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中文摘要 

 

本研究旨在探究線上廣泛閱讀課程是否有益於青少年英語學習者對其自主

學習的感知，並進一步的探討哪些因素能夠提升學生自主學習的感知，以及探索

線上閱讀網站的哪些特色能吸引其持續閱讀電子書。參與本研究的對象為北台灣

某國中八年級的六個班級，一共有 180 名學生。其中三個班級的學生為實驗組，

接受為期八週的線上廣泛閱讀課程；而另外三個班級的學生為控制組，並未接受

此課程。實驗組的學生每週在學校有一堂課可自由挑選線上閱讀網站上的電子書

來閱讀，放學後也可以自行上網閱讀。研究資料取自於學生的自主學習量表、閱

讀紀錄、課後問卷以及訪談內容。量化結果顯示，實驗組在接受了八週的閱讀課

程後，其英語自主學習表現明顯優於控制組，顯示出此課程能夠提升青少年英語

學習者對本身自主學習的感知。本研究並指出一些能增進實驗組對其自主學習感

知的因素，包括給予學生挑選電子書的自由、合作學習以及對於閱讀的正面態度。

此外，本研究亦顯示線上閱讀網站的獎勵制度、動畫、引人入勝的內容、聽力和

提供不同種類和程度的電子書等特色能吸引學生持續閱讀電子書，這表示學習者

的動機和意願在英語閱讀上扮演著不可或缺的角色。然而線上閱讀網站的獎勵制

度模糊了某些學生的學習焦點，因此使用時要更為謹慎注意。 

 

關鍵字: 線上廣泛閱讀、電子書、英語自主學習 
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ABSTRACT 

 

This study aims to investigate if the online extensive reading program is 

beneficial for promoting EFL adolescents’ perceptions of their autonomy. A further 

exploration of what factors may contribute to fostering the perceptions of their 

autonomy and what features of the online reading platform may attract them to keep 

reading is also conducted. 180 eighth graders recruited from six intact classes in a 

junior high school in northern Taiwan were the participants in this study. Three of 

these classes were assigned to the experimental group, participating in the eight-week 

online extensive reading program, and the others were the control group, without 

receiving any treatment. Every week, the experimental group spent a class period 

reading and was encouraged to read as many e-books as possible on the online 

reading platform after school. To gather the quantitative and qualitative data, 

instruments including the autonomy scale, students’ weekly reading logs, the 

post-reading questionnaire and a semi-structured interview were utilized in this study. 

The results of the autonomy scale indicated that the experimental group significantly 

outperformed the control group on their autonomous learning on the post-test, 

suggesting that the online extensive reading program may be helpful in reinforcing 

EFL adolescents’ perceptions of their autonomy; furthermore, some possible factors 

that may benefit the participants of the experimental group by fostering the 

perceptions of their autonomy were identified, including their self-selection, 

collaboration and positive attitude towards reading as well. The results also 

manifested that the popular features of the online reading platform -- the reward 

system, vivid animation, appealing content, listening input, diversity of topics and 

graded content -- may attract the students to keep reading e-books, showing that the 

learners’ motivation and willingness may play an essential role in English reading. 

However, instructors should be cautious while utilizing the reward system on the 

online reading platform since it may blur the learners’ focus in reading. 

 

Keywords: online extensive reading, e-books, EFL learner autonomy 
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CHAPTER ONE  

INTRODUCTION 

1.1 Background 

Since English has become a lingua franca all over the world, the importance of 

learning English has been placed much emphasis in Taiwan. The field of English 

teaching usually focused on equipping students with the mastery of four linguistic 

skills but ignored developing their autonomous learning abilities, favored the 

dominance of instructors in the curriculum but ignored the needs and characteristics 

of learners. However, the locus of power and responsibilities in the classroom has 

been shifted from teachers to students gradually, and the student-centered learning has 

been highlighted in the area of language acquisition (Thanasoulas, 2000); 

consequently, learners have been viewed to have more responsibility for their learning 

instead of dependently following their teachers’ instruction. A few researchers have 

shifted interest from “how to teach” to “how to learn”; hence, the concept of learner 

autonomy has been highlighted in the field of language learning (Lang, 2013). Chan 

(2001b) and Sinclair (2000) stated that fostering learner autonomy has been widely 

acknowledged and accepted as an essential general educational goal. Furthermore, 

Benson (2001) proposed that autonomous learning lead to better performance on 

language learning, and even Little (1996) declared that learner autonomy contributes 

long-term achievement to the lifelong learning.  

Notwithstanding the notion of learner autonomy has been espoused in the field of 

language acquisition (Benson, 2001; Chan, 2001a; Little, 1996), learner autonomy has 

often been regarded to take place in the Western contexts rather than East Asian 

contexts in terms of the different cultural values and dispositions of learners (Ho & 

Crookall, 1995). Chinese learners are usually profiled as those who are “syllabus 
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dependent, passive and lacking in initiative” (Pierson, 1996). Moreover, Ho and 

Crookall (1995) asserted that the concepts of “social relations” and “hierarchy” are 

stressed in Chinese culture; therefore, Chinese learners are inclined to respect  

authority. In the classroom, the teacher is viewed as a representative of the authority 

and highly respected by students; that is to say, Chinese students tend to follow and 

accept their instructor’s instructions and rules without challenging their teacher or 

making decisions by themselves. However, Littlewood (1999) contended that learner 

autonomy should not be a stereotype, which only exists in the Western countries; 

instead, teachers can take learners’ traits and needs into consideration to develop a 

variety of aspects of autonomous learning. Given that Littlewood’s (1999) declaration, 

not only for Western learners, in East Asian contexts, learner autonomy is also 

appropriate to be implemented and promoted. However, there is lack of research on 

examining the issue of autonomy in the field of language learning in Taiwan. 

 Aside from the bias of cultural factors, autonomy is often recognized as a trait of 

adults (Healey, 2007); thus, the promotion of autonomy is basically suggested to 

implemented on the elder learners, such as university students and adults 

(Bhattacharya & Chauhan, 2010; Chan, 2000; Chang, 2007; Fu, 2007; Hashemian & 

Fadaei, 2013; Kamberi, 2013; Lee, 1998; Murphy, 2008; Nguyen & Gu, 2013; Porto, 

2007) in the light of their cognition and maturity. Nevertheless, young learners can 

also be incorporated in the autonomous learning if the instructor offers them enough 

assistance (Healey, 2007), and it should be noted that few empirical studies have 

placed a focus on fostering the concept of autonomy on senior or even junior high 

school students. 
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1.2 Motivation 

Since it’s the era of technology, the pervasiveness of technology has altered our 

life styles tremendously. Computer-assisted language learning (CALL) has been 

highly encouraged to strengthen learners’ linguistic capacities in the domain of 

language learning and teaching. In terms of learner autonomy, Healey (2007) applied 

Oxford’s (2003) autonomy model to the field of CALL and shed some light on the 

combination of CALL and autonomous learning.  

 Also, in the light of the characteristics of young learners and autonomous 

learning, which learners can establish their learning agenda, an online extensive 

reading program may agree with all learners’ needs. Via the Internet, students can 

select and read the materials based on their language levels and interest without the 

constraint of time and location. This is in line with Guthrie’s (2002) statement that 

students’ self-selected reading from an ample supply of texts can support the 

development of autonomy in reading. However, it lacks empirical evidence in 

exploring whether the online extensive reading program could be effective in 

augmenting young learners’ perceptions of their autonomy. 

 

1.3 Purpose 

As the previous empirical evidence has shown, positive effects of employing 

multimedia e-books to foster learners’ cognitive and affective development in ESL or 

EFL contexts have been reported; however, little research placed a focus on the use of 

multimedia e-books to raise learner autonomy. Also, previous studies were mostly 

concerned about the promotion of autonomous learning on elder learners, such as 

university learners or adults, rather than young learners. Notwithstanding that the 

concept of autonomy is usually regarded as a trait of adults, Healey (2007) contended 
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that with teacher’s assistance, young learners are also able to develop autonomous 

learning; accordingly, the purpose of study is to examine if an online extensive 

reading program could foster junior high school students’ perceptions of their learner 

autonomy. Given the above, therefore, three main research questions are addressed in 

this study: 

1. Are there any significant differences between the experimental group and the 

control group in their learner autonomy after the implementation of the online 

extensive reading program? 

2. What factors may contribute to fostering the students’ perceptions of their 

autonomy? 

3. What features of the online reading platform may attract EFL junior high school 

students to keep reading e-books? 

