, interests and levels.
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Internet as a source of reading materials is especialyable for foreign
language teaching/learning, since obtaining a wider range of printed materials in
the target language often presents a considerable cost and may impede the
implementation of an extensive readipgpgramme(Robb and Susser 1990).
Students of various age groups use the internet for a variety of purposes,
academic and personal, and it is only sensible to presume that a certain amount
of reading (in native and L2) has already moved into the virtual world.
Explaining the rationale for his etrbased extensive reading scheme, Silva
(2009, 3) mentions the possible downsides of the increasingly popular concept
of reading online (e.g. lower reading rates, overloaded cognitive abilities of the
readers, damaged vision), but emphasizes its powsgtidgogical potential (i.e.

access to the vast amount of updated and varied information available on the

web, development of the readersod ti me

2.2.3 Research on L2 extensive reading

In 1980, Elley and Mangubhai (198d9nducted one of the most comprehensive
studies of extensive reading so far, in which they tested the impact of an EFL
extensive readingrogrammg fia ri ch diet of bookso
school children in the rural parts of Fiji. In their catbf controlled longitudinal
investigation they compared the group that participated in the extensive reading
programmeand a group of students with similar abilities and circumstances but
with Alittle or no access s dheyreported 0,
on gains in reading and general EFL proficiency (including listening and

writing), as well as growth in positive affect.

Since the Fijian book flood study, numerous researchers have investigated
extensive reading and itpdsitive) influence on very different aspects of L2
learning. Some of them even closed ranks with practitioners to develop and
promote the extensive reading approach within aprofit organization,The
Extensive Reading Foundatiowhich put up a weBite and a discussn group

with more than 400 members. They share and debate not only on various ways
to start and manage an extensive readginggramme but also on research

findings. Theor gani zati onds extensive bibli
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reading in a second langge has served as a valuable source for the present
review of studies in this fiefd

The vast majority of studies have explored extensive reading in English as a
second or foreign language, with some focusing also on reading in L2 French
and Spanish, andven fewer on extensive reading in L2 German, Japanese or
other languagesAdditionally, the focus of more than half of the extensive
reading research has been on university or secondary school L2 extensive
reading programmes, investigating the extensiveading experience of older
teenagers and adult learrieMost studies focusing on the linguistic impact of

L2 extensive reading have used quantitative approach, with global measures of
proficiency or instruments testing specific skills (elgnaka and @pleton

2007, Robb and Susser 1989, Horst 2005, Mason and Krashen 1997), some have
used questionnaires (Yamashita 2004, Takase 2007), or mixed methodology
(Cho and Krashen 1994). However, in the last decade, more and more
researchers have opted for quaNta methods, like (irdepth) interviews,
reading diaries etc (e.g. Leung 2002, Asraf and Ahmad 2003, Arnold 2009,
Burgh-Hirabe and Feryok 2013).

A number of researchers have studied the impact that extensive reading has on
L2 reading ability, most noticelly on reading comprehension, reading speed

or fluency and reading strategies (e.g. Asraf and Ahmad 2003, Nishino 2007,
Tanaka and Stapleton 2007, Robb and Susser 1989, Mason and Krashen 1997,
Bell 2001). Mason and Krashen (1997), for example, conductstddy at a
Japanese university and found that a group of less motivated EFL readers made
significant gains in reading proficiency after a semester of extensive reading.
Robb and Susser (1989) worked with two reading classes of EFL Japanese
university studets, namely an extensive reading class and a traditional one, and
noted larger increases in reading speed in the extensive reading class. Bell
(2001) also measured reading speed and comprehension in EFL. His adult
students from Yemen attended two readinggramms; the extensive reading
group read graded readers, while the intensive reading group studied shorter

texts followed by reading comprehension questions. The results of the study

% For bibliography check The Extensive Reading Foundation web site www.extensivereading.net.
® For bibliography check http:/erfoundation.org/bib/bibliocats.php.
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indicate that the extensive reading group achieved significantlyr feesading

speeds and higher scores on measures of reading comprehension. Nishino

(2007), on the other hand, administered a longitudinal case study on the reading
strategies and motivation of 2 Japanese middle school students beginning to read
extensively m English, and found that they used a variety of reading strategies

and that their L2 reading motivation changed as they became increasingly fluent
readersFurthermore, researchers have reported a transfer effect to other skills,

most oftenwriting, whichsupports Athe widely held not
write through reading(Day and Bamford 1998, 37). Hafiz and Tudor (1989) set

up an experiment with students of ESL in the UK, in which the experimental

group participated in threemonth extensive readjprogrammeusing graded

readers and showed not only gains in reading proficiency, but also a marked
improvement in their writing skills. Als&lley and Mangubhai (1981) reported a
significant i mprovement in Al eeawhoi ng wr i tt

participated in the book flogorogramme

A substantial body of research has investigated additional linguistic benefits for

extensive readers and reported on considerable increaseodabulary

knowledge (e.g. Hafiz and Tudor 199@ho and Krasheri994, Horst 2005,

Leung 2002 Arnold 2009. In their previously mentioned study with Pakistani

ESL learners in a UK school, Hafiz and Tudor (1989) found significant
improvement in writing skills, but only small, statistically insignificant gains in

vocabuary knowledge. They explained that the weaker contribution of the

extensive readingrogrammeo their vocabulary development was probably due

to the extensive exposure that their students had to English on a daily basis.

However, when they conducted andar study with Pakistani students with

lower level of proficiency in English, learning EFL in Pakistan, tbejained

very different results. Namely, their students displayed significant gains in their
vocabul ary base, or a sfluemty &nd accumeydf Tudor d
expressiono (1990, 31) . Hor st (2005) t es
measurement on a group of ESL learners patrticipating in an extensive reading
programme and reported on considerable incidental vocabulary acquisition,

even Igher than that found in previous studies.
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2.2.4 Research on extensive reading and L2 reading motivation

The most relevant studies for this research are the ones focusing on the impact

that extensive reading has on L2 reading motivation and attitGdedy after

study has shown how L2 reading motivation of participants in extensive reading

progpamme i ncreased and how students became
book floodd research, El'l ey and Mangubhai
of extensivereading approach, growth in positive affect. Ten years later, Elley

(1991) worked with primary school EFL students in Singapore and confirmed

the results of the OFijian book floodd re
to devel op Av es tpward books tas tiieg raiaed theirt literdcy

|l evels in Englisho (1991, 397) . Mason and
worked with reluctant adult Japanese learners of EFL and investigated the effect

of extensive reading on their L2 reading compretmnsTlhe students not only

improved their EFL reading ability, but developed also positive attitudes towards

reading. Arnold (2009) also worked with adult learners, but they participated in

the extensive readingrogrammein German as a foreign language awmed

online instead of printed materials. They experienced a variety of affective

benefits, the key motivating factor being autonomy in selecting their reading

materials. Varied and interesting reading materials, as well as the freedom of

choice, were thdecisive factors resulting in positive attitudes towards extensive

reading also for a group of Venezuelan university EFL learners that participated

in a weekly classroorhased extensive readingrogramme set up by de

Morgado (2009) . aldiarylstedy (2008)sin whiohrthg authard i n

herself read extensively in Japanese as a foreign language and recorded the
motivational changes during this sédtirning experience, she found that reading

materials, their level of difficulty in particular, hadsignificant impact on her

motivation to read in Japanese. When she read books within her comfort zone,

she gained a feeling of success and excitement, which motivated her to read

more, while difficult books negatively influenced her confidence, andfedhe

di scouraged. Leung (2002, 78) concluded t1|
extensive reading is having access to a large quantity of reading materials geared

to an individual 6s | evel of proficiency ar
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Due to the fact that the preseatearch deals with reading motivation in EFL of
younger teenagers (414 year old), we took a closer look at studies focusing on
EFL reading attitudes and motivation for this age group, as did Briggs and
Walter (2016) in their comprehensive analysisstifdies on extensive reading
and young L2 | earnerso6 motivation and att
findings with those of the evaluation of an extensive reagmogrammefor
younger learners of EFL, named Read On!, which has been widely adopted in
Italy (Aiello 2016). Briggs and Walter explain that the analysed empirical
studies (e.g. Asraf and Ahmad 2003, Butginabe and Feryok 2013, Grundy
2004, Huang 2015, Judge 2011, Nishino 2007, Powell 2005, Takase 2007,
Tanaka and Stapleton 2007) have shewpositive impact that extensive reading
has on L2 reading motivation and attitudes. Despite insufficient direct empirical
evidence of positive influence on L2 learning motivation and attitudes, the
authors speculate that the positive effect on L2 readlotyvation is likely also

to positively influence more general L2 learning motivation. Furthermore, they
identified the factors that make the most difference on L2 reading motivation
and attitudes; these are L2 reading proficiency;HRReattitudes toward&?2
reading, L2 reading material, the interplay between L2 text readability and L2
reading proficiency, autonomy, and time/external work constraints (Briggs and
Walter 2016).

The analysed studies stress the important role that L2 proficiency leveliplays
the influence that extensive reading haghemotivation and attitudes of young
language learners towards L2 readiagd the equally important impact of L2
reading materials. In their evaluation of a Malaysian high school EFL extensive
readingprogranme Sani and Zain (2011) found that higher L2 reading ability
significantly influenced the positive reading attitude and-s#i€acy rating,

while lower L2 reading ability had the opposite effect. Similarly, Fujita and
Nor ob6s (20009) s tLuehmers dound dhat paften @ 40eek E F
extensive readingorogramme t he high proficiency grou
reading English books (i.e. intrinsic motivation) significantly increased, whereas
the lower proficiency group showed an increaseclassrelated extrinsic
motivation. As regards the role of reading materials, a number of studies show

that this particular aspect of extensive reading makes a significant difference to
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L2 reading motivation in young readers. For example, Takase (2007) found that
the irteresting reading materials and especially the autonomy over choice of
materials increased the participant's motivation to read in EFL. Also Judge's
(2011) highly motivated readers in EFL valued the freedom of choosing reading
materials that were personalinteresting to them. Additionally, readers in a
number of studies (e.@Nishino 2007, Aiello 2016) expressed strong preference

for authentic L2 texts over graded readers. No studies, however, researched the
use and impact of online L2 materials in extemgeading projects for young
readers, even though we can assume that young readers, left to choose the

materials by themselves, at some point turn to online texts.

As far as | can tell from the available literature in this field, and from the

informd discussions with my teacher colleagues, there have been no extensive
readingprogrammes in EFL implemented at either level of the formal education

in Slovenia, apart from the smlled English Reading Badge project, which,

however, requires elementaryhsol participants to read only 3 to 5 externally

selected graded readers in total. Consequently, | only found two studies at least

partly dealing with extensive reading: an unpublished diploma thesisps of

encouraging extensive reading in Slovene elamt ar y school s (Pav
Mudrinil 2002) , which | imited its scope t
Reading Badge project, and an unpublished
reading motivation, comparing motivation for reading for pleasure and school

reading.

As explained in the chapter on general motivation theories, since 1990s it has

become accepted that L2 motivation changes over time. However, not a lot of

qualitative studies have explorethe temporal aspect in L2 reading

motivation. Especialf two studies (Nishino 200e BurghHirabe 2011,de

Burgh-Hirabe and Feryok 2013), which have explored change in younger
teenagersd motivation for L2 extensive r e;
influences that seem to influence their reading egpees, are relevant for this

research.

Nishino (2007) (discussed in chapter 2.2.3 on the use of reading strategies while

reading extensively) researched motivational change over 2.5 years of extensive
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reading by two younger (14 years old) EFL studentslapan. The first two

books they read were tutselected and furnished with glosses. After that, the

participants were able to choose books for themselves. They started with graded

readers, later on authentic materials were available to them. Datead redate

motivation was collected from sessiructured interviews and field notes taken

during the reading sessions, and the results confirmed that L2 reading motivation

is not static but a dynamic process that changes over time. Nishino especially

stressed th importance of reading interesting books at the appropriate level of

proficiency to build confidence and the feeling of achievement. Her students

started with graded readers, but as they developed into more independent

readers, they started choosing auotlte materials over graded readers, which

further enhanced their reading motivation. They enjoyed reading Harry Potter

books the most and reportedly experiencec
reading them. After that, with no other authentic materiathtmse from, their

motivation decreased. Another factor that negatively influenced their reading

motivation was the pressure ehtrance examinations. Since they felt extensive

reading had little relevance to the skills and knowledge required to pass thei
examinations (i.e. low perceived value of extensive reading), they read less and

eventually stopped reading in English extensively. Nishino (2007, 96) identified

seven factors that may have influenced L2 reading motivation of her students: a)

the realisdion of achievement, b) the pleasure and flow of reading, c) confidence

in L2 reading, d) a tendency towards more independent reading, e) less interest

in graded readers, f) a preference for authentic texts, and g) entrance exams. She
interpreted these facor s wi t hin the framework of Day
mod el of L2 reading motivatiomtringimd i ntrin:
motivatonwas positively influenced by the fir
flow experienced dprd oO6kadser $sttemnasthei mas gl
materials 6confidence in L2 r adiy,i ngldi Imayodae
tendency towards mor e I nde p eattithden t readin
Oentrance examsoO socigelitiral éneronhenthNikhena wi t h
further suggested that other sociocultural factors may have contributed to
motivational change (e.g. English classes at school, L1 reading experience, and

support from the tutor), and that the sociocultural environment might play a

more important rolehan Day and Bamford (1998) indicate. However, the
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factors that influenced L2 reading moti v
i nterpreted through the prism of D°%°rnyei i
motivation, as well . Vvidhmesnt 66,t héc ornefail di esnactei
readingd and Ot he pleasur e thapedeived ow of r
contingent relationship between action and outcama D°r ny e and Ottt
mo d e | (1998, 58) ; 6a tendency towards m Q
associatd withsense of self determination/autonomy6a pr ef erence f or
t ext sdé coulodalitpd learnend expesedce tvohi | e 061l ess i nte
graded reader so, and 60ent r aaskccenfliog x amsd se
competing action tendeias, other distracting influences, and availability of

action alternativeg D° r ny e i and Ott- 1998, 59).

Based on a larger case study (de Btiytabe 2011) investigating perceptions

and motivation for extensive reading in Japanese as a foreign langeage, d

BurghHi r ab e and Feryokos gualitative study
motivational changes for extensive reading in Japanese as a foreign language by

using de BurglHi r abeds (2011) model of compl ex a
motivation, designed in accadhce wi t h D°rnyei and Ott-0s

L2 motivation (1998) and Day and Bamford
(1998). The authors conducted interviews and collected journal entries from 9

younger teenage students (14 to-ykarolds) from New Zealasy who

participated in a -month extensive readingrogramme The participants read

only graded readers in four levels of difficulty, they read outside of class and

participated in thgorogrammevoluntarily. Ten factors influencing their reading

motivation were identified: a) goal to improve their Japanese, b) instrumental

benefits, c) perceived progress and feeling of success, d) intrinsic values, e) ER

books, f) beliefs about L2 reading, g) autonomy, h) external demands, i)

distractions and j) sellegulaion. According to de Burghli r abe and Fer yok
model, the first two factors relate to the project preactional phase (which

concerns decisions to participate in the extensive reading project), while the

other factors relate to the project actional (whidmaerns each boeleading

experience within the project) and postactional phase (which concerns the

evaluation of the extensive reading project).
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Figure 2.7 Model of L2 ER project phases with embedded model of L2
subphases (de Burgtirabe and Feryok 2B, 77)

The major finding of the research is that L2 reading motivation is indeed
complex and dynamic; it was influenced by multiple and different factors, which
changed over time. In project preactional phase and project postactional phase,
students showka somewhat uniform approach (similar perceptions about the
potential benefits of the project as well as positive evaluations of the project),
however, motivational factors influencing project actional phase for each
participant differed (significantly)and when compared to reading amounts,
showed several patterns among the students. Other important findings concern
the importance of a wide range of choices of reading materials, the strong
influence of unsupportive sociocultural environment (i.e. becadisexams,

some students who enjoyed the materials and had positive attitudes towards L2

reading, abandoned extensive reading altogether) and the crucial role-of self

regulation.
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3. RESEARCH

The aim of this studys to research the extent and charadtesiof EFL voluntary

reading of younger Slovene teenagers, the dimensions of their EFL reading
motivation and possible sex differences well as possible transfer of L1 reading

behaviour to EFL reading behaviour. Moreover, | set ounfgement an extesive
readingprogrammeandr e sear ch t he studentsdé perceptic
changes in their motivation to read extensively in the coursleeqgfrogrammeand

factors influencing these changes. In order to achieve these aims, a mixed methods

research with complex seléport dataset was chosen.

In the first part of the research, my intention was to take a macro perspective on EFL
reading motivation and thus get an insight into the dimensions of motivation and sex
differences in reading motivan of a larger sample of young teenagers. In order to

do that, | used quantitative psychometric measurement in the form of a questionnaire,
developed froma previously verified questionnaireand distributed to the whole
population of young teenagers at $eected elementary school. However, such a
snapshot of reading motivation, made at an arbitrary point in time, cannot provide an
insight into the process and experience of EFL reading motivation (Ushioda and
D°rnyei 2011, 402) . € hesulte Jamedeby usinchthe dat a
guantitative method (questionnairextensive reading reports) were complemented

with data from the qualitative approach (multiple sstnuctured interviews with a
subsample). Because the focus is on motivation, which isdirectly observable,
(Ushioda and D°rnyei 2011, 401) and the p
reading, | relied almost entirely on seffport data that would enable the access to

the participantsd own perspectives.

The patrticipants of this sfiy are children/young people, therefore, special attention
has been given to research environment and power issues i.e. the natural power
imbalance between the researchan adult and the participaritchildren and ways

to minimize its effect on the datollection.
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3.1 Reading motivation in EFL

The first aim of this study was to get a somewhat bigger picture of reading behaviour
and reading motation in EFL for young Slovene adolesceritsis chapter includes
the outline of the quantitative researoh reading motivation in EFL, which is

followed by the presentation and interpretation of the gained results.

3.1.1 Research questions

1. How often and what kind of texts do participants read in English in their free
time?

2. Whatcompose&FL reading motivatin for the selected sample of students?

3. Which factorspr edi ct the elementary school
EFL?

4. Are there differences in reading motivation and reading behaviour (frequency of
reading and format of reading material in English) leetmvboys and girls?

5. Do L1 reading behaviour and motivation transfer to EFL reading behaviour and

motivation?

3.1.2Research setting

The studywas conducted at auburban / rural primarychool in the Primorska
region (the Littoral) Slovenia. The regiondvders with two neighbouring countries,
Croatia and lItaly, and im its southern part (Slovenian Istria) bilingual. This is the
part of Slovenia where the Italian people have been traditionally present as an
autochthonous minority, and according to thev8hian constitution, the Italian
language is in the three coastal municipalitiesoffwial, and isused in education,
legal and administrative environmen@onsequently, theupils of primary schools

in the areaarerequired to study ltalian as L2 frofrade 1.The Slovenian school
system promotes the teaching of foreign languagesrimary school pupils learn
English as the first foreign language (after the curricular reform they start in Grade 1)
and other foreign languages as elective subjects.stheol where the study was
conducted offers its pupils of Grade Grade 9 the possibility of learning French,

German, Russian or Spanish.
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At the time of the study, primary school curriculum included English as an
obligatory school subjeci first foreign language in Grade 4, however, the
municipality where the surveyed school is located financed EFL lessons from Grade
2 onwards. The curriculum was as follows:

Grades 2 and 3: ors-minute EnglisHesson aveek(35 lessons a year)

Grade 4: 2 Englistessons a week (70 lessons a ygar)

Grade 5: English lessosa week (105 lessons a year)

Grades 6 and: 4 English lessons a week (140 lessons a year)

Grades 8 and 9: 3 English lessons a week (105 lessons a year)

At the end of Grade 6 and Grade 9piisiare required to take a national assessment
test from Slovene, math and English in Grade 6, and Slovene, math and the third
subject in Grade 9. In the school year when the study was conducted, the third

subject (selected by the state) was not English.

