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中文摘要	

國小學生的自主學習能力仍是相對被忽視的研究領域。本研究使用質性研

究方法，探討國小學生在行動輔助廣泛閱讀計畫的經驗，以及如何發展自主學習能

力。希望能透過國小學生在此計劃中的學習過程的描述，供研究學者及教師往後提

升國小學生自主學習能力時參考。本研究對象為來自台灣偏遠地區的小學，一共十

四位的六年級生。他們參與了為期十週的閱讀計畫。計畫過程中，學生每週有三天

在學校用過午餐後可以使用平板電腦自由的廣泛閱讀，同時也鼓勵他們利用課餘時

間自行閱讀。研究者於計畫之初帶領學生進行自主學習相關的課程，讓學生認識何

謂自主學習。為了紀錄學生自主學習的發展過程，學生閱讀時需錄下朗讀內容，並

在閱讀後完成閱讀札記。其他資料來源如下：研究者在學生自由廣泛閱讀時所做的

觀察紀錄以及訪談逐字稿	。	

根據以上資料所做的分析，將學生自主學習行為的發展及廣泛閱讀經驗歸

成不同類別（category），以三角測定法（triangulation）處理不同資料來源。其研

究結果提供。結果顯示國小學生的廣泛閱讀經驗和學生的閱讀習慣、學習英語的原

因以及先前的語言學習經驗有關。更重要的是，研究結果針對國小學生自主學習的

本質提供了更清楚的解釋，這主要和他們對自主學習的準備程度有關。另外，這些

學生展現了正面及負面兩種能觀察的自主行為，包括以下面向：讀本選擇、目標訂

定和學習策略。		

	 依據研究發現，本研究建議教師在發展自主學習前注意學生的準備程度和

過去的學習經驗。對於此年齡的學生，教師身為促進者和鷹架的角色十分重要。行

動科技輔助之廣泛閱讀結合自主學習訓練課程可以提供學生一個發展自主學習行為

的環境。未來研究方向可延長研究時間以探究年輕語言學習者自主學習發展。未來
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研究也可以選擇不同的學習環境，並探查廣泛閱讀的另一個學習結果¾讀寫能力的

發展。	

	

關鍵字：英語為外語學習閱讀；行動科技輔助語言學習；廣泛閱讀計畫；英語為第

二外語學習學童；自主學習	

  

 



	iii 

ABSTRACT 

Learner autonomy at elementary school level is still an underrated research topic. The 

present study is intended to provide insight of young learners’ learner autonomy development 

and experience in a Mobile-Assisted Extensive Reading program (MAER) with qualitative 

approach. It aims to illustrate how young learners interact with the proposed program in order to 

provide insights for researchers and teachers into young learners’ autonomy promotion. A class 

of six-graders from a chosen elementary school in a remote area in Taiwan participated in this 

10-week MAER program. The students had opportunities to read extensively on their tablets 

three times a week after their lunch time. They were encouraged to read out-of-class as well. To 

raise the students’ awareness of autonomous learning, learner development lessons were 

provided at the early weeks of the program. To capture the students’ development in learner 

autonomy, the students were asked to record their readings and fill in the reading journal. The 

other data sources include observations from several free reading sessions and transcriptions of 

interviews.  

By logging and analyzing all data, students’ autonomous behaviors and reading 

experience were categorized and triangulated across various sources. The results 

indicated that young language learners’ ER reading experience was influenced by their 

previous reading habits, reasons for learning English, and prior language learning 

experience. More importantly, the findings provide a better understanding of the nature 

of young language learner autonomy, which is related to their readiness of autonomous 

learning. In addition, the students demonstrated both positive and negative observable 

autonomous behaviors in the following aspects: book selection, goal setting, and 

learning strategies. 

Based on the findings, the study suggests teachers be aware of students’ initial 
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readiness level and past learning experiences before implementing autonomous 

learning. The role of teacher as a facilitator and scaffold is equally important for 

students at this age. MAER programs and learner autonomy training lessons could 

provide a supportive environment for students’ autonomous behaviors. Future research 

might explore young language learners’ autonomy development for a longer period. 

Future study could be conducted at a different learning context, and investigate another 

learning outcome from ER, literacy development.  

Keywords: EFL reading, MALL, extensive reading program, young EFL learners, learner 

autonomy 
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CHAPTER ONE 

INTRODUCTION 

1.1 Background and Motivation 

Developing learners’ reading habit has always been an important task for educators and 

researchers (Asraf & Ahmad, 2003; Crawford Camiciottoli, 2001; Hsui, 2000; Huang 

& Liou, 2007; Yang, 2007). Research has shown that literacy development in a second 

language is closely related to reading experiences (Elley, 1991; Elley, 2000; Juel, 1988; 

Lituanas, Jacobs, & Renandya, 1999; Sheu, 2004). In an EFL country such as Taiwan, 

however, English learners need to commit themselves to the target language and expose 

to it to become a good reader. Encouraging students to be a book lover for life is 

therefore one of the greatest goals for language teachers. When students’ reading 

motivation and level of autonomy increase, they could become readers with better 

reading comprehension skills (Guthrie, Hoa, Wigfield, Tonks, Humenick, & Littles, 

2007; Juan & Cheng, 2008). Extensive reading (ER) is one of the solutions to address 

this issue as it has been indicated in previous research to help cultivate good reading 

habits. Conducting an ER program in a context that students will be interested in—a 

mobile-assisted language learning context, provides opportunities to develop learner 

autonomy.  

ER is defined as ‘‘reading in quantity and in order to gain a general 

understanding of what is read. It is intended to develop good reading habits, to build up 

knowledge of vocabulary and structure, and to encourage a liking for reading” 

(Richards & Schmidt, 2002, pp. 193–194). According to the definition, ER has both 

advantages for literacy and affective development. ER programs or book flood 

programs have brought better reading experience to students (Elley, 1991; Elley, 2000; 

Juan & Cheng, 2008; Lituanas et al., 1999). In terms of literacy improvement, studies 
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have found students’ progress not only in reading comprehension and reading fluency, 

but also in other skills such as writing and speaking (Elley, 1991; Juan & Cheng, 2008; 

Lituanas et al., 1999). Affective-wise, students have shown more interest in reading 

(Juan & Cheng, 2008; Yamashita, 2013).  

Increased interest in reading could be related to one of the characteristics in ER 

program: students have opportunities to control their own reading materials (Day & 

Bamford, 2002). In other words, ER provides a context for developing learner 

autonomy. Due to the complexity of the construct of autonomy, researchers have 

offered various definitions (Benson, 2001; Holec, 1981; Little, 1991). The most widely 

quoted version is the definition by Holec (1981): “the ability to take charge of one’s 

own learning” (p.3). Little (1991) specifically pointed out the “psychological relation 

to the process and content” (p.4). Benson (2013) identified the control of learning 

content in his model for autonomy, which includes the control of learning management, 

cognitive process, and learning content. To control learning content, he mentioned two 

types of resources for learners: traditional learning resources and technology-based 

resources. With the emergence of Computer-Assisted Language Learning (CALL) and 

Mobile-Assisted Language Learning (MALL), the latter type, technology-based 

resources, have gained much attention from researchers who are interested in learner 

autonomy. 

Affordances provided by CALL resources can benefit learner autonomy 

development (Reinders & Hubbard, 2012). The easy access to online learning resources 

enables learners to study independently out of class and also plan for their own learning. 

As a result, learner autonomy can be fostered (Beatty, 2003). MALL could bring 

traditional paper-back ER to the next level. One of the few studies that investigated 

mobile-assisted reading found that implementing ER on mobile phones resulted in 
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better learning outcome and attitudes than on PCs for adolescent learners (Lin, 2014). 

It was explained that since mobile phones have greater mobility and spontaneity 

compared to PCs, learners may spend more time on reading.  

Among the various studies that investigated learners' autonomous language 

learning with online materials, most subjects are college students and adult learners 

(Arikan & Bakla, 2011; Chan & Spratt, 2002; Figura & Jarvis, 2007; Lai & Gu, 2011; 

Monteverde & Gaona, 2011; Sockett & Toffoli, 2012). Studies investigating EFL 

young learners’ literacy and autonomy development are still scant. Kim’s (2011) study 

on elementary school students, however, found that it is possible to see autonomous 

development in learners already at this young age. 

More effort should be devoted to understanding elementary school learners’ 

reading attitudes and autonomy development in a mobile-assisted ER context. The 

present study is a qualitative study of a mobile-assisted ER program that was conducted 

in a remote area elementary school in Taiwan. By adopting grounded theory method, 

the aim of this study is to provide a deeper understanding of sixth graders’ ER 

experience and how they develop learner autonomy in a mobile-assisted ER program. 

1.2 Research Questions 

The present study focuses on the process of a mobile-assisted extensive reading 

program that raises EFL young learners’ awareness of learner autonomy. Their 

observable behaviors include two areas: reading experience and learner autonomy. 

The following research questions guided the study: 

1. What are the extensive reading experiences of the sixth graders? 

2. Are there any autonomous behaviors of the sixth graders developed in the 

mobile assisted extensive reading program?  

 



	4 

1.3 Significance of the Study 

Autonomy first made its appearance to language teaching field through the Council of 

Europe’s Modern Language Project in 1971. Although the concept of learner autonomy 

has been around for years, its importance recognizable, and its benefits to learners 

significant, young EFL learners’ learner autonomy still remains a black box. Learner 

autonomy in elementary school students could be difficult to observe because students 

at a younger age do not think as meta-cognitively as older learners. Fortunately, learner 

training has been proposed and implemented in different age groups (Wenden, 1986). 

These trainings could raise young learners’ awareness in autonomous learning and 

teach them “how to learn.” It is with the hope that through an awareness raising 

extensive reading program, elementary school students could become more 

autonomous learners, develop better reading habits, and improve language learning 

experience.  

To shed light on this seldom researched topic, this present study used grounded 

theory approach to demonstrate elementary school students’ autonomous behaviors in 

a mobile assisted extensive reading program, and provide an example of a tentative 

reading program for elementary school English learning. 
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CHAPTER TWO 

REVIEW OF LITERATURE 

This chapter reviews the three major themes of the study: extensive reading, mobile-

assisted reading, and learner autonomy. First, the definition and elements of extensive 

reading are discussed, followed by two positive outcomes: literacy development and 

reading attitudes. Second, the role of mobile technology in a language learning context 

is brought in, with a specific focus on reading. Finally, this chapter closes with a review 

of learner autonomy, how it could be promoted through technology, and its relation 

with young learner. 

2.1 Extensive Reading (ER) 

The reviewed literature in this section includes the core elements of ER, and the positive 

linguistic and affective learning outcome of ER. 

2.1.1 Elements of Extensive Reading 

Definitions of extensive reading (ER) vary from one scholar to another. One of the 

definitions, as mentioned earlier in the introduction section, is “reading in quantity and 

reading in order to gain a general understanding of what is read. It is intended to develop 

good reading habits, to build up knowledge of vocabulary and structure, and to 

encourage a liking for reading” (Richards & Schmidt, 2002, pp. 193–194). Some shared 

characteristics are seen in different definitions. For instance, Yamashita (2015) found 

four common features from different ER programs: a large amount of reading, easy 

materials, faster reading rate, and pleasure.  

For more descriptions of ER, the most often referred guidelines of ER are the 

10 characteristics described by Day and Bamford (1998).  

1. The purpose is usually related to pleasure, information, and general 

understanding. 
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2. Reading is its own reward. 

3. Reading speed is usually faster rather than slower. 

4. Reading is individual and silent. 

5. The reading material is easy. 

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

7. Teachers orient and guide their students.  

8. The teacher is role model of a reader. 

9. Learners choose what they want to read. 

10. Learners read as much as possible. (pp.7-8) 

These 10 characteristics are categorized into four parts by Macalister, J. (2015), 

including “the nature of reading,” “the nature of the reading material,” “what the 

teachers do,” and “what the learners do” (p.122). Characteristics one to four belong to 

“the nature of reading;” five and six belong to “the nature of the reading material;” 

seven and eight belong to “what the teachers do;” and principles nine and ten belong to 

“what the learners do.” However, reflecting on the reality in language classrooms, some 

of the “principles” are not necessary. Macalister, J. (2015) pointed out that the 

following three characteristics could be removed: (1) Reading is its own reward, (2) A 

variety of reading material on a wide range of topics must be available, (3) Learners 

choose what they want to read. The first reason being that ER could be integrated in the 

curriculum and it plays the role of a “springboard.” The other reason is that in some 

contexts with poor resources, the teacher decides what best suits the learners.  

It is not surprising that when it comes to the implementation of an ER program, 

different studies adopt their own design based on the context. Macalister (2015) states 

that “any extensive reading programme needed to be responsive to the characteristics 

of the language learning context in which it was being implemented” (p. 123). 
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Depending on different settings, possibilities and limitations will be different. The 

limitations should not be obstacles for implementing extensive reading in language 

learning. Room for varieties is hence inevitable to allow for flexibility and adaptation. 

Core elements, however, do exist so as to serve as a baseline. The “core elements,” 

according to Waring and McLean (2015), include: fluent comprehension, high reading 

speed, reading large amounts of text, and focus on meaning of text. In different 

programs are “variable elements” that teachers could choose to best suit their students. 

These elements are, for instance, the location of the program, whether it is compulsory 

or not, whether it is pleasure reading, whether it is guided by a teacher, the length of 

text, and freedom to choose materials.  

Under the guidelines and core elements for ER, different researchers develop 

their own ER program designs. Based on the existing number of literature on ER, few 

would deny the benefits brought by it. ER, according to previous studies, has positive 

outcome for language skills such as reading comprehension, reading rate, vocabulary 

acquisition, grammar, and writing (Asraf & Ahmad, 2003; Elley, 1991; Hafiz & Tudor, 

1989; Iwahori, 2008; Juan & Cheng, 2008; Lituanas et al, 1999; Yamashita, 2008).  Due 

to its nature of being a pleasure reading experience, ER also helps foster affection 

towards reading, for instance, more positive attitudes towards reading (Asraf & Ahmad, 

2003; Constantino, 1994; Juan & Cheng, 2008; Lin, 2010; Yamashita, 2013). The 

following section will be addressing positive learning outcomes of ER, including 

language skills and attitudinal changes.  

2.1.2 Extensive Reading and Literacy Development 

ER provides readers with abundant input and if learners have chosen the right materials, 

they will be able to comprehend at ease and enjoy the reading experience (Day & 

Bamford, 1998). Concepts in Krashen’s (1982) learning theory, “input hypothesis” and 
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“comprehensible input,” support ER. The input hypothesis claims that language 

acquisition requires “comprehensible input” in the learning context. It is, however, not 

enough for language acquisition. The learner needs to have a low Affective Filter 

towards the input. The input, according to Day and Bamford (1998), should be i minus 

1 rather than the original i+1 in input hypothesis. Materials at i minus 1 level could help 

not only develop sight vocabulary but also minimize learners’ pressure. With rich and 

appropriate input for readers, learners better in different aspects of English skills.  

The following studies investigated on different linguistic outcomes from ER 

programs, with a range of participants’ age, length of the program, frequency of reading, 

and choice of reading materials. The review starts with the research done in middle 

school and university, which are a popular age group in this research topic.  