 

1.4 Significance of the Study 

Reading plays an indispensable role in the ESL and EFL contexts; also, 

computers and the Internet have gained great notice and been viewed as good 

resources to develop learners’ reading proficiency because computer-assisted reading 

is able to cater to individuals’ needs, strengthen learners’ reading skills and enhance 

independent reading (Case & Truscott, 1999). With the assets of technology, 

beneficial influence of the online extensive reading program on learners’ cognitive 

and affective changes has been reported; nevertheless, it seems that the research on 

the effects of the online extensive reading program in the ESL and EFL settings has 

not been extensively conducted. It is hoped that this study may contribute to the field 

of learner autonomy and shed some light on developing young learners’ perceptions 

of autonomy; hence, this area may be delineated more clearly and thoroughly. 
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CHAPTER TWO  

LITERATURE REVIEW 

 

This chapter first reviews the previous findings about extensive reading, 

consisting of the characteristics, material use as well as cognitive and affective effects 

of extensive reading program. Next, the recent studies about computer-assisted 

reading and multimedia e-books are also discussed. Finally, the focus is placed on 

learner autonomy, including the theoretical background, approaches, empirical 

evidence of fostering learner autonomy and lastly wrapped up with the exploration of 

computer assisted language learning and learner autonomy.  

 

2.1 Extensive Reading Program 

In second or foreign language acquisition, reading is a fundamental skill since it 

furnishes learners with ample input for learning; hence, reading plays an essential role 

in the field of ESL or EFL (Camiciottoli, 2001). To involve students in reading, 

extensive reading focuses on grasping the global understanding of the text (Susser & 

Robb, 1990) rather than the language usage itself. This approach stand in sharp 

contrast to intensive reading, which promotes “a slower reading of a relatively small 

amount of materials” (Yamashita, 2004) and emphasizes the “great attention to the 

text”; therefore, the objective of “a detailed understanding of the text” (Nuttall, 1996) 

can be achieved.  

A great many researchers have explored and investigated the effects of extensive 

reading in a variety of areas and confirmed its value in ESL and EFL curriculum 

(Asraf & Ahmad, 2003; Bell, 2001; Day & Bamford, 2002; Horst, 2005; Nakanishi & 

Ueda, 2011; Sheu, 2003; Yamashita, 2008). Furthermore, the significance of extensive 

reading highlighted in the Reading Research Colloquium was proposed by Grabe 
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(1995). Grabe (1995) claimed that extensive reading would lead to effective reading; 

also, he highly recommended the use of extensive reading program in ESL and EFL 

acquisition for the following reasons (Grabe, 1995):  

(1) Extensive reading develops automatic word recognition, particularly by 

building up orthographic knowledge and letter-sound correspondences. 

(2) It may be the best way to develop a large recognition vocabulary.  

(3) It is a key resource for building student motivation once students are 

'hooked." 

(4) It has demonstrated positive influence on students' general background 

knowledge; this is important for learning to read new material in other 

domains and learning new information from texts that are to be read: "the 

Matthew effects"--the rich get richer. 

(5) It has demonstrated positive influence on reading comprehension proficiency, 

as well as on other language skills. 

(6) It may be the only genuine way for students to develop and maintain reading  

strategies, and become more strategic readers. 

(7) It is essential for developing the ability to "read to learn," a major goal for  

academically-oriented instruction. 

(8) It is a key means for students to continue learning a second language on their 

own when they complete instruction. 

 

2.1.1 Nature of extensive reading 

Extensive reading is regarded as a way to teach reading and the language itself 

(Day & Bamford, 2002; Yamashita, 2004). Other terms, such as “pleasure reading” as 

well as “free voluntary reading” also refer to extensive reading (Krashen, 2004). 

Basically, extensive reading involves “rapid reading of large quantities of material or 
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longer readings for general understanding, with the focus generally on the meaning of 

what is being read than on the language” (Carrell & Carson, 1997). Furthermore, it is 

intended to “get the reader to focus on reading for the sake of reading (for information 

or entertainment)” (Carrell & Carson, 1997), which means learners read a large 

number of texts at a fast pace to catch the gist without considering the unknown 

words or grammatical structure, and they also read for pleasure. This above statement 

agrees with Asraf and Ahmad’s (2003) view that the utilization of extensive reading is 

to trigger students to read as many books as they can and then have interest in reading. 

Also, Yamashita (2004) argued that the terminal goal of extensive reading is to 

“develop good reading habits” and “encourage a liking of reading”. 

In short, the leading characteristics of extensive reading program may be 

concluded by Nuttall (1996) as the following two points. First, students can choose 

and read a variety of books which interest them, and the atmosphere of the learning 

environment is joyful and supporting. Also, students are able to read a large amount 

of material at their own pace only for pleasure or information and may have an 

experience to approach the real-life reading. 

Given that extensive reading has been viewed as an approach in reading 

instruction as well as in an effort to reach the goals of cultivating reading habit and 

raising interest in reading (Yamashita, 2004), the implementation of extensive reading 

in the reading curriculum has been supported (Asraf & Ahmad, 2003; Day & Bamford, 

2002; Powell, 2005). To provide the instructors with more specific principles to teach 

extensive reading, Williams (1986) proposed his top ten principles. Inspired by 

Williams (1986), Day and Bamford (2002) also offered their primary guidelines (See 

Table 1), which benefit instructors while they were implementing an extensive 

reading program in their curriculum. 
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Table 1. Day and Bamford’s Top Ten Principles for Teaching Extensive Reading 

1. The reading material is easy. 

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

3. Learners choose what they want to read. 

4. Learners read as much as possible. 

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

understanding. 

6. Reading is its own reward. 

7. Reading speed is usually faster rather than slower. 

8. Reading is individual and silent. 

9. Teachers orient and guide their students. 

10. The teacher is a role model of a reader. 

 

Day and Bamford’s (2002) top ten principles are seen as the presentation of 

characteristics of a successful extensive reading program (Hitosugi & Day, 2004; 

Yamashita, 2008), and they shed some light on the way to teach reading. In an effort 

to obtain the benefits of extensive reading and establish a good reading habit, Day and 

Bamford (2002) recommended that “reading a book a week is probably the minimum 

amount of reading”. Also, rather than using comprehension questions or tests to check 

the learners’ understanding, teachers can use follow-up activities based on what they 

read, monitor and keep track of their reading progress. It is noted that teachers’ 

guidance is a sine qua non of teaching extensive reading. The teacher plays a role of a 

guide, a facilitator and, most important of all, a reader in the reading program. 

Eventually, students avail themselves of extensive reading and become more 

responsible and independent readers by taking charge of their reading process (Day & 

Bamford, 2002).  
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2.1.2 Materials for extensive reading 

 In terms of the goal and nature of extensive reading program, Day and Bamford 

(2002) proposed that students have freedom to select and read the books appealing to 

them; in other words, they can self-select texts from a collection of books which cover 

different topics, genres, and styles in terms of their interest. What’s more, the 

conception of using easy materials is also highly recommended in the extensive 

reading program (Day & Bamford, 2002; Hill, 2008; Hitosugi & Day, 2004; Rankin, 

2005). The two principles, “interest” and “self-selection”, for choosing reading 

materials in the extensive reading program exactly correspond to Guthrie’s (2002) 

indication in the reading engagement:  

Part of the bridge between situational interest and intrinsic motivation is support 

for the students’ process of choosing and behaving autonomously. When students 

are offered reasonable choices, they are invested in learning activities more fully. 

If these choices are carefully connected to learning activities, autonomy support 

will increase academic achievement. (p.146) 

Thus, it’s noticeable that Guthrie (2002) contends that students’ selection of interesting 

texts and teachers’ offering of proper learning activities may facilitate the development 

of autonomy in reading.  

However, the use of easy texts in the extensive reading is still controversial. The 

view on accommodating students to read real-world texts or authentic materials, is still 

advocated; on the contrary, Day and Bamford (2002) contended that in order to 

stimulate students to read as much as possible, the materials they read must “reflect 

their language ability”; that is to say, the chosen reading texts should correspond to 

their language level; therefore, students are supposed to read in an easy and enjoyable 

way. To fit in with students’ “reading comfort zone” (Day & Bamford, 2002), Hu and 

Nation (2000) proposed that learners should understand at least 98% words in the texts 
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in the independent reading; nevertheless, Day and Bamford (2002) recommended that 

one or two unknown words a page would too laborious to the beginning readers, and 

this view tallies with Fry’s (1991) finding, which suggests "Beginning readers do 

better with easier materials". Intermediate readers are on the opposite, with the 

implementation “the rule of hand”, text which contain five difficult words or fewer per 

page would be favorable for them (Day & Bamford, 2002); in other words, the 

selection of texts should take students’ language proficiency into consideration. Aside 

from the proposal of using easy materials, the use of texts ranging from level “i-1” to 

“i+1”, suggested by Yamashita (2004), can satisfy the needs of all-level language 

learners.  