3.1.3 Rarticipants

The quantitative part of the reseaioliolved 192 pupis, aged between 11 and.14

The sample is composed of 99 males (51.5 %) and 93 females (48.5 %); 45 (23.4 %)
pupils in Grade 6 (11 years old), 55 (28.6 %) pupils in Grade 7 (12 wéd), 54

(28.1 %) pupils in Grade 8 (13 years old) and 38 (19.8 %) pupils in the last grade,
Grade 9 (14 years old), and it represents the total school population of the selected
school of the last 4 grade$ primary schoqlpresent at the time of tligstribution of

the questionnaire.

3.1.4 Instruments

The questionnaire administered in Slovene (see Appendix A flovene and

English version), is composed of a series of clrsged questions and statements. It
begins with the initial questions regardigender and age, and 34 items, 2 of which
(frequency of EFL voluntary reading and format of reading materials in English) are
multiple choice questions with the possibility of only one or more than one answer;
the oher 32 items are scaled alongdgoint Li kert scal e. The

met hod, with the removed neutral option
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encourage the respondents to really think about each item and not take an easy option

of questionable neutrality. Therefore, the foytions to choose from werd:

strongly agree= 4,1 agree= 3,1 disagree= 2,1 strongly disagree- 1.

The questionnaire consists of itenetated to motivation and attitudes and parent and

family influences on reading in the L1, and iterakated tomotivation and attitudes

towards reading in EFL, as well as environmental influences on reading in EFL. The

i nstrument was b a sgaedtionoaire rdsaakchirdgpadese hig2 0 0 7 )
school studentsé EFL readi ng mwtdingwoht i on,
the majority of items was modifiethh better suit the age of the participants and the

aim of the present study. Namelyak aseds statements in the
to reading books, whereas this study investigated reading different $oofmiexts;

the items therefore referred to reading in English or Slovene (in general). Some items

were remwed as they seemed irrelevanthis study. The removed items referred to

the attitudes toward the L2 culture and people and buying books ind_forAhe

attitudes toward the L2 cultur®°® r ny e i (1990, 65) believes
learners do not have enough experience of the target language community to have
positive or negative attitudes towards it. Furthermore, Littlewoedu ot edeii n D°r n
1990, 65)claims that this is typical of learning a global language, like English, where

the reason for learning it is not that of getting into contact with a culturally defined

target language community, but to communicate with other people who tsve al

studied it as a foreign languggehatY a s hi ma (200 2, 57) ter med
postur ed. As for buying books: buying boc
relatively high prices of books, the result of a small market), who prefer borrowing

books from libraries(UMco 2014, 13) In the questionnaireriginal items by the
researcher were also included, namel vy, t h
efficacy beliefs for reading in EFL and items relating to reading materials (interest

and autoomy).The questionnaire was al gearoldi | ot t e
daughter, who was asked to comment on any unclear or confusing items, which were

then modified.

3.1.5Procedure and data analysis

The questionnaire was distributed to the pupils-ebruary 2014. It was distributed

and introduced bynyself aghe researchegndalso a teacher at the surveyed school,
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and in the school environment, which might raise some questionsliofity.
According t o D% r n yreport qegtibndalresare pdientjally s el f
problematic when it comes to validity, because transparent statements, a person or a

topic respondents like, prior instructions or information about the research etc. might

induce unrealistic answers. In theseaof this research, there wtee danger of
getting answers the participants might se
guestions were raisedo6 at school by a te
participantsdé usual experi einteaehgersarehe t hi s e
experts and the participanisst udent s are expected to pr o
(Shaw et al. 2011, 14). Even though | was not able to provide an alternative setting

for the data gathering procedure, | was aware of the potential danger and tried to

m ni mize the effect of the research sett.i
some additional guidelines seemed in place. It was additionally stressed that the
participation is voluntary and that the anonymity was ensured since any references to
individuals were limited to gender and age; that the goal of this study was to get the

macro view of their reading motivation in EFL and not characteristics of the

i ndi vidual respondent s; t hat there were
truthful answersvere of utmost importance for the results of the study. Moreover, it

seemed crucial that we additionally set the focus on voluntartiimeereading of

various materials in English as oppdge intensive reading within English school

lessons or reading ekisively books in English. Namely, one of the informal
conversations with my students went l i ke
English?06 fAiNever. o0 AAre you sure? Not eve
this count? They | probably read in Englisher vy day. 6 The students
to pay attention to the fact that there were items in the questionnaire that referred to

L1 reading and others that referred to EFL reading, and to consider that while
completing the questionnaire. Once | was giveredbal consent by the students, |

distributed the questionnaires and stayed with them while they completed them to

offer assistance and provide additional explanations for possible unclear sections.

To study the gathered data from the questionnaireusastatistical methods and
techniqgues were used, all performed with SPSS statistical software tool. The
individual variables were described using simple descriptive statistics. This enabled

the study of the distribution of participants according to tlesiponses as well as the
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mean values thereof. To investigate the data according to the research questions

posed, bivariate and multivariate methods were used as well. Since these usually

require the normality of data distribution, this assumption fiesd to be verified.

Therefore the values of skewness and kurtosis coefficients of the observed variables

were calculatedsee Table B.1 in Appendix B)fhe chosen values indicating the

normal distribution of the variable were as follows:

1 from [-0.8 to 0.8] br skewness coefficient and

1 from [-3.0 to 3.0] for kurtosis coefficient.

In the researchthe following bivariate and multivariate statistical methods were

used:

1 measures of association between nominal variables (Pearsaou2ie test and
Likelihood ratp test),

1 measures of association between ordinal variables (Spearman correlation
coefficient),

1 comparison of mean values between two different groupbdlOVA,
Independent samplegdst),

1 reduction of higher number of variables into a smaller number théfeator
analysis),

1 dependency models among the observed variables (Regression analysis)

To analyse the reading motivation questionnaire, factor analysis was used to search

for different dimensions of motivation. Namely, the dimensions of reading

motivation cannot be measured directly which is why all the claims on reading

motivation were aggregated into a few interpretable underlying factors (i.e.

dimensions). Since the factors are selected in such a way that they explain as much

of the variance as posh the resulting factors reflect all the characteristics of the

considered variables (Field 2009).

The reliability of factor solutiowas measuredccording to the Cronbachpah a ( U)

coefficient It is calculated based on the correlations between thables which

make up a single factor. When the differences in variability are very large, the

solution is wunreliable. The value of Cron
where:

f U > 0.8 indicates a high |l evel of reliab
T 0.6 < U atesadmoderate levelioforeliability.
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Il n soci al science studi es tehtkan 0.Gitalse of Cr
acceptabl¢ Gi frer and Bren 2010) .

3.1.6 Results

The results of the quantitative study of reading motivation are organised agcturdi

the research questions, namely the frequency of voluntary reading in English and the

format of reading materials for young teenagtrs,dimensions of their EFL reading
motivation, the f act oEFs readimgnotivationpodsiblet t he
sex differencesn reading motivation and reading behaviour (frequency of reading

and format of reading material in Englishhd possible transfer of L1 reading

behaviour and motivation to EFL reading behaviour and motivation.

RQ1: How often and what kind of texts do participants read in English in their

free time?

The initial question of this research aimed at discovering the frequency of voluntary
reading in English and the format of reading materials, selected by the respondents.

The majority ofstudies on EFL reading motivation (Mori 2002; Takase 2007) take

the number of words or books readthe duration of timas the criterion to measure

the participantsodé reading in EFL, since tI
further analysis. fiis study, however, is specific aertainways. Firstly, it does not

limit the research to reading books in English, but takes into consideration various
formatsof reading materials, which makes the estimate or even exact count of the

read words difficut secondly, reading certain formats, like web sites, can be
intertwined with other activities (e.g. L1 reading, browsing), and the estimate of time

spent reading in English is difficult to make; and finathe participants in the study

are young adolescnt s wh o, judging from the resear

their teacher, are mostly incapable of such estimates on their own.

The figure belowpresend the distribution ofrespondentsiccording to theeported

frequency of readingn English in the free time.
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Figure3.1 Frequency of reading (n=192)

Nearly 42% of participant read in English almost every day, and 29.7% report doing
that once a week. Other participants read in English less frequently: 14.6% of
respondents once a month and 8.9%espondents only during holidays. 5.2% of

participants report never reading in English.

52,6% nll ml2 w13 ml4
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almost every day Ix wesk 1x month only during holidays never

Figure 3.2 The distribution ofrespondentsccording to their age and frequency of
reading (n=192)

The figure above represerttse frequency of reading according therespondents

age In each age group the highest share of participants reports to read in English
almost eery day; 5% of 14-yearolds, 46.7% of 11-yearolds, 40% of 12-year

olds and315% of 13-yearolds Therefore, mmong the participants who mkavery

day, there is the ghest share of 1jearolds Among the ones who read in English
once per week, the share of-112-, and 14yearolds is almost the same and
fluctuates around 30%, while the share ofygarolds who read in Efigh once per
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week is lower (204%). Among the participants who read in Englisite per month,
13-yearolds standout with 27.8%. Reading in English only during holidays eabkt
likely for 14-yearolds (53%), whereas among the participants that never read in
English tre highest share is represented byy&arolds. According to the value of
Likelihood ratio statistic§see Table B.2 in Appendix BL3yearold participants
differ significantly from other participants regarding tfrequency of reading in

English, namelyhey read the least of all.

Unlike other studiegMori 2002; Takase 200n L2 reading motivation, this study
does not limit its scope to books or only printed materials in English, but takes into
account various formats of reading materials, with the @i getting a more detailed
picture of ¢dimaeareading Boaks magdzings anel eieb sites might be
more straightforward choices; however, from informal conversations with students in
the course of the past years, | have learnt that also soan& frequently read,

especially by the boysEnglish subtitles in films might seenm& most unusual

opti on, but it i's not that unusual i n

programms in foreign languages are dubbed, others are subtitlecseGoently,
Slovene viewers are used to reading subtitles.
The figure belowpreserd the percentages of answers given to the question about the

format of texts that participants read in English.

90,0

79,7
80,0
70,0
60,0
0,0 43,2
40,0
30.0 26.0 29,2
20,0 17,7
100 l 52
0,0 .
books comics  English subtitles magazines web sites | do not read in
in films English

Figure3.3 Format of texts read in English (n=192)
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Among the participants who read in English, they tricsquently read the content of
various web sites (78%) andbr Englishsubitled films (43.2%). 22% of
respondents read English magazines and 26% of pais prefer reading comics.

Only 177% of paricipants spend their free time by reading English books.

| screen reading only

m screen reading and/or
short printed materials

m diverse materials
including books

Figure 3.4: The distribution of participants according to the format of texts they read
in English (n=182)

The pie chart above presents the distribution of participants according to their profile
as readers of texts in English. Almost half of them engage only in screen reading (i.e.
reading web sites and/or English subtitles in films), one third reads materials from
screen and short printed materials (i.e. articles in magazines, comics). Offifghone

of participants read diverse materials of different formats, including longer printed
materials, i.e. books in English.
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30,0% 218%  23.7% 21 g 1%
14,8%
20,0% 11,1% 13, 3% 7,3% 9.3%
10,0% . 123 I 00%
0,0%
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83,1% §ll w12 m13 mls

I

Figure3.5: The distribution of participants according to their age and the format of
text they read in English (n=192)

57



The igure above presents the format of the reading materials in English according to
the age of the participants.aly sites are the most popusaurce of texten English

with more than 70% of participants in each age group rgmgpreadng them
Magazines,comics and books are most liked by-yehrolds (42.1%, 31.6% and
23.7%) and English subtitles in films by-$&arolds (51.1%).

RQ2: What composes EFL reading motivation for the selected sample of

students?

To determine the dimensions of EFL readingtiwadion for the selected sample of
students, factor analysisias applied to the variables measuring the level of
agreement with the statements rlatarding
course of the analysisf multicollinearity inthe datg the variables t548, t15,t17,

t18, t19, t23, t28, t30, t31 and t3&re excludedrom further analysis, since their

communalitiesverenot high enough (under 0,3).

Factor

1 2 3 4
t6 | am successful at reading tasks in English. 774
t7 1 am good ateading in English. ,744
t9 | like reading in English even if it requires additional time and effq] 685 314 ,22¢
t12 I read in English even if it is not obligatory. ,624 ,244
t10 Of all English tasks, | like reading the most. ,520 344 ,32¢
t11 Reading in English is my hobby. 436 ,20¢
t3 | often read dime. 414
t26 | read in English because | will need to do it in secondary schoo ,84(
t25 | read in English to get better grades. ,786
t27 1 read in English to get a better jolthe future. ,671
t24 | read in English to get a better result on the national assessmel ,654 ,29¢
t13 | read in English to be smarter. ,503 432
t21 My family reads a lot. ,695
t4 | often use school or public libraries. 571
t1 | like reading in Slovene. 527
t22 My parents took me to the library when | was little. 511
t20 Reading is important to broaden my horizons. ,214 ,514
t2 | prefer reading to watching TV. ,494
t14 | read in English to compete with rolassmates. ,254 ,68¢
t16 | like reading in English because my friends like it as well. ,254 ,63¢

Extraction Method: Principal Axis Factoring.
Rotation Method: Varimax with Kaiser Normalization.
a. Rotation converged in 6 iterations.

Table 3.1: Rotated factor weights

58



The variable t29 was eliminated due to similar loadings on 3 factors. Altogether 20

variables were included in the factor analysising the Varimax rotation method

(the rotated factor weights are representedhi table abee), four factorswere

extracted:

1% factor namedEFL reading self-efficacy and intrinsic motivation for EFL

reading includesthe following variables:

=4 =2 A 4 -4 -4 -2

| am successful at reading tasks in English.

| am good at reading in English.

| like reading in Englil even if it requires additional time and effort.
| read in English even if it is not obligatoifyeversed)

Of all English tasks, | like reading the most.

Reading in English is my hobby.

| often read oline.

2" factor namedExtrinsic motivation for EFL r eading includes the following

variables:

=4 =4 4 4 -

| read in English because | will need to do it in secondary school.
| read in English to get better grades.

| read in English to get a better job in the future.

I read in English to get a better result on the natiassessment test.

| read in English to be smarter.

3" factor namedFamily attitudes towards reading and intrinsic motivation for

L1 reading includes the following variables:

= =2 4 4 -4 -2

My family reads a lot.

| often use school or public libraries.

| like reading n Slovene.

My parents took me to the library when | was little.
Reading is important to broaden my horizons.

| prefer reading to watching TV.

4" factornamedEFL reading in social contextincludes the following variables:
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1 [Iread in English to compete \witny classmates.

1 Ilike reading in English because my friends like it as well.

According to the CseeTalleaBc3hinbApperalik Pitedirstv al u e s
two factors indicateaihgh | evel of r el i &)andlithdastgwo( 0. 8 0 1,
factors indicatea moderate kel ofr el i abi |l ity (0. 744, 0. 620;

The obtained 4 factors explain 43.9% of total variance. The first rotated factor
explains 12.7% of variability, the second factor 12.5%, the third factor 10.9% and
the fourth faabdr explains 7.7% of total variability (see Table B.5 in Appendix B).

RQ3:Whi ¢ h

factors

predict

t he

p&rtici pantso

First, the differences in dimensions of reading motivation according to the

participantsé®o

in the table below.

f r glighuaee mxamined. The resudsdpresegtedi n

En

Factors of reading Frequency of reading
motivation
almost every| 1xweek Ixmonth | oniy during | Never
day holidays
(N=80) (N=57) (N=28) (N=17) | (N=10)
M M M M M
(SD) (SD) (SD) (SD) (SD F
EFL reading se#
efficacy andntrinsic 2,919 2,554 2,092 2,277 o014 | 23686
motivation for EFL. | 4 4q1) (0,502) (0,507) (0,467) ’ ’
reading (0,473)
Extrinsic motivation for | 2,440 2,691 2,500 2,659 2,260 | 1,387
EFL reading
(0,795) (0,757) (0,694) (0,647) (0,732)
Family attitudes
towards reading and 2,786 2,707 2,561 2,580 » 750 1563
|ntr|n5|c_mot|vat|on for (0,516) (0.577) (0,471) (0,620) ' '
L1 reading (0,558)
EFL reading in social | 1,967 2,117 1,810 1,980 1,750
context 1,590
(0,683) (0,593) (0,517) (0,629) (0,611)

** Difference is significant at the 0.01 level

Table 3.2: The results of ANOVA for testing the differencesiading motivation

between fivegroups of pupils with regar the frequency of their reading
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The results show that the effect ofhe fr equency of partici

statistically significant only for the first factor, i.&FL reading sekefficacy and
intrinsic motivation for EFL readingAccording to Bonferroni post hoc test (see
Table B.6, Appendix B), participants who re@dEnglish almost every day more
frequently report to be highly sedffficient and intrinsically motivated as compared

to those who read once per week, once per month, or only during holidays. We can
also observe that participants who read once per vegektrhigher selefficacy and
intrinsic motivation for EFL reading as compared to those who read only once per
month, while there is no difference in sefficacy beliefs and intrinsic motivation

for EFL reading between occasional readers (who read pecanonth or only
during holidaysynd norreadersDespite the fact, that the connection between other
factors of reading motivation and the frequency of participants' reading in EFL is not
statistically significant, it must be noted that altogether ativwely high value is
given to the third factoFamily attitudes towards reading and intrinsic motivation
for L1 reading while relatively low value is attached tFL reading in social

context

Second,the relations between the dimensions of EFL readimggivation of the
selected sample of studentss analysed bygorrelation analysis. The result of the
latter includes the calculated correlation coefficients and corresponding levels of
significance forall pairs of variables included (Table 3.3)ccording to the
calculated correlations we can see thiaere exists a strong and statistically
significant correlation between the factoEs~L reading in social contexand
Extrinsic motivation for EFL readin¢r=0,481, p=0,000), meaning that participants
whosemotivation highly depends on the social context, are also highly extrinsically
motivated for EFL reading.
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Family
attitudes
EFL reading towards
self-efficacy reading and
andintrinsic Extrinsic intrinsic EFL reading
motivation for| motivation for| motivation for in social
EFL reading | EFL reading| L1 reading context
EFL reading selefficacy Correlation
o o o 1,000 -,068 247 ,018
andintrinsic motivation  Coefficient
for EFL reading Sig. (2tailed) ,349 ,001 ,810
N 191 191 191 191
Extrinsic motivation for  Correlation
] o -,068 1,000 ,110 ,A81**
EFL reading Coefficient
Sig. (2tailed) ,349 ,130 ,000
N 191 192 192 192
Family attitudes towards Correlation
. L - 247 ,110 1,000 ,074
reading andntrinsic Coefficient
motivation for L1 reading Sig. (2tailed) ,001 ,130 ,309
N 191 192 192 192
EFL reading in social Correlation
o ,018 ,A81** ,074 1,000
context Coefficient
Sig. (2tailed) ,810 ,000 ,309
N 191 192 192 192

**_Correlation is significant at the 0.01 level@iled).

Table3.3 Correlation matrix between the dimensions of EFL reading motivation

We can also observe low but still statistically significant correlation between the
factors EFL reading sekefficacy and intrinsic motivation for EFL readingnd
Family attitudes towards reading andtiinsic motivation for L1 readingr=0,247,
p=0,001), meaninghat on the whole, participants who report more positive family
attitudes towards reading and are more intrinsically motivated for L1 reading, feel
also more seléfficient and intrinsically mivated for EFL reading.