In Yamashita’s (2008) study, thirty-eight Japanese university students 

participated in an EFL reading class. The purpose of the study is to investigate whether 

reading ability or linguistic ability is easier to be improved over the 15-week-long 

program. The class met once a week, and the students were provided with graded 

readers to read in and out of class. They submitted a book report after reading each 

book. This study was a pretest-posttest design, and two types of tests were conducted. 

The first was a set of placement/progress cloze tests for measuring linguistic ability. 

These cloze tests were composed of several different levels of texts with every fifth to 

eighth word deleted for students to fill in. The second was the extensive reading test for 

reading ability, where students answer comprehension questions in a limited time. 

Significant improvements were found in the latter test but not in the former one. The 

author explained that it may be due to the participants’ L1 reading ability and strategies 

had transferred to L2 reading given chances to read in a large amount, but they did not 

focus their attention on linguistic forms during ER. Another contribution to the reading 
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speed could also be the increased automaticity of word recognition after great exposure 

to texts.  

Reading fluency and general language proficiency are also discussed in Iwahori 

(2008). In a seven-week ER program, thirty-three Japanese high school students were 

assigned to read twenty-eight books from a wide range of 137 book choices. The study 

includes two tests for pretest and posttest; one is for reading rate, and the other is for 

general language proficiency. To examine the reading rate, the students were asked to 

answer three comprehension questions after reading a text. In the general language 

proficiency cloze test, after the first sentence, half of the letters in every second word 

was deleted. The results show that the students improved in both tests after the treatment. 

The students’ reading rates increased by about 30 percent and the students also 

improved significantly on their language proficiency test, although the difference was 

little. The results of enhanced reading rate and little linguistic improvement are similar 

to Yamashita’s (2008).   

While the above mentioned studies did not single out students who needed extra 

assistance, Lituanas et al (1999) examined the effectiveness of a six-month English ER 

program for remedial students’ reading proficiency in a secondary school in the 

Philippines. The research was a pretest-posttest control group design. The 

measurements included two tests, one of which examined reading comprehension, the 

other was for reading rate and accuracy. The ER program that was designed for the 

experimental group included pre- and post-reading activities along with freedom to 

choose reading materials. The control group was taught in a traditional way with 

textbook guided reading. After six months, the remedial students who participated in 

the experimental group significantly outperformed the control group on both reading 
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proficiency tests. The results show that ER helps students who needed extra help for 

reading improve their reading skills.  

A few ER programs conducted at the elementary school level also present 

positive literacy development. One of the earliest and often cited ER articles is Elley’s 

(1991) outline of nine different book-based programs. The programs were a response 

to audiolingual programs at that time. It was argued that book flood programs provided 

learners with “immersion in meaningful text,” “incidental language learning,” 

“integration of oral and written language,” “focus on meaning rather than on form,” and 

“high intrinsic motivation” (Elley, 1991, pp.378-379). All of the mentioned programs 

were conducted in elementary schools with students of six to eleven years old. The 

programs were long-term, lasting from eight months to three years. The instruments 

used to investigate the effect of ER programs include various language tests and 

interviews with teacher and students. The collection of studies shows positive outcomes 

in reading comprehension, word recognition, vocabulary, reading speed, listening, and 

writing. 

In Hafiz and Tudor (1989), one experimental group of sixteen ESL students at 

the age of ten to eleven in the UK with two other control groups of fifteen students 

participated. The aim of the study was to investigate the effectiveness of ER on students’ 

linguistic proficiency in L2. NFER (National Foundation for Educational Research) 

Tests of Proficiency in English were both given at the beginning and after three months 

to examine reading and writing proficiency. The students in the experimental group 

attended ER program for twelve weeks. They read freely one hour a day, five days a 

week. The scores of pretest and posttest for reading and writing skills indicate that the 

experimental group not only improved the most, but also scored the highest among the 
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three groups. The result is encouraging because it suggests that ER can facilitate not 

only reading but also other language skills, for example, writing. 

One of the few studies of ER in elementary school level in Taiwan is Juan and 

Cheng (2008). The study sheds light on how ER program affects remedial students in 

terms of learning performance and attitudes. Three remedial fourth graders participated 

in the study. Each student was paired with a reading partner as they picked a book, read 

and recorded their reading, and documented the information of the book. Data 

collection was done throughout the whole program and the sources included 

observations, in-depth interviews, review of documents, researcher’s journal, the letter 

identification test, the Ohio Word test, the researcher-constructed word recognition test, 

and the running records of oral reading. First, the researcher videotaped the ER sessions 

and observed personally the students’ reading behaviors. Second, semi-structured 

interviews were conducted to explore students’ perception of the program, language 

proficiency and attitudinal changes. The students, their homeroom teacher, and their 

English teacher were interviewed both before and after the program, while their reading 

partners were interviewed after the program. Third, the documents included students’ 

term grades and reading records written by themselves. Fourth, the researcher’s journal 

provided reflections on researchers’ biases, the ER program, and decision making in 

methodology. Fifth, the letter identification test was implemented before and after the 

program to test students’ knowledge of letter names and sounds. Sixth, the Ohio Word 

test was given both before and after the program to examine high-frequency word 

knowledge. In addition, the researchers also selected words from the reading material 

and designed the word recognition test. It was given before and after the program. 

Finally, the running record sheets were kept for accuracy rate and error rate by counting 

the total number of words and the mispronunciation. The study adopted methods 
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proposed by Lincoln and Guba (1985) to ensure trustworthiness, including prolonged 

engagement, persistent observation, triangulation, thick description, member checks, 

and researcher’s journals. Similar to Lituanas et al (1999), this study indicates the 

potential of ER to improve underachievers’ learning. The results from tests, reading 

quantity, reading accuracy rate, observations, perceptions of students and teachers 

provided data for English performance. It was found that all of the students improved 

in letter and word knowledge, reading speed and accuracy rate as well as learning 

attitudes. The improvement was correlated with the amount of reading.  

Four conclusions can be drawn from the previous reviewed literature. First, 

different aspects of language learning have been researched. Some of them are directly 

related to reading, such as reading comprehension, word recognition, vocabulary, 

reading speed, and reading accuracy (Asraf & Ahmad, 2003; Elley, 1991; Hafiz & 

Tudor, 1989; Iwahori, 2008; Juan & Cheng, 2008; Lituanas et al, 1999; Yamashita, 

2008). Other studies found a positive outcome for other areas, such as oral language, 

listening, and writing (Elley, 1991; Hafiz & Tudor, 1989). Second, ER programs could 

enhance learners’ language learning across ages. In the reviewed studies, the age of 

participants ranges from six years old to the second year in university, and all of them 

led to beneficial results. A closer look at the relation between age and studied language 

aspects implies that no specific language skills are linked to a certain period of time. 

For instance, participants at the age of 16—17 in Iwahori’s (2008) study improved their 

reading speed and so did 4th grade students (9—10 years old) in Juan and Cheng (2008). 

Third, the length of time ranges as short as seven weeks to as long as three years, 

suggesting that some positive results could be observed even within a short period of 

time. Fourth, the reading materials for most of the studies are graded readers, despite 

the age of the participants. Graded readers are literature designed for language learners. 
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Day and Bamford (1998) stated that since readers can position themselves easily due to 

the wide opportunities of suitable “i minus 1” and interesting texts for different 

proficiency levels, “language learner literature is the obvious first choice of reading 

material for all but advanced learners” (p.97).  

2.1.3 Extensive Reading and Affective Outcomes 

Attitudinal development is also another important aspect of language learning 

in addition to linguistic performance. Reading attitude is defined as “a system of 

feelings related to reading which causes the learner to approach or avoid a reading 

situation” (Alexander & Filler, 1976, p.1, cited in McKenna, 1994). Day and Bamford 

(1998) suggested two models related to L2 reading attitudes. Figure 2-1 presents the 

combination of the two models. Four factors influence L2 reading attitudes, including 

L1 reading attitudes, previous experience with learning to read other L2, attitudes 

toward L2 culture, and L2 classroom environment. Among them, ER programs cannot 

change what learners’ L1 reading attitudes and previous experiences are, but the other 

two, attitudes toward L2 culture and classroom environment, can be influenced (Day & 

Bamford, 1998). First, learners may originally have a positive or negative attitude 

towards L2 culture, but ER programs could provide them with chances to explore it, 

which will influence their view of it. Second, ER programs are designed to give learners 

pleasant reading experiences, which will foster more positive L2 reading attitudes. The 

second part of the model includes factors that contribute to L2 reading. Of all the four 

factors, materials and L2 reading attitudes have stronger influence. In ER programs, 

special attention is given to reading materials. Readers are given freedom and autonomy 

to decide what to read, if not, they are suggested with reading materials that are 

interesting and suitable for their level.    
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Figure 2-1 Model of the acquisition and development of L2 reading attitudes and the 
major variables motivating decision to read in L2 (a solid line indicates a stronger 
influence than a broken line). Adapted from “Affect: The secret garden of reading,” 
by R. R. Day & J. Bamford, 1998, Extensive Reading in the Second Language 
Classroom, p. 23, 28. 

	
Research has shown increased positive reading attitudes in ER programs using 

qualitative method (Asraf & Ahmad, 2003; Juan & Cheng, 2008) and quantitative 

method (Lin, 2010; Yamashita, 2013). To capture attitudinal changes, Asraf and 

Ahmad (2003), and Juan and Cheng (2008) conducted qualitative studies, collecting 

data by observation, teachers’ diaries, and in-depth interviews. Attitudes and 

motivation alike, are difficult to be directly observed. They have to be inferred from 

certain actions and behaviors (Day & Bamford, 1998). The followings are two 

qualitative studies in which attitudinal changes were illustrated by describing learners’ 

behaviors. 

In Asraf and Ahmad’s (2003) study, two seventh grade classes and one ninth 

grade class from three different rural schools in Malaysia carried out Guided Extensive 

Reading program. The program lasted for four months. Every ER session was 

composed of two parts: individuals read graded readers silently and retold stories to 
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others in class. In these rural schools, most of the students had low English proficiency. 

The two seventh grade classes were chosen to ensure the students have the highest level 

of motivation. The ninth grade class, however, although performed the poorest in the 

school, was chosen under the request of their teacher. The aim of the program was to 

motivate students and promote reading habits. To investigate students’ reading attitude 

and perception of the program, the study adopted a qualitative approach for program 

evaluation. Data were collected through classroom observations, teachers’ diaries, and 

interviews with the teachers and students. The authors presented detailed descriptions 

of the classroom observation and incidents suggesting that most students changed their 

attitude from reluctant to positive. The observations were triangulated with other data 

sources. Their English proficiency, however, may not have been observable, but as the 

authors argue “given the improvement in the students' attitudes towards reading in 

English and their motivation to read English books, it is very likely that their 

proficiency in English will increase in the long term if this reading is kept up” (p. 99). 

It is inspiring to observe students turning from reluctant to interested in the ER program 

and asking for more books to read. This behavior could be an indication of positive 

reading attitude change.  

As described in the previous section, remedial students also showed increased 

confidence and interest in learning English during the ER program (Juan & Cheng, 

2008). The affective changes were captured through observations, teachers’ diaries, 

interviews, and reading records. The teacher noticed more interactions between her and 

the students in class, indicating more engagement. One student was observed to read 

the text out louder and more confidently, while he used to whisper. Observable 

behaviors as such demonstrate parts of the changes in attitudes. 
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On the other hand, some studies utilize questionnaires to investigate reading 

attitudes in ER programs (Lin, 2010; Yamashita, 2013). Yamashita (2013) conducted 

research on the effect of ER on different components in reading attitude. In his study, 

61 Japanese university students joined the fifteen-week ER program. They read freely 

both in and out of class from the 500 grade readers provided or the choice of their own. 

A pretest-posttest design was adopted. The researcher examined five attitudinal 

variables with a 22-item questionnaire for the ER program: Comfort, Anxiety, 

Intellectual Value, Practical Value, and Linguistic Value. The first two components 

refer to the affective aspect of reading attitude, while the others refer to the cognitive 

aspect. Linguistic Value was not included in the analysis due to the high mean scores 

in pretest. It indicated that the students already believed ER could facilitate their 

language learning. Results showed that ER significantly increased learners’ comfort 

and reduced their anxiety level in L2 reading. Learners also agreed with Intellectual 

Value in ER, but there was no difference in Practical Value. 

Another study that utilized questionnaires is Lin (2010). In his study on a ten-

week extensive e-book reading, 109 ninth grade students participated. Students could 

choose to read from 140 e-books selected from different websites. The purpose was to 

study the effects of ER on reading attitudes. The instruments included a reading attitude 

scale as both pretest and posttest. It consisted of four dimensions: utility, development, 

enjoyment and escape, all of which increased significantly at the end of the program. 

Combining the reading attitude scale results with the teacher’s notes and observations, 

attitudinal changes were found in three facets: cognitive, affective, and conative 

changes. The learners gradually started to appreciate the knowledge and usefulness 

brought by e-books. They were drawn to e-books at the beginning, lost interest in the 

middle, and regained interest again after experiencing a sense of achievement. Some of 

 



	17 

them demonstrated a strong desire to prolong the ER program. Learners’ reading 

attitude could change as they grow up and more pastime activities are available to them 

(McKenna, 2001). The involvement of technology in reading might be a bigger 

attraction for learners nowadays and could serve as a hook, as in Lin’s (2010) 

observation, where learners were attracted by the novelty of e-books.  

The above reviewed literature has demonstrated positive learning outcomes 

from ER programs. Both qualitative and quantitative research designs were used in 

different studies. To investigate learning performance, most studies conducted 

language tests for pretests and posttests (Asraf & Ahmad, 2003; Elley, 1991; Hafiz & 

Tudor, 1989; Iwahori, 2008; Juan & Cheng, 2008; Lituanas et al, 1999; Yamashita, 

2008). While for track reading accuracy changes, running record sheets were used (Juan 

& Cheng, 2008). To examine attitudinal changes, mixed methods including 

questionnaires and observations were found (Juan & Cheng, 2008; Lin, 2010).  

2.2 Mobile-Assisted Reading 

In this section, the reviewed literature includes an overview of Mobile-Assisted 

Language Learning (MALL), and the focused area of the present study, Mobile-

Assisted Reading.   

2.2.1 Mobile-Assisted Language Learning 

The new generation that follows the Millennials was born under uprising technological 

development. Digital devices such as smartphones, tablets, and especially PCs are 

accessible at most schools in Taiwan, if not in every family. As Kukulska-Hulme (2009) 

mentioned, “to a certain extent, by dint of their ubiquity, mobile devices are already 

influencing how people learn; on the other hand, educators need to do more than just 

watch it happen” (p.158). Mobile learning (M-learning) hence has gained attention from 

researchers and teachers alike. One of the definitions of M-learning is “learning 
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mediated via handheld devices and potentially available anytime, anywhere. Such 

learning may be formal or informal” (Kukulska-Hulme & Shield, 2008).  

Thanks to the mobility of devices, two main features of M-learning are the 

mobility of time and place. Kukulska-Hulme’s (2012) survey shows that mobile 

learning can happen regularly at a certain time or spontaneously depending on the 

learners. The location of M-learning could be at home, on public transportation, or even 

at work, as long as learners feel comfortable learning in that context. Given this 

orientation, learners could extend their learning from school context to their daily lives. 