In the light of the given statements for the selection of reading texts in the 

extensive reading, graded readers may agree with the criteria quite well. They have 

been supported by a great many researchers and have been used in the extensive 

reading program (Bamford & Day, 2004; Bell, 2001; Hill, 2008; Iwahori, 2008; Sheu, 

2003; Takase, 2007; Tanaka & Stapleton, 2007; Yamashita, 2004). Graded readers 

refer to the “extended texts, mostly fiction, written in language reduced in terms of 

structures and vocabulary” (Hill, 1997); that is to say, they are simplified reading 

materials with restricted sentence structures and controlled lexical items, designed for 

language learners. Furthermore, the well-designed graded readers can furnish students 

with an authentic-like reading experience (Claridge, 2005). Mason and Krashen (1997) 

also claimed that low achievers would avail themselves of graded readers which will 

stimulate their motivation to read and hence enable them to become more willing and 

fluent readers. 
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2.1.3 Empirical studies on extensive reading 

 Extensive reading has been of great notice in the field of ESL or EFL; 

consequently, a considerable amount of research has been implemented to investigate 

the effects of extensive reading extensively from the cognitive domain (Horst, 2005; 

Iwahori, 2008; Kweon & Kim, 2008; Nakanishi & Ueda, 2011; Pigada & Schmitt, 

2006; Rashidi & Piran, 2011; Tanaka & Stapleton, 2007; Yamashita, 2008) to 

affective domain (Asraf & Ahmad, 2003; Camiciottoli, 2001; Takase, 2007; 

Yamashita, 2004).  

Gains in a variety of aspects of language learners’ abilities, inclusive of 

enhancing general language proficiency (Iwahori, 2008), promoting reading 

development (Alzu'bi, 2014; Bell, 2001; Nakanishi & Ueda, 2011; Tanaka & 

Stapleton, 2007; Yamashita, 2008), as well as acquiring vocabulary (Horst, 2005; 

Kweon & Kim, 2008; Pigada & Schmitt, 2006; Rashidi & Piran, 2011; Shin, 2003) 

have been reported. Also, the positive effects of extensive reading have been 

confirmed in the aspect of grammar (Song & Sardegna, 2014; Yang, 2001), writing 

(Tsang, 1996) and literacy competence (Lai, 1993). In terms of a great many studies 

in the field of cognition, it’s obvious that researchers have tremendous interest in 

examining the cognitive effects of extensive reading on language learners. 

In addition to the benefits in the cognitive domain, positive findings of extensive 

reading on learners’ affect have also been proved, such as triggering students’ 

motivation (Asraf & Ahmad, 2003; Takase, 2007) and developing positive attitude 

(Asraf & Ahmad, 2003; Camiciottoli, 2001; Lin, 2009; Yamashita, 2013) have been 

also proved. Compared to examining the cognitive effects of the extensive reading 

program, the studies to explore the affective area have been fewer in the field.  

What’s more, some research has also verified both the cognitive and affective 

benefits of extensive reading in the following aspects, including general language 



12 

 

proficiency, vocabulary and attitude (Powell, 2005; Sheu, 2003), reading fluency, 

motivation and the second language reading self (Lake, 2014), reading comprehension, 

writing and attitude (Mason & Krashen, 1997), reading ability, vocabulary acquisition 

and attitude (Chen, Chen, Chen, & Wey, 2013; Greenberg, Rodrigo, Berry, Brinck, & 

Joseph, 2006; Juan & Cheng, 2008; Lin, 2010), and reading ability and attitude 

(Hitosugi & Day, 2004) as well. In terms of the empirical evidence above, it’s clear 

that researchers have shed some light on the utilization of extensive reading in ESL 

and EFL acquisition and confirmed its benefits on fostering learners’ different aspects 

of language skills and affects. 

 

2.2 Computer-Assisted Reading 

In the current era, technology has permeated and had significant influence on our 

everyday life. The effects of technology certainly has extended for the area of ESL 

and EFL acquisition, and the application of technology or computer to various aspects 

has also been undertaken in the past few decades to benefit language learners (Chun, 

2006). Kim (2008) claimed that technology can supply “both ESL/EFL teachers and 

students with virtually boundless uses”. What’s more, the computer-based instruction 

can motivate students by providing them with fantastic and attractive tasks (Harmer, 

2007). In Ybarra and Green’s (2003) statement, the use of computer can not only 

furnish learners with supplementary practice and establish an authentic context for 

them to be fascinated with but also integrate different language skills and use. 

Therefore, it’s obvious that learners do really profit from technology or computers in 

ESL and EFL contexts. 

As far as the aspect of reading in the ESL and EFL curriculum is concerned, 

Dalton and Strangman (2006) capitalized on the assets of technology and indicated 
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that “technology and computer-mediated text have the potential to support students 

with reading problems in two ways: providing access to text and helping students 

learn how to read with understanding” (p.75). Additionally, the importance of 

computers and the Internet is highlighted, and both are regarded as good recourses to 

cultivate learners’ reading skills since computer-assisted reading can promote students’ 

interaction with text, satisfy individuals’ needs as well as train their reading ability to 

foster independent reading (Case & Truscott, 1999). Furthermore, computer-assisted 

reading can enhance students’ reading comprehension and augment their reading 

speed (AlKahtani, 1999).  

 

2.2.1 Empirical studies on computer-assisted reading 

In terms of the development of using a computer to assist learners’ reading, for 

the past two decades, a great majority of CALL reading research has concentrated on 

investigating the effects of learning vocabulary on ESL and EFL reading (Chun, 2006) 

as lexical knowledge is viewed as “a key component of reading success” (Grabe, 2004; 

Nation, 2007).  

A great many studies have been carried out to explore the effects of vocabulary 

acquisition on computer-assisted reading by using electronic dictionaries (Hulstijn & 

Atkins, 1998; Laufer & Hill, 2000) and especially by utilizing multimedia glossing 

(Abraham, 2008; AbuSeileek, 2008; Ariew & Ercetin, 2004; Bowles, 2004; Ercetin, 

2003; Plass, Chun, Mayer, & Leutner, 2003; Ridder, 2000; Sakar & Ercetin, 2005) to 

augment students’ understanding in the reading texts. 

Also, quite a few researchers have focused on the effects of using electronic texts, 

such as multimedia e-books (de Jong & Bus, 2002, 2004; Doty, Popplewell, & Byers, 

2001; Gardner & Yaacob, 2009; Grimshaw, Dungworth, McKnight, & Morris, 2007; 

Kim & Hall, 2002; Pearman, 2008; Wood, Pillinger, & Jackson, 2010), e-textbooks 
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(Maynard & Cheyne, 2005; Shepperd, Grace, & Koch, 2008; Woody, Daniel, & Baker, 

2010), and e-book readers (Kang, Wang, & Lin, 2009; Maynard, 2010; Nie, Armellini, 

Witthaus, & Barklamb, 2011) on ESL and EFL reading. Aside from the exploitation 

of multimedia e-books and e-textbooks, with the access of the Internet, the influence 

of an online reading program (Arnold, 2009; Benettayeb, 2012; Huang, 2013) and the 

implementation of online reading strategies (Akyel & Erçetin, 2009; Duke, 

Schmar-Dobler, & Zhang, 2006; Huang, Chern, & Lin, 2009; Lin & Chen, 2007; 

Salmerón, Kintsch, & Caãs, 2006) have also been noticed. 

With the advancement of technology, the rapid development of the wireless 

network and mobile technologies have led to the pervasiveness of mobile devices and 

then had tremendous influence in ESL and EFL contexts. The mobile devices, such as 

smart phones, PDAs, iPads have given rise to dramatically change in learning modes, 

from electronic learning to mobile learning (Chen & Li, 2010). In contrast to 

traditional learning, students can learn without the limitation of time and location by 

capitalizing on the convenience of mobile devices; consequently, the concept of 

ubiquitous learning has been promoted (Chen, Hsu, Li, & Peng, 2006; Chen & Li, 

2010; Yang, 2006) in ESL and EFL reading contexts. 

Therefore, it’s clear that the development of computer-assisted reading is from 

conventional approaches to innovative approaches, controlled techniques to flexible 

techniques, and pedagogical reading programs to personalized interactive learning 

programs (Chera & Wood, 2003; Lefever-Davis & Pearman, 2005). 

Given the studies employed CALL techniques to foster learners’ reading above, 

what is striking is that in the last 20 years, a great many researchers have examined 

the effects of using multimedia e-books on the various aspects of ESL and EFL 

acquisition (Adam & Wild, 1997; de Jong & Bus, 2002, 2004; Doty et al., 2001; 

Ertem, 2010; Gardner & Yaacob, 2009; Grimshaw et al., 2007; Higgins & Cocks, 
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1999; Kim & Hall, 2002; Lewin, 2000; Pearman, 2008; Wood et al., 2010); 

accordingly, it’s self-evident that the utilization of multimedia e-books in the area of 

computer-assisted reading has been put much emphasis; additionally, researchers may 

be desirous to recognize their effects and then take advantage of the assets of 

multimedia e-books on fostering learners’ abilities.  