RQ4: Are there differences in reading behaviour (frequency of reading and
format of reading material in English) and reading motivation between boys

and girls?

Numerous studiedNigfield and Guthrie 1997, Millard 199P,e | j ako ¢ainrd 2 00 4,

Peljak and Pekl aj 2006) have shown sex di

62



motivation. For this reason, one of the aims of this study has been to check the
potential differences between boys and girls in the studied population in #leir E
reading behaviour and motivation. First the data on the frequency of reading and the

format of the chosen reading materials for girls and boys separate is presented.

60,0%

48,4% mMale mFemale

50,0%
40,0% 35,4%
30,3% g pa:
30,0%
20.0% 18,2%
10,8% 10,1%
| l . E"j% 4‘13%
- H BEwm

almost every day 1x week 1x morth only during holidays never

Figure 3.6 The distribution of male and female participants according to their

frequency of reading (n=192)

As seen in the figure abovéhere is more female (48%0) than male (38%)
participants who read almost every day, whereas the share of male and female
participants who read onger week is almost the same @%. for male and 29%or

female participants). The situation then turns: among male participants there is a
higher proportion of those who read once per month2f48as compared to the
108% of female particignts), only during holidays (10.1% as compared to th&o7.

of femak partcipants), and who never read (6.1% as compared to3be ef.female
participants) According to the value of Pearson &guare statistics, the difference

in frequency of reading between male and female participants is not statistically

significant(see Table B.7 in Appendix B)
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50
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20 +— girls

10 — .: m boys
0 T T

screen reading screen reading diverse
only and /or short materials,
printed materialsincluding books

Figure 3.7: The distribution of male and female participants according to their
reading profile (n=182)

The figure above presents the distribution of girls and boys, participating in this
study, according to their profilas readers of texts in English. Exactly the same
percentage (47%) of girls and boys engaged only in screen reading (i.e. reading web
sites and/or English subtitles in films). More boys (39%) than girls (27%) read
materials from screen and short printedtemials (i.e. articles in magazines, comics),
while noticeably more girls (26%) reported reading diverse materials of different
formats, including longer printed materials, i.e. books in English than boys (14%).

00,0% 5
B2.8% EMale ®Female

80,0% 76,8%
70,0%
60,0%
49,5%
50,0%
40,0% 35,4% 36,6% 37.6%
30,0% 23,7% -
16,1%

20,0% 12.1% g
10,0% . . 6.1% 4 3%

0.0% [

books®

comics® Englsh subtitlesin magazines® web stes | do notread in
films English

Figure3.8 The distribution of male ani@male participants according to the format
of text they read in English (n=192)

Both, male(76.8%) and female (78%) participants, report to frequently read the
content on the web sites. Among female participants, the second masarpop
material are mgazines (3%/%), English subtitles in films (36.6%), books (237%),
and lastly comics (16%). Among male participants, English subtitles in films are
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second most popular riemial they read in English (49%), followed by comics
(35.4%), magazines (21.2%ha books (12.%). As shown female participants read
books and magazines more often than male participants. Male, unlike female
participants, more often spend their free time by reading coiftiese is however,

no difference in the frequency of readingdlsh subtitles in films or web sites
between male and female participafstse Table B.8 in Appendix B)

In the second part of this section, the differences in dimensions of EFL reading
motivation of female and male participants are presented.

EFL reading self-efficacy and Male Female
intrinsic motivation for EFL

reading

3

2,5
7]

1,5

Extrinsic motivation for EFL

EFL reading in social context*® 1 :
reading

Family attitudes towards reading
and intrinsic motivation for L1

Figure 3.9 Dimensions of EFL reading'mbtivation according to the gender of
participants

The shape and direction of the diamond illustrate the sex differences in the influence
of individual EFL reading motivation dimensions. The difference is evidettian

case ofdimensions for which the difference between male and female participants
turns out to be statistically significant, namél¥L reading in social contexnd
Family attitudes towards reading and intrinsic motivation for L1 readseg Table

B.10 in Appendix B. For male participants EFL reading in social context has
slightly lower influence on their EFL reading motivation as compared to female
participants. On the other hanthmily attitudes towards reading and intrinsic
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motivation for L1 readingepresents less important factor of EFL reading motivation

for female participants as compared to male participants.

Correlation matrix (Table 3.4) shows correlation between the dimensions of EFL
reading motivation and frequency of reading in Englistbfiys and girls.

For male participants, there exisés strong negative correlation between the
frequency of reading in English anBFL reading seklefficacy and intrinsic
motivation for EFL reading(r=-0,484, p=0,000). The same applies to female
participants (r=0,553, p=0,000). fAis indicates thatboth, male and female
participants with higher intrinsic motivation and EFL reading sefficacy read
more frequently.

A strong and statistically significant correlation also exists between the f&dtars
reading in social contex@nd Extrinsic motivation for EFL readindor both, male
(r=0,477, p=0,000) and female participants (r=0,482, p=0,000). This shows that
participants, regardless of their gender, whose motivation highly depends on the
social contextare also highly extrinsically motivated for EFL reading.

For male participants, there also exists a moderate positive correlation b&taleen
reading seHefficacy and intrinsic motivation for EFL readiraqnd Family attitudes
towards reading and intrinsionotivation for L1 reading(r=0,283, p=0,005),
meaning that male participants, who reported more positive family attitudes towards
reading and are more intrinsically motivated for L1 reading, feel also more efficient
and intrinsically motivated for EFL rdang.

Among males, here is also a weak positive correlatibetweenFamily attitudes
towards reading and intrinsic motivation for L1 readiagd EFL reading in social
context(r=0,202, p=0,04p This indicates that male participantgho reported more
postive family attitudes towards reading and are more intrinsically motivated for L1

reading,arealsolargely motivated by the social context of EFL reading.
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EFL Family
reading attitudes
sdf- towards
efficacy reading
and and
intrinsic | Extrinsic | intrinsic
Frequency| motivation| motivation motivation
of reading| for EFL | for EFL for L1 EFL reading in socig
Gender in English| reading | reading | reading context
Male Frequency of Correlation Coefficien 1,00( -,484 -,05( -,02§ -,024
reading in Sig. (2tailed) ,000 622 786 786
English
N 99 9§ 99 99 99
EFL reading . - " i
selfefficacy ~ COMTelation Coefficien -,484 1,000 084  ,283* ,074
and intrinsic  gjg. (2tailed) ,004 424 ,004 444
motivation for
EFL reading N 9§ 9§ 9§ 98 9§
Extrinsic Correlation Coefficien -,05(0 ,087 1,00( ,114 ATT*
motivationfor  sjq. (2tailed) 622 422 263 ,004
EFL reading
N 99 9§ 99 99 99
Family attitudes . -
towards readin: Correlation Coefficien -,028 ,283** , 114 1,00( ,202%
andintrinsic  sjg. (2tailed) 784 ,004 263 ,044
motivation for
L1 reading N 99 9§ 99 99 99
Correlation Coefficien -,029 ,079 ATT* ,2024 1,00(
EFL reading in )
social context Sig. (2tailed) 784 444 ,004 ,044
N 99 9§ 99 99 99
Female Frequency of Corrdation Coefficien 1,004 -,553** ,094 -,144 -,099
reading in Sig. (2tailed) ,00( ,372 ,17( ,383
English
N 93 93 93 93 93
EFL reading . - i
seltefficacy Correlation Coefficier -,553** 1,004 -,2081 , 170 -,019
and_lntr_lnsm Sig. (2tailed) ,004 ,044 ,103 ,914
motivation for
EFLreading N 93 93 93 93 93
Extrinsic Correlation Coefficien ,094 -,2081 1,00(¢ ,174 ,482%*
motivation for - sjq. (2tailed) 379 ,049 ,097 ,004
EFL reading
N 93 93 93 93 93
Family attitudes . -
towards readin: Correlation Coefficier -,144 , 170 , 174 1,00( ,039
and_lntrl_nsm Sig. (2tailed) 170 ,109 ,094 ,707%
motivation br
L1 reading N 93 93 93 93 93
Correlation Coefficier -,092 -,017 ,482%% ,039 1,00¢
EFL reading in .
social context S|g (Z‘ta”ed) ,382 ,91( ,OOC ,707
N 93 93 93 93 93
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**_Correlation is significant at the 0.01 level-(@iled).

*, Correlation is significant at the 0.05 leveli@led).
Table 3.4 Correlation matrix between the dimensions of EFL reading motivation and

reading behaviar for male anddmale participants

For female participants, the exists a weak negative correlatibetweenEFL
reading seHefficacy and intrinsic motivation for EFL readingnd Extrinsic
motivation for EFL reading(r=-0,208, p=0,045). This indicates that female
partidpants with higher intrinsic motivation and EFL reading sefficacy do not
need that much extrinsic motivatitmengage in EFL reading.

RQ5: Does L1 reading behaviour and motivation transfer to EFL reading

behaviour and motivation?

The results that ref to this research question can be found in the previous sections,

particularly section focusing dRQ3 i.ethe influences on EFL reading motivation.

Frequency of reading
Fac_tors_ of reading almost every 1x week 1x month only during | Never
motivation day holidays
(N=80) (N=57) (N=28) (N=17) | (N=10)
M M M M M
(SD) (SD) (SD) (SD) (SD) F
EFL reading self
efficacy andntrinsic 2,919 2,554 2,092 2,277 o014 | 23 686w
motivation for EFL | 5 401 (0,502) (0,507) (0,467) ' !
reading (0,473)
Extrinsic motivation for | 2,440 2,691 2,500 2,659 2,260 | 1,387
EFL reading
(0,795) (0,757) (0,694) (0,647) (0,732)
Family attitudes
towards reading and | 2,786 2,707 2,561 2,580 2750 | 1563
mtrmsmlmotlvatlon for (0,516) (0.577) (0,471) (0,620) ' '
L1 reading (0,558)
EFL reading in social | 1,967 2,117 1,810 1,980 1,750
context 1,590
(0,683) (0,593) (0,517) (0,629) (0,611)

** Difference is significant at the 0.01 level

Table 3.5 The results of ANOVA for testing the difference in reading motivation

betweenilve groups of pups with regardo thefrequency of their reading
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The results in the table above show the difference in reading motivation for four
groups of voluntary readers in English and a group of participants who reported not
reading in English in their free time.sAexpected, nereaders expressed low EFL
reading seHefficacy and intrinsic motivation for EFL reading and low motivation for
EFL reading in social context. However, their family attitudes towards reading and
intrinsic motivation for L1 reading is almoas$ high as in frequent readers and higher
than in participants who reported reading in English once a week or less often. We
can conclude that for this group of participants intrinsic motivation for L1 reading
did not transfer to EFL.

As explained in ta section on predictors of EFL reading motivation, the results
presented in Table 3show low but still statistically significant correlation between
the factorsEFL reading sekefficacy and intrinsic motivation for EFL readirand
Family attitudes towats reading and intrinsic motivation for L1 readiig-0,247,
p=0,001). This means that generally speaking, participants who reported more
positive family attitudes towards reading and were more intrinsically motivated for
L1 reading, felt also more setfficient and intrinsially motivated for EFL reading.

3.1.7 Discussion

The results of the quantitative study of EFL reading motivation of young
teenagers are discussed in relation to the relevant literature on (L2) reading
motivation (see chapter 2) andcarding to the research questionamely the
frequency of voluntary reading in English and the format of reading materials,
the dimensions of the EFL reading motivation of young teenagers, the influence
of EFL reading motivatioron ther reading behaviay possible sex differences

in reading motivation and reading behaviand possible transfer of L1 reading
behaviour and motivation to EFL reading behaviour and motivation.
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1) The frequency of voluntary reading in BFL and the format of reading

materials

This section focuses on the findings related to the EFL reading behaviour of the
participants, and answers the first research questiow. often(frequency)and

what kind of textgformat)do participants read in English in their free time?

In some informhconversations with my pupils, prior to this study, | asked them
about the frequency of their free time reading in English and was surprised to get
a negative answer from a large number of them. It only later became clear that
we understood the questiom a slightly, but decisively, different way. While |
wanted them to tell me about voluntarily reading in English, regardless of the

format or topic of texts, they Ohear db

o
Q

in English. Once we clarified the miswrdtanding they mostly reported reading
in English (very) often. A similar sequence of events happened with other
students while they were completing the questionnaire. It is evident from their

answers that they first fraquehcedrealinggver 6 t o
in English, later, presumably after reading the next question on the possible
formats of reading materials, realized the true meaning of the question and chose
6al most every dayo6 or oO01x week6o. The ana

frequent reading in English by the selected population of pupils. More than two
thirds of students claimd to read in English frequently (almost every day or
once aweek), and a significantly loywercentaggapprox. 5 per centlaimed

not to voluntarilyread in English at all. When we analyse the frequency of
reading according to age groups, it becomddent that the frequency dropped
between Year 6 (t§earolds) to Year8 (13yearolds) and then rosagain,
making Year 8 the critical year for EReadng motivation The trend in EFL
reading seems to follow the trend in L1 reading, where the drop of reading
motivation from Year 3 to Year 7 is reported, regardlesha#t gender ( Pel | a
and Gr2al@ i73) ahe most motivated for voluntary reading in English in
the studied group were dearolds. This, however, might be specific for this
group, since, to the best of my knowledge, no other studies report a noticeable
rise in (L1 or FL) reading motivation for this age group.

70



Unlike some other studies of EFL reading motivation (Mori 2002; Takase 2007),
where the participants were included into an assigned reading class and the
analysed reading in English was limited ®ading books, the present study
focuses onth parti ci pant 8née reading innEnglishS§ince f r ee
numerousfree time activitiest h at todayos adolasecent s
reading,moved into the virtual worlOECD 2011, 133), it seemed ne@@ysto

expand the range of reading materials and consider very different formats of
reading materialsfrom printedtexts to film subtitles and wesites. Also the
Programne for International Student Assessment (PISA), in testing reading
literacy of 15yearo |l ds wor |l dwi de, concluded that

pa

fiar

the2f'cent ury needs to encompass both printe

20). PISA 2009 (OECD 2011) was therefore the first that took into account also
online reading. Its results shothat the participating students reported a high
frequency of reading online, either searching for information or engaging in
social activities QECD 2011, 133), even higher than the frequency of reading
printed material s ( Pu)kTher&sultk e thipstughjoa k et
FL reading are congruent with thaEven thoughat least one thirdf the
participants repoed reading different types of printed materials, ib®oks,
magazines and comics, the preferable choice of therityajeegardles of their

age, were various wedites in English. In the questionnaires, numerous students
noted they read fanfiction stories, lyrics of popular songs, online magazines,
instructions for video games, etthe result is not surprising, since internet
readng materials are easily accessible and cover a virtually unlimited range of
topics and genres, making it possible for the readers to find texts that suit their
needs, interests and levelBhis clearly makes dime materials in English a
preferable choicdo the limited selection of printed materials Englishin
school and public libraries in the ar@de second most popular source of texts
were subtitles in films; more than 40 % of respondents reported reading English
subtitles. In Slovenia, only childr n @regramms in foreign languages are
dubbed, others are subtitled. Consequently, Slovene viewers are used to reading
subtitles. On the other hand, the majority of film production on Slovene TV
channels or on DVDs is from the English speaking worldefioee subtitles in
English do not seem crucial for understanding and fully enjoying the films. This

choice of reading materials might be a result of EFL lessons at this school,
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where students watch videos in English with English subtitles or without them,
and are instructed to make use of the subtitles in English at home as well. At the
same time, screen reading combines reading with watching television (or
browsing through web sites), which today when reading as a free time activity
competes with screemelated activities, seems an attractive option. Printed
materials turned out to be less popular than texts on screen, with books being the

least popular reading material of all.

The dominance of screen materials as the choice of this group of particgpants
evident also in the distribution of participants according to their reading profile.
The majority of them engaged in screen reading only, while only one fifth read
diverse types of texts, including longer printed materials, i.e. books in English.
The OECD report on PISA 2000 quotes Smithos
OECD 2002,108) on patterns of reader practices of adult readetise USA

which connects reading practices to performance on the literacy scales, and
explains that the more diverse materiglople readthe higher level of
proficiency they gainAlso Day and Bamford (2002, 138jress the importance

of access to diverse reading materialhich not only encourage®ading in
general, but enables a flexible approach to reading, with leareadsng for
different reasons (to find information, to pass the time, to enjoy themselves, etc.)
and in different ways (skimming, scanning, close reading, &thg.results of

PISA 2000 are not directly comparable to these results, since before PISA 2009
electronic texts were not included in testing, however, the percentage of students
involved in reading diverse printed materials, including longer, more demanding
texts, in PISA 2000 (OECD 2002, 110) was estimated to 22 per cent, very
similar to the perceage in this study (20 per cent). This may suggest a
connection of this aspect of L1 reading behaviour to EFL reading behaviour. On
the other hand, the findings of PISA 2009 show that contrary to common
expectations and the results of this study, studehis read more frequently
online also frequently read a diverse selection of printed materials (OECD 2011,
137). However, this correlation was the highest in the English speaking
countries, which might be due to the fact that Englighedingua francaof the
internet, as well. For readers searching for materials in English outside the

English speaking world, the selection on the internet is much wider than in a
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bookshop, so these readers might turn to digital texts more often than to printed

materials.

Another interesting finding of PISA 2000 (OECD 2002, 118) is a strong link

between access to praatmaterial at home (number of books at home, access to

books of poetry and classical literature at home) and reading profiles. Students

who have access to a largnumber of books have a tendency to be more

interested in reading a broader range of mater&itwilarly, the availability of

reading materials is one of the most important variables influencing L2 reading
motivati on i n Day and LRaeading mdtigasion.( 199 8) n
Taking this into account, we can conclude that availability of reading materials

in English (with easily available online texts and less available books) strongly

influenced the choice of reading materials of the studied groujsineearch.

Another important variable affecting the frequency of reading and the choice of
reading materials is gender, which is discussed in Sex differences in reading

behaviour and reading motivation in EFL.

2) Dimensiors of EFL reading motivation

Fadcoranal ysi s of the adapted version of T ak
guestionnaire revealed different factors from those found in her research. Four
motivational factors that together account for 43.9 % of explained variance were

found: EFL reading sé-efficacy and intrinsic motivation for EFL reading,

extrinsic motivation for EFL readingfamily attitudes towards reading and

intrinsic motivation for L1 reading anBFL reading in social contexAll four

factorsfitWi gf i el d a(h9d7) tkeoytofireading Mativatio.

The first dimension, explaining the highest proportion of variancesHk
reading seltefficacy and intrinsic motivation for EFL reading. It includes
factors that are the most often cited dimensions in reading motivation (Gambrell
et al. 1996), namely sedffficacy and intrinsic motivation. The salfficacy
factor includes items that describe sefificacy beliefs about reading in EFL (16,

t7) and willingness to invesime and effort into EFL reading (t9). The intrinsic
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motivation factor includes items describing involvement in EFL reading (t10,

t11, t12) and fondness for online materials (t3). Even though the last item does

not specify the language of reading materials, the participants seemed to relate

online reading with textand reading in English. Despite the fact that these two

items are usually found separate, it is not surprising that they emerged in the

same dimension, aey are closely connected. Wigfield and Guthrie (1997)
explain that t he i endeiandisaétficatybaiefspaveali t i ve c o1
the fulfilled need for competence (in SDT terms) and facilitate his/her intrinsic
motivati on. Al so in Takaseods (2007) study
intrinsic motivation for L2 readingThe factor relatedo seltefficacy did not

emerge, since items related to competence anaiieglicy beliefs in EFL were

included by the researcher in the adapted version of the questionnaire only.