Take ER as an example, it is no longer extensive merely in the sense of volume, but 

also in that of time and space. 

In terms of the learning benefits, Attewell and Webster (2004) found positive 

reactions in reluctant learners. The authors believe that “learning mediated by 

technology can provide a convenient, personalized and non-judgmental alternative to 

traditional education” (p.15). Learners displayed increased confidence and longer 

attention span during M-learning. In this respect, M-learning can encourage learners 

who might otherwise be sacrificed in a traditional learning environment and it may also 

help facilitate their learning process. 

The application of M-learning in language teaching and learning field is termed 

“Mobile-Assisted Language Learning (MALL).” Applying technology to language 

learning is not purely novelty. In fact, Computer Assisted Language Learning (CALL) 

has been utilized and studied in many teaching scenarios. Different from CALL, 

however, MALL features “its use of personal, portable devices that enable new ways 

of learning, emphasizing continuity or spontaneity of access and interaction across 

different contexts of use” (Kukulska-Hulme & Shield, 2008, p.162).  

The importance and trend of MALL could be seen in Burston (2013) and Duman, 
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Orhon, and Gedik’s (2015) studies. Burston (2013) compiled an annotated bibliography 

of MALL research from 1994 to 2012. It showed that MALL has been a popular topic 

since 575 related works were published in the two decades. Another review from 

Duman, et al (2015) discussed the research trend in MALL from 2000 to 2012, and 

found categories including vocabulary, grammar, listening, speaking/pronunciation, 

reading, writing, integrated skills, dictionary use, assessment-evaluation, multimedia 

use/design, instructional design, identity/sense of community, usability, potential 

uses/drawbacks, interaction/collaboration, perception/attitude, and academic 

achievement. Affordances brought by MALL such as extending learning time from 

school to home can provide multimedia input and facilitate collaboration with the 

communication tools. These could be instrumental in language learning (Burston, 2015). 

Prior research has suggested that attitudinal and literacy development have been 

covered in recent years, while little attention has been devoted to learner autonomy 

development in MALL contexts (for further review, see 2.3.1 Learner autonomy and 

technology).  

2.2.2 Mobile-Assisted Reading 

Since CALL and MALL differ mostly in terms of devices, mobile-assisted reading 

could be seen as the transformation of e-book reading or online reading on desktop PCs. 

Studies regarding e-books have shown mixed results to learners’ reading skills and 

motivation (Arnold, 2009; Chou, 2016; Huang, 2013; Pino-Silva, 2006; Sun, 2003). 

While research on mobile-assisted reading programs is little, a review of web-based ER 

studies could provide an overview of what learners’ perspective of e-book reading is 

and what similar encounters might occur in a mobile context.  

In a qualitative study, Arnold (2009) investigated advanced learners’ online ER 

experiences. Eight university students in a German as a foreign language course 
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participated in the program. Throughout the semester, seven ER sessions were 

scheduled and each session lasted 75 minutes. During the ER sessions, the students read 

German online materials as much as they could, without restrictions on length, genre, 

or difficulty. The study was an evaluation study using a process-oriented and a product-

oriented approach. To evaluate the process, the researcher looked into what and how 

the students read, and what they thought of the program. As for the product evaluation, 

the researcher focused on the linguistic and affective benefits students had, and whether 

they were motivated to read out of class. The data were from self-report information, 

including reading questionnaire, reading reports, reflections, and an online program 

questionnaire. For quantitative data such as questionnaires, means and frequencies were 

calculated. Qualitative data such as reflections were analyzed inductively by 

categorizing and developing themes. The results showed that learners developed 

stronger motivation and self-confidence by challenging themselves to reading more 

difficult texts. Answers from questionnaires and reflections showed that learners have 

gained both affective and linguistic benefits.  

In another study, Huang (2013) draws our attention to students’ perceptions of 

an e-book reading program. In this study, 67 Taiwanese university students in an EFL 

reading course participated in this study. The students’ feedback was collected through 

reading journals, questionnaire and interviews. Similar to Arnold’s (2009) study, the 

data sources included both quantitative and qualitative data. Means and standard 

deviations were calculated from the questionnaire. Qualitative data were first 

transcribed, summarized and filtered, divided into meaningful units, and finally 

categorized. After the analysis, she described learners’ perceptions towards e-reading 

as a double-edged sword as they expressed both positive and negative opinions. They 

appreciated how the program could motivate them and help them develop better reading 

 



	21 

habits. They also mentioned beneficial factors such as convenience and accessibility. 

Negative comments included eyestrain and lengthy passages. Her findings echo those 

in Chou (2016), Pino-Silva (2006) and Sun (2003).  

Chou (2016) observed 20 university students’ perceptions of e-books and 

whether it changed during a semester-long e-book reading program for a literature class. 

The main data source was the monthly reports from the students. All of the students’ 

reports were analyzed to understand their perceptions. To investigate the perception 

changes, however, the researcher chose five of the students to analyze based on the 

completeness of the students’ report. The sampling also ensured that students with 

different language proficiency levels were included. The data were analyzed with 

theme-based analytical approach. In their monthly response reports, positive and 

negative comments about the program were found. Similar to the previous study, the 

students valued the convenience and accessibility of e-books; however, they also 

complained the difficulty to read from computers, which includes interface, distractions, 

and eyestrain problem. The author reported how the students’ perception had changed 

over time. They gradually got accustomed to reading e-books, they found ways to 

interact with e-books, and they developed strategies for reading e-books.  

In Pino-Silva’s (2006) study, the author evaluated a web-based ER program. 

Data were collected from 18 university students’ answers on a questionnaire with 10 

open-ended questions. Their positive answers showed that reading through the Internet 

promoted better vocabulary and more fluent reading. Negative statements involved 

issues related to students’ access to device. Corresponding to Chou’s (2016) report, the 

author also indicated the possibility of learners’ positive perception by presenting one 

of the students’ comments, “I had my doubts but I began to like the method. I did lots 

of readings” (p. 91). 
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Sun (2003) designed and implemented an online ER system for university 

students in Taiwan. The study was to introduce the online ER system, and to evaluate 

the system by researching the learners’ attitudes towards the system. Students’ 

evaluation was collected through a survey. A total of 59 students in the course 

completed the questionnaire that consists of four parts: system interface design, features 

fostering language learning, perceived progress and learner motivation. The results 

showed that the students were positive about the system. Among the four dimensions, 

perceived progress was scored the highest, which indicates that the students felt the 

system helped them with their English learning. Students who demonstrated reading 

proficiency improvement also showed more positive attitudes toward the reading 

system.   

Concluded from the above reviewed studies, the common positive comments of 

e-reading are: better reading skills, faster reading speed, and increased vocabulary. 

Negative comments are mostly related to eyestrain and difficulty of reading on 

computers. Affectively, learners’ attitudes were observed to go through different stages 

(Chou, 2016). Most learners seem motivated at the beginning of the reading program 

because of the novelty and excitement (Chou, 2016; Pino-Silva, 2006). Their level of 

motivation decreased, however, as they experienced difficulties after encountering e-

reading. Chou (2016) observed that learners would finally overcome the difficulties and 

although not all of them feel interested in e-reading, they did not consider it as negative 

as before. Pino-Silva (2006) referred this to “a transition period needed by students to 

make the necessary adjustments in their affective structure” (p.92). Given time, the 

learners could still make online reading part of their daily practice and reading habits 

may be formed during the process.  
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Learners in the previously mentioned studies used desktop PCs, except in 

Chou’s (2016), in which laptops were used as well. With laptops, one learner said 

reading e-novels on bed before bedtime has become one of her favorite past time 

activities. It is the mobility of laptops that allowed her to retreat to a comfortable place 

that engages reading. Among studies related to mobile assisted reading, in addition to 

laptops, mobile devices include PDAs, mobile phones, Kindle, tablet PCs, and tablets 

(Chang & Hsu, 2011; Huang & Lin, 2011; Lan, Y. J., Sung & Chang, 2007, 2009, 2013; 

Larson, 2010; Lin, 2014; Shen, 2013). Before the popularity of smartphones and tablets, 

researchers have conducted studies with mobile phones.  

Huang and Lin (2011) investigated learners’ preference and perception of 

reading different lengths of texts on mobile phones, via email, and on paper. Ten 

Taiwanese 12-graders received long and short reading materials in hardcopy, in email, 

and on their mobile phones. First, the students received three different short texts in 

three modes, paper, email, and mobile phones. They were not limited to where and 

when to read the texts. After reading, all students submitted a questionnaire with items 

on comprehension check, rankings of different media, and perceptions of them. The 

same procedure went with the long texts. Finally, informal interviews with the students 

were conducted for further elucidation. The findings suggested that students preferred 

paper form for both short and long texts. The size of the screen was a major problem 

for the students’ reading. The authors predicted that in the future, electronic texts are 

still a more convenient and cheaper choice for mobile reading if the size of screen is 

taken care of. With the rapid development of technology, this problem could be solved 

as the popularity of bigger screen smartphones and tablets soars.  

Larson (2010) and Shen (2013) demonstrate the possibility of using tablets for 

young learner reading. In a small qualitative L1 case study, Larson (2010) observed 
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how two second-grade students interacted with e-books. The researcher observed the 

two students for 40 minutes every day for three weeks as they read the suggested 

reading by their classroom teacher. It is found that they often used tools on Kindle, the 

e-book tablet, such as font size adjustment, built-in dictionary, text-to-speech, and 

annotations. The researcher was interested in how wireless digital reading devices 

supported readers’ reading process and readership. Students’ responses done with 

digital noting tools provided insights of how they interact with the texts. The responses 

were categorized into five types: understanding of story, personal meaning making, 

questioning, answering, and response to text features. To comprehend the text, the 

students also adjusted font size, looked up words in built-in dictionary, and listened to 

words through the text-to-speech function. At the end, the author mentioned the impact 

of sociophysical settings. Compared to reading on laptop or desktop computers, reading 

on Kindle provided an experience that is more similar to reading a real book, which is 

what readers usually prefer. Interviews with the two students, their parents, and their 

classroom teacher revealed that the students’ preference and excitement towards 

reading on digital devices. Through the description and findings in this study, it is 

possible that e-book reading on digital readers could enhance readers’ independent 

learning and reading comprehension even with young readers.  

In a quantitative L2 research, Shen (2013) investigated Taiwanese fifth graders’ 

use of metacognitive strategies in online reading and the relationship of online reading 

strategies and their reading proficiency. The purpose of the study was to compare 

strategy use between high and low proficiency students. Five classes of students, a total 

of 83 students participated in this study. The subjects read three online storybooks from 

the App, Reading A-Z on tablets for 12 weeks. At the end, they finished an online 

reading strategy questionnaire and a reading proficiency test. Statistical analysis was 
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used to examine correlation between the use of online reading strategy and language 

proficiency, and the strategy use difference between low and high proficiency students’ 

use of strategy. The results showed that the least used strategy was reading aloud. 

Reading aloud, however, could distinguish high and low proficiency students.  

Using the same reading material from Reading A-Z, Lin (2014) included two 

groups of 10th grade high school students in a 10-week online ER program. Given the 

lack of critical attention paid to applying mobile technology to English learners’ 

linguistic and affective development, the purpose of the study was to investigate 

students’ learning outcome and perceptions of online ER. One class used tablets and 

the other used desktop PCs. They read in class once a week and were also encouraged 

to read out of class. The two groups were compared in three aspects: learning activities, 

learning outcomes, and users’ perceptions. Learning activities were analyzed according 

to three records from the system: the time spent on the reading system, the number of 

books read, and the level of the books they read. Reading skills tests from the reading 

system were used to examine students’ learning outcomes. Students’ perceptions were 

collected through the Technology Acceptance Model Questionnaire (TAM). Results 

showed that the tablet group outperformed the PC one in terms of reading skills. The 

tablet group also valued highly the “mobility and spontaneity” of their mobile devices.  

Although characteristics of mobile devices and interactive e-books facilitate 

independent reading, reading is never an individual activity. Reading alone is also 

interacting with the text. For learners to construct knowledge, peer interaction is 

important. In Chang and Hsu (2011), university students used PDAs for collaborative 

intensive reading. It was found that students working in pairs comprehended the reading 

materials better than those working individually. Lan, et al. (2007, 2009) also 

investigated collaborative learning, but the subjects were elementary school students. 
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In groups, the students read on their tablet PCs the materials on a mobile-device-

supported peer-assisted learning (MPAL) system. Results show that using MPAL 

system as scaffolding for low- and medium- proficiency students, which could solve 

problems in traditional collaborative learning. 

It is with the hope that MALL could help elementary school students enjoy the 

process of learning English and become independent learners. As Lan, et al. (2013) said, 

“one strategy used to face the above problems is to promote learner autonomy and to 

increase their opportunities for exposure to English” (p.24). The next section will 

illustrate the importance of learner autonomy, its relation with CALL and MALL, 

young learners, and learner development. 

2.3 Learner Autonomy 

Despite acknowledging the importance of learner autonomy, researchers have found 

learner autonomy a complex construct that is hard to define and measure (Benson, 2013; 

Oxford, 2003). Oxford (2003) felt a “blessed rage for order” to develop a more 

systematic theoretical framework for learner autonomy. She proposed a model with 

four perspectives. Each includes a different focus and four themes (context, agency, 

motivation, and learning strategies): 

• Technical perspective: focus on the physical situation.   

• Psychological perspective: focus on characteristics of learners.   

• Sociocultural perspective: focus on mediated learning.   

• Political-critical perspective: focus on ideologies, access, and power structures. 

(pp.76-80) 

Taking a look at the four models, the sociocultural perspective suits this study best. 

Oxford (2003) mentioned the sociocultural point of view is highly related to Vygotsky’s 
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(1978) learning theory. First, a mediated learning context is where learners interact with 

a “more capable other,” or “a book, cultural artifact, or physical model,” and move 

through the zone of proximal development (ZPD). The second theme, agency, is 

equivalent to self-regulation. Learners are expected to become self-regulated before 

removing scaffolding by more capable others. Third, learners’ motivation is 

strengthened as the more capable other guide them through meaningful learning. The 

last theme, “learning strategies,” is embedded in his theory, although Vygotsky did not 

use the term (Oxford, 2003). In the definition of “self-regulation,” which is “the process 

of planning, guiding, and monitoring one’s own attention and behavior,” traces of 

metacognitive learning strategies could be found (Berk & Winsler, 1995, p. 171). 

“Cognitive learning strategies” and “social learning strategies” are also described in 

mediated learning, as Vygotsky has mentioned higher-order abilities and social 

interactions. 

In Benson’s (2013) model for autonomy, three dimensions of control are 

included: control of learning management, cognitive process, and learning content 

(Figure 2-2). 

 

Figure 2-2 Defining autonomy: the capacity to take control over learning. Adapted from 
“Defining and describing autonomy,” by P. Benson, 2013, Teaching and Researching 
Autonomy, p. 62.  
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In terms of controlling learning content, learners have two resources: traditional 

learning resources and technology-based resources. For learners in this era, technology-

based resources have been more than familiar. The development of technology has 

brought new insight into language learning and hence the appearance of CALL and 

MALL. Technology-based resources with characteristics that facilitate autonomous 

learning could be seen as the “more capable other” in mediated learning.  