 

2.2.2 Empirical studies on multimedia e-books 

Compared to the characteristics of conventional printed books, which are passive, 

static with still pictures and have linear development of texts without interacting with 

readers (Doty, 1999; Pearman, 2008), multimedia e-books are interactive, nonlinear 

composition and can interact with readers literally (Coiro, 2003; Sutherland-Smith, 

2002).  

In terms of the previous empirical studies, researchers have focused on 

investigating the effects of multimedia e-books on the native young learners (Chera & 

Wood, 2003; de Jong & Bus, 2002, 2004; Doty et al., 2001; Ertem, 2010; Grimshaw 

et al., 2007; Littleton, Wood, & Chera, 2006; Pearman, 2008) for the combination of 

animation and sound effects of multimedia e-books can not only draw their attention 

but also trigger their reading motivation. Additionally, multimedia e-books can serve 

young learners with a rich context to strengthen the presentation of vocabulary and 

concepts (Labbo, 2000; Pearman & Lefever-Davis, 2006), support to the storyline 

(Chen, Ferdig, & Wood, 2003; Glasgow, 1997) and engage the reading texts by 

interacting with animation (Ertem, 2010). 

 A considerable amount of research has been undertaken to examine the effects of 

multimedia e-books, covering from improving reading comprehension (de Jong & 

Bus, 2002, 2004; Doty et al., 2001; Grimshaw et al., 2007; Lefever-Davis & Pearman, 

2005; Pearman, 2008), enhancing struggling learners’ reading performance (Ertem, 
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2010), raising phonological awareness (Chera & Wood, 2003; Littleton et al., 2006), 

cultivating emergent literacy (Korat & Shamir, 2007; Korat, Shamir, & Arbiv, 2010; 

Lewin, 2000) as well as stimulating students’ motivation to read (Adam & Wild, 1997; 

Glasgow, 1997). 

 With regard to fostering reading comprehension, Doty (1999) indicated that 

multimedia e-books can improve visual recognition and offer more clues and more 

abundant background knowledge for readers to delineate the profile of story than 

traditional printed texts. Quite a few studies have stressed the significance of 

multimedia e-books on reading comprehension (de Jong & Bus, 2004; Doty et al., 

2001; Ertem, 2010; Grimshaw et al., 2007; Matthew, 1996; Pearman, 2008). 

Compared to the conventional printed texts, Pearman (2008) stated that learners 

avail themselves of multimedia e-books and improve their reading performance, and 

the finding is similar to Doty et al. (2001) and Matthew (1996). Also, multimedia 

e-books have been reported that they have identical effects with the traditional printed 

books with adult-led reading (de Jong & Bus, 2004), and even Medwell (1998) 

declared that students reading multimedia e-books have better reading performance 

than those reading traditional printed books with teacher-guided reading, and the 

results are in agreement with Ertem’s (2010) and Grimshaw et al.’s (2007) studies, 

which showed that the students reading multimedia e-books benefit from the narration 

and animation.  

Notwithstanding the benefits of multimedia e-books have been confirmed, a few 

studies have pointed out CD-ROM would have negative influence on readers’ reading 

comprehension since they showed that animation illustration, sound effects, and even 

some hotspots were distractors for reading comprehension; that is, they would 

interfere with learners’ reading comprehension (Donnelly, 2005; Okolo & Hayes, 

1996; Trushell, Burrell, & Maitland, 2001; Trushell, Maitland, & Burrell, 2003), 
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mislead them out of the storyline and interfere with the retention of the story (Trushell 

et al., 2001; Underwood, 2000). Grimshaw et al. (2007) also declared that “Failure to 

differentiate between different types of electronic books can lead to an 

overgeneralization of results and selective press reporting. This in turn may limit the 

adoption of a valuable resource for both teaching and learning.”  

In terms of the controversial findings, the selection of multimedia e-books on 

ESL and EFL reading would be more prudent and cautious by the instructors, who 

need to distinguish “educational” software from “edutainment” software (Segers & 

Verhoeven, 2002).  

Regardless of the pros and cons of using multimedia e-books that have been 

reported in literature, the positive cognitive value of multimedia e-books has still been 

recognized to have the potential to support readers and enhance their reading skills 

(Lefever-Davis & Pearman, 2005). Aside from the cognitive effects, multimedia 

e-books also benefit learners’ affective aspect by fostering reading engagement 

(Dalton & Strangman, 2006; Pearman & Lefever-Davis, 2006), stimulating interest 

and motivation (Pearman & Lefever-Davis, 2006), and developing reading habit 

(Larson, 2009). Additionally, Greenlee‐Moore and Smith (1996) indicated that the 

features of multimedia e-books would augment learners’ enjoyment and engagement 

with the text and then enhance their comprehension and enthusiasm for reading, 

which supports Lewin’s (2000) declaration that multimedia e-books can “positively 

affect both cognitive and affective learning outcomes.” 

 

2.2.3 Multimedia e-books and extensive reading program 

In terms of the cognitive and affective benefits of multimedia e-books, 

Anderson-Inman and Horney (1999) confirmed the influence of utilizing multimedia 

e-books would foster reading in particular outside the classroom, which agrees with 
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the essence of the extensive reading program. Similarly, Day and Bamford (2002), 

Kim and Hall (2002) as well as Labbo (2000) take a positive attitude towards 

promoting the employment of multimedia e-books in the extensive reading program.  

To explore the effects of an e-book extensive reading program, Lin (2009) 

implemented an e-book extensive reading program to examine EFL high school 

students’ reading attitude and the features of e-book may have influence on their 

attitude. A list of teacher pre-selected books was provided for students to read after 

school. Self-report forms written after each reading and an attitude questionnaire used 

before and after program were carried out to collect data. The results revealed that 

students’ reading attitude did change after the program undertaken; moreover, the key 

features of e-books viewed to change students’ attitude included oral reading, 

highlighting, animation, sound effects as well as pictures. It’s noted that to choose 

e-books, the genre, length, level, content as well as features of e-books should be 

taken into consideration. In terms of the finding of the study, the e-book extensive 

reading program can indeed benefit learners’ attitude towards reading.  

Aside from Lin’s (2009) study placing a focus on exploring EFL young learners’ 

attitude change, Chen et al. (2013) also examined the influence of an e-book extensive 

reading program upon EFL university students’ reading attitude, reading 

comprehension and vocabulary development. The finding of the study revealed that 

the experimental group did significantly outperform the control group on all of the 

three aspects; therefore, it suggested that not only young learners but also 

undergraduate students could benefit from an e-book extensive reading program, 

which gives rise to positive affective outcome and cognitive gain as well.  

With the vantage of the Internet, an online reading program, which allows 

learners to choose and read the books based on their levels and interests in their 

leisure time via the Internet. Notwithstanding Chun (2006) indicated that research on 
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online extensive reading program was less, gains have been reported from a few 

studies employing the online extensive reading program in the reading curriculum 

(Arnold, 2009; Benettayeb, 2012; Chen et al., 2013; Huang, 2013; Lin, 2010; Sun, 

2003).  

Arnold (2009) investigated the effects of an online extensive reading program on 

advanced university students. In contrast with Lin’s (2009) and Chen et al.’s (2013) 

study, no teacher-selected online texts were offered; instead, learners needed to find 

the online materials interesting to them. Questionnaires used before and after the 

program, self-reports finished after each reading section, students’ journals written as 

well as an interview were implemented to gather data. The results showed that 

students obtained a lot of gains from cognitive and affective aspects, including 

reinforcing motivation to read, enhancing their confidence in reading, fostering their 

reading skills and ability as well as establishing pleasure reading outside the 

classroom. It should be underscored that without the restriction of reading materials, 

the students searched for more challenging but appealing online texts to read and then 

make progress in their reading ability by employing reading skills and strategies 

better.  

Given the finding above, positive effects of the online extensive reading program 

on some aspects of learners’ cognition and affects have been verified; however, the 

effects of the online reading extensive reading program in ESL and EFL acquisition 

seem to lack ample empirical evidence on various areas; therefore, the influence of 

exploiting the online extensive reading program on other fields would be explored and 

examined in the further research. 
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2.3 Learner Autonomy 

In the field of language acquisition, learner autonomy has drawn researchers’ 

increasing attention in the past few decades (Benson, 2001; Chan, Spratt, & 

Humphreys, 2002; Holec, 1981; Little, 2008; Littlewood, 1999) and has become a 

remarkable issue to be discussed since the concept of learning has been challenged 

and changed, moving from the traditional to the innovative view day by day. The 

locus of power and responsibilities in the curriculum is altered from instructors to 

learners, and the student-centered learning has been promoted (Thanasoulas, 2000); in 

other words, students are empowered to be responsible for their learning rather than 

being dependent on their teachers. Moreover, Bonnett and Cuypers (2002) espoused 

the concept of learner autonomy for “the learner’s own thinking has to be respected, 

that students must always see the point of what they are learning and be free to pursue 

their own conceptions of this in their own ways”. 