The second factoextrinsic motivation for EFL reading includesitems that

relate to interest in EFL reading because it brings external rewards, i.e. public
acknowledgment and grades (t24, t25, t26, t27) and an item related to
intelligence (t13), which can also be perceived as something generally
recognised as positive and dable, thus bringing recognition. Even though
secondary education and employment possibilities (126, t27) seem as ideas quite
distant to an elementary school pupil, they loaded together with items describing
factors more closely related to elementary scloooitext, namely grades (t25)

and the national assessment test (t24). In research by Takase (2007), one of the
factors that emerged was namedtranceexam related extrinsic motivatipn

since it contained items directly related to university entrance esdion and
successn university entrance examination. It therefore seems that the difference
in extracted factors in the two studies occurred due to the difference in the age of
the participants. In case the questionnaire was further adapted for an even
younger group of participants, extrinsic motivation as a distinct factor might not
emerge at all, since researchers (Pel|ljak

elementary school pupils are the more influential extrinsic motivation is.

The third dinension family attitudes towards reading and intrinsic
motivation for L1 readingr el at es t o reading in the part
It includes two factors that Takase (2007) found to be separate, nfamely

attitudes towards readingndintrinsic mdivation for L1 reading The items that
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loaded on family attitudes towards reading describe family engagement in
reading (t21) and parentso I nfl uenc
childhood (t22), while the other six items (t1, t2, t4, t20) retatentrinsic
motivation for L1 reading. It is interesting that there are two items related to
library visits in this factor (t22 and t4), which suggests a connection already
established by several researchers
connedbn between library visits of young teenagers or even adults and their
early childhood experiences with libraries, influenced by their parents. Overall,
it is not surprising that the two factors loaded together, since numerous studies
(e. g. OECH1 k2 0elt2 ,a.Pe2Qg06, 34, Pel j ak

e on

(checl

and

G

l ink between family attitudes and engagel

intrinsic motivation for reading.

The last dimension, explaining the lowest proportion of variancezHk
reading in social context It includes two items describing the influence of
peers (tl14, t16). This di mension was
reason for this might be the same as for a different factor solution related to
extrinsic motivation for EFL readg) namely the age of the participants. Since
Takasebs respondents were secondary

influence of peers on onebds reading

3) Predictors of EFL reading motivation

The third researchquestion concerned the identification of predictors of
motivation for the participants to read materials in English. Only one statistically
significant predictor was identified, namelyFL reading seklefficacy and
intrinsic motivation for EFL readingExtrinsic motivation for EFL reading
Family attitudes towards reading and intrinsic motivation for L1 readang

EFL reading in social contextlid not emerge as statistically significant
predictors for the whole group of participants. The participants ned more
frequently felt more competent and were more intrinsically motivated for
reading in English than their peers that read less often. At the same time they did
not seem to be motivated by grades and public acknowledgement, i.e. external

awards to tB same extent, which is not surprising, since it had been explicitly
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explained to them prior to the completion of the questionnaire that the focus was

on voluntary, free time reading, which they obviously did not link to sehool

related tasks. Despite thact that intrinsic motivation for L1 reading did not

emerge as a statistically significant factor of influence on EFL reading

motivation, the results show that all groups of readers (frequent and occasional)

and nonreaders alike expressed a relativelyhhigtrinsic motivation for L1

reading, showing that intrinsic motivation is the most powerful factor for

motivating the students in their L1 as well. The results of the analysis are thus

consistent with findings of Wigfield and Guthrie (1997) and Baker\&rgfield

(1999), who reported in their studies that intrinsic motivation more strongly

predicted the amount of reading than extrinsic motivation. Even though
researchers (Peljak and Kogir 2004, Pel j a
years of elementg school extrinsic motivation becomes a stronger influence on

reading and general learning motivation than intrinsic motivation (and Wigfield

and Guthrie (1997) performed their studies on younger elementary school pupils

i the third and fifthgraders), ta r esul t s of this and Takas
which also reported on the statistically significant influence of intrinsic

motivation for EFL reading, imply that in FL voluntary reading Wigfield and

Guthriebs (1997) findingdersasaall. be gener al i z

The analysis of data showed also lower-séfitacy and intrinsic motivation for

EFL reading, but higher extrinsic motivation for EFL reading for the group of

occasional readers (who read once a month or only during holidays) and non

reades. These results correspond to thos&afj i t a and Norods (20009
Japanese EFL learngparticipating in an extensive readipgogramme which

showed the connection between the | earner
motivation; better readers ddwped their intrinsic motivation, while poorer

readers developedlassrelated extrinsic motivation Moreover, correlation

analysis showed that reading motivation of participants who reported higher

extrinsic motivation for EFL readinigighly depends on ¢hsocial context, more

precisely peer influence. For extrinsically motivated readers in English the

source of their motivation were not only grades but also social confirmation and

competition with their peers. However, altogether, the participants attache
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relatively low value to the social context in EFL reading, suggesting they
perceive reading as a more individualized than social activity.

Despite the fact that intrinsic motivation for L1 did not emerge as statistically

significant predictor for EFLeadi ng moti vation (as it did
study), the analysis revealectarrelation between the factdefL reading sel

efficacy and intrinsic motivation for EFL readiragnd Family attitudes towards

reading and intrinsic motivation for L1 readinghis issue is further discussed

in the last section on the transfer of L1 reading behaviour and motivation to FL

reading behaviour and motivation.

4) Sex differences in reading behaviour and reading motivation in EFL

Gender is undoubtedly one of the mostportantvariables in (L2) reading
engagement and motivatiohhis section focuses on sex differences and answers
the fourth research questioire there differences in reading behaviour
(frequency of reading and format of reading material in English)raading

motivation between boys and girls?

Numerous studies in different countries have shown that girls read more than

boys; on average, they not only spend more time reading, they also tend to read

more diverse types of materials than boys (OECD 2002,AL k| ek Levpugl ek
et at. 201262). Among otherdylcKennaand his associat¢$995 934 in their

study of American el ement ar gams tolhe ol child
conclusion that girls haveore favourable attitudes than boys recreational

and academic reading whi |l e Pel jak and her associ at
positive attitude towards reading significantly decreases during elementary

school years, however, the trend is more noticeable in boys than girls. This study

did not measure thermeount of reading in terms of time spent reading or the

number of pages read, but its results on the frequency of reading show that there

were more girls than boys among frequent readers (those who read almost every

day or once a week) of materials in Esfli while boys dominated among

occasional readers (those who read once a month or during holidays) and non

readers. The differences, however, are not statistically significant.

77



As regards the format of reading texts in English, noticeably more girls edport

reading diverse reading materials (i.e. on screen, short printed materials and

books) than boys, however, among the least diversified readers there is the same
percentage of boys and girls. Statistically significant differences were found in

the readingof magazines, comics and books, with significantly more girls

reading magazines and books and more boys reading comics. These findings

mirror those of PISA 2000 (OECD 2002, 117) which show a very similar

distribution of diverse readers according to gerfd@rper cent of female readers

versus 16 per cent of male#) their study, girlsdentified themselveas readers

of newspapers, magazines, books (especially fiction), but mecspand boys

as readers of newspapers, magazines and comics. As they tepaeaders

more attracted by fiction agirls, and this trend wasbserved in every country

participating in PISA2000. Moreover, PISA nine years later confirmed that girls

read fiction and magazines more than boys, while boys are more likely to read
newspapers and comic book® ( k| ek Levpugb®Kheesdme at . 2017z
findings, namely that girls read significantly more literature than boys, were

reported also by an international research of reading literacy -gedsblds

PI'RLS 2001 Z066¢ed5), mmdvingahat the differences occur before

teenage years. Experts have widely debated on possible reasons for these

di fferences and suggested solutions to im
of the most frequently mentioned causes are to stegeee stereotyped reading

materials that are used at school. Instead of topics often included in school
curriculum, boys prefer reading web sites, journals on sport, electronics and
computer games, and comics (Bl aiar and San
2006; Millard 1997, OECD 2002). Thus, school environments that epable

access to large amont s of varied reading materi al
autonomy in choosing reading materials are of utmost importance especially for

them. The fact thahefindings of this study of EFL reading agree with those of

L1 reading(which PISA and PIRLS are), suggests that certain aspects of reading

behaviour in the L1, specifically attitude towards reading and preference for

specific format of reading materials,gome extent transfer to reading behaviour

in the FL. This topic is further discussed in Transfer of L1 reading motivation

and behaviour to EFL reading motivation and behaviour.
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Further analysis of the questionnaires revealed some similarities as well as
differences between boys and girls in dimensions and predictors of EFL reading
motivation. Participants, regardless of their gender, who read a lot in English,

were largely motivated by their sadfficacy beliefs and intrinsic motivation for

reading in Enlysh. For extrinsically motivated readers, the results suggest that

their motivation comes more from social recognition from their peers than

grades or job possibilitie€FL reading in social contextHowever, ér male
respondent€EFL reading in social antext i.e. the influence of peers had

weaker effecton their EFL reading motivation as compared to female
participantsVar i ous studies (Wigfield and Guthri
show that social reasons for reading are valued especially by Tdy. are

more motivated to read if they know they will be able to discuss what they have
read with their cl assmates or friends.
motivation is more influenced by peer competition (Wigfield and Guthrie 1997).

Since motivatinal dimensiorEFL reading in social contexs composed of one

item related to sharing the reading experience with peers and one item related to

peer competition, the results suggest that the influence of social reasons for
reading in EFL were stronger th@eer competition. The results also show that

girls with higher seHefficacy and intrinsic motivation needed less extrinsic

motivators to engage in EFL reading than their male peers.

The statistical analysis of the data showed another difference betvaterand
female participants, namely a stronger influencefamhily attitudes towards
reading and intrinsic motivation for L1 reading EFL reading motivation for
male participants as compared tlzeir famale schoolmatesThis is further
discussed in thaext section on the transfer of L1 reading motivation to EFL

reading motivation.
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5) Transfer of L1 reading behaviour and motivation to EFL reading

behaviour and motivation

The last section in this discussion attempts to answer the fifth research question
namely: DolL1 reading behaviour and motivation transfer to EFL reading

behaviour and motivation?

As regards reading behaviour, namely the frequency of reading and the choice of
reading material, it is very difficult to make any clear comparisons, siree

data on these aspects of L1 reading for the studied group was not obtained, while
PISA 2009 (OECD 2011) was designed in a different way and conducted with
slightly older participants (tgearolds), which makes a direct comparison for a
number of isges not possible. However, on the basis of the results for EFL
reading and the reported results concerning L1 reading in Slovenia from various
studies (Peljak et al. 2006, Peljak and
Levpugl ek ,wetcanach certaid 6xle@ fompare reading behaviour of
Slovene elementary school children in their mother tongue and EFL. We can say
that in L1 reading and EFL reading, digital reading occurs more frequently than
reading of printed materials. Since digital readimgludes not only text
processing, but also navigation in a digital environment, we can assume that the
participants acquired the set of digital reading skills in their mother tongue first
and then used them in FL digital reading. However, since the tyagdriexts

online are in English, the switch from digital reading of materials in Slovene to
that in English possibly happened quite early, making the experience with L1
digital reading less influential for EFL digital reading than in the case of printed
materials. With regard to printed materials, the findings about sex differences in
the frequency of reading, the choice of reading materials and consequently in the
reading profiles (discussed in the previous section) suggest that reading habits
which theparticipants developed in their mother tongue influenced and shaped

also reading in EFL.

The analysis of the motivational dimensions, their influence on the frequency of
reading in EFL and correlations showed two interesting results-ré&aers in
EFL reported on positive family attitudes towards reading and expressed
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intrinsic motivation for reading in their mother tongue. This clearly shows that
their intrinsic motivation was limited to L1 reading and their positive
experiences with L1 reading in eachildhood and early teens did not transfer

to EFL reading. On the other hand, weak, statistically significant correlation
between the factor&FL reading sekefficacy and intrinsic motivation for EFL
reading and Family attitudes towards reading andtrinsic motivation for L1
readingshow that on the whole, participants who reported more positive family
attitudes towards reading and were more intrinsically motivated for L1 reading,
felt also more seléfficient and intrinsically motivated for EFL réiag. Further
analysis of results, separate for female and male participants, show that this only
applies to boys. Thus, while the transfer of L1 reading motivation to EFL
reading motivation for girls was not identified, the results show positive
relationdip between L1 reading motivation and EFL reading motivation for
boys. This might suggest that early childhood experiences with reading and
positive attitudes towards reading that a child develops through the influence of
significant others i.e. parentshigh numerous researchers (e.g. McKenna et al.
1995, Peljak et al. 2006) see as the cruci
in reading, are more influential for the development of L2/FL reading motivation
for boys than they are for girls. Howevéw, understand the matter better, some
follow up interviews with nofreaders and male readers of English materials
shoul d be conducted. [ n her research of
motivation for extensive EFL reading, Takase (200¥¥0 studied the
relationship between L1 reading and L2 reading, but did not identify a transfer
from L1 reading to L2 reading. Yamashita (2004), on the other hand, conducted
a study of reading attitudes and EFL extensive reading of Japanese university
students, and identéd the transfer of the affective domain of reading (attitudes)
from L1 to EFL. She, however, did not compare the results of male and female

students.
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3.2 Extensive readingprogramme and the changes to reading motivation in
EFL

To get an insight it the temporal aspect of reading motivatiaa,well aghe
changesand causes of these changes (one of the aims of this research), the
readers have to be monitored for a longer period of time. An extensive reading
programmeprovided the context for the glitative research of motivation in
EFL.

3.2.1 Extensive readingprogramme

This chapterpresents the framework and implementation of the extensive

readingprogrammeand its library.

3.2.1.1Framework of the programme

The pilot extensive readingrogrammefor senior elementary school pupils was
implemented agn extracurricular activity at the chosen elementary school.
Day and Bamford (1998, 41) propose four ways of including extensive reading
in a second language curriculum, namely as a separate;adtengtourse, as a

part of an existing reading course or a {ooedit addition to it, or as an
extracurricular activity. In Slovenia, the national curriculum is implemented and
controlled by the Ministry of Education and changed very rarely on the national
levd. Therefore, to set up an independent extensive reading course in EFL as a
part of the school curriculum (with assigned credits, etc.) was not an option.
With only three 45minute EFL lessons per week and a spatscribed syllabus

we also do not orgaresindependent reading courses, which could partly be
devoted to a (nowredit) extensive reading course. As a result, | decided that the
pilot readingprogrammewill take the form of an extracurricular activity, not
connected to any courses in the curtion) even though some initial activities of

the programmedid take place within EFL lessoriBhe reading itself was to take
place in the participantsdéd free ti me, whi

students would serve also as counselling sessioriagghe teacher and each
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student an opportunity to talk about reading experiences and to address possible
problems.

The programmewas designed in accordance with the 9 principles of extensive
reading, proposed by Day and Bamford (1998). Due to rarertyoyites for the
teacher to act as a role model of a reader (not being seen to read, but only heard
to discuss reading), this principle of extensive reading was not followed in full.
Thus, reading within thgorogrammewould classify as modified extensive
reading on the extensive reading continuum from pure ER to fringe ER (Day
2015, 296).

The desired and planned outcomes of phegrammewere formulated as the
programme goals

1 The students will develop a positive attitude toward reading in EFL.

1 They will be motivated to read in EFL.

1 Their confidence in their EFL reading will increase.

1 Their word recognition ability in EFL will improve.

1 They will be able to readiEFL fluently without using dictionary.

1 They will learn how to select appropriate readindemals for their interests

and language ability.

As with any other activity that follows a packed timetable, the results and
accomplishments of everybody involved depend entirely on their interests and
motivation. Therefore, the extent to which the setlgovould be met depended

not only on the duration of thgrogramme but even more so on its intensity

the amount of reading that would take place.

3.2.1.2The extensive reading library

For the purpose of EPI Reading Badge compefitifor which studets read
externally selected graded readers and take a test in reading comprehension and

vocabulary exercises), the school has compiled a selection of nearly 400 titles of

“EPI Reading Badge, the most widely adopted reading competition in second and foreign Rirguage
Sl ovenia, is organised yearly by Golski epicentre,
representative of the worldbés | eading publishers.
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graded readers in English (published
Originals, titles of Express Publishing, Oxford Progressive English Readers,
Easy Readers by LaSpiga Languages, Green Apple selection by Black Cat
Publishing). Additionally, the school library is stocked with numerous volumes
of magazines for EFL students (ELI andaiM Glasgow Magazines), and with
encyclopaedias in English. The materials were scattered in different classrooms
and various sections of the library, some were kept in storage. Therefore, the
first task in organising the extensive reading library wasstotiie materials in

the master inventory of the school library, and to shelve and display them in a
separate section, so that students would easily find them. Being a part of the

main school library, the security and checkout system became the respgnsibili

of the librarians.

Figure 3.10: Graded readers in colwoded Figure 3.11: Graded readers a
levels, the English section at the school libr: magazines in English, the Engli
(Photo: Anja Pirih) section at the school libraryPhoto:
Anja Pirih)
Apart from the reference books, all other material in English is language learner
literature (Day and Bamford 1998, 53), written for the audience of ESL/EFL
learners. This is why the books have been assigned a difficulty level, based on
the numler of words, the range of vocabulary, the structural and lexical

complexity etc., already by the publishers, who, however, use different grading
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systems. For the purpose of this extensive reagiraggramme Pear sonos
Penguin Readers systtrwas chosen as model and all other books were

levelled according to it. The books were thus organised into 3 levels, intended

for very young EFL learners, operating on the word level with numerous
illustrations, and based on children stories, and 7 levels suitablelder o

leamers (97 15 yearolds). The dtter (more specifically, 300 titles of graded

readers) were intended for the participants of the extensive reading project. The
books were colecoded by levels (a sticker of the corresponding colour was
attached tdhe coveras seen in Figure 3.180 that students could easily select
materials that matched their linguistic abilities.

Level Number of Language level (according
tittes (Number to CEFR) and Penguin
of copies) Readers levels

1 (green) 73(229) Al Easystarts (by Paerson)

2 (blue) 34 (67) Al i Beginner (only present

tenses)

3 (orange) 50 (102) Al T Beginner (present and

past tense8)

4 (red) 84 (265) A2 Elementary

5 (pink) 33 (84) A2 Preintermediate

6 (purple) 20 (25) B1li Intermediate

7 - B21 Upperintermediate
8 (gray) 5(7) C1i Advanced

Table 3.6. The extensive reading library system of levels and the number of

titles / copies available

® For the criteria check the Penguin Readers'official web site.
®Beginner level (accordingtoRes ondés cl assi fication) reseaschedi vi ded
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For the purpose of the extensive reading project, it would be more effective to
have a classroombliary, where students would have immediate access to the
materials. Thus, the teacher would get a valuable insight into the process of
selection, as well as the interaction between the readers, their suggestions and
recommendations. However, for organisatil purposes both classes and
teachers at this school change rooms constantly, therefore the access to books

and other materials in a classroom library would eventually become a problem.

In addition to the library material, the students were offeredlection of my

own books, written for native readers of English, which seemed appropriate for

this age group and their linguistic level. | organised my own checkout system,

and constantly moved my #dLetdés read

classroom.