2.3.1 Learner Autonomy and Technology 

Technology tools in autonomous language learning have motivational functions, 

according to Raby (2007). The four motivational functions he proposed are: basic 

function, hook function, regulative function, and restore function. The basic function 

of technology is when it is served as a necessary tool for performing tasks. At the pre-

operational stage, technology serves as a hook to provide novelty. This function is 

important while introducing a new learning program to students. However, in a longer-

term, sustained motivation may come from students’ familiarity with the technology, 

and teacher’s mediation and support (Kondo, Ishikawa, Smith, Sakamoto, Shimomura, 

& Wada, 2012). During the operational stage, affordances of technology help learners 

to perform independently, and hence it has the regulative function. At the post-

operational stage, the restore function empowers learners and enhances their confidence. 

Among the four motivational functions, regulative function is highly related to learner 

autonomy and it affords learners to control the learning content.  

CALL and MALL environment provide opportunities for learners to control 

their learning content. One characteristic that is found in all the premises for 

“communicative CALL” is the idea of giving control to learners (Underwood, 1984). 

Chang and Ho (2009) investigated the effects of learner’s locus of control in web-based 

language learning. Locus of control is the belief of people’s control in their life (Rotter, 

 



	29 

1966). Learners with internal locus of control believe that their learning can be 

controlled by themselves, while those with external locus of control believe the 

outcome is determined by external factors which cannot be controlled by themselves. 

In the study, one class participated in the program-control web-based instructional 

program and the other class was presented with the learner-control version. The aim of 

the study was to investigate the learning of students with different loci of control in two 

different types of program. The instruments included questionnaire for locus of control 

before the program, the comprehension test and self-efficacy survey after the program. 

Findings suggested that learning in a learner-control web-based learning context 

benefits more than the program-control one whether learner’s locus of control is 

internal or external. The results indicated that in CALL or MALL contexts, teachers 

should provide students not only with control over the learning process, but also with 

information about learner autonomy.  

Mixed results were found in research that includes CALL materials to foster 

learner autonomy. On one hand, CALL provides great opportunities for learners to 

control their learning (Blin, 2004; Chang & Ho, 2009; Lee, 2011; Schwienhorst, 2003). 

On the other hand, a lack of learner training and teacher training may limit the benefits 

of CALL materials in fostering learner autonomy (Lu, 2010; Nielson, 2011). When 

learners are not ready for autonomous learning, they may find it time-consuming and 

useless (Lu, 2010). Understanding learners’ beliefs and readiness for learner autonomy 

is thus important. Cotterall (1995) reported six factors related to learners’ readiness: 

role of the teacher, role of feedback, learner independence, learner confidence in study 

ability, experience of language learning, and approach to studying.  

Other factors related to autonomous learning are shown in Kormos and Csizér 

(2014). A questionnaire investigating factors of L2 learning motivation were given to 
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secondary school students, university students, and adult language learners. After 

analyzing the structural equation model, the authors found that strong instrumental goal, 

international posture, positive future self-guides, and effective self-regulatory strategies 

are related to autonomous learning with traditional and technological resources. One 

self-regulatory strategy, which is opportunity control, was linked to the autonomous 

use of technology and the link was the strongest among secondary school students. In 

other words, the autonomous use of technological resources requires adolescent 

learners to take initiate in seeking learning opportunities.  

The reviewed literature shows that technology can promote learner autonomy 

when learners are ready. Technology expands opportunities for learners but it also 

requires knowledge of how to control the chances given.  

2.3.2 Autonomous Learners and Young Learners 

Much evidence reveals that learner autonomy benefits learners learning, especially in 

adult learners and even adolescents. If young learners in elementary school phase could 

benefit from learner autonomy, it would facilitate their future language learning. Before 

the discussion of literature related to young autonomous learners, a review of 

characteristics of autonomous learners is presented.  

Candy (1991) provided a list of 100 characteristics under 13 headings. The 

headings are presented below. 

• be methodical and disciplined 

• be logical and analytical 

• be reflective and self-aware 

• demonstrate curiosity, openness and motivation  

• be flexible 

• be interdependent and interpersonally competent  
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• be persistent and responsible 

• be venturesome and creative 

• show confidence and have a positive self-concept  

• be independent and self-sufficient 

• have developed information seeking and retrieval skills  

• have knowledge about, and skill at, learning processes  

• develop and use criteria for evaluating (pp. 459-466) 

In language learning field, Dickinson (1993) identified four autonomous learner 

characteristics. She observed that autonomous learners can identify what is taught, set 

their learning goals, utilize and monitor suitable learning strategies, and self-assess their 

own learning. Breen and Mann (1997) described eight qualities of being autonomous: 

the person’s stance towards the world, their sense of self, their metacognitive capacity, 

their management of change, their independence from educational process, their 

strategic engagement with learning, and their capacity to negotiate. The authors also 

proposed a general evolution of autonomy in the classroom. A learner may experience 

three phases of development: (1) Dependent or Counter dependent, (2) Independent or 

Individualistic, and (3) Interdependent. It is a process from relying others to 

collaboration. The development of autonomy, however, is not a static process. Breen 

and Mann (1997) proposed the three phases only to map out the possibilities. They 

considered in reality it is a rather dynamic and complicated situation. Each individual 

in the classroom may be at different phases, which may not be correspondent with the 

phase of the current classroom group. At different times, individuals may even revert 

to the previous phase.  

Elementary school students’ autonomous behaviors and how their autonomy 

develop in the process is seldom researched. Wawrzyniak-Śliwska (2005) provides two 
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explanations for the lack of research. First, autonomous learning involves cognitive and 

metacognitive strategies such as setting goals and monitoring oneself, which may be 

too difficult for children. Second, teachers may be suspicious of passing the control to 

young learners. In the project, a group of six to seven-year-old learners participated in 

the English courses that were integrated with principles of learner autonomy. The 

courses included elements of learner goals, tasks and materials, learner choice, teacher 

support, peer support, and reflection on learning. The observation and description of 

the course suggested that learners as young as six or seven years old were able to take 

some responsibility in their own learning under friendly, supportive conditions. 

Children who were able to formulate their learning goals and reflect on their learning 

were also students with better scores. Dickinson (1993) states that although autonomy 

is more often associated with adults, it actually crosses over different ages. From her 

observation, young learners are even more autonomous, “The most autonomous 

learners that I’m aware of are small children, who are obviously learning about 

themselves and about the world” (p.331).  

Existing research related to young learner autonomy is mostly under the 

keyword “self-access language learning” (Kim, 2011; Park, 2015; Teng & He, 2015). 

Except Kim (2011), the other two studies are from a special issue on young learners in 

Studies in Self-Access Learning Journal in 2015. Park (2015) illustrates a case study of 

a five-year-old Korean-English learner and how she actively engaged in English 

storybooks activities at home. The aim was to investigate how young English language 

learners make decisions that affect their language learning. Data collection included 

video recordings, audio recordings, pictures of artifacts, and the researcher’s journal. 

The researcher found that the learner chose her own reading material, made decisions 

on recording, what play to do, and she even suggested to use an audio recording App 
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on the smartphone to record. Teng and He (2015) investigated fifth-grade Chinese-

English learners’ autonomous behaviors in a project using flashcards to learn English 

outside of the classroom. The study was to demonstrate an example of using flashcards 

to promote learner autonomy. Students selected their own words to learn, chose what 

related information to put on the flashcards as their personal notes, and used flashcards 

to monitor and evaluate their vocabulary learning. The students were interviewed at the 

end of the course to collect their reflection on creating flashcards and autonomous 

learning. The data sources included different notes the students put on the flashcards 

and the interviews. Results showed that given instructions and choices for how to create 

their own flashcards, students were able to use different note-taking strategies.  

The previous two studies used traditional resources. In Kim (2011), the self-

access language learning materials were accessed through an English center with 

technology equipment. The author conducted the study on two fifth-grade Korean-

English learners, and illustrated how their autonomy changed during the activities. The 

site is a self-access language learning center, and the program consists of three stages: 

(1) Awareness raising, (2) Learner training, and (3) Individual learning. The first two 

stages are especially important. Learners need support to realize the importance of 

autonomy. Learner development, training learners to learn how to learn, is thus essential 

in fostering learner autonomy, especially to young learners. Autonomous learning, 

therefore, does not mean independent learning, where learners solely rely on themselves. 

Teachers play an important role in fostering learner autonomy (Little, 1995). With 

qualitative methodology, the author collected data through survey, observation, 

research journals/student reports, and counseling. The data was analyzed by comparing 

the emerging codes and labels from the data with the traits of autonomous learners from 

Breen and Mann (1997) and Candy (1981). At the end of the one-month project, the 
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researcher found that participants had demonstrated some behaviors of increased 

learner autonomy, such as being aware of their own learning styles, setting their 

personal goals, and reflecting on their own learning.  

As Teng and He (2015) stated, “Training young learners to think for themselves 

is an essential skill. Thus it is never too early to introduce autonomy” (p.382). These 

studies show that autonomous learning exists not only in adults and adolescent learners, 

but also in young learners. Not much MALL research has been made in terms of young 

learner autonomy. More effort should be made in the field of MALL, since it includes 

affordances for facilitating learner autonomy. 

2.4 The Present Study 

While MALL has gained much attention in the recent decade, young learners’ 

autonomy development in MALL environment warrants research attention. This study 

builds on existing knowledge in the fields of ER and its positive learning outcomes, 

MALL and mobile-assisted reading, and learner autonomy. In order to better 

understanding how MALL and ER could provide facilitation to autonomous learning, 

in this study, an ER program for elementary school students was implemented under a 

MALL environment. Not only is the nature of the program—a mobile-assisted ER 

program—facilitative of autonomy development, but also is the incorporation of 

autonomy awareness raising lessons.  

The previous three review topics provide the theoretical design for the mobile 

ER program in this study. First, the learners in this study used tablets. Second, they 

were asked to read aloud the texts and record them. Third, they were also suggested to 

work in pairs during the reading. How the proposed ER program relates to the core 

elements of ER is demonstrated and explained in Table 2-1. 
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Table 2-1  

Core Elements in the Study 

Core elements The present study 

Fluent, sustained comprehension of text 

as meaning-focused input 

Leveled books with pictures as 

meaningful input from Raz-Kids 

Large volume of material Over 2,500 downloadable books to 

choose from 

Reading over extended periods of time Reading becomes regularized routine in 

a limited length of time  

Texts are longer, requiring 

comprehension at the discourse level 

According to students’ level, the books 

are usually one sentence per page  

 
During the ER program, students were observed how they control their reading 

materials, monitor their own learning process, and other autonomous behaviors. Prior 

research has suggested that ER is likely to promote literacy and affective improvement. 

The visual concept of the present study is shown in Figure 2-4. By using the grounded 

theory approach, this study aims to describe the students’ ER reading experience and 

provide a possible framework of young EFL learners’ autonomy development. 
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Figure 2-3 The present study 

  

 



	37 

CHAPTER THREE 

METHODOLOGY 

This chapter introduces the background and condition of the selected school and the 

students. It also describes the program design and the reading materials used, and 

continues with the data collection and the data analysis. The study adopts the grounded 

theory approach to explore the learning process of EFL young learners in a mobile-

assisted extensive reading (MAER) program. 

3.1 The Setting and Participants 

3.1.1 The School 

The selected school of the present study is an elementary school located in a remote 

area in Taiwan. The school is surrounded by mountains, with a beautiful natural 

environment. As an English Teaching Resource Center, the school is led by Principal 

Roy, who is also the leader of the English Group at Compulsory Education Advisory 

Group of the country. The school, hence, has a strong emphasis on English that could 

be observed from the environment and the daily rituals. The stairs are decorated with 

English sentences written by the students. The floors on the hallway are decorated with 

alphabets. Starting from the third grade, the students take four English classes a week, 

two of which are taught by a Taiwanese English teacher, Yvonne, and the other two are 

taught by two American teachers, Neil, and David. From kindergarten to sixth grade, 

students are used to using English for school rituals, such as giving commands during 

morning sessions, asking for permission to enter the teacher’s office, leaving the school, 

etc.  

The school is itself a very friendly environment not only for learning English, 

but also for implementing mobile-assisted language learning. The principal is an avid 

proponent of technology integration. Wi-Fi connection covers every classroom. One 
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special classroom called “Smart School” is equipped with a huge touch screen and 

sufficient tablets for every student in one class. It has its own internet connection 

independent from the academic internet network, assuring that a class of 15 students 

can go online simultaneously without lagging. Outside of this classroom hangs a 

timetable that shows the allocation of time slots for different subjects and classes to use 

this classroom. Neil’s English classes are taught here where the students use the tablets 

for reading materials on Raz-Kids (more details are provided in section 3.2.1 The 

Reading Materials). In addition to this classroom, the school has built another 

classroom especially for English learning. Teaching aids are merged into the classroom. 

For example, the roller blinds are not dull and monotone. Instead, they are with pictures 

and their corresponding English vocabulary. On the walls hang more posters of pictures 

and vocabulary, while in the bookcase line up various English picture books. This 

specialized English classroom is equipped with Wi-Fi connection as well. 

Whether it is the school atmosphere for English learning or the basic equipment 

for using technology in teaching, this school fulfills all the prerequisites for introducing 

a mobile-assisted extensive reading program.  

3.1.2 The Students 

The target students in the present study were the sixth graders. They were all in one 

class, with 14 pupils in total. Identified by the English teacher, six of them were selected 

to take GEPT Kids, and four of them needed to take remedial courses in English. Since 

fifth grade, this class has been using tablets for English learning. By the time of the 

implementation of this study, they had been using tablets for English classes for three 

semesters. All students in this class were provided with their own tablets to be used in 

school. A look at the tablets tells how personalized and familiar the tablets have become 

to the students. They arranged Apps differently and used wallpapers they like. Not only 
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were they familiar with the functions of tablets, they were also familiar with the reading 

App that was used in this program. These students were good candidates for this 

program since they were already used to MALL contexts. 

3.2 The Mobile-Assisted Extensive Reading Program (MAER) 

3.2.1 The Reading Materials 

The reading materials are English e-books on Raz-Kids, including Leveled Books, 

Alphabet Books, Decodable Books, Favorite Characters, High-Frequency Word Books, 

Nursery Rhymes, Poetry Books, Read Alouds, Sound/ Symbol Books, Trade Book 

Quizzes, Vocabulary Books (Figure 3-1.).  The materials that the American teacher uses 

in class are the Leveled Books. The Leveled Books consist of 30 levels. The learners 

can start from a level that is appropriate to their proficiency and gradually ascend the 

level as they read more. There are three guided steps in each e-book: listening, reading 

(recording), and quiz (Figure 3-2). Students can read e-books from the App on tablets 

at school. If they want, they can also access to the website on PC, or install the App on 

their own mobile devices. Students receive text or voice message from the teacher by 

clicking the speech bubble, messages (Figure 3-3). 