The significance of learner autonomy is highlighted by Little (1994), who argued 

“all genuinely successful learning is in the end autonomous” (p. 441), which falls in 

line with Benson’s (2007) statement that autonomous language learning is close to 

“effective language learning”. Additionally, learner autonomy is regarded as a 

representative trait of learners attaining long-term achievement in their lifelong 

learning (Little, 1996). It’s also believed that autonomous language learners have 

better performance on language learning (Benson, 2001). 

Autonomy is usually viewed as “a characteristic of adults”(Healey, 2007) in 

terms of their cognitive development and psychological maturity. However, Healey 

(2007) proposed that young learners can also be involved in autonomous learning 

with the support of the teacher; furthermore, the degree of teacher’s assistance would 

hinge upon the age of students to support the development of autonomy. 
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2.3.1 Theoretical background of learner autonomy 

There has been a noteworthy growth of interest in learner autonomy in recent 

years, and the concept was initially introduced by Holec (1981). It was defined as “the 

ability to take charge of one's own learning”, which refers to “determining objectives, 

content, and progression, selecting methods and techniques, monitoring acquisition, 

and evaluating what has been acquired” (p. 3). That is to say, an autonomous learner 

should be equipped with the competence of goal-setting, decision-making, monitoring 

as well as self-assessment. Aside from these self-managed behaviors of learning, 

Little (1991) underlined the “psychological” domain covered with the observable 

performance and provided his definition of learner autonomy: 

Autonomy is a capacity—for detachment, critical reflection, decision-making, 

and independent action. It presupposes, but also entails, that the learner will 

develop a particular kind of psychological relation to the process and content of 

his learning. The capacity for autonomy will be displayed both in the way the 

learner learns and in the way he or she transfers what has been learned to wider 

contexts. (p. 4).  

Additionally, to prevent misunderstanding of the concept of learner autonomy, 

Little (1990) also made a clearly noticeable statement of “what autonomy is not”. He 

indicated that autonomy is “not a synonym for self-instruction”, “not entail an 

abdication of responsibility on the part of the teacher”, “not another teaching method”, 

“not a single, easily described behavior”, “not a steady state achieved by learners” as 

well. Therefore, the idea of autonomy might be flexible and a slightly changed 

depending upon the characteristics of learners and contexts (Benson, 2001). 

Compared to Holec’s (1981) and Little’s (1991) definition, Littlewood (1996) placed 

a focus on the involvement of an attitude of “willingness” and proposed that 

autonomy is a capacity inclusive of the two components, “ability” and “willingness” 
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for learners to take responsibilities, capacities and actions on the process of learning. 

In brief, the concept of learner autonomy would be unveiled and has become more 

clear and complete gradually in terms of Holec’s (1981), Little’s (1991) as well as 

Littlewood’s (1996) arguments. 

In an effort to delineate a more clear profile of autonomy, Benson (1997) made 

an attempt to propose a systematic model of learner autonomy consisting of “three 

versions”; that is, technical, psychological and political version. The technical version 

of learner autonomy focused on learning outside the classroom without teacher’s 

assistance, and to equip learners with the skills of learning management is the most 

concerned on this aspect. Besides, the psychological version concentrated on 

self-directed and self-access learning; that is to say, autonomous learners are capable 

of taking responsibilities for their own learning. The control of learners’ cognitive 

processes is put much emphasis on in the psychological domain. Last, the political 

version underlined the importance of learners’ abilities to control over the learning 

content and their own learning process; in other words, autonomous learners should 

have the capacity to control what and how to learn. What’s more, the problems and 

difficulties between the language learners and the target language community are also 

raised in the political version. 

Notwithstanding Benson’s (1997) “three-versioned” model of learner autonomy 

offered some insight in the field of language acquisition, Oxford (2003) considered 

this model favoring “privileging the political version” but ignoring “the sociocultural 

perspective”. To compensate the defects of Benson’s (1997) model, therefore, Oxford 

(2003) developed a more systematic and comprehensive theoretical model to account 

for learner autonomy. 

 Oxford’s (2003) model of learner autonomy is composed of four separated but 

interrelated perspectives: the technical, psychological, sociocultural, and 
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political-critical perspective. Different from Benson’s (1997) model, Oxford (2003) 

added the “sociocultural” perspective and elucidated the important elements, 

comprised of “context, agency, motivation, learning strategies” in distinct 

perspectives, in order to profile a more complete picture of learner autonomy. As far 

as the sociocultural perspective is concerned, it places a focus on “socially mediated 

learning”. The sociocultural perspective is based on Vygotsky’s (1978) social 

constructivism theory. In Vygotsky’s (1978) theory, learners can avail themselves of 

“social mediation” and facilitate the growth of the zone of proximal development 

(ZPD); that is, learners can have better performance through the interaction with the 

“more capable other”, such as the teacher, parents or more competent peers. In the 

view of sociocultural aspect, self-regulated skills are aimed to develop by “socially 

mediated learning”; that is to say, learners are equipped with the abilities of planning, 

guiding, monitoring, organizing as well as evaluating their own learning with 

“scaffolding consisting of various types of assistance” (Oxford, 2003). It’s worthy to 

note that by adding the sociocultural perspective and declaring the significance of 

each aspect, Oxford’s (2003) model illuminates the understanding of learner 

autonomy as well. 

 

2.3.2 Approaches to developing learner autonomy 

After the concept and significance of learner autonomy have been unveiled by a 

great number of researchers, to foster learner autonomy has raised increasing attention 

in the field of language acquisition; hence, two key questions are addressed to 

examine whether the practice is effective or not (Benson, 2001): 

(1) How does this practice help learners take greater control over their 

learning? 

(2) How does the practice improve language learning? (p. 111) 
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The two crucial questions denote that the practice to promote learner autonomy 

should provide learners with opportunities not only to equip themselves with the 

control ability and but also augment their language proficiency. Furthermore, Benson 

(2001) categorized six approaches to promoting learner autonomy, consisting of 

resourced-based, technology-based, learner-based, classroom-based, curriculum-based 

and teacher-based approaches. These approaches tackle different aspects of learner 

control in the learning process. 

In terms of resource-based approaches, they center on each independent learner’s 

interaction with “learning resources”; that is to say, learners can learn independently 

in the self-access, self-instruction or distance learning environment; therefore, they 

have opportunities to making learning plans, select learning materials, and assess 

learning outcomes. Sharing the same essence of self-direct learning with 

resource-based approaches, technology-based approaches focused on the provision of 

opportunities for learners to interact with “educational technologies”, like 

computer-assisted language learning (CALL), the use of CD-ROMs and the Internet 

in the self-access learning. Moreover, the choice of the learning content and 

computer-mediated communication may offer learners opportunities of collaboration, 

which is what’s been lacking in resource-based approaches. In contrast to the two 

previous approaches providing opportunities for learners to control their learning, 

learner-based approaches placed emphasis on directly developing learners’ specific 

skills and strategies, and then the learners are able to take more over their learning 

process. In contrast to the traditional concept of the teacher-controlled classroom, 

classroom-based approaches underlined the learners’ “decision-making processes”, 

which referred to setting the learning goals, monitoring the learning process and 

evaluating the learning outcomes in the collaborative and supportive environment. 

These approaches include collaborative learning, peer-teaching, self-assessment and 
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peer-assessment. Compared to classroom-based approaches, curriculum-based 

approaches give learners holistic control of the curriculum by the use of the process 

syllabus, which is negotiated by the teacher and learners. Learners can control over 

the content and procedure in negotiation with the teacher and develop their 

self-management skills. Contrary to the five approaches above, teacher-based 

approaches center on the teacher’s professional development and teacher education 

for the teacher’s beliefs toward autonomy and professional skills do play 

indispensable roles in fostering learner autonomy. Notwithstanding there are distinct 

focuses in the six approaches, Benson (2001) stated that “in practice, approaches are 

often combined, sometimes in eclectic ways”, and “most researchers and practitioners 

would accept that they are interdependent.”; thus, it’s noted that the approaches are 

not only used separately; instead, some of them would be implemented in tandem to 

aim at augmenting learner autonomy more effectively. 