An important addition to the library of thgrogramme when comparing it to
other extensive readingrogramms for readers ofhis age group, are authentic
online materials in English. As the results of the questionnaire showed, the
surveyed studentsf ahis school regularly read bme materials in English. In
informal conversations with the pupils about their reading habits in Slovene and
other languages, | have further learned they have very versatile interests and read
about very different topics. Thefore, it became clear that the English section at
the school library, predominantly comprised of books of fiction (graded readers)
and magazines for teenagers, would not be able to catéhdaery diverse
tastes of the participants in the extensivadieg programme Keeping in mind

the key characteristics of extensive reading, especially the availability of varied
reading material on a wide range of topics and of different genres (not only
fiction!), as well as the autonomy of readers when choosimeg réading
materials (Day and Bamford 2002), it seemed essential that the stbdgivsn

the @tion of selecting the texts lme as well.

3.2.1.3 Implementation ofthe programme

Even in cases whean extensive readingprogrammeis integrated into the
second/foreign language curriculum or implemented as an independent course,

and a certain amount of school time is provided for it, the majority of reading (to
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achieve the quantity that is one of the key characteristics of extensive reading) is

done at hme , I n oneds free ti me. As Day and Be
ofcl ass reading is a cruci al component in
even more true for extensive readipgbgrammse that have the status of an

extracurricular activity withvery little or no time planned for the actual reading

and very few teachestudent(s) contact hours. Despite numerous advantages of

such an arrangement (e.g. learner autonomy), thetieeidanger of students

becoming insecure and feeling left to their odevices.Oxford and Shearing

emphasize that many students do not have an initial belief in theefSetfcy

(1994, 21).tist he teacherds responsibility to he
competence through meaningful and achievable taBk3¥ { ny e i. It i 9 9 4)

therefore crucial that the participants become well acquainted with various
aspects of therogramme si nce only Astudents who unde
reading is can be given more freedomo ( Day
reasons why studentmight find an extensive reading approach difficult to

internalise, Day and Bamford (1998, 118) mention prior experience of learning

L2 reading, culturally derived attitudes toward reading, #mel traditional
perception of t e a c lAsa HIi6 and NMcRaes(1981d@&® nt s6 r ol
stress the necessity for students of ext e
teacheroriented intensive reading to individual extensive reading. They propose

preparation in three areas:

1 psychological preparationthat would make students reconsider their
approaches to reading and build their confidence for independent reading,

1 methodological preparatiothat would enable students to develop skills and
strategies needed for effective L2 reading (e.g. previewing, predictiegsiog
unknown words),

1 practice in seHkdirectionthat would guide the students towards autonomy in

deciding what, where and how to read and how teeselffa | uat e onedés progr

With these guidelines in mind, the introduction of the extensive reading
appoach was carefully planned and fhgrammewas implemented in several

stages.
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One of t he mo st i mportant aspects of e X
autonomous status when choosing their reading material. Throughout their

schooling, students are not aftgiven the independence and responsibility for

their own learning. If they are used to working with teacdedected texts and

reading comprehension activities in course books, freedom to select their own

reading material, as well as freedom to stop readi are fairly new concepts

that not all students feel comfortable with. To prevent their students from getting

frustrated due to difficulties in finding appropriate materials, teachers (of

extensive reading as well) often preselect suitable matefidis, however,
restricts the readerodos freedom of <choice,
(Takase 2007, Ni shino 2007, Judge 2011,
responsibility is not to preselect materials, but to guide their students towards
autonomy inc hoosing their reading mat-eri al s.
directiono (1091 6)that waulddhelpvstudeats of this extensive
readingprogrammeto develop their individual system of text selection seemed

crucial.

The month prior to thectual starbf the extensive readingrogramme(April

2014) the newly arrangefinglish section of the school librarywas introduced

to the students of'6i 9" grade (12 to 14yearolds). We took a closer look at a

randomly chosen book, its title, théuib, the amount of text and illustrations

etc., and talked about the studentso6é wusu
reading materials. Special attention was also given to the system that was used to

classify the materials in the English section ileeels and the colowodes that

mark these levels. After this introduction, students were instructed to select and

borrow 3 books at different levels of difficulty that they found interesting, and to

bring them to the next English lesson.

For the next 3weeks, the English lessons started with anfiBute
uninterrupted sustained silent reading(USSR) activity. First, the extensive
reading approach and its key characteristics were explained and discussed, then
the students were instructed to read the gradaders they borrowed from the
library. For the students who failed to bring their own books, some graded
readers of different levels were made available by the teatheractivity did

not include any reading comprehension tests or book reports. fhefahe

88



activity was to give the students a recreational reading experience in English,

where reading is its own reward. In the majority of EFL lessons, they had only

been asked to read texts in English for the purpose of doing language exercises

(i.e. intensive reading), so it was crucial to change their perception of what

reading in English means. The new reading activity that they were asked to do,

not having the format of a typical school assignment, was well accepted and

eagerly anticipated every sasiaay with English on the timetable, even though

the selection of reading materials was limited to graded readers from the school

library. Furthermore, with the USSR activity | was given the opportunity to

observe individual students reading and to regdetf, or to be seen as a reader.

An extensive reading instructor is not a traditional teacher who passes on
knowledge, but someone who guides his/her students and joins them as a
member of a reading community. He/ she 1is
tteacher who does not read can hardly 1inspg
McGregor 1970, 69)

However, with the USSR activity the stude
extensive readingo6, t htheylevaddfdifocultythear nt how -
allowed fluent reading without the use of a dictionary. They were instructed to

read a few pages of every book they had borrowed from the school library and to

make lists of words they did not understand. Day and Bamford (1998, 93)

suggest less than foor five unknown words per page, and less than two for

beginners (2002, 138). For the purpose of this extensive readiggamme

which includes readers of different reading abilities, it was decided that the

number of unknown words per page should not edctiaree to four. If the

students counted more words they did not understand on a page, they were to

change the book for one at a lower level. Once they found a book they were
comfortable with, they could continue reading it. The students were reminded

tha comfort in reading is connected not only to the level of difficulty, but
interests as wel |l . It was once again stre
fluency, which is one of the main goals of extensive reading (as well as this

programmég one shold rather read more material that is easier than less

material that is harder, and that enjoying oneself while reading is better than
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being bored. At this point, students were also allowed to bring books and other
reading materials (comics, articles, peiditweb sites etc.) of their choice.

A guestion that was raised in connection to the issue of unknown words was, of
course,the use of a dictionary To some students, it seemed impossible that
they would be able to read in English without one. Following Ray
Bamfordds suggestion (1998, 122), I asked
when they read in Slovene, their mother tongue. Do they check unfamiliar words
in a dictionary or do they guess their meaning, maybe even ignore them? The
majority explaired they would ignore such words or try to guess their meaning,

if the words, however, seemed important for the general understanding or were
used frequently, they would ask their parents or older siblings for help. None of
them reported on using a SloveBlwvene dictionary. | then tried to draw a
parallel between reading for pleasure or to get information in their mother
tongue and reading in EFL, reminding them that the direct aim of extensive
reading is not to learn English vocabulary, but to practiading in English. |
further explained that to be able to read fluently, they must break the habit of
looking up every unknown word, and instead use the techniques of fluent
reading (e.g. using the context to guess the (approximate) meaning, ignoring the
unknown words). They should focus on the story (the content) and not the
language (the form). Finally, | mentioned a study by Luppescu and Day (1993)
that focused on the use of dictionaries by EFL students in Japan, and found that
a group of students usingctionaries took almost twice as long to read a short
story than a group that did not use dictionaries. For these reasons, the use of
dictionaries in this extensive readipgogrammewas banned. This decision
might seem a bit extreme, however, it is alse of the most successful ways to
clarify the difference between intensive and extensive reading, and to help the
students build their confidence as readers. The students, however, were allowed
to ask other people for help (in the case of the USSR actingtyeacher or their

classmates), and thus imitate reading for pleasure in their mother tongue.

This first part of the USSR activity, when the students read only graded readers,
had another aim, namely to measure the approximate speed of readdent$s
were instructed to report on the (approximate) time they needed to finish a book

that was well within their comfort zone. This information was important in
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setting the reading target for the participants in the extensive reading
programme Since péicipants with lower reading abilities and lower levels of
proficiency in EFL chose shorter, easier books on Level43 while their
classmates who were more fluent and faster readers in EFL chose longer texts on
Level 6, all students needed approximatile - six sessions of 15 minutes
(approx. an hour and a half) to finish a graded reader of their choice. Therefore,
the expected (not required, since ffiegrammewas implemented as an activity
outside the school curriculum) reading target was sebabk a week (provided

that the book was a graded reader), a target Day and Bamford (1998, 85)
described as ifa good point of departureo
programmewas designed in accordance with the results of the questionnaire on
EFL readhg motivation, especially the part on the types of reading materials that
the participants reported reading in English. The results showhghanhajority

of reported reading in English takes place on the intersteidents read
fanfiction stories, lyricsof popular songs, online magazines, instructions for
video games, etcAlmost half of theparticipantsrepored readng printed
materials (books, magazines, comics), and two fifths of them ethionread
English subtitles in filmsBased on these findingshe selection of reading
materials in English offered to the students in the extensive repdiggamme

went beyond graded readers or any other type of language learner literature, and
included literally all types of reading materials one might choaseead.
Therefore, the reading target had to be set for very different texts. Since the
length of some types of writing (e.g. subtitles, instructions for video games,
online articles) might be difficult to measure or estimate by the young readers, it
seemd reasonable to express the reading target in terms of time. The USSR
activity showed that students needed roughly an hour and a half to read a graded
reader of their choice, therefore, this was also the amount of time that the
students were expected toegp reading materials in English every week for the

duration of thgorogramme

After three weeks of the USSR activity, the students were instructed to fill in a
simple extensive reading report(in Slovene)for every text they had readtt.
included the ti# of the text, its estimated length / time of reading, and the topic,

and 2 multiple choice questions (regarding the format of the reading material
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and the readero6s opinion of the reading m:
a way of evaluating the pacipants of theprogrammein terms of the reading

targets, and of gathering information on their extensive reading habits. Once the

reports were prepared, | conductedlividual interviews with the students,

asking them about the materials they had rélaely reading habits, and their

feedback on the USSR activity.

Going through the introduction of all the stages ofglegrammestudents had

a clearer understanding of what imegrammevas going to be like and whether

it would fit into their free tine. It was then that | inquired about their willingness

to participate further. Since this was a pibgramme based on individual
meetings with the participants outside regular teaching hours, | decided to keep
it small and limited the number of parpeints to 15. After hadformed a group

of readers and had a discussion with them about their (reading) habits and

expectations, | was able to finalize fioemat of theprogramme

Since researchers of reading motivation (Wigfield and Guthrie 1®@7| j ak and

Gr adi g astress2tie linZpdrtance of social setting and reading as a social
activity, I initially planned to organise
reading nighto f orprogrameme Tpheaaint of the pveamit s o f t
would beto form a reading community at school, encourage the readers to

exchange information, experiences, give the teacher an opportunity to be seen as

a reader, etc. However, individual interviews with my students | learnt that the

majority of them perceiveeading as a highly individualized activity; only some

expressed a wish to discuss their reading with their peers or adults (including
parents and teachers). For this reason |

reading nighd .

The EFL extensive readingrogrammestarted at the end of May 2014 and

finished at the end of January 2015. In the course ofptiogramme 4

interviews were conducted with the participants (in May 2014, September 2014,

November 2014 and January 2015), while the very last interdeavdluate the

programmewas conducted after the extensive readimggrammeitself. The

timeline of theprogrammee nabl ed us to get an insight ir

extensive reading during summer holidays, the first school semester and a

92



relativelybusy end of the first semester in January. The second semester starts in
February and finishes in June, however, it is even busier than the first half of the
school year, with a lot of exams and national assessment tests in the beginning of
May. For this eason, it was decided that thbeogrammefinishes before the

second semester.

3.2.2 Changes to reading motivation in EFL

The majority of the studies exploring extensive reading (for review check
Chapter 2.2.4) have focused on the measurable impacterfséxe reading, for
example researching a specific linguistic benefit of extensive reatlireggaim

of this research, however, is to take a micro perspective on the temporal aspect
of motivation for EFL extensive reading, and contextual factors thaeimdh it,

as wel |l as the participants6é perceptions ¢
qualitative approach was chosen, more precisely, a case study. According to
Creswell (2007, 73), a researcher conducting a case study explores a single or
multiple bounded systems (cases) over time, bases his/her research on multiple
sources of information and presents the results in a form of a case description.
This study as well explores a bounded system (i.e. a group of EFL learners in a
Slovene primary schoagparticipating in an extensive readipgogrammein
English) over time (9 months), uses multiple sources of information (i.e.
interviews, extensive reading reports, questionnaires and observations) and

presents the results as a case.

3.2.2.1 Research quésns

1. Wh a 't ar e t he student so perceptions (o
participating in the extensive readipgpgramm@

2. Did their motivation to read extensively in EFL change in the course of the

extensive readingrogramm@
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3. What were the facts influencing the possible changes in their EFL reading

motivation?

3.2.2.2 Research setting

The research settinfgr the qualitative part of the research was the same as for
the quantitative part (see Chapter 3)lasthe case study was conductedhsd t
same school. The researcher is also the English teacher of the students
participating in the case study. Even though there are three other English
teachers working at this school, only the
participate, due to the d¢a that the initial activities of th@rogrammewere
implemented into the regular lessons, as explained in the previous chapter on
extensive readinggrogramme Shaw and her associates (2011, 14) stress the
effect that the data collection environment maywehan the responses of
children and young people participating in a research. Therefore, the interviews
were not conducted in a classroom, since the classroom setting seemed too
formal and thus potentially inhibiting, but in a quiet part of the schodrljor
(quiet enough to enable recording of the interviews) that provided privacy as

well as less formal surroundings.

3.2.2.3 Rurticipants

The participants in the case study were initially 11 students (7 girls and 4 boys)
from Grade 8 and Grade 9, aged -13; two male students abandoned the
programmeearly, so they were not included in the analydiswever, 1 female
student from Grade 8 joined thpeogrammeafter two months, and was included
into the analysis. The final case study group, therefore, iedld@® students (8
girls and 2 boys)Prior to the start of the extensive readprggramme which

they joined voluntarily, the participants had received at least five years of formal
English education (at least 350 hours); two students attended addimyleh
lessons at private language schools, two students have travelled to English
speaking countries. The group was very heterogeneous with different English
(reading) proficiency levelsin terms of their grades in English, 3 students
achieved the higlst grade (5 excellent), 4 students achieved grade 4 (very
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good), 2 students achieved grade 3 (good) and one student struggled with
English, achieving grade 2 (pass). The table below summarizes background

information on the participants (their names aseyadonyms). Personal data in

the participantsdé profiles written bel ow
them.
Name Gender Age Year L1 Participation in
theprogramme
Mary F 13 8 Slovene 9 months
Trish F 14 8 Slovene 9 months
Eve F 14 8 Slovene 9 months
Maureen F 14 8 Slovene 9 months
Tom M 13 8 Slovene 9 months
Alan M 14 8 Slovene 9 months
Eleanor F 14 9 Slovene 9 months
Elle F 14 9 Slovene 9 months
Erin F 14 9 Slovene 8 months
Ann F 13 8 Slovene 8 months

Table 37: Case study participangd their background information

Mary was not particularly keen on learning languages, except Englishh&he
started learning English at school (her grade was 4/very good), she has never
been to an English speaking country or attended any extra Englsimdes
outside school hours. She liked reading magazines and fanfiction in English, but

apart from that, she did not use English outside school hours.
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Trish has started learning English at school (her grade was 3/good). A year
before theprogramme her Englishgot worse, which had affected her grades, so
her parents had signed her up for private individual lessons with a native
speaker, which she continued attending. She attetiteedEnglish Reading
Badgeprogrammeand competition every year. She has travelled avitht her
family, and spent three weeks in the USA with them. She expressed a wish to
travel and possibly work abroad in the future, and wanted to improve her
English for that.

Eve has started learning English at school (her grade was 5/excellent). She
attenckd the English ReadingBadge programmeand competition every year.

She has never travelled to an English speaking country, but was determined to
travel, move and work abroad in the future. She was an active singer, who
frequently performed in English, and |letia lot of the language via that. She
liked learning Italian, but has never chosen any of the other languages as elective

subjects.

Maureen wa not particularly keen on learning languages. Despite her good
grades in English (her grade was 4/very good,\shs not confident about her
knowledge. She attendedhe English Reading Badge programme and
competition every year, but rarely used English outside the EFL classroom. She
has never been to an English speaking country, but wanted to travel to one in the

future.

Tom hasstarted learning English at school (his grade was 4/very good), he was
good in Italian as well. He has never attended any extracurriculaitiastiv
English (i.e. Readin@@adge or competition) or extra English lessons outside
school hours. He Isatravelled abroad, but not to an English speaking country.
He was interested in information technology and video games and the majority
of his free time was spent on these topics. He had no aspirations for the future.

Alan hasstarted learning English at saidhis grade was 4/very good). He was

not interested in learning other foreign languages. He has never attended any
extracurricular activities in English (i.e. ReadiBgdge or competition) or extra
English lessons outside school hours. He has travebeohd, but not to an

English speaking country. He used English in his free time mainly to read online
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and watch films in EnglisPAlan did not know what he would like to do in the
future at the time of therogramme

Eleanor liked learning languages, esply¢ English (her grade was 5/excellent)
and Spanish, which she has been learning since Grade 7. She attemded
English Reading Badge programmeand competition every year. She was an
enthusiastic and very successful athlete and often travelled abroad for
competitions. Shehas never travelled to an English speaking country, but
reported to use English out of school regularly: while travelling, reading online
and writing fanfiction stories. She was interested in continuing her studies and

later working in tousm.

Elle did not like learning languages, moreover her proficiency in English was the
lowest in the group (her grade was 2/pass). She hardly ever used English in her
free time, she has never visited an English speaking country or had any
additional Englib classes outside school hours. She, however, was determined

to improve her grades in English.

Erin was talented for English and very enthusiastic about learning about the
British culture. She was the most proficient of all participants irptbogramme

(her grade was 5/excellent). Her mother was a translator and some members of
her family lived in the USA. She attendeatie English Reading Badge
programmeand competition every year, in the year of the study she came second
in the English language competition tve national level. She travelled a lot, she
visited the UK once. She also attended private individual lessons with a native
speaker to prepare for the First Certificate in English exam. Her ambition was to
study abroad, maybe in the UK. She was a keadere she read exclusively in
English. She d not like learning Italiannor hasshe ever chosen any of the

other languages as elective subjects.

Ann started learning English at school (her grade was 3/good), but never
attended any extracurricular activitiea English (i.e. Reading badge or
competition) or extra English lessons outside school hours. She has travelled
abroad, but not to an English speaking courtigr mother was a membei the

Italian minority and Ann was fluent in Italian. She used itammunicate with

her family on her mot her s side and
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diagnosed with learning disabilities in reading, writing and math, and the school
provided accommodations for her. Reading difficulties included problems with
readingspeed, fluency, general vocabulary skills and reading comprehension.
Moreover, she had shorter attention span than her peers and more difficulties
expressing herself orally. She had no explicit plans for the future. She joined the
programmealmost two moths after its beginning.