 

 



	40 

 

Figure 3-1 The types of reading materials 

	

 

Figure 3-2 Listening, reading (recording), and comprehension quiz 
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Figure 3-3 The welcome page 

	
3.2.2 Program Design 

The MAER program includes three components, the reading sessions, the learner 

development lessons, and the online tutoring lessons (Table 3-1). The MAER program 

was introduced to the sixth graders one month after the semester starts. Meanwhile, 

students were given learner development lessons for four days. They were given advice 

and practice as to how to weigh their strengths and weaknesses, set goals, balance their 

time in learning and recreation, and reflect on their learning strategies. Each student got 

the lesson materials when they were first introduced to the program (See Appendix A 

for the lesson materials).  

The sixth graders’ homeroom teacher arranged three days in a week for free 

reading, Mondays, Tuesdays, and Fridays. On these three days, when the students 

finished their lunch, those who had no other duties would take their own tablets and 

settle themselves in the English classroom. They had approximately 30—40 minutes of 
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free reading. All of the students were reading at level C in English class. It was, however, 

not suitable for every student. Based on the researcher’s observation and understanding 

of each student’s proficiency level, the students were assigned to start from different 

levels. The students were advised to choose their own choice of books, listen to the 

reading first, record their own reading, finish the accompanying comprehension quiz, 

and submit a hardcopy reading journal designed by the researcher (See Appendix B for 

the example of the reading journal).  

For students who were diagnosed as needing remedial teaching, and those who 

were selected by the English teacher to take part in the first GEPT Kids had online 

tutoring with English majors from National Taiwan Normal University (NTNU). They 

had online meeting once a week and the teaching content were based on the planning 

and chosen reading materials in the American teacher’s class. The aim of this tutoring 

was to help the students review and learn more in depth with the books they have 

already read. 

Table 3-1  

Program Design 

Components Content Time 

MAER sessions 1. Read  

2. Record 

3. Finish comprehension 

questions (optional) 

4. Submit journal 

30 minutes every 

Monday, Tuesday, 

and Friday 

Learner 

development 

Reflect on their learning in six 

different areas: goal setting, learner 

style, time management, learning 

materials, learning strategies and 

reflection. 

(Kim, 2011) 

Four times 
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Online tutoring Teach one to two books per week Once a week 

 
3.3 Data Collection 

Data was collected from a total of four different sources (Table 3-2). First, the 

researcher observed some MAER sessions to collect data of their learning behaviors. 

Second, the researcher conducted semi-structured interviews with students to 

understand their past language learning experience, MAER reflection, and their 

reflections on online tutoring lessons (For all the interview questions, see Appendix C). 

Third, the students’ reading log history is saved on Raz-Kids. The data was retrieved 

from the teacher’s user account. Fourth, after students read one e-book, they were 

required to fill out a reading journal entry. 

Table 3-2  

Data Collection Sources 

 Types Description Time 

1 Observation • MAER sessions The whole 

semester 

2 Interview • With students: language 

learning experience, MAER 

reflection, online tutoring 

experience 

Three times  

3 Reading History • Students’ reading records  The whole 

semester 

4 Learner’s journal • After MAER sessions The whole 

semester 

 

3.4 Data Analysis 

3.4.1 Data Log and Analytic Memos 

Data analysis is an ongoing process. Similar to Kim (2011), the data log followed the 
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guidelines by Ely, Anzul, Friedman, Garner, and Steinmetz (1991). After observations 

and interviews, the writing of “logs” and “analytic memos” began. The log is the 

expansion of field notes and it is “the place where each qualitative researcher faces the 

self as instrument through a personal dialogue about moments of victory and 

disheartenment, hunches, feelings, insights, assumptions, biases, and ongoing ideas 

about method” (Ely et al., 1991, p.69). Analytic memos are “written about entries in 

the log, and they themselves become part of the log” (Ely et al., 1991, p.80). To develop 

categories, firstly, notes were written in the margins. Next, meaning units were created, 

followed by labelling them. After repeating the same steps to several logs, all labels 

were grouped. Then, with the labels, more logs were analyzed. Analytic memos about 

the previous procedures were kept as well for further analysis.  

3.4.2 Coding 

The data analysis was guided by the three phases of grounded theory coding from 

Strauss and Corbin (1990, 1998). In the first coding, open coding, the aim is to examine 

the data and develop categories. In the second phase, axial coding, the focus is on one 

category which is identified as the core phenomenon. In the current study, the focus 

was autonomous behaviors and ER reading experience. The researcher studied the data 

and looked for causal conditions, strategies, context and intervening conditions, and the 

consequences of the strategies. In the last phase, selective coding, the information was 

transformed into a story and presented as the final report.  

3.4.3 Data Analysis for ER experience and Autonomous Development 

Day and Bamford’s (1998) model for ER reading was used to compare with the current 

study. From various data sources, topics were generated and further categorized into a 

larger theme. The themes were then compared with the ER reading model to provide 

descriptions and to modify the existing model. Literature has provided descriptions of 
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autonomous learners (Breen & Mann, 1997; Candy, 1991; Dickinson, 1993). The 

descriptions served as a comparable reference for the study. The field notes of 

observation were logged and coded with the previous approaches. Autonomous 

behaviors, for example, students demonstrating creative methods to solve problems, 

were noted. Interviews were transcribed, logged and coded. Students’ reflections on 

their learning process were analyzed, especially on how they set goals and monitor their 

learning. The reading history provided information of the number of books read and the 

frequency of reading, which was calculated. If students were found to read in addition 

to the free reading period at school, it would be seen as a sign of autonomous learning. 

In the learner’s journal, questions were designed to track students’ book selection 

criteria, monitoring process and their problem-solving behaviors. The students’ 

answers were coded.  

The patterns based on connecting different categories were helpful in later 

descriptive reporting, and developed into a visual representation of how EFL young 

learners might show autonomous development in a mobile-assisted extensive reading.  

 



	46 

CHAPTER FOUR 

RESEARCH RESULTS 

The present study aims at understanding young English learners’ experience and 

autonomous learning behaviors in an extensive reading program. The current section 

describes the analysis results of the following two themes: (1) extensive reading 

experience and (2) autonomous learning behaviors. The methodology is a grounded 

theory design so the coding scheme with categories, concepts, and codes are presented 

in tables to facilitate the description. To begin with, the students’ reading history is first 

described.  

4.1 Students’ Reading History 

After the first meeting with the students, they learned that they should keep a record of 

their readings by filling in reading journals. The students were also asked to record the 

book they read as an evidence that they have actually read. A typical free reading 

session started with one student carrying all the iPads to the English classroom, which 

is right across from the sixth graders’ classroom. It was usually the nap time after they 

finished their lunch. The students took their own iPads and sat with their friends. They 

had been doing this since the fifth grade, so the process was smooth. After they turned 

on the tablet, they clicked on Raz-Kids and started reading. Most of the time they 

chatted with their friends while they were reading. After reading, they would fill out 

the reading journal.  

Table 4.1 shows all of the students’ record throughout the whole semester. The 

record is divided in to three parts as in each period, the students’ reading journal and 

recording numbers were calculated and the students who read the most and improved 

the most were rewarded. Results from the first period were not affected by the 

calculation of how many books the students read because they were not informed 
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beforehand of the competition. The students wrote a total of 21 and an average of 1.5 

reading journals for the first month. The recording was 65 books in total and 4.64 in 

average. The figure of the second period, however, was a product resulted from 

motivation and encouragement of the first reading competition. The numbers were a lot 

higher than the first period. The students wrote a total of 82 and an average of 5.86 

reading journals. They submitted 173 recorded books with an average of 12.36 each 

student. Since these students were in the sixth grade, they graduated in mid Jun, the last 

period was shorter than the previous two. In the last period, the students produced 22 

reading journals with an average of 1.57 and 57 recordings with an average of 4.07. 

Although the students did not read as much as they did in the second period, the results 

are still better because the numbers are similar to the first period but the students did 

them in a shorter time.  

Table 4-1  

Students’ Reading History of Reading Journal and Recording  

Students 
Apr 7th-May 5th May 6th-Jun 2th Jun 3rd-Jun 16th 

Total Reading 

journal 
Recording 

Reading 

journal 
Recording 

Reading 

journal 
Recording 

Gary 0 1 6 2 0 1 10 

Wayne 2 10 5 42 1 3 63 

Jason 1 0 3 1 1 0 6 

Johnny 1 6 5 13 1 2 28 

Gordon 2 7 5 14 1 7 36 

Mark 2 1 6 7 0 0 16 

Carmen 1 1 6 16 1 3 28 

Emily 2 6 7 20 3 6 44 
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Jan absent 2 6 6 0 4 18 

Linda 3 5 10 20 4 6 48 

Wanda 2 9 5 11 1 4 32 

Mandy 2 4 6 12 3 5 32 

Tammy 3 7 5 6 2 9 32 

Sandra lost 6 7 3 5 7 28 

Total 21 65 82 173 22 57 420 

Average 1.5 4.64 5.86 12.36 1.57 4.07 30 

Note. Figures in bold face indicate the top three winners in the reading competition 
and figures in italic means the student had improved the most from the last period. 
 
While examining individuals, the results show that a couple of students perform 

obviously differently than others. The following sections describe three students from 

three proficiency levels: Wayne, Carmen, and Jason. 

4.1.1 Special Individual Case: Wayne 

Wayne, already the winner in the first period, was even more motivated in reading more 

books in the second period as his record shows an increase of reading journal from two 

to five books and his recordings increased from 10 to 42. Understanding Wayne’s 

motivation and how he sticks to his goal reveals more of this phenomenon. When asked 

why he is learning English, his response was “Because this is what I should do in school” 

(Int1, Ja&W, 0503). He is a diligent student in general and he enjoys competition, 

winning games, and getting rewards (Int1, Ja&W, 0503). He explained his sudden 

increase of recordings was due to the monthly reading competition and that he was 

motivated to win the prize (Int3, W, 0617). However, during one observation, when 

Wayne was announced to be the winner of the previous day’s best reader, he was so 

concentrated on his recording that he raised his hand and gestured me to wait until he 
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finished (Obs, W, 0601). From other observations, he also demonstrated his full 

attention while reading (Obs, W, 0530, 0531, 0601, 0602). He remained calm and still 

even though his surrounding was noisy and chaotic with classmates chatting, playing 

the audio out, and tapping rulers on the desk. He knew how to control his learning by 

being focused and aiming for a goal, which is one of the characteristics of autonomous 

learners. 

4.1.2 Special Individual Case: Carmen 

Carmen’s proficiency level is considered to be the middle group. She improved a lot 

from the first period to the second period. From the first interview, she told me that she 

“likes English at the first place” (Int1, T&C, 0503). Her motivation for English learning 

is intrinsic. Different from Wayne, she learns English because she wants to travel to 

United States and Canada, see the world, and make friends. She was the most special 

case in the whole class because she autonomously looked up words to understand songs 

from her favorite singer, Justin Bieber (Int1, T&C, 0503). Her motivation and sense of 

achievement are both for real life purposes. She felt a sense of achievement when she 

“sees the teacher (English native teacher) on the hallway, and could communicate with 

him, which is really fun” (Int1, T&C, 0503). In the same interview, she expressed the 

reason for reading is to improve communication skills with foreigners. She also realized 

she read more than her original goal setting and she needed to adjust it and set goals to 

read more books (Int2, C, 0531). At the last interview, she agreed with the benefit of 

goal setting, “I can get to a higher level. (If I didn’t set goals,) I will keep staying…keep 

staying…for example, I am now at level C, and if I didn’t set goals, I will stay at level 

C” (Int3, C, 0617).  
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4.1.3 Special Individual Case: Jason 

Jason, with a low English proficiency level, has a result of the lowest number of reading 

journals and recordings. In the class, he is a big, tall brother. He was relatively shy 

during the interviews as he spoke very little and always answered with “I don’t know.” 

He thought he was learning English because the job might require it and he felt that he 

was forced to read in English (Int1, Ja&W, 0503). He didn’t think reading is important 

and he didn’t want to read at all (Int1, Ja&W, 0503). Throughout the whole semester, 

he had only recorded once, which was just under my request. From observation, he 

seemed to take a lot of time reading and listening to the books but never arrived at the 

actual recording (Obs, Ja, 0530). This is probably related to his lack of confidence in 

speaking English. He expressed that his greatest difficulty in learning English is that he 

doesn’t know how to speak and his biggest wish is to improve speaking skills so he 

could speak to English teachers (Int1, Ja&W, 0503). However, I saw him once taking 

the initiative to start a conversation with their native English teacher (Obs, Ja, 0531).  

 Describing individual cases deepens the understanding of a student’s behaviors 

which are otherwise at a surface level. In the next section, individual cases will serve 

as examples for a bigger picture of students’ extensive reading experience.  

4.2 Mobile-Assisted Extensive Reading Experience 

The students’ mobile-assisted extensive reading experience was affected by many 

factors. Students’ reading habits, concepts of how and why they use English, and their 

English learning experience influence their English reading attitudes. Reading attitudes 

along with the reading material used in the present study, Raz-Kids, and sociocultural 

context determine their decision of mobile-assisted extensive reading. To provide 

examples of how the coding were categorized and the counts of instances found in the 

data, a coding scheme was shown in Table 4.2. The first three categories, reading habits, 
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use of English, and English learning experience provide insight into what students bring 

with them into the MAER program. The last two categories, the reading material, Raz-

Kids, and sociocultural environment are what students experience in the MAER 

program. 

 
Table 4-2  

Coding Scheme of the Students’ Mobile-Assisted Extensive Reading Experience 

Category Concept Count Code (examples) 

Reading 

habits 

Pleasure 

reading 

3 • I like reading when it is fun and 

stress-free 

• I like reading about new things  

Negative 

opinion 

9 • I read only when I am forced 

• I read when I am bored  

• I read when I have nothing else to do 

• There are too many words in books 

Learning and 

reading 

4 • Reading bilingual materials helps 

learning English 

• Learning is more important than 

reading 

• Reading is just part of learning 

• Reading by myself can help learning 

Use of 

English  

Communication 

with foreigners 

5 • I want to communicate with 

foreigners in English 

Going abroad 8 • I wish to travel abroad  

• I wish to study abroad 

Instrumental 

use  

5 • English is an important academic 

subject 

• English skills are important for work 

English 

learning 

experience 

Vocabulary  21 • I have to memorize vocabulary 

• When you know how to say the 

word, you can spell the it easily 
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• I don’t understand many words 

• I feel pressured to learn vocabulary 

• I am too lazy to memorize 

vocabulary 

• I use dictionary to look up words I 

don’t know 

• I review words I wrote in my reading 

journal 

• I don’t like it when I have to 

memorize vocabulary for tests 

 Forced to learn 

English 

4 • I am forced to learn English 

Learning 

through games 

17 • I like to learn through games 

• I like to win from games 

Materials: 

Raz-Kids 

 

Positive  3 • I like it 

Neutral  8 • It’s okay 

Negative 3 • I don’t like it 

Sociocultural 

environment 

Family  1 • My dad thinks when I use the 

computer, I am just playing 

Peer  1 • All my classmates will see my goal, 

so I have to follow 

 
4.2.1 Reading Habits 

In this category, the students showed their opinions about reading and their personal 

experience in reading in English in general. Three concepts fall into this category: 

pleasure reading, negative opinion, and the relation of reading and learning.  