 

2.3.3 Empirical studies on developing learner autonomy 

Since there has been a remarkable growth of attention on developing learner 

autonomy in the field of language acquisition for the past few decades, a number of 

studies have been undertaken to explore in different ways in an effort to foster learner 

autonomy. Learners’ ability to employ learning strategies was highlighted by some 

researchers (Dofs, 2009; Field, 2007; Hedge, 2000; Reinders, 2010) as they proposed 

that it played a part in shaping a more autonomous learner. Either by training learners 

to use learning strategies or helping them identify strategy use, teachers could foster 

learners’ autonomy. Reinders (2010) considered Oxford’s (1990) Strategy Inventory 

for Language Learning (SILL) a useful resource that teachers could capitalize on. 

Gains in training metacognitive strategies (Fu, 2007; Nguyen & Gu, 2013) and in 

implementing an autonomy-based program on learner autonomy (Balcikanli, 2008; 
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Chan, 2000) have been reported. Nguyen and Gu (2013) examined the effects of 

incorporating an eight-week instruction on metacognitive strategies into a writing 

program. The study revealed that students in the experimental group showed better 

capacities for planning, monitoring as well as evaluating a writing task than the other 

two control groups. In addition to improving their metacognitive skills, students in the 

experimental group also had improvement in their writing performance. 

Aside from instructing metacognitive strategies, students avail themselves of 

technology to enhance autonomy, including using information and communication 

technology (ICT) (Dias, 2000) and blog (Arıkan & Bakla, 2011; Bhattacharya & 

Chauhan, 2010) as well as enrolling a self-directed learning program (Lee, 1998) and 

distance-language teaching program (Murphy, 2008). Arıkan and Bakla (2011) 

investigated the effects of blogging integrated in an eight-week period of self-directed 

learning program. The participants can post the texts on their blogs, design and 

choose the layout and content by themselves, and they can post or make responses on 

their peers’ blogs as well. Data was collected by observation, a questionnaire and a 

structured interview to clarify their decision-making processes. The results showed 

that the use of blog can stimulate learners’ motivation and enable them to learn 

English autonomously; furthermore, utilizing blogs also benefits them on both 

independent learning and improving decision-making skills which foster learner 

autonomy. 

Rather than evaluating students’ learning outcome by the conventional tests, the 

utilization of the alternate assessment, “portfolio assessment”, has also been 

confirmed to facilitate learner autonomy. Hashemian and Fadaei (2013) conducted a 

study to explore the impact of implementing portfolio assessment on advanced EFL 

learners’ autonomy in a writing program. The effects of gender on portfolio 

assessment were also concerned in the research. Students in the experimental group 
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undertook the portfolio assessment, which was composed of three steps, collection, 

selection and reflection. The results suggested that students receiving the portfolio 

assessment enhanced their autonomy; moreover, gender didn’t show any effects on 

using portfolio assessment. 

In addition to utilizing portfolio to understand students’ holistic learning 

outcomes, journal is also an entry for teachers to recognize learners’ learning 

experience in the learning process and give them feedback to foster further learning. 

Also, learning journal can benefit students through examining and reflecting their 

learning performance by recording their learning process in detail. Therefore, research 

on using learning journals or learning diary to promote learner autonomy has been 

undertaken (Kamberi, 2013; Porto, 2007). Kamberi (2013) investigated the effects of 

the utilization of learning journals in a writing program on learner autonomy. Students’ 

journals were collected and subjected to a modified content analysis to identify the 

topics related to learner autonomy and their learning experience. A semi-structured 

interview was conducted to verify the findings from the learning journals. 

Surprisingly, the results found out not all students agreed that writing journals would 

be motivating; moreover, the quality and quantity of learners’ journals were be 

influenced by the topics of journals; therefore, the study showed that students were 

not motivated enough by journal writing, and they also needed more training on 

enhancing learner autonomy. 

    Furthermore, it should be noted that to augment learner autonomy not only exists 

in the formal curriculum, but out-of-class learning also offers learner opportunities to 

foster autonomy, such as doing extensive reading (Imrie, 2007; Mede, İnceçay, & 

İnceçay, 2013), listening to an English broadcast program (Li, 2004) and exchanging 

letters with friends (Bayat, 2011). Imrie (2007) explored the influence of using a 

delivery system library of graded readers on college students’ individualization and 
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autonomy across the English curriculum. The students could choose two or three 

books to read from the collection weekly or bi-weekly and were required to keep a 

record of the books they read. Some of them did the reading due to their instructors’ 

requirement, but most of them were encouraged to read voluntarily. Besides outside 

class reading, students were also able to access these books in their English classes. 

The results indicated that extensive reading did alter college students’ study and 

reading habits since from 285 students reading 1275 graded readers in the first 

semester, dramatically increased to 1470 students finishing reading 11230 books 

during four and a half years. Therefore, the finding demonstrated that using graded 

readers in extensive reading could promote college students’ individualization and 

autonomy across the English curriculum. Also, Bayat (2011) conducted a study to 

examine the impact of out-of-class use of English on students’ autonomy perception 

in a ten-week program. The participants were encouraged to write letters to each other 

in English after class. A questionnaire of an autonomy perception scale was used to 

collect data before and after the program. Also, an interview was implemented to 

gather further detailed data. The finding suggested that a voluntary letter-exchanging 

activity, a way to use English out of class, increases the learners’ perception of 

autonomy.  

 Last of all, even though learner autonomy is usually regarded as an individual 

affair; however, Thomson (1998) asserted that collaboration and autonomy are in 

support of each other. Positive effects of collaboration on learners’ autonomous 

learning have been confirmed (Clifford, 1999; Thomson, 1998). Clifford (1999) 

investigated the potentialities and feasibilities of collaborative learning to develop 

learner autonomy in the university context. The participants were required to select 

the topics of their research project on their own, review related theses and journal 

papers and hold seminars in collaboration. Learning contracts for the design of their 
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learning goals and schedule, journals for the record of individual learning reflection, 

and self-assessment for the evaluation of their progress were utilized to gather the 

data for the process of students’ learning. The results showed that collaboration 

benefited students on enhancing their motivation, interest and confidence in learning. 

Aside from the affective profits, the participants also capitalized on the collaborative 

work and the goal setting, which brought about their willingness to learn from and 

with their peers. The experience of self-reflection and self-assessment was appreciated 

by the students. It was aimed at monitoring and recognizing their learning process. 

The finding, therefore, revealed that autonomous learning can be encouraged for 

university students in the collaborative setting. 

In terms of the empirical evidence shown above, it’s self-evident that a variety of 

practices have positive effects on fostering learner autonomy in the language learning 

context. With the pervasion of technology in the current era, the incorporation of 

CALL on augmenting learner autonomy has been promoted and highlighted by a great 

number of researchers (Benson, 2001; Blin, 2004; Dias, 2000; Healey, 2007; Murphy, 

2008).  

 

2.3.4 CALL and learner autonomy 

Since Oxford (2003) proposed a four-perspective model of learner autonomy, 

which offers some insight to the field of language acquisition, Healey (2007) has 

applied Oxford’s (2003) model to the area of CALL and enriched the exploration of 

CALL in developing autonomous learning. First, the technical perspective coped with 

the issue of setting and content. In terms of settings, Healey (2007) focused on 

self-directed settings, profiled them along two continua, locus of control and type of 

content, which crossed and led to four different settings (See Table 2), from fixed to 

variable content, from teacher-controlled to learner-controlled learning, consisting of 
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highly structured learning, accreditation and training, contract-based independent 

study as well as highly self-directed learning. 

 

Table 2. Four Settings for Self-directed Learning  

 Locus of Control 

Teacher                        Learner 

 

 

 

 

 

Content 

 

 

Fixed 

 

 

 

 

 

 

Variable 

 

 

A. Highly structured 

learning 

 Students control time 

and pace. 

 Designer or teacher 

controls content, 

sequence, and 

evaluation. 

B. Accreditation and 

training 

 Students control time, 

pace, and sequence. 

 Teacher, board or 

designer controls content 

and evaluation. 

C. Contract-based 

independent study 

 Students and teacher 

negotiate all aspects. 

D. Highly self-directed 

learning 

 Students control all 

aspects. 

 

As Table 2 shows, Healey (2007) stated that most of the CALL materials belong to the 

category of Cell B; that is to say, students have opportunities to choose the learning 

materials from the CALL program and decide the ways to work with it. As far as the 

evaluation is concerned, CALL programs are beneficial to both the teacher and 

learners for the programs can record users’ logging behaviors in detail. It offers the 

teacher an entry to check individual student’s logging action to recognize their 

learning process and also allows learners to self-assess their performance by tracing 

back what they have done in the learning program. Aside from the setting, the 

learning content places much emphasis on the technical perspective. Multimedia 

software has been viewed as a helpful resource to benefit learners with various 

learning styles, in particular visual and auditory learners. Also, multimedia add 

variation in learning modes from structured to flexible techniques, formal to alternate 
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assessment, individual to group learning. It’s noted that notwithstanding most CALL 

programs are designed for individual use; however, better results have also been 

found out when students work with their peers. 