3.2.2.4 Instruments

In order to be able to do a holistic analysis, multiple forms of data from diverse
points of view were used. The most important source of data were semi
structured interviews. As is common with sestructuredinterviews, there was

also a highly structured section, designed to gain specific (background)
information from the participants (Merriam 1998, as cited in de Btiighbe

2011). In this study, the first interview was structured, all the other interviews
were semistructured (i.e. questions related to the research topic were previously
prepared as starting points for further discussion). The -seottured
interviews were used for several reasons. First, they enable an insight into events
and concepts thare not directly observable (either because they took place at
some other time or place, as the actual reading in this case, or because they
concerned an individual ds inner worl d, hi s
the conversations were used asaive the participants some positive feedback
and individualized guidance and support in the course of their extensive reading.
In addition to thisa not fully structured approach enables the researcher to guide
the participants to the research questiand topics, but at the same time give
them a certain degree of power and control over the interview, which was crucial
in our far from balanced power relationship. | wanted the interview to resemble
more a conversation than an oral exam at school witmrttesirole of a teacher

and the participants feeling as students. Therefore, the interviews initially
contained mostly opeaended questions, however, due to reasons explained in
the next chapter, | later added additional, also etvsked questions to elic

responses from less communicative or articulate participants.

98



An important source of information, used in both parts of the study, was a
motivational questionnaire, described in chapter 3.1.4, (Appendix A) that was
completed by the participants of tbase study also at the end of gregramme

The data from the questiomires vasincluded in the analysis.

After each reading, the students filled in extensive reading reports in Slovene

(Appendix D). They had to write the title of the text, its estimdémgth / time

of reading, and the topic, and answer 2 multiple choice questions (regarding the
format of the reading materi al and the re
The purpose of the reports was not only to get the data for our analysasdut

to monitor the participants of thgogrammaen terms of the reading target.

3.2.2.5Procedure and data analysis

As in any other researclinvestigating human beings, special attention was

given toethical considerations,namely, obtaining the pactii pant s consent
preserving their right to privacy. Once all the aspects of the extensive reading
programmewere presented to the students during regular English lessons (as

explained in chapteExtensive readingrogrammg some of them volunteered

to participate and gave me their verbal consent. | had another discussion with

them on extensive reading, to additionally stress some of the guidelines.

Namely, they wereagain askedo read asnuch as they could in their free time

(the suggestion based orymbservations during USSR prior to the start of the
programmaevas toread at least one boaok other material = an hour of readiag

weel), they were advised to stop reading any text that they found too difficult

and to avoid the use of dictionaries. THata gathering procedures and the

recording of interviews were explained to them. At the same time it was stressed

that their anonymity would be protected with the use of pseudonyms instead of

real names (only | would know their real names and persoraimation) and

that the data was to be used exclusively for research purposes. There was also

the question of imbalanced power relationship between the participants
students and the researchert hei r teacher. To avoid get
Oexpechtadadi roedd answer s, I carefully expl

were free to abandon th@ogrammewhenever and for whatever reason they
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might have, that what theydior said would not in any wagffect our teacher

student relationship and that whate they told me during interviews was
confidential and would be treated as such. After our discussion, the candidates
took home a sheet with the basic information about the research and the consent
form for their parents or guardians. Once they returhedsigned consent form,

we started with th@rogrammeand the interviews. The student who joined the
programmdater went through the same introduction and submitted her consent

form later.

In the course of th@rogramme the participants submitted exteresireading

reports in the written form. They used either the forms in Slovene, prepared and
distributed by myself (Appendix D), or wrote the requested data on a sheet of
paper. Some of them failed to submit the reports (they either forgot or were
reluctantto write them), so the data on their reading was gathered through the

interviews. Data on three topics, namely the amount of reading, the format of the

reading materi al and the readerdés opi

analysedusing descptive statistics.

Being aware of the fact that children and young people haberter attention

span than adults (Shaw et al. 2011, 20), | decided to keep interviewing brief and
to the point, and conduat/é shorter semstructured interviews (app 15 mies

long) with each participant: one at the start of ffregramme to gather
background information and ask about their reasons for participating in the
programme three in the course of th@ogramme to monitor the amount of
reading, the possible charsgen their EFL reading motivation and the factors
influencing these changes, and one at the very end, focusing primarily on their

perception of extensive reading experience and evaluation of its results. All the

n

on

interviews were conducted in Slovene, sihcki s was the participar

resear cher 6 s mdhe majority of stadgniseat thisSagenpossess
only limited metacognitive skills and sometimes struggle to articulate their
emotions, or/and are unwilling to share their experiences andtaut them in

detail, | often had to ask additional questions, sometimes also closed questions
which were then answered with yes/no. To make the interviews easier for them
to handle, | prepared questions for interviews 4 and 5 and gave them to the

studens at the beginning of our meeting, after which they were given some time
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to think (and make notes) about the topics of the interview, and only then talk to
me about them. My major concern about this approach was that it might
encourage thapproducateé ahswers whi
reflect their reality, however, with the choice of setting, my relaxed and non
judgemental approach and additional questions, | consciously tried to minimize
this possibility. Nevertheless, | have tried thedhese factors into account while
interpreting the datd he initial and the final two interviews were not recorded, |
took notes in the course of the interview, while interviews 2 and 3 were audio
recorded. | transcribed the recordings (raw data) aatysed all the interview

data, however, only sections later used as direct quotes, were translated into

English. (All the transcripts and recordings were archived by the researcher.)

The data was analysed using inductive coding, with the coding system
devdoped after the close examination of the gathered materials. The analysis in
this study followed the stages of inductive coding sequence, as propoBé# by
and Barkhuizen (20Q5as quoted in de BurgHirabe 2011, 94): coding for
themesi looking for paternsi making interpretation$ building theory. The
coding procedure started with close, meticulous reading of the interviews and
identification of concepts related to the research questions: how did the
participants perceive EFL extensive reading, thmabtivation to engage in
extensive reading in English and factors that influenced their motivation. The
identified concepts were then coded (for an example of a coded interview check
Appendix C). Once this microanalysis of the data was finished andflistgles

were created, separately for each participant, the lists were analysed, the
relationships were identified or checked and the sets of dodategories were
formed. According tdllis and Barkhuizen (2005, as quoted in de Bukjlabe
2011), a resmrcher can use five waye discover patterns: the frequency with
which themes occur, the patterns signalled by the participants, similar themes,
using the experience of the researcher with the tuander investigation, and
consulting the literaturenal themes related to the study for relevant ideas and
expectations for patterngn this researchthe lists of broader categories and
codes were compared with those used by de BHiighbe (2011) in her research

of extensive reading motivation in Japanese a foreign language, and the

wording of some was modified. Once | made lists of codes according to
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categories and according to participants, patterns and individual profiles became
clearer and the findings were written down. In the interpretation afltses
extracts (direct quotes) from the raw data (i.e. interviews) were used to

substantiate the findings.

The data from the analysis of interviewas triangulated with the data from the
guestionnaires on reading motivation that the participants cordpletdevant
pieces of information werancludedto complement the analysis of codes that

emerged from the questionnaires

3.22.6 Results

The presetation of the data gatherethrough the interviews with th

participants of th@rogrammas organised accding to the codes and egjories

that emerged from the analysis of all interviews; the titles ofckaipters are in

fact categories assigned to the thematically connected set of codes, and each sub

chapter is built around the presentation of these coddse sub
chapters/categories are organised according to the research questions that they

refer to: the participantsd6 perceptions o

in their reading motivation and influences on these changes.
The categories are pesged in the following order:

1) Purposesand perceived benefits of extensive reading

2) Evaluationof the extensive readiqgogramme

3) The choice of reading materials

4) Change in reading intensity aattitudes towardgxtensive readingnd EFL
learning

5) Perceive improvements attributed to extensive reading

6) Perceived positive influences on EFeading motivation

7) Perceived negative influences on ERtading motivation

To enable an insight into the coding procedure, explain the context, but above all
toallowthemr t i ci pant sé voices to be heard, guo
as well. The source of the quageshown in the order of the participant's name,

the interview number and thquestion number, using abbreviationg.g.
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Tom.int2.g2 means that the quotes fromTomdés answer inhi® questio

second intervieyv

1) Purposes and perceived benefits of extensive reading

In the course of the analysis of the interview data, it became clear that the
participantsd® mot i pegammavereclpsaly relateditopat i ng i
the perceived benefits of extensive reading, i.e. whatever they saw as the
advantage of therogrammethey incorporated into the expected result of their

participation in theprogramme This is why the two categories and the codes

from these categories are discussed together. The codes in these categories are

the following:
Purposes of extensive reading Perceived benefits of extensive reading
improve English as motive 1 help English learning
learn vocabulary as motive 1 learn words
1 improve speaking in English as 1 learn how to say things
motive 1 learn how to speak to others
1 improve spelling in English as 1 learn alotin general

motive

M doitfor fun

Before the start of th@rogramme all ten participants stated improving their
English or spedic area of English as the motive for joining theogramme
while predominantly languagelated benefits were mentioned throughout the
programme This might be due to the fact that languaglated benefits were
stressed while presenting the charactessbf extensive reading and results
from some of the researches prior to the start optbhgramme Moreover, the
participants might be encouraged to think of almost exclusively langetaged
benefits due to the research setting. However, in theiqoeatres, the majority
of them didnot agreewith the statementisread in English to get a better result

on the national assessment test., | read in English to get better goadesad
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in English because | will need to do it in secondary scHatdrestingly, not all

of them maintained the same motive over time; some participants specified their

aim or added another purpose in the course of their involvement in extensive

reading. It seems they managed to look beyond the uniform, expected reasons

andset more personal goals.

When in Interview 1 Alan was asked about the reasons for doing the extensive

reading, he stated he wantedearn more vocabularyTowards the end of the

programme he expl ained that 1 n his epinion EF
If you read, you simpljearnalotofwords r i ght 20 (Al an.int4.q8)

Elle and Ann decided to join thprogrammeto improve their Englishand

similarly saw the languagelated benefits of extensive reading, saying that it

was useful b elc aducs ne6 hgwotaspaale ta other péopland

difficult word( Ann. i nt 2. q 3) leamra lofidbwocda uaady @y o u
knowhowtosaythingen Engl i sho (EIll e.intd4.q8).

Also Eve, Erin and Eleanor initially (in Interview 1) wanted to participatién
programmaemainly tolearn more vocabularybut later reformulated their motive

according to their personal interests and circumstances. As they explained:

Al  waearm astmruch Englishs possible, to expand my knowledge of
English, because | likeravelling and English is such an international
language. You can use it everywhere, the majority of people will
understand me. o0 (Eve.int2.q9q9)

"I usually read for pleasure. But now | have to expand my vocabulary,

because | 6m going iniot3.gb)lake this exam, éo0 (
Aé | would |ike to travethspeakEnglisnt t o | e
wellb, so | can communicate with others on

Similarly, Mary wanted firsto improve her Englishbut later added:

~

Al have prgspdirgergh, andil wduld like toimprove my
speling 6 (Mary.int2.q9ql1l3)

I n El eanorb6s opinion, readi nearn more Engl i sh

wordsand you expand your vocabularyo (EI ean
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benefi't of EFL regdimyg timi nkergpganand k n
(Eve.int4.g8), thudearning a lot in general Similarly, Tom and Trish also

stated nofanguage related benefits:

A | think that everyone should read 1in
thingso (Tom.int3.q2)

Al f vy comeorseaeading in English, what would you think of them?
That they know a | ot, understand more. 0
Improving their speaking in Englisffor travelling around English speaking

countries) was stated as a motive for EFL reading by Tom and Bfaatike,

while Trish reported to read in English ¥
abroad when | grow up. Not so much for gr .
and imprave my English dearn new words Besi des, I al so |

(Trish.int2.q14 It seems that one of the reasons Trish decided to participate in
the programmewas to simplyread for fun Other participants did not explicitly
indicate reading for fun as their motive for doing the extensive reading within
the programme but eight of hem told me that they had read in English (before
the programmg because the liked it, because it was interesting and a lot of fun.
Even Ann, who seemed to perceive extensive reading almost exclusively as a
learning tool to work on her English, (see satferceived positive influences

on EFL reading motivatignwhen asked whether she saw reading in English as
fun or work, said it was both (Ann.int2.q10). Since the participants stated they
had perceived reading in English as a pleasurable activity altesfdye the
programmeitself, some of them failed to see any difference in their attitudes
towards reading in English in the course of / because girtgrammeatself, as
explained in the subhapterChange in enjoyment of extensive reading and EFL

learnng.

2) Evaluation of the extensive readingprogramme

This category includes codes related to
aspects of extensive readipgpgrammeThe included codes are as follows:

1 positive feelings about extensive reading
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autonomass choice of reading materials
like interesting materials

no difficulty finding materials

like reading in home environment
reading as an individual activity
reading in a group

coping with unknown words

= =4 =4 4 -4 -4 -4 -

macho maxim of L2 reading

Positive feelings about etisive readingTo my question how they felt about

extensive reading, al |l participants respo
Engl i sh because it 6s fun and rel axing.
(Erin.intd4.q7), Al t 6s e GfKkhe partitipamtan(e.g.nt 3. q7) )

Tom), these feelings were not new, hence they responded in less enthusiastic
manner, for some (e.g. Elle), however, the positive feelings about reading in
English were a rather novel experience, so naturally, they were motedexci
about the reading and learning experience. (The changes in the enjoyment of
extensive reading are discussed in-shbpterChange in reading intensity and
enjoyment of extensive reading and EFL learnifigne overall impression based

on their responsesvas that they did not regret the participation in the

programme

Autonomoughoiceof reading materialsSince thgogrogrammewas designed in
such a way that the participants were absolutely free in choosing their reading
materials, |1 was interested mow much they valued their autonomous status in
that regard. Thus, all participants were asked whether they would mind reading
teacherselected materials, and they all responded in a similar way: they would
not mind, as long as the texts were interesfifigs might suggest they did not
value autonomy of choosing their reading mateyea se but above all wanted
their materials to be interesting to them (This is further explained helsaiiter

The choice of reading materigisThe participants were i€t offered books
from my personal library, however, only Eve borrowed a copyBofiget

J 0 n e s @ Afterdhe frst lyalf, she abandoned the novel, because
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Aeit didnét suit me, so | stopped. I f it
feelforcedinb r eading. 06 (Eve.int3.qg8)

Elle was also rather explicit about her autonomy of choice:

Altés easier i f itéds only me, i f I c hc
(Elle.int5.g6)

Similarly Mary explained:

A | |l i ke extensive readnhgtopecautshatwewal
(Mary.int5.98)

However, some participants reported peer or family influence on their selection
of reading materials, which they perceived as positive and not discouraging in
any way. (This is further discussed in sthmpter The doice of reading

materials.)

Like interesting materialsAs explained in the previous section autonomous
choice of reading materials, the participants valued interesting materials above
all. They did not differ between materials sédekc by themselvesroother
people, but between materials that they found interesting and others. Seven
participants (strongly) agreed with the statemdikie reading texts that interest

me, regardless of the language.the questionnaire. As Trish responded to my

guestiorregarding reading teachselected materials:

Al f the topic interested me, I woul d re
(Trish.int5.95)

Five out of ten participants (Tom, Mary, Maureen, Eve, Eleanor) reported

reading mostly onl i me albtefdretestieg tefits dnd s i s wh
articleso (Mary.intb5.q3), At h-mdat e@xts se
(El eanor.intb5.q3), and fiyou can mostly fi

(Eve.int5.9g3). The matter is further discussed in-chdpter The choice of

reading materials.

No difficulty finding materials The participants encountered hardly any
problems finding or selecting suitable textsatktials in English are easily

accessible via internet (except for Ann, they all stated they oftehordane in
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the questionnaire), and the readers usually found something that suited their taste

and reading ability. When choosing among graded readers and other books in

libraries, the participants, however, occasionally faced difficulties in finding

suitable materials, not regarding the level of difficulty, but content. Maureen

admi tted: Al someti mes had [probl ems], S i
l' i ke. o0 (Maureen.intb.qgqg5) Some participant:

they relied on in suckituations:

A é I f t he front page i s Il nteresting a
(Ann.int2.93)

Al checked the Dblurb to find stuff that
ASometi mes | had some problems [choosing
madei t easier to choose. 0 (Eleanor.intb. q4)

As regards choosing materials according to the level of difficulty, the majority of
participants occasionally ignored my instructions to choose easy texts well
within their comfort zone. This is presented under cogehoemaxim of L2

reading

Like reading in home environmentlost extensive readingrogramme are
integrated into the regular school curriculum, and take place (more or less) in the
school environment. Thiprogramme however, took place in the participas 6

free time, and the setting, time and pace of reading depended entirely on the
participantsd® choice. |l was therefore int
the setting for extensive reading. Except for Tom, who saw no difference in

reading at hom or reading at school, the group preferred reading in home

environment. Some of them stressed the advantage of having no time restraints

(e. g. Ayou can take more timeo (Mary.intt6E
because | would be able to read slowly, witht t i me | i mit. o6 (Tri sh.
take more time at home. 0 (Alan.intb.q6));

at mosphere oludmomorsechoel ax(eid at home, I

school .6 (Maureen.intb.qg6), fkdlettadl i ng 1 n 1
reading in class. o (Erin.intb.qgq6)) or the
peace in my free time.o (Eve.intb.q6), il
than at home. o (Ann.intb5.q6)). The quest.
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participants actually referred to intensive reading at school, where they were
limited in time and possibly experienced pressure to complete the assignment, or
managed to indeed compare the two suggested settings for extensive reading. In
any case, home environntemas perceived as a positive influence on extensive
reading in English (as discussed in sliapterPerceived positive influences on

EFL reading motivation).

Reading as an individual activitys. Reading in a groupln the initial phase of

designing theprogramme | i ntended to organise fAThe |
event for the readers. However, in informmahversationsvith them| learnt that

they perceivel reading as a highly individualized activityand eventually

abandoned the idea of socializing tire school environment. Nevertheless, |

decided to check that again and asked the participants whether they would be

interested in sharing their reading experience in a group or not. Tom, Alan and

Elle told me that they had never talked to their frienosua reading, and were

not interested in reading groups. As Tom put it:

~

n | prefer reading on my own, cause I

interruptions. o0 (Tom.intb5.q9)

Maureen and Trish reported on discussing their readwith friends

occasionally, howear, they preferred reading on their own. Erin, Eleanor and

Eve said they might consider participatin
about what web6ve read might be interestin
took a lot of time selecting the bawk ¢ ( Eve. i nt5.q9). Only An

reading in a group:

~

il think it i's nicer and more interestio:

talk about what youdve read. o0 (Ann.int5. q¢

Coping with unknown word8efore theprogrammestarted Ihadinstructedthe
students to choose easy texts well within their comfort zone, and cope with
unknown words in the same way as they would while reading in their mother
tonguei guess from context, ignore tham ask people around thefor help. |

had goneas far as tdan the use of dictionaries, in hope that the students would
use the mentioned techniques of fluent reading and focus more on the story than
the language. Those participants of phegrammehat were more proficient and
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also felt seHefficacious in EFL eading (Eve, Eleanor, Erin, Mary) claimed they
did not use the dictionary but were usually able to guess the meaning from

context.

~

Al o, for exampl e, try to get the meaning
from the sentence, from the story. |, for examplead it again, then | try to
connect t hings, guess what it means. | f

dictionary. o (Eve.int2.q7)

The others reported using the dictionary and/or asking their family members for

help.
Al ask my mum otrteid, cheekttheskampu. 0 (EI

Al use also google translate but It som

rather ask my sister.o (Maureen.int2.q91l3)

In the course of the project, as they read more and more, some participants used
dictionaries lessand developed the technique of guessing from the context
(These changes are explained further in-chdipterPerceived improvements
attributed to extensive reading). However, whery tfand an interesting yet
difficult text, rather than stop reading thaly reported using the dictionary. This

brings us to the last code in this category.