Some students expressed that they would like to read without any pressure, and 

without having to hand in any assignment after reading, which is the concept of pleasure 

reading. In an interview with Mandy and Linda, both of them mentioned the pleasure 

of reading is when “there is no pressure at all and after reading you can just relax” and 

“read those interesting books which you don’t have to memorize anything. You just 
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read it happily” (Int1, M&L, 0503). Wayne found that pleasure in reading for him is 

seeing new things: “[I can] see some strange things, some things that I haven’t seen 

before. Um…some pictures that I haven’t seen, for example animals” (Int1, Ja&W, 

0503).  

Most students in this study did not consider themselves as having reading habits. 

Some held negative opinions towards reading, such as there are too many words in the 

books (Int1, T&C, 0503) and that reading is not important and troublesome (Int1, J, 

0503). “If you know English, you can just ask others,” as what Johnny said (Int1, J, 

0503). Unfortunately, some students mentioned they read only when they are feel bored. 

For instance, Emily mentioned “I don’t read unless I am bored” (Int1, E&S, 0503). 

Similarly, Mandy said “I read a little, not much, when I am bored” (Int1, M&L, 0503). 

Sometimes, they read because there is no other option, as what Gary said “[I read] when 

I am bored and there is nothing else to do” (Int1, Go&Ga, 0503). The reason to read 

may also come from other forces. For example, Wayne mentioned “[I read] either when 

I am bored or when I am forced to” (Int1, J&W, 0503). 

Some students linked reading to learning. Some talked about reading as an 

effective way to learn English. Gordon and Gary both agreed that reading is important 

because when they read by themselves, they can learn more (Int1, Go&Ga, 0503). Some 

specified the type of books they prefer, which is bilingual books. Both Wayne and 

Carmen suggested that books with English and Chinese texts help learning (Int1, Ja&W, 

0503; Int1, T&C, 0503). Others think reading is just part of learning and learning itself 

is more important than a focus on reading. This could be seen from Emily’s expression, 

“I think learning is more important than reading. Listening, speaking, reading, and 

writing. Listen to others, and watch some videos” (Int1, E&S, 0503). Linda shared the 
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same opinion when she said “[Reading] is used in a part of learning, but it is not all” 

(Int1, M&L, 0503).  

4.2.2 Use of English 

The students considered differently about the use of English. There are four main 

purposes for these students to learn English, which are communicating with foreigners, 

going abroad for travel or study, and instrumental reasons, including academic purpose 

and for future work requirement. Some students feel interested in talking to foreigners 

in English. Emily shared her experience of her attempt to talk to foreigners on the street 

(Int1, E&S, 0503). She could not explain why but she liked to say hi to foreigners on 

the street. In the same interview, Sandra said she thought talking more to foreigners can 

help learning English but she was afraid to do so. As mentioned earlier in two of the 

special individual cases, Carmen found her sense of achievement in talking to teachers 

in English and Jason tried to talk to the native English teacher as well.  

 A second use of English mentioned by the students is for traveling or studying 

abroad. When asked why they were learning English, Emily, Sandra, Mandy, Linda, 

Tammy and Carmen all answered they want to go abroad. Interestingly, all of these 

students are female students.  

 The last reason is the instrumental function of language. Besides her wish to 

travel abroad, Linda also mentioned learning English helps her academic performance 

in the later education (Int1, M&L, 0503). Some students noticed the use of English for 

future career. Sandra learned that from her teacher, if she has good English abilities, 

many companies will hire her (Int1, E&S, 0503). Johnny got the idea from his aunt. He 

said he was forced to learn English by his family, because his aunt told him that English 

is a global language and if he studies English, he could get many jobs (Int1, J, 0503). 
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Mark, however, gave a negative response. He wanted to become a chef in the future 

and he did not think English is a requirement for this job (Int3, Ma, 0617).  

 Students who have an idea of why they are learning English shared the above 

reasons. Nevertheless, some students held the view that they are forced and obliged to 

learn English. They did not want to learn, but they were forced and at school it is a 

subject that they need to study. 

4.2.3 English Learning Experience 

Students came with previous experiences of English learning. The main themes under 

this category are: vocabulary learning, forced to learn English, learning through games.  

Many of the students frequently mentioned the learning of vocabulary. The 

students used the term “memorize vocabulary” very often. For example, Emily and 

Sandra like memorizing vocabulary (Int1, E&S, 0503). Most students, however, found 

it stressful and difficult to memorize vocabulary. Johnny provided an interesting 

explanation of why he did not want to memorize vocabulary:  

Some words are long so I don’t want to memorize them. Some words…you see 

them and you think you should memorize them and then you don’t want to read 

anymore. And some people think you have read so you must have memorized those 

words. They will test you on those long words” (Int2, J, 0531).  

For these students, memorizing vocabulary is usually associated with tests. 

Linda felt especially stressful when she had to memorize vocabulary from Raz-Kids 

books for tests. If there were no tests, she would like Raz-Kids more because she agreed 

it is a good way to learn new words (Int2, L, 0531). Some students also found the most 

difficult part in learning English is that they do not understand some words (Int1, M&L, 

0503; Int1, T&C, 0503).  
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The second topic is students’ unwillingness and passiveness towards English. 

Some of them felt that they were forced to learn or read English (Int1, Ga&Go, 0503; 

Int1, Ja&W, 0503; Int1, J, 0503). Some of them just accepted the fact that they need to 

learn English at school (Int1, Ga&Go, 0503; Int1, Ja&W, 0503). However, the students 

seem to appreciate it when learning is accompanied by games and fun, which is the last 

topic in this category. Wayne, Mandy and Sandra all felt a sense of achievement when 

they played games in English and they won (Int1, Ja&W, 0503; Int1, M&L, 0503; Int1, 

E&S, 0503).  

4.2.4 Materials: Raz-Kids 

It is important that the reading materials selected for MAER program are at suitable 

language level and interesting for students. The following table 4.3 shows the feedback 

from students regarding to their preference of the materials. Most students answered 

neutral. However, a few of them gave a negative comment afterwards such as “It is 

boring” or “I don’t like reading.” Others mentioned the difficulty of words. Three 

students answered positive and another three negative. The positive answers include 

reasons such as the benefit of vocabulary learning and rich materials. The negative, on 

the other hand, shows the students’ personal lack of interest in English and reading. In 

addition, one student got stressed by the vocabulary tests, or she would have given a 

positive answer.  

 
Table 4-3  

Students’ Feedback for Raz-Kids 

 Positive Neutral Negative 

Do you like 

Raz-Kids? 

Gary: I don’t know 

why 

Tammy: I can learn 

many words 

Jason 

Jan 

Carmen: it has 

difficult words 

Wanda: I don’t like 

anything related to 

English 

 

 



	57 

 Sandra: it is 

interesting and it has 

a lot of things such 

as comprehension 

questions 

Johnny 

Wayne: it is a bit 

boring 

Gordon: depends on 

the difficulty 

Emily: actually, I 

don’t like reading 

Mandy 

Mark: I don’t like 

reading 

Linda: I am 

stressed at 

memorizing 

vocabulary. If 

there are no tests, I 

think I will like it. 

 
Out of fourteen students, most of them thought it was satisfactory or even enjoyable, 

except three students expressed clearly that they did not like the mobile reading material.  

4.2.5 Sociocultural Environment: Influence of Family and Friends 

The last category is related to a wider sociocultural context. Two instances were found 

in the data collected. The number of examples in this category may seem small, but the 

influence of family and peers would be quite influential to some students. First, when 

asked why students did not want to read Raz-Kids at home to extend their reading 

experience, Sandra told me that her dad would not agree because he always thought 

when the children are using the computer, they are just playing (Int1, E&S, 0503). 

Second, peers at school influence how students react to certain tasks. For example, 

Gordon confessed that he felt pressured and he needed to follow his goals because they 

were shown to the whole class. If goals were only available to himself, he may not want 

to follow them (Int3, Go, 0617).  

4.2.6 An Image of the MAER Program 

Combining all the previous categories found in terms of students’ experience of MAER, 

an illustration of the MAER program is provided here. The description intends to 

demonstrate an image of what the students’ experience in a MAER program is like. 

 In a usual free reading session, which is after lunch, the sixth graders come into 

the English classroom gradually individually, in pairs, or with several friends. They go 
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to the front of the classroom and grab their own tablets. They turn on their tablets and 

open the Raz-Kids App, click on the book they are interested and start to read the book 

while listening to the book read to them at the same time. The atmosphere is very casual. 

The students are familiar with the mobile device and hold the tablet as if they are 

reading a real book. Tablets are easy to move to a different classroom as well, as 

sometimes the students have the free reading sessions in the smart classroom or in their 

own homeroom. Usually the students choose to sit with their friends and they will 

choose the book either on their own based on their preference or choose a book that 

others are reading or have read. Sometimes they share with their friends what they see 

in the books or ask others how to read a word they do not know. The mobility of the 

reading device is helpful for creating a familiar yet interesting reading experience.  

Before entering the MAER context, these students have different reading habits, 

reasons to learn English, and learning experience from the past. Despite the individual 

differences, MAER provides the students with individualized learning opportunities. 

First, some students have reading habits that are positive towards fun and stress-free 

reading activities, which is what MAER could provide. Students who only read when 

they are bored or forced or have nothing to do might also get a chance to read in an 

unconventional way. Second, the students expressed their different use of English, 

goals and interest. There is a wide range of reading materials online that are suitable for 

each individual. The books are stored online, meaning that there are always enough 

books for the students. Third, their previous learning experience emphasizes strongly 

on vocabulary learning, which transfers to their learning in MAER program. The 

MAER experience is similar to reading a real book but with extra functions and benefits 

such as repeatable read-aloud of the text, recorder, and comprehension check, which 
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some of the students appreciated. These functions provide a non-judgmental and 

individualized learning environment for the students.  

4.3 Autonomous Learning Behaviors 

Students have demonstrated some autonomous behaviors in this MAER program, 

which are readiness for autonomous learning, book selection, learning strategies, and 

goal setting. The coding categories, examples, and number of counts are shown in Table 

4.4. 

 
Table 4-4  

Coding Scheme of the Students’ Autonomous Learning Behaviors 

Category  Concept  Count Code (examples) 

Readiness Passion 6 • I only learn autonomously if it is something 

I really love 

• I will autonomously learn fun and 

interesting things 

Boredom 1 • I learn autonomously when I feel bored 

Teacher’s job 1 • I don’t learn autonomously because the 

teachers will teach 

Not my thing 3 • I don’t learn autonomously because learning 

is a barrier for me 

• I am not that kind of person 

• I don’t know 

Book 

selection 

New books 2 • I select books that I haven’t read yet 

Topics  17 • I select books based on topics and titles 

Levels  15 • I choose easy books 

• I like books that are moderate 

Pictures/ cover 9 • I choose books with illustrations not photos 

• I choose books with cute pictures 

Curiosity  6 • I choose this book because I am curious 

what is in it 
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Collection  2 • I choose books so that I can collect all 

books of the same theme 

Vocabulary  6 • I choose this book because I want to learn 

how to say… 

No idea  2 • I just choose a book 

Classmate  1 • I choose this book because he does 

Goal 

setting 

Set goals and 

follow 

3 • Setting goals and achieve is a way to learn 

English effectively 

Doesn’t 

remember  

13 • I don’t remember what goal I set 

As a challenge 3 • Setting goals is like having a challenge 

Becomes more 

serious about it 

1 • After I set my goal, I take it more seriously 

Busy and lazy 2 • I am too busy to follow my goal 

• I am too lazy to follow my goal 

Peer pressure  1 • I have to achieve my goal because all my 

classmates saw what it is 

Useless  6 • Setting goals is useless for me 

Learning 

strategies  

 

Ask others  19 • I ask the teacher when there are words I 

don’t understand 

• I ask my classmates what the words mean 

Repetition  14 • I practice writing words I don’t know  

• If I don’t understand the reading, I listen to 

it again 

Evaluation  2 • I like multiple choice  

• I think tests help me learn  

Dictionary  1 • I look up words I don’t understand 

Inference 

making 

1 • I guess meaning from the picture 

Self-correction 1 • I notice my mistakes and correct them 

myself 
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Concentration 1 • I don’t care about what others are doing and 

I focus on my own task 

Just play the 

audio 

2 • I just let the book read  

Peer support 4 • I like reading together with my friend 

• I share with my friend something interesting 

from the book 

Give up 1 • I don’t understand so I just give up 
    

 

4.3.1 Readiness 

The students’ readiness for autonomous learning can be categorized into the following 

types: passion, boredom, teacher’s job, and not my thing. First, some students 

mentioned they would only learn autonomously when they show high interest and 

passion in the learning target. Emily provided an example of her passion for dancing, 

“I have loved dancing since the past, so I learn it” (Int2, E, 0531). Linda and Sandra 

shared the same idea, they only learn what they love (Int2, L, 0531 & Int2, S, 0531). 

Sandra further expressed that if she doesn’t love the learning object, she will “wait for 

others to tell me to learn” (Int2, S, 0531). These students expressed learning in general 

while Mandy gave an example of how she would learn English autonomously, “Maybe 

if I learn English through sports…for example, I want to learn running and I can learn 

something about the equipment for running or some English. That’s it. Or maybe music” 

(Int2, M, 0531). Another way is through computer games, “I am not this kind of 

(autonomous) person. [But] good things, yes. For example, learning through playing 

like playing English games on the computer” (Int2, Go, 0531). Carmen also shared her 

affection towards Justin Bieber as a reason to learn, “I just want to understand his 

(Justin Bieber’s) songs and the meaning” (Int2, C, 0531). All of the above examples 

show that when the students think of learning autonomously, it has to be related to their 
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personal interest or hobbies. They will take the initiative when the learning object is 

interesting to them.  

 The second reason that the students provided is boredom. In this case, only one 

student gave this answer. Wayne, the winner of reading competition, said he was not 

an autonomous person. He was asked when he will learn autonomously, and his answer 

is as below:  

 When I am forced or when I am bored. Like when there’s no one with me. Or 

when I am alone and I couldn’t find anything to do, I take more initiative in 

reading or search for information. Like novels. Or something about 

something…like composition (Int2, W, 0531). 

Compared to the first group of students, Wayne’s answer seems to be more passive. It 

is the context that determines his action to learn, while the previous students take action 

actively when they like what they are learning.  

 The third reason is passive as well. One student mentioned that she does not 

learn autonomously because it is always the teacher who is doing the job (Int2, T, 0531). 

But when asked what could be done to make students learn autonomously, she 

suggested that if they use iPads to learn in every class and every day, they will learn 

autonomously.  

 Some students expressed negativity towards autonomous learning by saying 

that they do not do that. They didn’t have opinion towards it and they would rarely or 

even not do it (Int2, Wa, 0531; Int2, Ma, 0531 & Int2, J, 0531). Johnny described 

learning as an obstacle for him, and explained why he would not learn autonomously: 

 Never happened. Studying is a difficult barrier. Because if you don’t break it, 

you don’t want to study. I haven’t broken it yet, so I don’t want to study at all. 
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Because it is so difficult. Some vocabulary you don’t understand and it’s so long 

that you don’t want to memorize at all (Int2, J, 0531).  

His metaphor of learning as a “barrier” immediately denied his possibility of taking 

initiative in his own learning. He was secured in this idea that he was not ready for 

learning.  