 Different from the technical perspective tackling the aspect of learners’ physical 

conditions, the psychological perspective concentrated on learners’ characteristics, 

including motivation and preferences. Quite a few CALL programs, such as blogs, 

websites, and podcasts, may furnish learners with a structural framework to take 

control of their learning content, pace and styles to further promote their motivation 

on autonomous learning. In terms of sociocultural perspective, which is based on 

Vygotsky’s (1978) social constructivism, it focuses on whether the learners can avail 

themselves of “interpersonal interaction” to scaffold their learning; in other words, 

students can benefit from the assistance of more capable partners, such as teachers, 

peers, even computer programs, and the Internet sources. The teacher needs to 

establish a friendly environment for learners to seek assistance. Through the access of 

the Internet, learners are provided with ample opportunities to have online interaction 

or computer-mediated communication to support group work in the autonomous 

learning environments. Notwithstanding CALL programs are not real learning 

communities, the utilization of computers scaffolds collaborative learning, and then 

learners receive more clarification of language usage. 

 At last, the political-critical perspective dealt with learners’ self-awareness and 

reminded learners that “technology, like all human artifacts, is not neutral” (Healey, 

2007); therefore, when approaching CALL unlimited various resources, students need 

to have an open mind to receive multiple views but take a critical attitude to examine 

different viewpoints. In short, Healey’s (2007) application of Oxford’s (2003) 

four-perspective autonomy model enlarges a more comprehensive investigation of 

CALL and autonomy, shedding some light on developing learner autonomy.  
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CHAPTER THREE  

METHODOLOGY 

This chapter begins with the introduction of the research design, the online 

extensive reading program, and the background information about the participants. 

Next, the contents of the reading materials, the instruments for data collection as well 

as the procedures of the study are elaborated, and then the chapter ends with the 

description of data analysis. 

 

3.1 The Online Extensive Reading Program 

This is an eight-week online extensive reading program; also, an online reading 

platform Raz-Kids is provided for the participants to read multimedia e-books online. 

The reading platform supplies readers with an extensive range of e-books; the 

participants, therefore, are able to freely select e-books from Raz-Kids to read. As in 

Day and Bamford’s (1998) statement, when an extensive reading program is 

implemented, students should be offered a specific reading target to achieve, which is 

in agreement with Hitosugi and Day’s (2004) proposition that instructors can give 

students both “a weekly target” and “an overall target” to strive towards. Furthermore, 

Healey (2007) also identified the significance of setting specific language learning 

goals and stated “a series of smaller, achievable goals can encourage learners to 

continue”. Since the study focuses on developing students’ perceptions of learner 

autonomy, the objectives of this reading program were decided by the participants. 

The students had one class period to read e-books on Raz-Kids each week during the 

eight-week reading program and were encouraged to read as many e-books as 

possible after school. As far as in-class reading is concerned, Hitosugi and Day (2004) 

argued that it’s indispensable to link students’ outside reading with classroom learning; 
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based on their proposition, a period of class time is suggested for teachers to use in an 

effort to build up a supportive classroom learning environment and promote students’ 

outside reading and enhance their language acquisition. Furthermore, to prevent 

students from just browsing through books aimlessly, Slatin (1990) suggested that 

learners can be given clear, concrete purposes for reading, so that they can become 

“users” in quest of required information. To make the participants really use the 

acquired information from the text, they were asked to finish three tasks after reading. 

One is comprehension check, another is reading log, and the other is in-class sharing. 

In terms of comprehension check, after students finished reading each book, a reading 

comprehension quiz was offered by Raz-Kids to help students recognize their 

understanding of the content. Furthermore, learners could benefit from finishing 

reading logs through the reflection and examination of their learning achievement by 

keeping a record of their learning process. Finally, as far as in-class sharing is 

concerned, the students were encouraged to share their thoughts or ideas in the 

process of reading. If the learners encountered some difficulties in reading, they could 

raise their questions and discuss with their classmates and the instructor. Given those 

arguments, students were required to have a comprehension check after each reading, 

hand in a reading log as well as do an in-class sharing every week during the program.  

 

3.2 Participants 

Six intact classes consisting of 180 eighth graders in a junior high school in 

northern Taiwan were recruited as the participants in this study. They have learned 

English from the third grade in elementary school. Three of these classes were the 

experimental group, which were involved in the eight-week online extensive reading 

program, and the others were the control group, which did not receive the 

intervention.  
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3.3 Materials 

The reading platform utilized in this study is Raz-Kids, which furnishes readers 

with a wide, abundant extension of animated leveled e-books to choose from, which 

are graded readers. Accordingly, students are able to select the books in light of their 

language levels. The use of graded readers in the extensive reading program is 

espoused by quite a few researchers (Bamford & Day, 2004; Hill, 2008; Takase, 2007; 

Tanaka & Stapleton, 2007; Yamashita, 2004). Aside from the asset of graded readers, 

the e-books on Raz-Kids substantially comply with Shamir and Korat’s (2006) six 

crucial criteria for the evaluation of e-books, which involve age appropriateness, child 

control, clear instructions, independence, process orientation and technical features. 

 In order to start using the reading platform Raz-Kids, the teacher needed to build 

a roster of students (See Figure 1). Since the design of this study is an extensive 

reading, the teacher checked the functions on the platform “Enable Bookroom” for 

students to read extensively and “Enable Raz Rocket” to enhance learners’ motivation 

to keep reading forward. 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 1. Adding a new student on Raz-Kids. 
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3.3.1 Bookroom 

Bookroom supplies students with an ample, extensive range of all-level e-books to 

read (See Figure 2). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2. Bookroom on Raz-Kids. 

After selecting a book, students can choose their learning mode either from reading or 

listening to it (See Figure 3). Also, a quiz is available for learners to take in order to 

check their reading comprehension after they finish reading the book. 

 

 

 

 

 

 

 

 

Figure 3. An example of an e-book on Raz-Kids. 
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3.3.2 Reports 

To monitor the learning process of students, the teacher can examine the “reports” 

from an individual student or the whole class, consisting of student activity, 

assignment progress, level progress, reading rate, quizzes and skills (See Figure 4). 

Due to the essence of an extensive reading program, only the reports of student 

activity and level progress were monitored by the researcher as a reference to 

document how much progress students had made. 

 

 

 

 

 

 

 

 

 

 

Figure 4. Reports on Raz-Kids. 

 

3.3.3 Raz Rocket and Robot Builder 

In terms of Raz Rocket, it’s a game included in Raz-Kids. Upon completion of 

each reading or quiz, students can receive stars as a reward and then use them to 

personalize their own rocket in the game (See Figure 5). Aside from Raz Rocket, the 

earned stars can also be used to purchase some items to build the users’ own robot 

(See Figure 6), which is shown as their profile picture on Raz-Kids. 



37 

 

Figure 5. Raz Rocket on Raz-Kids. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 6. Robot Builder on Raz-Kids 

 

3.4 Instruments 

Four instruments were employed in this study to collect data. An autonomy scale 

was used to obtain quantitative data from all of the participants. Also, weekly reading 

logs, a post-reading questionnaire and a semi-structured interview were used to gather 

more in-depth qualitative information on the experimental group.  
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3.4.1 Autonomy scale 

The autonomy scale was conducted before and after the treatment of the online 

extensive program as the pre-test and the post-test to probe into the change of students’ 

learner autonomy during the program. The autonomy scale was based on Chan et al.’s  

(2002) autonomy questionnaire, which incorporated the constructs of autonomy 

proposed by Holec (1981), Littlewood (1999), and Deci and Ryan (1985). Chan et 

al.’s (2002) autonomy scale consisted of four main sections: responsibilities, abilities, 

motivation and activities. It aims to explore the participants’ perceptions of their 

English teacher’s and their own responsibilities in English learning, the perceptions of 

their decision-making capacities in English learning, their motivation for learning 

English, as well as their autonomous behavior shown in the in-class and out-of-class 

activities. Originally, Chan et al.’s (2002) autonomy questionnaire was composed of 

52 statements. However, for fear of resulting in a floor effect, two statements, 

Statement 39 and 45, in the fourth section, activities, were excluded in this autonomy 

scale since the participants are junior high school students, who haven’t had such 

experience in participating in English self-study groups or attending a self-study 

center. Given the above, the revised autonomy scale used in this study consisted of 

four main sections in 50 statements (See Appendix A for the Chinese version and 

Appendix B for the English version). As for the scoring system, the students were 

required to rank their answers on a Likert scale. From the first to the third section, a 

5-point Likert scale is used to recognize students’ opinions on the statements while for 

the fourth section, a 4-point Likert scale is used to gather information about the 

frequency of the students’ participation in English learning activities. As for scoring 

of a 5-point Likert scale, the value for completely (1a. yours)/ not at all (1b. your 

teacher’s) in the first section, very good in the second section, highly motivated in the 

third section is 5; the value for not at all (1a. yours)/ completely (1b. your teacher’s) 



39 

 

in the first section, very poor in the second section, not at all motivated in the third 

section is 1. Furthermore, as for scoring of a 4-point Likert scale, the value for often is 

4; the value for never is 1 

 

3.4.2 Reading log 

During the period of the online extensive reading program, each participant of 

the experimental group was required to turn in a reading log every week (See 

Appendix C for the Chinese version and Appendix D for the English version). The 

content of the reading log involved the participants’ weekly reading objective, the 

number and the title of the books they read, what they learned or the difficulties they 

encountered as well as their solutions to their problems in the process of reading. The 

qualitative written record adopted from individuals could offer the researcher more 

thorough information to understand the students’ autonomous behavior during the 

study. 