Machomaxim of L2 readingDespite my instructions to avoid reading difficult
texts, to focus on the content and not the language, to develop fluent and not
intensive reding, the majority of participants saw extensive reading (at least to
some extent) as a learning tool to improve their English and ignored some
extensive reading guidelines. Only Tom, Alan and Trish avoided difficult

materials. As Alan put it:
ABecadiisken dt want to get interrupted. o (A

Eve and Maureen said they had occasionally selected a difficult text, but stuck
wi t h it because it was i nteresting (N Be
(Maureen.intb5.q2) and AiSomehgmetshembeoaus
(Eve.int5.92)) In the same way as some participants did not mind other people
selecting reading materials for them, as long as they chose something interesting

(see codelike interesting materialand sukchapterThe choice of reading
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material$, they did not abandon a challenging but irdergy text. Furthermore,
some patrticipants reported choosing difficult texts on purpose.

AYes, t o chall enge mysel f, gain mor e I
(Elle.int5.92)

A | chose them petauddf i vwaud tc urraitcers adfs] how
under stand. And wi t h reading di fficult

(Eleanor.int5.q2)

This is what Day and Bamford (1998, 92)
language reading instruction: no reading pain, no reading .g&d suggest to

be avoided at all costs. However, some students inevitably believe that this is the

best way to i mprove. Moreover, Arnold (20
of their growing intrinsic motivation and sedff f i cacy o . triggeredher way,
an increase in dictionary use, but also the development of other techniques,

described in sulhapter Perceived improvements attributed to extensive

reading.

3) The choice of reading materials

Reading materials are one of the most important faatefining the (extensive)
reading experience and reading motivation. Since the participants did not read
teacherselected materials, nor were they limited to a specific format or genre
(e.g. only graded readers, only books of fiction), | decided to am#igsfactors
motivating their choices in this respect. In the course of coding the interviews, it
became evident that some influences differed according to the selected format
(books, web sites, comics). Consequently, this category includes two sub
categoies, namely the influences directing the selection of reading materials in
general, and the types/format of texts the participants chose to read and reasons

for these particular choices. The codes are the following:
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a) Perceived influences on the b) Format of reading

choice of rrading materials materials

1 no difficulties finding the materials 1 read books

1 like interesting materials 1 readonlinematerials

9 like informative materials 1 easyto handle

1 materials available 1 no use of library

1 preference for originals 1 no use of computer

1 family influence 1 more materials in English
1 peer influence 1 upto-date materials

71 like easy texts

1 like difficult text (challenge)

a) Perceived influences on the choice of reading materials

No difficulties finding the materialsAs thoroughly exfained in the previous
sectionEvaluation of the extensive readipgpgrammethe participants reported
encountering no problems when searching for suitable (i.e. interesting,
informative, comprehensible) reading materials. Some of them used personal
methals (e.g. checking the blurb), some of them relied on suggestions from
others (including family members and peers, as discussed in cacy
influenceand peer influenckg some let their interests guide them to the suitable
materials. Overall, the parimants did not report feeling uncertain or lost on
account of their independence in text selection. On the contrary, they valued the
autonomy they were given in thgrogramme(check Autonomous choice of

reading materialsn the previous section).

Like interesting materialsFrom their responses, it is clear that the participants

valued interesting materials above all. Some of them (Alan, Maureen, Trish,
Eleanor) mentioned reading less interesting and/or informative materials for
school, however, they alwayselected materials they perceived as interesting

(i.,e. connected to their general interests or current circumstances, like
sightseeing) for voluntary, fre@me reading in English. Furthermore, they

mostly saw their autonomy of choice or the format oftdeas matters of
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secondary importance. Since interesting materials were one of the most
important positive influences on their reading motivation, they are discussed in

detail inPerceived positive influences on EFL reading motivation

Like informative materials Not all participants who read informative materials

did so only because it was obligatory for school. As in every daylifeal
reading, also in extensive reading that replicates it, readers choose materials to
gain information and general kwtedge. Tom and Alan both reported searching

for texts on how things work, instructions for video games and materials on very
specific topics (e.g. sport, healthy eating). Also girls reported reading
informative brochures (Eve), information at tourist ssgfEve and Maureen),

articles about fashion (Mary) and articles about current affairs (Eve).

Materials available As explained earlier, the participants encountered no
difficulties finding and selecting reading materials in English. The school library
ard the main public library had a good selection of printed materials (books and
magazines), however, the main source of texts in English that the participants
used were web sites, which were just a click away. Even DVDs with films that
the participants repted watching, offered the option of English subtitles, which
were often used within thigrogrammeln situations where the participants were
without a library or internet access, for example on vacations, their parents made
some materials available toetim (buying magazines in English for Maureen and
Elle, uploading a comic book for Tom). The fact that reading materials in
English were available literary on every corner was one of the most important
positive influences on their reading motivation, andas discussed in detail in
Perceived positive influences on EFL reading motivation

Preference for originalsThree participants, Erin, Eve and Maureen, mentioned

they preferred reading English originals to translations:

Al f 1 tds tr ae érathet ahaetk therEhglish &tsiony ecause
we often translate things in a funny way. (
AFor me , ités easier to read in English

their original versions, because | think the translations are horrible
(Erin.int2.q10)
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This obviously influenced their choice of reading materials, predominantly
books. Also when selecting online materials they mentioned their preference for
texts in English or lack of texts in Slovene (which are discussed Heategory

Format of reading materig|sout not in terms of original vs. translation.

It might seem unusual that younger readers make this distinction between
literary works in the original language or translations. However, in Slovenia,
readers of youth literatur@nd other literary works usually select their materials
from a number of translations and not that many originals in Slovene. Taking
into consideration that not all publishers invest enough means intaybaiiy
translations, it is highly probable thataders regularly come across poorly
translated works and learn to distinguish between good and bad translations.
Therefore, we can assume that such experiences with poorly translated originals
guided some participants of tipppogrammeowards originalsn English.

Family influence According to the participantso
questionnaires, family members, especially parents, were involved in their
reading on two levels: encouraging their reading in English and providing or
influendng the choice of reading materials. The former is discussedriceived

positive influences on EFL reading motivatiahe code in this subategory

focuses on the latter.

Alan, Erin, Maureen, Trish and Elle reported getting reading materials in
Englishfrom their parents, who either bought them books (Erin) or magazines
(Maureen, Trish and Elle), or borrowed books for them from libraries (Alan and
Trish). However, only Alan and Tom told me that their parents actively

influenced their choice of readingaterials. As Tom explained:

Al didndot read a | ot of books. I read
what my mother gave me, because we changed our diet to a healthier one, so |
read about that. We watched films with subtitles, for example, thasethis
Finnish film, so we selected English subtitles. Then we went on holiday and
weéo (Tom.int2.qg1l)

Aémy dad uploaded a comic book onto my

114



However, Tom did not at any point complain over this, or saw this involvement
as a threato his autonomy as a reader, but described it as something common
and even positive. Al an, as wel |, seemed
choices. A conversation we had on this topic went like this:

I: Whose encouragement do you value the mgst?ur par ent sdé, teach
friendsd?

Alan: Well, adults know best what is good for you.

I: What do you think? If each of them suggested a book in English, which
would you read first?

Alan: Well, | would probably first read the one that my parents tolkl to
read. (Alan.int3.q9.0)

Maureen reported checking web sites suggested by her sister, and seemed
willing to follow other peoplebs suggesti
o f selecting her reading material, she t
(Maureen.int2.q15)

Peer influence Unlike family members, peers did not seem to influence the
participantsd® r eadi nagreetiwitratihe statenetitliike Onl y Ma u
reading in English because my friends like it as wellthe questionnaire.

Hardly anyone reported talking to his/her friends about reading. They

occasionally exchanged interesting pieces of information, for example Alan:

i No, we donot t al k about it . Wel | , i f

something amusing,anyt3g8)t el | the others. o (

Three participants (Trish, Eleanor and Eve), however, reported that peers

influenced their choice of reading materials or vice versa. They explained:

Aéif you find something interesting, y O |
(Trish.int3.q7)

Al 6m now following this application, y O
you read about things made up by fans, you can even write or read published
stories of fans. My friends told me about

(Eleanor.int2.q2)

115



ASometi mes we talk about it, i f wedve r ¢
one of us woul d say, go t o t hat and t h
(Eve.int3.q11)

Like easy textsVs Like difficult texts (challenge)Despite my specific
instructions to avai difficult texts that force one into intensive reading approach
instead of fluent reading, only Tom, Alan and Ann reported searching for easy
texts, while Erin, Mary, Elle, Eleanor and Eve admitted reading difficult
materials on purpose, to learn more. Hperoach that Day and Bamford (1998)
call the machemaxim of L2 readings explained irEvaluation of the extensive

readingprogramme

b) Format of reading materials

Read books All participants reported reading books during fgregramme
However, not dlof them read them for pleasure, some chose books only because
they were on thé&nglish Reading Badge or home reading list. Eleanor, Trish,
Mary, Tom and Maureen reported reading graded readers from the school
library, but only as prescribed materials for BreglishRealing Badge or home
reading. Alan, however, reported reading detective novels and enjoying it, and
Erin read a lot of novels in English. Only Ann and Elle preferred graded readers
to other materials, at least at the beginning ofpiteggramme They explaind it

was also because they didt use the computeiften:

Al still mostly read books. | dondét r eac
use the computer that often.o (EIlle.int3.c

A | mostly read books, I dondt hateal ly re
much time.o (Ann.int2. 5)

Elle and Ann were the weakest readers in the group. It is also possible they
started with graded readers because those enabled relatively fluent reading on
the appropriate level of difficulty, and only when they gained somédsnce

moved to authentic materials online.
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Tom explained he did not read the books |
(Tom.int5.g3). However, it is difficult to determine which of these is the cause

and which the consequence.

Eleanor reported readingedominantly books that were compulsory for school
and during summer Agatha Christiebds dete
However, when | asked her which format did she préfbooks or web sites,
this is what she said:
I: Which one do you prefer® you had fanfiction published in a book
format, what would you choose?
Eleanor: A book.
I: Why?

El eanor : Because itods easier for me t o
online, when | sometimes get a headache. (Eleanor.ir®.g5

Eleanor valued the ctent, not the format. It was not that she spent a lot of time

in front of the computer, and consequently also read a lot online. On the
contrary, she found the book formeasier to handlehowever, this did not
determine her choice either. Her friends Badgested reading materials, which
she found interesting and started reading, despite the fact that they were web

sites. Interesting materials were the ones that influenced her choice.
Also Trish mentioned liking books because the format was easy téehand

Al read mostly in the evening because ¢t}
why I prefer reading books, because it o
(Trish.int2.g21)

It seemed that her daily (reading) habits also influenced her choice of reading
mateaials. Similarly, towards the end of tippogrammeshe read more and more

online, ABecause | found things while surf

Readonline materials All participants reported reading web sites in English.
Tom, Maureen, Mary and Eve woiltarily readalmost exclusively online (but
only Maureen and Eve confirmed it in the questionnaire, by tickgrgefor the
statement only like reading in English on the interngtothers combined it with
printed materials and films. The most freqienised argument why they

preferred online materials was the easy availability of interesting materials (see
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Evaluation of the extensive readipgogramme They reported finding more

materials they perceived as interesting in English than in Slovene)askeof

texts in Slovene. Since this positively influenced their reading motivation, the

matter is further discussed alsoRerceived positive influences on EFL reading

motivation From some of their answers (as Tris
written above) it is evident that the choice of format went hand in hand with

their daily habit of spending a certain amount of time on the computer. Also

Mary explained she read online because of
the time to go to the lilarr y. 06 ( Mary.int5b.q3). Readi ng
convenient.

However,Eve and Eleanor pointed to another advantage of online texts, namely

theirtime relevancand low cost. As they explained:

A | mostly read online becainmgsaedup hose t ex
todateo (El eanor.intb5.q3)

Al could buy it [a magazine], but iitds p
internet. Maybe not all of it is there, bt

In English | read online because | can go directly on thiesites original, and
read things there. | get more details. By the time the printed version is out, things

mi ght change7)0 (Eve.int3.q6

Elle and Ann started reading authentic online materials more in the second part

of the programme Elle explained sheidl it to find informative materials, while

Ann sai d: 0é because I find it mor e di
(Ann.int5.q4)

4) Change in reading intensity and attitudes towards extensive reading

and EFL learning

Change in reading intensityJnlike othercategories, discussed in this chapter,
this section presents results gained by examining the interviews with participants
as well as their extensive reading reports. Initially, it was planned that the

participants would regularly submit their reading megofor me to keep track of

118



the number of texts read, their format, the amount of time spent reading and first
impressions. The majority of participants, however, failed to keep and/or submit
their records for the length of the whgleogramme This was pobably due to
several reasons. Some of them were possibly related to the format of the reading
materials. Namely, a great deal of reading took place in an online environment,
where texts typically have nonlinear structure. Therefore, the participant$ foun

it difficult to keep track of the number of texts read. When asked about the

amount of reading per day, Eleanor answered:

~ A

Al dondot know, i1itdéos hard to say, because

They also failed to list the titles, so during intews they usually reported on

the topic they read about online. However, the amount of reading can stand for
the number of items read or the amount of time spent reading. Remembering to
keep track of that presented another challenge for the participahts. them
except for Elle and Ann reported to read in English at least a few times a week
prior to the start of thgrogrammealready, which meant that reading was so
intertwined with other free time activities, it was difficult to note exact times
spent n front of the computer, television, magazines, or even brochures for
tourists on their vacations abroad. As a result, the participants sometimes
reported exact times (mostly when they read books), but predominantly they
reported the estimates, i.e. theeeage amount of time spent reading every day

or every week. Only Erin, who extensively read books (not graded readers, but
books written for the English speaking readers) throughoutptbgramme
reported the number of pages read. Reading time or nurhitiee evords read,

as well as the materials according to the format are shown in Table 3.6 below.
Since such estimates are bound to be subjective and not easily comparable, they
were not used to make comparisons among participants in terms of their reading
intensity, but to get an insight into the changes in the reading intensity of each
individual participant. Nevertheless, the participants in the table are sequenced

according to the estimated amount of time spent reading materials in English.
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May1 Aug 2014 Septi half Nov 2014 half Nov 2014 Jan 2015
15 weeks 11 weeks 11 weeks
Erin (15 books) (20 books and web (14 books and web
sites) sites)
338 pp/ week
223 pp/ week 95 pp / week
Tom (3 films + internet) (3 books + 6 films + 4| (comic books +
comic bookst internet) | internet)
7 h lweek
10 h /week 10 h /week
Eve (1 book + 3 magazines - (4 books + internet) (3 books + internet)
internet + brochures)
1 h/week
15 h/week 5 h /week
Eleanor (6 books + 4 films + (5 books + 1ifm + (internet)
internet) internet)
2.5 h / week
1.75 h / week 3 h/ week
Alan (2 books + 4 films + (2 books + 2 films + (2 books + 2 films +
internet) internet) internet)
1.5 h/week 1 h/week 2.5 h / week
Maureen (magazines + (5 books + 3 films + (3 books + internet)
internet) internet)
0.5 h / week 3 h/week
1.5 h/week
Elle (2 books + internet) (9 books + internet) (4 books + 3 magazines
+ internet)
0.3 h /week 1.5 h/week 1 h/week
Trish (magazines) (5 books + internet) (3 books + 1ifm

0.25 h / week

1 h/week

+ internet)

1.5 h/ week
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Ann (9 books + 4 films + (4 books + 1 film) (8 books + internet)
internet)
1h k
fwee 0.75 h / week 0.6 h / week
Mary (2 books + 4 films + (1 book + 3 films + (internet)
internet) internet)
0.5 h / week 0.5 h / week 0.5 h/ week

Table 38: Estimated reading time or number of the words read, and the format
of materials read in the three parts of phegramme

Even though the participants were instructed to read at least 1 book / 1 hour a
week, only half of them (Erin, Tonkve, Eleanor and Alan) managed to meet
the recommended amount throughoutghegrammeHowever, three out of five
participants (Maureen, Elle and Trish) that did not reach the reading target in the
course of the wholgprogramme managed to do so in thecond half of the
programmeAs shown in Figure 3.12 @b, there were roughly three patterns of
change in EFL reading motivation in the course ofghmgramme namely the
increase in motivation, the decrease in motivation and no change. EFL reading
motivation of 7 participants (Tom, Eve, Eleanor, Alan, Maureen, Elle, Trish)

i ncreased, Ann experienced a decrease
not changed but remained stable at a lower level. Erin, whose motivation
decreased, is not included imetgraph, since she did not report the time reading
but the number of pages. Only two participants experienced a steady increase or
decrease, all the others reported ups and downs in their motivation in the course
of the programme with more or less notiedle differences in the time they
spent reading in English in the first 15 weeks, the middle 11 weeks or the last

11-week period of extensive reading within fhegramme
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Figure 3.12: Estimated time (minutes / week) the participants spent reading in
Endish

The biggest part of the first 15 weeks were summer holidays, when the majority
of the participants travelled and found little time to read in English or otherwise.
(The negative influences on extensive reading motivation will be discussed
Perceive negative influences on EFL reading motivatjddowever, once they

got back into the school rhythm and the set schedule of schoolwork and extra
curricular activities, and once we started with the interviews, they started reading
more. (The posive influences on extensive reading motivation will be discussed
in Perceived positive influences on EFL reading motivafidhe second and the
third part of theprogrammetook place during the first semester of the school
year 2014/15. Both of the two semesténssh with a busy few weeks of exams,
presentations and assignments, which normally leave less free time for the
students. The participants who reported a general increase in the time spent
reading, if compared to the first 15 weeks, and a decrease betveeeacond

and the third part of therogramme(Eleanor, Maureen, Elle) stated that the
reason was a lot of schoolwork, sometimes also being busy with free time
activities. However, Eve explained that she did not abandon reading during the

exam period, bmause

né it [reading] relaxes me most of
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For Alan and Trish, whose reading intensity reportedly increased throughout the
programmetime off school (Christmas holidays for Alan and illness for Trish)
seemed crucial for the posié reading trend during the last 22 weeks of the
programme Summer holidays had a similar effect on reading intensity of Erin
and Ann, the strongest and one of the weakest readers in the group. They
reported having more time during summer, which resultechore time spent
reading, while an abundance of schoolwork and free time activities during the
first semester of the school year took its toll on extensive reading. (This is
further explained inPerceived positive influences on EFL reading motivation
andPerceived negative influences on EFL reading motivatibhere was only

one participant in th@rogrammewhose reading intensity did not change but

remained stable at a lower level, and that was Mary.

Change inattitudes towardextensive readingnd EFLlearning The codes in

this category are the following:

no change in attitudes, liked it before
EFL reading easier

EFL reading more enjoyable

want to read more in English

EFL learning easier

=4 =4 A 4 A

want to learn more English

All the participants had at least serexperience with reading in English before
they decided to join therogrammeThey all reported to read at least a few times a
month in English outside EFL classroom, in their free time, so the reading
experience within the EFL extensive readprggramne was not novel to them.
Moreover, all the participants reported (very) positive feelings towards reading in
English (as seen in the first column of the table below). We can assume that these
favourable feelings (at least partially) motivated them to floéprogramme even
though they mostly expected language learning benefits (cRerkoses of
extensive readingand only Trishmentionedeading for funalong other reasons for
participating in theprogramme In addition to the positive feelings that were
expressed at the very start of tpeogramme(as their answer to my explicit

guestion), and despite the fact that | did not ask such questions about their reading
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enjoyment in the following interviews, some participants spontanesaplyrted
some changes this area.