In sum, these students’ readiness for autonomous learning depends mainly on 

their personal passion, their learning context, and their value of autonomy.  

4.3.2 Book Selection 

Although the students may not realize when they are given the choice to their own 

learning, it is the first step towards autonomous learning, they did have different ways 

of selecting books. The students showed nine factors that influence their decision on 

picking books to read, including levels, topics, pictures/ cover, curiosity, collection, 

vocabulary, new books, no idea, classmate.   

 Many students said in the interview that they choose books based on the level. 

Most of these students said they chose books that are easy. For instance, Tammy in the 

first interview mentioned two books from Raz-Kids and said they were easy to read 

(Int1, T&C, 0503). When asked how she selected books, she answered “[I] choose those 

easier ones. I usually click to see what words there are. Easy ones and numbers. Because 

numbers are easy” (Int2, T, 0531). It was also shown in her reading journal, she wrote 

that she chose the book Six because it was very easy (Journal, T, 0531). However, from 

the reading journal, not many students wrote that they chose books because they were 

easy. One student was different from the others as he mentioned he preferred books that 

are at a moderate level (Int2, Go, 0531).  

 In fact, from the reading journals, many students chose books based on their 

interest in the title or topic. Take one student, Sandra, for example, she selected books 
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based on the title and things she like such as animals and flowers (Int2, S, 0531). In her 

reading journals, she had a variety of reasons for choosing the books. For the book Hugs, 

she chose it because the class was graduating soon and she felt a bit sad (Journal, S, 

0601). And for the book Wake up Bear, it was because she liked teddy bears (Journal, 

S, 0603). Pictures or the book cover also determines whether one will read the book or 

not. From my observation, there was one incident of students sharing funny pictures 

from the book. Wayne picked a book about hair style because there were many funny 

hair styles (Journal, W, 0530) and he told Mandy to take a look at the funny pictures 

and they laughed together (Obs, W, 0530).  

 Sometimes students read books because they were curious about the content or 

simply because they wanted to read it. Some students had a more purposeful reason, 

which is to collect books from the same theme. For example, Mandy and Emily read 

two books, Black and White, and the reason for reading the second book was because 

“if there is black, there should be white too” (Journal, M, 0414; Journal, E, 0414). Some 

students chose books to learn the vocabulary, some simply clicked on those they had 

not read, some wrote in the journal saying they had no idea why they chose the book 

and some read the book because their friends were reading it.  

4.3.3 Goal Setting 

One of the main purpose of learner development classes was to help the students set 

goals and monitor themselves. However, most of the students did not keep their initial 

goals in mind. To help them monitor their goals more closely, the reading journal design 

was changed to include one more question, “What is your goal for the next book?” The 

students’ attitudes towards goal setting include positive outcome (set goals and follow, 

as a challenge, becomes more serious about it, and peer pressure) and negative ones 

(doesn’t remember, busy and lazy, and useless).  

 



	65 

 Some students gave positive feedback to goal setting. Among all the students, 

only Emily mentioned setting goals and reaching them as an effective way to learn 

English (Int1, E&S, 0503). She also saw it as a challenge for herself (Int3, E, 0617). 

Some students said they took their reading more seriously after they set goals. Wayne 

said he became more diligent after setting goals (Int3, W, 0617). Tammy read more 

books (Int3, T, 0617) and Carmen chose more difficult books to read (Int3, C, 0617). 

Jan commented that setting goals help learning (Int3, J, 0617). From a social 

constructivism aspect, Gordon mentioned after showing the whole class what goals he 

set, he felt the need to reach the goals (Int3, Go, 0617).  

 On the other hand, most students did not remember their goal setting or did not 

take it seriously. Some students did not see the value of goal setting or they had other 

reasons to keep their goals. For example, Sandra said sometimes she tried to follow but 

sometimes she was too busy (Int3, S, 0617). Similarly, Linda said she sometimes kept 

the goal but sometimes she was lazy (Int3, L, 0617). Johnny, Mark, and Wanda all 

thought setting goal is useless. When asked if setting goals was helpful, Mark replied 

“no, because I’m not going to do it” (Int3, Ma, 0617) and Wanda said “no, I did not 

follow what I wrote. I forgot” (Int3, Wa, 0617).  

 In conclusion, some students recognized the benefits of goal setting while others 

did not. It seems that, however, the recognition of goal setting did not really make a 

difference in their book reading experience.   

4.3.4 Learning Strategies 

In this category, the students showed more of their problem-solving skills and learning 

styles. Their behaviors include asking others for help, peer support, dictionary, 

inference making, repetition, evaluation, concentration, self-correction, just playing the 

audio, and giving up. 
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 For some students, they solve problems by asking more capable others for help. 

For instance, from my observation, I saw Linda and Carmen were sitting together far 

from the others giving each other support when they were reading. Linda asked me to 

explain words from the books (Obs, L, 0601), and Carmen also asked me to pronounce 

certain words for her (Obs, C, 0530). In their reading journal, they also wrote they 

solved the difficulties they had by asking the teacher (Journal, L, 0531; Journal, C, 0531) 

or the classmates (Journal, L, 0411; Journal, C, 0531, 0603). Instead of turning to others, 

some students resort to dictionary (Journal, Go, 0411). As suggested in reading journals, 

some simply replay the audio files when there were some words they still did not know 

how to pronounce. Carmen, unlike most of the students, took time to repeat after the 

reading before she recorded it (Obs, C, 0530). She also made inference from pictures 

when she did not know the word (Journal, C, 0530). 

 Some students especially enjoyed having evaluation. Sandra thought the most 

effective English learning method was to take exams. If she takes exams, she would 

know what her mistakes are (Int1, E&S, 0503). She also expressed an affinity towards 

comprehension questions in Raz-Kids, because she liked multiple choice questions 

(Int2, S, 0602).  

 While Wayne was the model example of full concentration, some students 

simply played the audio file without really listening. Johnny was one of these students. 

He picked really difficult books which he could not understand and just played the 

audio file (Obs, J, 0601). His recordings were usually with wrong pronunciation, which 

he admitted that he in fact, did not listen to the reading. He just let it play (Int2, J, 0531). 

Some students, however, could make self-correction when they were recording. For 

example, I was helping Johnny with his recording. After I corrected his pronunciation, 

he made self-correction when the same word appeared again in the book (Obs, J, 0602). 
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Johnny did not mind having difficulties when he read alone. He wrote in his reading 

journal that he just “gave up” (Journal, J, 0531). 

4.3.5 An Image of Autonomous Learning in MAER Program 

Students’ observable autonomous behaviors in MAER program is related to the 

categories mentioned in the previous sections, including students’ readiness for 

autonomous learning, their book selection method, goal setting, and learning strategies. 

A description of how students show observable autonomous behaviors in an MAER 

context and how some features of MAER might benefit the students’ learner autonomy 

is presented here.  

 At the beginning, the students take their own tablets from the box. They turn on 

the tablets, open the reading material, and choose which book they want to read, which 

is a feature of extensive reading as well as autonomous learning. The broad selection 

of books provided by MAER program allows the students to choose what they want to 

read. They have various reasons for choosing books as shown in the book selection 

category analyzed previously. During the reading, the students show a variety of ways 

to solve problems. They sometimes ask others for help when they face unfamiliar words, 

or repeat and practice the reading when they feel they need more practice, and they 

might also look up the words from an online dictionary. Peer support is evident. The 

students like to sit with their friends and read together. They sometimes help each other 

and share interesting things they find in their books. However, it is possible to see a few 

students just play the audio file, flipping through the pages, or even worse, just give up 

reading. This is a common image of students demonstrating some observable control in 

their own learning by choosing books on their own and using learning strategies in an 

MAER context.  
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 The MAER context provides students with a convenient environment for 

controlling their own reading materials, which is an important step to autonomous 

learning. Although the students may have different levels of readiness as shown 

previously, the features of MAER play as a stepping stone for all starting levels to a 

more autonomous learning style. The strength of using tablets lies in the fact that they 

are easy to use and be read as a real book. It is easy to carry when the students want to 

ask around some questions or even share a funny picture they see in the books. The 

mobility of the tablets is essential to these experiences.  

   

 



	69 

CHAPTER FIVE 

DISCUSSION AND CONCLUSION 

This final chapter summarizes the findings of the study and provides connection with 

the previous literature. It includes discussions and suggestions on how the proposed 

mobile assisted extensive reading program triggered some initial autonomous learning 

behaviors. This chapter is concluded with pedagogical implications, limitations, and 

suggestions for future studies. 

5.1 Mobile-Assisted Extensive Reading Experience  

The first research question aims at describing what students’ mobile assisted extensive 

reading experiences are. According to findings, students’ mobile-assisted extensive 

reading experience is largely dependent of their L2 reading attitudes, reading materials, 

reading skills, and contextual factors (Figure 5.1). Students brought with them their 

previous habits and experiences into the MAER program, as presented in the 

overlapping area. In this section, how students’ L2 reading attitudes influence their 

experience in extensive reading is discussed, followed by a discussion of students’ 

extensive reading experience in a mobile assisted language learning environment.  

 

 

Figure 5-1 Students' MAER program experience 
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5.1.1 L2 Reading Attitudes and MAER Experience  

From the data analysis, three categories were found to correspond to the factors that 

might influence L2 reading attitudes as suggested by Day and Bamford (1998) (See 

Figure 2.1). These categories are reading habits, use of English, and English learning 

experience.  

 Most of the students in the study do not consider themselves as “readers.” Their 

idea of reading seems closely related to the school, where mostly readings are 

accompanied with other written assignments. Some of these students, hence, expressed 

their wish to just read happily without pressure. Others simply admitted the fact that 

they only read when they are forced. With few reading habits and values as such, the 

students might also saw the mobile assisted extensive reading program as another 

reading task that increased their work load and pressure. Despite their wish to pleasure 

reading, some of them considered the reading program as related to school learning. 

They considered it as part of learning, which might be effected by the researcher’s role 

and the interviews were conducted at school.  

 The students in this study have various reasons to learn English. Most of them 

are not afraid to talk to foreigners, even the low language proficiency students were 

able to greet their native speaker English teachers. Some of them said that they want to 

communicate with foreigners, which could be related to them being used to the presence 

of their English teachers from United States. Some students with integrative motivation 

of learning English said they wish to travel and make friends with people from other 

countries. Some with instrumental motivation mentioned the use of English in future 

studies and career. Others provided external reasons such as they were forced by parents 

or English is a compulsory subject in school. In relation to the extensive reading 

program, the reason they learn and use English for did not seem to affect their 
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willingness in the ER program. In all reason groups, there are students who are willing 

to participate and those who are less interested as well. One interesting finding, however, 

is in the external reason group. Both high proficiency level and low proficiency level 

students gave this answer; yet, one high proficiency student, Wayne, accepted that he 

needed to study English as a subject and unlike other companions, he was highly 

motivated in setting goals and winning the reading competition.  

 Students’ previous English learning experience is especially important in 

relation to their ER experience. Many of them mentioned the idea of vocabulary 

learning, which was one of the biggest themes when they spoke of the ER experience. 

The students carried their past learning experience to the ER program. It could have 

been they were used to memorizing vocabulary and being tested on them in the previous 

English classes. Since some of the students thought they were learning English under 

the expectation of parents or the education system, it could be difficult for them to take 

the ER program as a less formal and fun experience to cultivate their reading habit and 

learner autonomy.  

 Students’ affective change during ER was observed in previous research (Asraf 

& Ahmad, 2003; Juan & Cheng, 2008). Students showed more positive reaction to ER, 

such as asking for more books, interacting more in class, and reading the text louder. 

In the current study, the students became more interested at two points. First, the 

reading competition was announced to encourage students to read more. Some students 

started reading more because they wanted to win the competition, and some students 

asked if they could write more reading journals. However, this is unfortunately, an 

external motivator but not the positive affective outcome from reading itself. Second, 

the presence of researcher during the free-reading session and the change of media of 

the reading journal have impacts on their behaviors. It was found during the process 
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that the students did not monitor their goals. In order to facilitate goal setting, the 

researcher introduced a new online reading journal to replace the old paper version. 

There was, thus, a need to guide the students to write the new reading journal. It was 

found that the students were interested in the new reading journal. They enjoyed the 

drawing function, and everyone in class could see what others wrote and drew on the 

screen. At my presence, the students read more and when their class teacher joined us, 

they were calm and quiet (Obs, 0601). The students’ reading attitudes did not seem to 

change much during the MAER program. Their previous experience and the external 

factors dictated more than the pleasure brought by reading itself.  

 In conclusion, the results indicated that the students may bring their L2 reading 

attitudes into a new ER or other language learning programs, carrying previous reading 

habits, motivation of learning English, and previous English learning experiences.  

5.1.2 Mobile-Assisted Extensive Reading Experience  

While the original aim of introducing the MAER program is to extend not only the 

volume of reading but also the time and space of reading opportunities. The students 

used iPads at school but since Raz-Kids is an App, they could easily install on their 

smartphones or use the desktop version websites on their computers. It was, however, 

not found in any cases that the students actually read when they were out of class. In 

the first meeting with the students, I asked if they have tried using Raz-Kids on their 

own devices. Only one student replied he did and surprisingly, it was Johnny, who was 

one of the low motivated students (Obs, Johnny, 0407).  

 The results are in agreement with Attewell and Webster’s (2004) findings which 

showed reluctant learners are more positive in technology-mediated learning 

environment. When asked what the difference is between previous English learning 

experience and the MAER program, Mandy answered that in Raz-Kids, she recorded 
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the reading, but in traditional classrooms, she had to read to the teacher, which was 

more stressful (Int2, M, 0531). This is correspondent with the literature that technology-

mediated learning context is “personalized and non-judgmental” (Attewell & Webster, 

2004, p.15). The interpretation, however, needed to be treated with caution. Reading 

Raz-Kids for the students was an extra activity conducted by the researcher out of 

school. The roles of a researcher and their teacher are different. For example, Wanda 

mentioned writing journal was fun and she could write something funny and random, 

but if the content will be shown to the teachers, it would not be fun anymore (Int2, Wa, 

0531). The free and relaxing learning environment may result from the technology 

aspect or the conductor of the MAER program.  

 In this study, the students had already been introduced and exposed to using 

tablets and Raz-Kids for three semesters. The novelty effect brought by the mobile 

devices observed in previous research (Chou, 2016; Pino-Silva, 2006) did not seem to 

be found. At the early phase, the students were instead motivated and excited due to the 

introduction of learner development classes and the researcher’s involvement in the 

students’ learning. Similar to positive trigger by mobile devices, the effect did not 

sustain. While previous studies found a transition period from overcoming difficulties 

to adjusting their attitudes (Chou, 2016; Pino-Silva, 2006), it was not found in the 

current study. 

5.2 Young Language Learner Autonomy  

Very little was found in the literature on the question of young language learner 

autonomy. The second research question in this study sought to provide an overview of 

sixth graders autonomous behaviors in an MAER program. The related autonomous 

behaviors in the MAER program is presented in Figure 5.2.  
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Figure 5-2 Students’ autonomous behaviors in MAER program 

		
The relation of the readiness or the initial autonomy with learner autonomy 

development in the ER program will first be discussed, and followed by the 

implications of some observable autonomous behaviors in terms of book selecting, goal 

setting, and strategies. 