Interview 1 Interviews 2, 3 Interviews 4, 5

Erin enjoys reading in Englisk no change in attitudes,

liked it before

Tom likes reading in English
Eve enjoys reading in Englisk no change in attitudes,
liked it before
EFL learning asier
Eleanor enjoys reading in Englist want to learn more English
wants to read more in English
Alan likes reading in English | EFL reading more EFL reading more enjoyable
enjoyable
Maureen | likes reading in English
Elle likes reading in English | wants to read more in EFL reading more enjoyable
English
Trish likes reading in English
Ann likes reading in English EFL reading more enjoyable
EFL reading easier
Mary likes reading in English | EFL reading easier

wants to read more in
English

Table 39: Codes for changes in attitudes towards reading in English and EFL

learning

As seen in the table, no negative impact was identified. Tom, Maureen and Trish
did not refer to their reading enjoyment in the course ofptibgramme Since

they started with pasve feelings, we can assume that gregrammehad no
affective impact on them, or they simply focused more on language and reading
related improvements (explained iRerceived improvements attributed to
extensive reading)Erin reported to experieng® change in attitudes towards

EFL reading as shdiked it beforethe programmaealready. As she explained:
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i B e f o preagramrhdaead in the same way, the same materials about the
same topics. Thprogrammed i dndét change it | tsread t he

and I I|like it the same as | did before. o (

In the first interview, Erin reported reading in English every day and enjoying it.
From her comment, we can assume her already strong positive feelings did not
change. As a result, she stronglyesgl with the statemeRteading in English is

my hobbyin the questionnaire. The other six participants, however, mentioned
some changes in the way they perceived EFL reading. Eve and Eleanor, who
both stated they enjoyed reading in English at the beginoi theprogramme
reported positive influence on how they felt about EFL reading and learning. In
interview 4, Eve explained that her reading and the way she felt about reading
did not changge as sheliked it before However, when she evaluated the
progammein the last interview, she mentioned that the most memorable thing

about extensive reading was that it maée learning easier

fi éhat | did not have to spend sauch time learning English, because |
learnt a lot of things that we talked abousit hool from books. o0 (Eve

Similarly, when asked about changes that she attributed to extensive reading,
Eleanor explained how it encouraged helearn more English

il read more and I know more words.
wordsadl mor e English. o (Eleanor.int4.ql1ll)
|t seems that El eanor 6s i ncrease in the a

reported in the course of tigogramme contributed to her perception that she
had improved, which further motivated her to learn more BhglBhe later
mentioned also positive influence on reading in English itself:

A | think it [ r e a dgrogrgmmip mad impeet, sioce it r se of t
encouraged me t@ad evenmore0 ( El eanor . int5.q1l)

Eleanor, the same as Erin, agreed with the stateReading in English is my
hobby.in the questionnaire, she tickedagree also for the statemer®f all
English tasks, I like reading the most.

It seems that the two relatively strong readers (Eve and Eleanor) already had

very positive feelings of enjoyemt connected to reading in English, and
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therefore perceived mostly increase in motivation to learn English. The other
four participants, Alan, Elle, Ann and Mary, all reported reading less frequently
in English at the start of thgrogrammeand later reprtedly read relatively less

than Eve and Eleanor. Thus, they noticed changes in their reading enjoyment
and / or their motivation foreading in English, which might suggest that their
positive feelings towards reading in English, which they mentionéatenview

1, were not as strong as they were for Eve and Eleanor, and further evolved
during theprogramme Thus, Alan described hiading in English as more

enjoyable

2

€ in general, I find it more interestin

Ellen, who in Interview 1 said she read in English once every fortnight and
found it interesting but difficult, showed noticeable improvement in her English
during English lessons in the middle of thewgramme When asked how she

would explain it, she said:

At hink ités because of readi ng. I l earr

English in general. Now | feel motivatéeiread more 6 ( EIl I e. i nt 3. gq1)

Towards the end of therogrammes he agai n noticed fAan obvio

(Elle.int4.g11) and described her dé®g enjoyment in these words:

Al |l i ke reading in English because itd:
before.o (Elle.intd4.q9q9)

At the beginning of thggrogramme Ann reported reading in English once a
week, but she explained that she progressed reallyysthve to difficulties with
reading comprehension and poorer vocabulary. Therefore, her main objective
was to improve her English (s@rposes of extensive readingdowever, as

she observed her improvement, she commented on the affective changes as well:

Al read faster and the more books | reac
Because | read a | ot in Engli sh, Il startec
Aln the beginning, I found reading diffi
and | realizedtat | t oo can read in English.d (Ann
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It seems that her improvement in reading, more precisely in reading speed and
comprehension (chedRerceived improvements attributed to extensive reading)
resulted in readm enjoyment as well. Despite these mipas towards more
positive attitudes to reading in English, none of the three participants agreed
with the statemenReading in English is my hohbbyowever, Alan and Ann
ticked | agreefor the statemenOf all English tasks, | like reading the most
Mary, on the other hand, did not read more, her reading intensity did not change
during the programme Nevertheless, when she reported an improvement in
comprehension | asked about any other changes to her reading as a result of this
perceived progress and stneswered:

nlt i's easier, much easier, and | 6m

Contrary to my expectations, Mary did not report reading more in the following
months. The reasons for this might be lack of free time due to school work and
her engageent in gymnastics (as explaingdPerceived negative influences on

EFL reading motivation).

5) Perceived improvements attributed to extensive reading

In interviews 2 5, the participantsvere aske@bout the changes in their reading.
They mostly talked ahd improvementselated to language areas and skills in
using languageThus, in this categori represent the codes fareas in which
the participantsnoticed improvemestdue to extensive readingther than
change in intensity or enjoyment (discussedhie previous subhapter).The

codesare the following:

1 comprehension 1 improved speaking

1 reading speed 1 improved writing

1 reading fluency 1 improved general English
1 vocabulary 1 critical thinking

7 less use of dictionary

or translator
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ComprehensianAn improvement in understanding the text was one of the
most frequently identified improvements. Erin, who saw hardly any change, for
better or worse, in her reading, since it had been on a very high level before the
programmeitself, and Tom, who had seen himself as a skilled reafdereb

sites in English at the start of th@ogrammealready, were the only two
participants that did not report understanding more due to extensive reading.
However, Tom reported using translator less often (explained inlessl@ise of
dictionary and tanslato), and Erin reported learning a lot of new words
(explained in codevocabulary; both identified improvements seem closely

related to comprehension.

Some participants who noticed improvement in comprehension described it in

these words:

Al  dkonnobwt, I donét talk in English,

[ progr ess] now, when the school startsé

(Alan.int2.99)

il read the same amount , simil ar t

and my Englishgab et t er . 0 ( Maureen.intb5.ql)

ifYes, bef or e t his summer , t her e wer e

During summer, i f I read a book and

again and | wunderstood a | ot more. I

It seems tht Eve exposed herself to multiple encounters with the same text on
purpose, as a learning technique. She no longer read only for pleasure, but to
improve her linguistic knowledge. In this way she invested more energy into the
development of her English gabulary and understanding. In the same

interview, Eve connected understanding wiita flowexperience:

~

|l ASo, you read faster and understand

Eve: ifYes, and t hen | 6m dr awn i nto

some many unknown words, lunder and more. 0 (Eve.int2.q6)

Trish and Elle noticed a significant improvement in this area and mentioned
improved comprehension in 3 of the 4 interviews. They both identified it as a

positive influence on their EFL readi
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A read in English a bit more. | read in Slovene, too, but more in English,
because | see that It really helps me in
(Elle.int3.9g8)

Most of the participants felt that faster comprehension went hand in hand with
the fastereading speegdeading fluency and richer vocabuldty be discussed

next).

Reading speedimproved reading speed was perceived by the majority of

participants. Since it was not measured wgtkts,moreover it was impossible to

draw any conclusions fromeading reports (due to different formats of reading

materials and only approximate reading times given), the estimated

i mpr ovement I n reading speed was grounde
personal perception. In their estimates, the participants efd@mected the

improvement in reading speed with better understanding:

nYes. I read faster and | understand a |
(Ann.int4.q10)

Al't [reading] changed quite a bit. When
a lot fastert han I di d before. And my under st
(Elle.int2.q7)

Better understanding probably speeded the process of reading, however, the
participants themselves did not recognise the causal relationship.

Reading luency Seven participants nogd that they had been able to read more
fluently since they began extensive readi
fluent, and easier.o (Trish.int3.q1l1l)), an
and Eve) pairedreading fluencywith reading speed. Hower, only Eve

elaborated on the connection:

il read faster, remember mor e, under st an
50 pages, I read it in an hour if I donot
(Eve.int2.95)

Reading fluency is closely connectetth the development of sight vocabulary
(i.,e. words that readers are able to recognise automatically) and general

vocabulary knowledge, gained through reading large amount of material.
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Vocabulary Not only participants who mentioned learning words asreefit or

motive for joining the extensive reading, also others perceived that their

vocabulary had improved because of extensive reading. Thus, richer vocabulary

was the most frequently mentioned improvement attributed to extensive reading

in this progranme This is in accordance with Day
belief that L2 readers who read extensively, i.e. read a lot of varied and

interesting materials slightly below their current level of acquisition, can

increase their general vocabulary knowledbeough incidental acquisition.

Participants of thisprogramme for exampl e, reported Al
vocabul ary. o (Erin.intb5.q7), A | read mo
(Eleanor.int4.q11). Elle and Mary explained that they had learnt certain words

throughnumerous encounters with themn Mar y 6s wor ds:

il di dndt read about other things. Becau
novknow those words that I di dnot know bef
many ti mes, I now understand them. o (Mary.

As Day andBamford (1998, 16) explain, the result of such multiple encounters
with printed words is that they become automatically recognised by the reader,

i.e. they enter the readerod6s sight vocabul

However, when some patrticipants selected more difficult {@tisplus 1level

of acquisition) on purpose, with the goal of learning more vocabulary (see
Machomaxim of L2 readingn Evaluation of the extensive readipgbgrammg,

their vocabul ary acquisition woul d bette

comprehensile input hypothesis.

Less use of dictionary or translatorClosely connected with improved
understanding and richer vocabularythe less frequent use of dictionary or
translator. Five participants did not mention this improvement: four of them
(Erin, Mary, Eleanor, Eve) because they had not been using either dictionary or
translator before thprogramme as they told me in Interview 1, and Elle, who
evidently still relied on the help of a dictionary, despite reported improvement in
comprehension. Those paipants who reported on less use of a dictionary or
translator, mentioned also better understanding of texts, richer vocabulry

reading fluency. For example, Trish explained:
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Al understand a | ot more Engli sh, I dor
(Trish.int5.q7)

Ann mentioned another strategy, characteristic of fluent reading:

il read faster and I donot use the dict

meaning of the word by myself. o (Ann.intb5.

Despite the fact that one half of the participants whported using the
dictionary or translator at the beginning of tpeogramme as they read
extensively in English realized they do not need it (that often), and that the other
half started reading extensively without such help, the participants also
chalenged themselves with more difficult texts and sacrificed fluency for
intensive vocabulary learning, which forced them into dictionary use once again

(as explained in subhapter Evaluation of the extensive readinggramme

Improved speakingand improved writing. After he explained how he had
learned new words while reading in English, Tom reported improving his
speaking and writing as well. He, however, did not elaborate on what led to that

improvement. Eve, on the other hand, described her stravegmproving her

writing:
ANoOw, when Il 6m doing my Engl i sh home wc
sentences, I dondt wuse the transl ator at

similar text, and then | see, aha, this is where | made a mistake, this seems bet
€ Just the other day | read something and

and | corrected it right away. o (Eve.int3.

It seems that Eve was quite conscious of her goal to learn new vocabulary and
improve her English in general through extense&ding. She distanced herself
from extensive reading principles, but at the same time developed strategies that

helped her evolve as a fluent EFL reader and speaker.

Improved general EnglishFour participants, Mary, Alan, Elle and Maureen,
explicitly atributed their improvement in English to extensive reading. Elle
commented on her obvious improvement, noticed in the EFL classroom, in the

following way:
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Al think i1itds because of readi ng.
English in general. Nowfeel motivated o r e a (EllermBigl . 0

In the middle of thgorogramme when asked to evaluate himself as a reader,

Alan said:

Al 6m so so. |l 6m not very good, but
wat ched videos, I di dndétnokwvnolw Krhmhaw
(Alan.int3.q11)

Critical thinking. Towards the end of therogramme when asked whether she
saw reading in English as cool/socially desirable and liked to be seen reading in
English, Eve responded:

| 6ve

mai rc én

ASur e, I can t eon,lfor dxdmple thet differense batweeno p i n i

the original and the translation. For

In the same interview, she explained that she liked reading in English because
she preferred originals to translations, a reason she had not mentionedin any
the previous interviews. Also Erin mentioned her preference for originals as
opposed to translation (explained furtherTine choice of reading materigls
however, she did it at the beginning of theogrammeand not only later.

Although not explicitlystated as an improvement attributed to extensive reading,

it seems that Evebs perceived ability

type of material developed in the course of gjh@egrammetherefore it could be

interpreted as one of the improvents due to extensive reading.

6) Perceived positive influences on EFL reading motivation

SuUr €

t o

In this category codes t hat denot e participant s

contributed to sustain and/or increase their motivation to do extensive reading

are discussd. The following codes are included:

stick to the set goal
family and peer influence

1
1
1 home environment

1 extensive reading is helpful
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extensive reading is fun and relaxing
extensive reading is part of routine

interesting and informative materials

materials gailable / lack of materials in Slovene
time to read / absence of school work

likes the language

=4 =2 4 4 -4 -5 -2

progress

Stick to the set goalln the first interview after the summer holidays, two
participants, Alan and Mary, reported reading more than beforprtigganme

and explained that the cause was their commitment tprdbgramme In their

words:
ADuring summer | read mor e. I had hardl
| joined thisprogrammeand now | read more. o (Alan.int?2

ABecause t hi s ntwight, sool decided t® sld itg ngimh,eand |
tried to read more.o (Mary.int2.q9g4)

These answers might be the answers designed to satisfy their teacher / the
researcher, something they thought was expected from them, especially since in
my experience studés do not usually worry about school during main holiday
period and holiday assignments are not the usual practice at this school.
However, both Alan and Mary later mentioned the influence of their parents
(who had signed the consent form for ghegramne and had been informed
about this assignment as well), so | assume the mentioned influence worked in

combination with other encouragements, not explicitly mentioned here.

Family and peer influencen the questionnaires, there were three statements
refering to the family attitude towards reading, namily family reads a lot.

My parents took me to the library when | was litded My parents (and other
family members) read books to me when | was liftleparticipantsagreedor
strongly agreedwith the first and the third statement, indicating that their
families valued reading and that their upbringing included reading as a family
activity. However, the participants of thisrogramme were not children

anymor e, but sti || y 0 u mmpre ernlessl gchive f or t he
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involvement in their schooling. Therefore, | asked the readers about their
parentso current i nvol vement i n their fr
participants, except for EI'| e, reported
encouragemnt and support on two levels: encouraging their reading and

providing or influencing the choice of reading materials. In the questionnaires,

seven participantstrongly agreedor agreedwith the statemenMy parents

encourage me to read in EnglistErin and Ann mentioned less explicit

encouragement by their parents. Erin told me her parents would buy her books in

English and talk to her about the books that she had read, but

Aln the beginning they had nothing to ¢
startedbyny sel f . 0 (Erin.int3.q9q9)

Ann, on the other hand, reported reading
private | ibrary. None of them thought theli
on their reading in English. Other participants mentioned more explinityfa

interventions, which were, however, received well. Mary, for example,

perceived her parentsd encouragement as Ve

AThey know | read in English. ltds not
they |ike it that | ermeaad.. 0l t(GMarsyudmta . galdc
Tri sh, however, described her parentsoé i n\

to such an extent that it would influence her reading motivation negatively:

AYes, they know and encourage ene, they I
tell me to read an English book once in a while, they bring me stuff from the
l'i brary, from Koper. € Yes, because they
English and so.0 (Trish.int3.qgq3)

I n Eveds case it seems that hbn€Evewasot her wa:
l'ittle and hel ped to develop her daughter ¢
a positive influence on her reading motivation in the course of EFL extensive

reading as well.

A | read a | ot befor e, too, dttatbhuse my n

would do better at school , t hat | woul d |
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told me to read, gave me picture books.

little. o (Eve.int2.q9q2)

The two participants that were influenced by their parents th& miere Tom
and Alan. According to their answers, their parents were an important influence
on the choice of reading materials (explained furthefhe choice of reading
materials), however, they were involved in their readaagvities as well. In

Interview 2, | and Tom had the following exchange:

Tom: AWe watched films with subtitles,
film, so we selected English subtitles. Tt
|l © AYou keep saying we. DOoiessh?yoour whol e

Tom: AYes, I and my dad al ways together,
(Tom.int2.9%2)
Later, he again mentioned his parents:

AMYy mom and dad encourage me to read in
good at languages. For example also Italiasp & Italian | had to read a book
and in English my dad uploaded a comic boc
He | ater says that Aif they had not encou
Nevertheless, it was evident that they were very supportive, esmmaraling
when it came to his learning languages, most of all English.
Four participants, namely Alan, Trish, Eleanor and Eve mentioned also peer
influence on their reading in English, predominantly on their choice of reading
materials (seélhe choice of rading materials Eleanor, however, described
also an informal reading/writing community she and her friends spontaneously
formed:

Al stick to this serial that | 6m reading

then my friends panatd myntistakes, | réad theirwtuff, t t e n,

and so on.o0o (Eleanor.int2.ql17)

Home environrment The participantsd preference for

to reading at school is discussed in the-cidpterEvaluation of the extensive

readingprogramme unde codelike reading in home environment¥hat the
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participants especially pointed to was the relaxed atmosphere and no time

pressure, which they associated with school. The positive influence that home
environment obviousl y haespecaly fot loung par t i ci g
readers in elementary school, speaks in favour of extensive rgadm@gmme

designed as extreurricular activities or at least activities that take place
predominantly outside school premises.

Extensive readings helpful The paticipants joined theprogrammedue to
perceived reading and language related benefits. In the coursepobgnamme

they indeed noticed predominantly linguistic improvements (as explained in
Perceived improvements attributed to EFL extensive regdamgl any such
notion that extensive reading helped them improve their English positively
influenced their reading motivation. Erin had a very specific goal, namely to
passthe First Certificate exam, therefore she hoped to develop her vocabulary.
Apart from beimg fun, she perceived extensive reading as helpful, as well. In
interview 3 also Maureen explained that she purposefully engaged in extensive

reading before tests, to revise and prepare.

Extensive reading is fun and relaxinghen asked about their motivar foining

the extensive readingrogramme only Trish mentioned reading for fun as one
of the reasons. The other participants seemed more focused on langjasee
benefits and goals (che&urposes of extensive readinglowever, in the course

of the programme seven other participants stated that the fun of reading and its

relaxing effect motivates them to continue with the activity. They, for example

Aéfind it more interesting. I't makes me f
pl easure3d3o0oqy)Eron. iint |Ii ke reading in Engl
relaxing.o (Elle.int4.9g9) and nl read mos

sl eep more easily. o (Tri spnogrammeidthg 21) Towa
busy exam period when a lot of partias reported a decrease in reading

motivation (checkChange in reading intensjtyand explained the negative

influences that contributed to that (chde&rceived negative influences on EFL

reading motivation), Eve explaineldat her motivation to read dibt decrease,

since reading némostly helps me to relax.c
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