	
5.2.1 Readiness and Learner Autonomy Development 

In reviewing the literature, Cotterall (1995) argued that learners’ sets of beliefs may 

influence the readiness for learner autonomy. The six factors from her questionnaire 

include role of the teacher, role of feedback, learner independence, learner confidence 

in study ability, experience of language learning, and approach to studying. Since the 

questionnaire was distributed to adult ESL learners, differences may found between her 

study and the present study. In the present study, the students’ readiness consists of the 

following themes: passion, boredom, teacher’s job, and not my thing. Compared with 

the six factors from Cotterall (1995), it seems that “learner independence,” “role of the 

teacher,” and “learner confidence in study ability” are related to the themes found in 

this study. 
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 In Cotterall (1995), the factor “learner independence” includes learners’ clear 

idea of the reason they learn English. In this study, the students said when they are 

passionate about something, they will learn them autonomously. For example, one 

student was passionate about a pop singer in USA. Her goal of learning English is thus 

very clear, that is, she wanted to understand the meaning of the lyrics and be able to 

sing the songs. It was assumed that if she brought with her the initial motivation of 

learning English and started the MAER program, she would be more autonomous in 

reading books compared to others. However, she was not especially diligent in reading 

Raz-Kids. This inconsistency may be due to the learning materials, content and method, 

since the students expressed their passions are in certain topics and certain approaches. 

At this stage, they did not consider ER a way to help them achieve their goal, and they 

rely mainly on their preference on learning objects. 

 From Cotterall’s (1995) analysis, the students’ perception of the role of the 

teacher affects their behaviors in their learning. When students think that it is the 

teacher’s responsibility in delivering the learning content and deciding what the 

students need to do for improvement, they might not be ready for autonomous learning. 

Although there was only one student who replied that she considered it is the teacher’s 

job to teach, it might be other students’ voice as well since they said they were told or 

“forced” to learn English. In traditional classrooms, students are used to the 

authoritative image of a teacher. Hence, it is important to provide students with learner 

training in order to introduce the concept of autonomous learning and provide them 

with tools to foster learner autonomy (Wenden, 1985). The current study noticed the 

importance of learner training and designed lessons to promote and raise students’ 

awareness. The result, however, may not be completely successful.  
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 In terms of learner’s confidence in study ability, learners’ belief in the influence 

they have on their own learning and their prior learning experience have an impact on 

the confidence in learning a language (Cotterall, 1995). One student in this study 

mentioned studying is a barrier to overcome for him. He had not break the barrier so it 

was impossible for him to be autonomous. This idea seems to be in line with the 

confidence in study ability.  

 The students in this study had different readiness levels. Some of them 

demonstrate higher possibility of autonomous learning such as those who were initially 

passionate about English and its culture. Some of them did not consider themselves as 

autonomous learners. As in Lu (2010), learners’ lack of readiness may lead to their 

negative opinions such as time-wasting or useless. 

5.2.2 Young Language Learner Autonomous Characteristics 

Prior study has suggested reasons for little research on young language learner 

autonomy, including the difficulty of cognitive and metacognitive learning strategies, 

and teacher’s role change from controller to facilitator (Wawrzyniak-Śliwska, 2005). 

In the present study, the program design was inspired by Kim (2011). It includes three 

stages: (1) Awareness raising, (2) Learner training, and (3) Individual learning. Hence, 

the two problems mentioned by Wawrzyniak-Śliwska (2005) were solved by 

conducting the MAER program by the researcher herself and providing learner 

development lessons to enhance understanding of learning strategies. The research 

hopes to observe autonomous behaviors during the MAER program.  

Breen and Mann (1997) proposed three phases of learner autonomy 

development: (1) Dependent or Counter dependent, (2) Independent or Individualistic, 

and (3) Interdependent. The students’ behaviors could be seen as in all of the three 

phases, although they are not sustainable as the students gradually stopped reading as 
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the graduation ceremony approached. The following paragraphs will describe what 

observable behaviors or characteristics the students showed in terms of book selection, 

goal setting, and learning strategies. 

At the beginning of the program, the students depended on the researcher to assist 

them in setting goals and monitoring their process. In the learner development classes, 

they wrote down their weekly goal of book amount. After some time, it was found that 

most students did not remember the goals they set. Meanwhile, the researcher interfered 

to help the students reflect on their goal setting by filling out new reading journals. 

During the process, some students were able to read on their own as they were 

independent enough to be responsible for their own learning. Observable positive 

behaviors for such include:  

(1) selected books that are not too easy to read, but more challenging and suitable 

for their level (Gordon, Carmen) 

(2) read in a chaotic and noisy environment (Wayne) 

(3) saw goal setting as a challenge (Emily) 

(4) read more books (Tammy) 

(5) looked up unknown words in the dictionary (Gordon) 

(6) asked for more capable others’ help (Linda, Carmen) 

(7) evaluated oneself with quizzes (Sandra) 

However, there were also behaviors that hindered autonomous learning: 

(1) selected books that are either too easy or too difficult (Tammy, Johnny, Gary) 

(2) randomly selected books (Wanda, Emily, Mandy) 

(3) saw goal setting as useless (Johnny, Wanda, Mark) 

(4) gave up when facing difficulties (Johnny) 
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While some students already started to learn to be independent on their learning, some 

were dependent and still required the teacher or the researcher to pay attention to their 

reading. Some students did not care about the reading until I participated in their reading 

process. With moderate assistance and encouragement, along with the reading 

competition as an external incentive, some students demonstrated possible positive 

behaviors: 

(1) self-correction (Johnny) 

(2) finished reading journals (Gary) 

(3) monitored oneself due to peer pressure (Gordon) 

One particular pair of students were found to reach the third phase, interdependent 

phase, as they sat together reading and provided support for each other (Linda, Carmen). 

The other example is one student sharing interesting findings with another student 

(Wayne, Mandy).  

To sum up, this finding, while preliminary, suggests that sixth graders can possibly 

demonstrate autonomous learning behaviors. Although the behaviors may not be purely 

self-generated as the researcher mediated and supported the learning process, the results 

may help us understand what students at this age need in order to develop their learner 

autonomy.   

5.3 Young Learner Autonomy in the MAER Program 

From the previous section, the present study suggested that it is possible to observe 

autonomous learning behaviors in sixth graders. To discuss further, students’ 

experience in the present study can be seen as being influenced by uncontrollable 

factors that students themselves carried and controllable factors that teachers can design 

in their language classroom. Students’ prior experiences are uncontrollable. The 

students already had at least five years of English learning experiences and from which 
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everyone had different proficiency levels. They had different reasons for learning 

English and they had developed reading habits and reading attitudes. The major 

contribution and finding of the present study therefore lies in the controllable aspect: 

the importance of teacher’s support to facilitate young learner autonomy. Contradictory 

as it seems, teachers’ guidance and support are the key to learner autonomy at the early 

stage, especially for young learners. In the present study, the teacher’s support was 

realized in the MAER program with three major characteristics: learner development 

courses, a MALL context, and incentives. 

 Learner development lessons and post-reading journals helped to raise students’ 

learner autonomy. The purpose of the lessons was to provide ideas of goal setting, 

learner style, time management, learning materials, learning strategies and reflection. 

During the program, the students were asked to keep their reading journals for 

monitoring, goal setting, and reflection. As the format of the reading journal changed 

from paper to online (Formative), students’ attitudes towards it changed to be more 

active as well. After the switch to online version, the goal setting question was added 

and the students can see others’ answers immediately on the screen from the teacher’s 

account. Seeing others’ journals encouraged the students to follow the goals they set 

and some answers were served as model for the rest of the class. Most students said 

they preferred the online version due to the convenience of typing and an easy switch 

between the reading journal and reading materials. The free drawing space was very 

much appreciated and served as an attraction for the students to keep the journal.  

The online reading journal was made possible because the ER program was in 

a MALL context. Designing ER program using mobile devices, such as tablets in this 

study, utilizes the affordances that technology brings. Most students did not particularly 

like or hate the reading materials, but some functions they considered useful and 
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preferred could otherwise not be achieved in a non-MALL context. These functions 

include self-paced listening and the post-reading comprehension quiz. In addition, some 

students looked up words from online dictionary. Since these students were not new to 

using tablets in reading, the novelty hook attraction was not as strong. New technology 

combines with other incentives might be another solution.  

The sixth graders love games and competitions. Incentives can be provided 

under such circumstances. They enjoyed answering questions and sharing to gain 

animal stickers from the learner development lessons. With this knowledge, monthly 

reading competitions were held and winners were awarded in front of the whole class. 

The students were motivated to read more but they were not simply reading in large 

quantity blindly. For example, some students knew and preferred to read books that 

were suitable to their level. Some looked up unknown words themselves or consulted 

others. These students did not have to do these if they were just to read in large amount 

to win the competition.  

5.4 Conclusions and Implications for Teaching 

The aim of the present research was to examine young English learners’ experience and 

possible autonomous behaviors in a mobile-assisted extensive reading program. This 

study set out to design an autonomy awareness raising MAER program for young 

learners. The ER program was in a MALL context, which also supports learner 

autonomy due to its regulative function (Raby, 2007) and learning content control 

opportunities (Benson, 2013). Little is known about the nature of young learner 

autonomy and it is unclear what factors contribute to their autonomy development.  

The study has described the learning experience of an MAER program. Students’ 

reading habits, use of English, and prior English learning experience are related to how 

they perform in the MAER program. Using technology enhanced materials also 
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requires students’ familiarity with the devices, and support from the teachers (Kondo 

et al., 2012). When students have different backgrounds, it is important for teachers to 

take into account the different starting point and perspectives of English learning. By 

understanding their language learning history and reading habits help teachers adapt 

suitable teaching methods to each individual.  

One of the more significant findings emerges from this study is that sixth 

graders have demonstrated some observable autonomous behaviors. Readiness for 

autonomous learning is related to how students see their relationship with it. If the 

learning object is interesting to them, they would consider themselves as autonomous 

learners. Their perception of teacher’s role could affect their learning behaviors as well. 

Some students were negative towards the idea of autonomous learning and did not see 

themselves as potential autonomous learners. Similar to understanding students’ 

personal background, teachers should also take into consideration their various 

readiness levels for autonomous learning.  

Theoretically, this research supplements the existing ER reading model and 

enhances our understanding of young English learners’ learner autonomy. Practically, 

this study provides several pedagogical implications. First, students come to the 

language classroom with their experiences and different readiness level for autonomous 

learning. Some students may have higher level of autonomy awareness while others 

may not understand the concept. It is, hence necessary for the teachers to design suitable 

learner development lessons to raise their awareness and provide practice opportunities. 

Second, when students are given freedom in an MAER program, it does not guarantee 

effective learning. In order to foster learner autonomy, students are given opportunities 

to set their own goals, select books, and monitor their own learning. However, in this 

study, some students did not have enough ability and skills to do so. For students at this 
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age, teachers’ guidance and assistance are essential. They should understand the 

students’ reading level, assign and suggest them appropriate level to start with. 

Gradually, the teacher will remove the scaffolding and give more freedom to the 

students. Lastly, fostering students’ reading habit requires time and effort. Students will 

face difficulty in understanding the vocabulary and they feel pressured if there are extra 

tasks such as vocabulary tests and formal journal writing. To encourage students to read, 

according to the students’ feedback in the present study, the teacher could design fun 

and competitive games related to the MAER program.  

The study also demonstrates what features in MAER contexts could benefit 

students’ learning, especially for learner autonomy. In MAER program, the use of 

tablets as a reading device provides similar experience to reading a real book, but with 

more functions for learners to better control their own learning. First, the reading 

materials provided are massive. The books are stored online, so there is a great chance 

that the book selection can cater to each student’s needs. Second, the accompanied 

functions of the reading materials, such as audio files, recording, and comprehension 

check, are especially useful and appreciated by the students. Third, the mobility of 

tablets not only provides a familiar reading experience, but also a welcoming context 

for peer support. Students can easily move around to ask for assistance and discuss the 

readings. Utilizing the features of the MALL and giving learner autonomy training 

lessons, MAER programs could be a different learning option for teachers and students.   

5.5 Limitations and Suggestions for Future Research 

The present study provided an overview of students’ experience in an MAER program 

by adopting grounded theory as the research design. Using qualitative method enables 

the researcher to examine the phenomenon in a deeper and more explorative way. The 

rich data generated from observation, interviews, and documents were useful in 
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examining a less investigated area. However, some limitations of the study should be 

mentioned and further discussed.  

 First, the selected cite is not a common school context. The location, the 

resources, and the students’ experience with technology contribute to a unique learning 

environment. Findings in this context provide some possible insight into the nature of 

young language learner autonomy, but the applicability to other fields should be taken 

cautiously. Second, my dual identity as both a program facilitator and a researcher 

created certain challenges. During the interview, some students may give dishonest 

answers to show their respect, although the chances are small, since the students 

considered me as an unauthoritative “teacher.” Third, the program was redesigned 

during the process as I found a need to interfere and provide more support to facilitate 

learner autonomy. The presence and action of the researcher could be an extra factor to 

the examined learning process. However, the recognition of a needed modification 

indicates the necessity of teacher facilitation in developing students’ learner autonomy. 

Lastly, due to the limited time, the present study provided an initial stage of autonomous 

behaviors from young language learners.  

The present study has suggested the possibility to develop young language 

learner autonomy and some of the factors found in the fostering process. This would be 

a fruitful area for further work. First, future study could prolong the timeframe and 

observe what possible changes there are in a long term. Second, similar study could 

also be repeated in a different learning context for a broader understanding, considering 

the contextual differences might influence the results. Third, prior research has shown 

positive language learning outcome in ER program. It would be interesting to see the 

literacy outcome of young language learners while they are developing learner 

autonomy.   
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Appendix A  

Lesson Materials for Learner development 
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Appendix B  

Reading Journal 
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Appendix C  

Interview Questions 

Date: May 3rd  

Language learning history 

1. Where have you learned English? 

2. What difficulties have you encountered? How did you solve it? What did you 

learn from it?  

3. What was your most successful experience in learning English? What did you 

learn from it? 

4. What is the most effective learning method for you? 

5. What skills do you want to improve? 

6. Why do you learn English? 

7. In your opinion, how can you learn English well? 

Reading related  

8. What is your all-time favorite book?  

9. What do you like best about reading?  

10. Do you think of yourself as a reader? Why or why not?  

11. Why do you spend time reading?  

12. Are there other things you like to read besides books?  

13. Is reading important to you? What makes you think that?  

14. What do you like to do for fun?  
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Date: May 31st 

Program experience  

1. Do you like reading Raz-Kids? 

2. Are there any differences between reading Raz-Kids and your previous English 

learning experience? 

3. How did you choose books? 

4. What was your goal? Did you monitor your own reading to reach your goal? 

5. What do you think about writing reading journals? 

6. What do you think about autonomous learning? 

7. What kind of challenges will you give yourself? 

Online tutoring experience 

1. What do you think about online tutoring? 

  

Date: Jun 17th  

Program experience  

1. Did you find any differences between reading Raz-Kids by yourself and the 

week I came and lead you? 

2. Did the goal setting question in the journal help you? Did you monitor your own 

reading to reach your goal? 

3. What kind of challenges will you give yourself in the future? 
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