 

3.4.3 Post-reading questionnaire 

After the eight-week online extensive reading program, in addition to the 

autonomy scale, the experimental group was also required to fill out a post-reading 

questionnaire (See Appendix E for the Chinese version and Appendix F for the 

English version), which is composed of seven open-ended questions. This 

questionnaire is to investigate the students’ opinion and attitude towards this online 

extensive reading program, the features of the reading platform Raz-Kids, e-book 

reading, along with their progress during the program, which aims to be triangulated 

with the quantitative and other qualitative data to delineate a more complete profile of 

the students’ perceptions of their autonomy and the online extensive reading program. 
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3.4.4 Semi-structured interview  

After the data collection of the autonomy scale, weekly reading logs and the 

post-reading questionnaire was accomplished, a follow-up semi-structured interview 

was held to gain more detailed information from the participants of the experimental 

group. The students showing more active or passive behavior on the gathered data 

were invited as interviewees for deeper investigation. Candidates were those who read 

the most or the least e-books and those who wrote a detailed reflection on the process 

of reading. In general, the questions of the interview were based on the post-reading 

questionnaire and their weekly reading logs. As the interviewees were junior high 

school students, they would easily be too nervous to speak a word during a 

one-on-one interview. Instead, the focus group interview was held in this study to 

lower the interviewees’ anxiety, so that they would be able to freely speak out their 

thoughts and ideas. The purpose of the semi-structured interview is to help the 

researcher gather more thorough information from those particular participants to 

elucidate the finding of the study. 

 

3.5 Procedures 

Before the implementation of the online extensive reading program, all of the 

participants were required to fill out the autonomy scale first. Then, the reading 

platform Raz-Kids was introduced to the experimental group and demonstrated by the 

researcher. Furthermore, the researcher elaborated on the tasks of the online extensive 

reading program and encouraged the students to enjoy reading as many e-books as 

they could. In order to familiarize the participants with the use of Raz-Kids, the 

students were given opportunities to use it on their own after the researcher’s 
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explanation. If the participants had any questions about the utilization of the reading 

platform they could ask the researcher for help or clarification immediately. 

During the eight-week reading program, the students spent one class period 

reading at school every week and were encouraged to read as many as e-books on 

Raz-Kids as possible in their leisure time. They were also required to turn in a reading 

log and encouraged to express their ideas about reading with their classmates in a 

ten-minute sharing in class every week. After the sharing, the participants would 

freely read e-books on Raz-Kids.  

After the eight-week treatment of the reading program, all of the participants had 

to fill out the autonomy scale again, and the experimental group also had to complete 

the post-reading questionnaire for the post-intervention data. Furthermore, a 

semi-structured interview was held for some particular participants to make a clearer 

and deeper elucidation upon the gathered information. Table 3 shows the procedures 

of the online extensive reading program. 

 

Table 3. The Procedures of the Online Extensive Reading Program. 

Period Treatments Experimental group Control group 

Week 0 Pre-test The autonomy scale 

Week 

1-8 

Weekly goal Students set their reading objective 

and were encouraged to read as 

many as e-books every week. 

N/A 

Weekly in-class 

activities 

Participate in a ten-minute  

in-class sharing 

N/A 

Spend a class period reading freely N/A 

Weekly outside 

classroom 

activities 

Read freely in their leisure time N/A 

Turn in a reading log N/A 

Week 9 Post-test The autonomy scale &  

the post-reading questionnaire 

The autonomy scale 

Interview Some participants participated in a 

semi-structured interview 

N/A 
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3.6 Data Analysis 

The quantitative data, including the participants’ responses to the autonomy scale 

in the pre-test and post-test, were analyzed using SPSS. An independent-samples t-test 

was firstly performed to see if there were some significant differences between the 

two groups on the pre-test and the post-test. Also, a pair-samples t-test was conducted 

to examine whether there was a significant change within each group between the two 

tests.  

When it comes to the qualitative information, the students’ reading logs were 

analyzed in terms of the participants’ goal-attaining, amount of reading and the 

variation in reading levels. Also, what they learned, the difficulties they encountered 

and their solutions to the problems during reading were identified. As for the 

post-reading questionnaire, the students’ responses to the seven open-ended questions 

were coded and categorized. Finally, the semi-structured interview was analyzed for 

triangulation.  
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CHAPTER FOUR  

RESULTS AND DISCUSSION 

This chapter first starts with analyzing the results of the data collected from the 

online extensive reading program, including the autonomy scale, the weekly reading 

logs, the post-reading questionnaire and a semi-structured interview. Based on the 

results, the three research questions are answered, followed by a further discussion. 

 

4.1 Results 

Six intact classes consisting of 180 participants were recruited in this study 

originally. Three of these classes were the experimental group, and the others were the 

control group. However, seven participants of the experimental group and six 

participants of the control group failed to finish the autonomy scale since they left out 

over one-fourth questions unanswered on a single sheet. These questionnaires were 

regarded as invalid, and their data were not accepted and analyzed; therefore, only 

167 participants were included in this study. 

The analysis included both quantitative and qualitative data collected in this 

study. Quantitative data is acquired from the autonomy scale, and qualitative data is 

adopted from weekly reading logs, the post-reading questionnaire and a follow-up 

semi-structured interview for triangulation with the quantitative evidence. The results 

are presented in the following four subsections.  

4.1.1 Results of the autonomy scale 

 The autonomy scale was comprised of four main sections, responsibilities, 

abilities, motivation, and activities; furthermore, both responsibilities and activities 

included two subsections. Responsibilities consist of the participants’ perceptions of 

their teacher’s responsibilities and their own responsibilities for learning English, and 
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activities contained students’ autonomous behavior shown in the in-class and 

extracurricular activities. The results of the autonomy scale were further discussed 

based on the six categories of autonomy respectively. 

The autonomy scale was used as the pre-test and the post-test to investigate the 

differences between the experimental and control group on their learner autonomy 

after the eight-week online extensive reading program. Means and standard deviations 

of the two groups on the pre-test and post-test observations are shown in Table 4.  

 

Table 4. Descriptive Statistics of Category of Autonomy on Pre-test and Post-test 

 

As Table 4 revealed, in general, when comparing with the pre-test, the 

experimental group obtained higher mean on the post-test, but the control group did 

not (See Table 4). Instead, the control group had a slightly decrease in their total mean 

on the post-test. Furthermore, the experimental group demonstrated higher total mean 

on the post-test than the control group. When it comes to the analysis of each category 

separately, the experimental group also obtained higher means than the control group 

in terms of all categories by comparing group means. In order to determine whether 

 Pre-test Post-test 

 Control  Experimental Control Experimental 

 Mean  SD Mean  SD Mean  SD Mean  SD 

Ss’ responsibilities 43.65 11.59 45.04 9.76 41.35 12.74 47.19 7.89 

T’s responsibilities 28.89 9.39 31.89 9.37 30.37 11.24 31.89 7.80 

abilities 35.60 9.97 37.45 8.18 35.24 11.48 40.12 8.92 

motivation 3.12 1.09 2.99 .90 2.82 1.15 3.06 .97 

out-of-class activities 40.77 13.10 40.78 10.22 40.65 12.94 43.77 10.40 

in-class activities 10.65 3.78 10.88 3.24 11.30 3.95 11.42 3.62 

Total 162.69 31.67 169.02 23.52 161.71 31.82 177.46 23.80 
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these differences were statistically different or not, an independent-samples t-test was 

conducted to examine if the differences between the two groups reached a significant 

level .05 on the pre-test as well as on the post-test. 

 

Table 5. Independent T-test of Learner Autonomy on Pre-test and Post-test 

     Pre-test 

   (Con. vs. Exp.) 

    Post-test 

     (Con. vs. Exp.) 

Independent 

Variable 

Dependent Variable    Sig. Cohen’s d    Sig. Cohen’s d 

Group 

 

 

 

 

 

students’ responsibilities 

teacher’s responsibilities 

abilities 

motivation 

out-of-class activities 

in-class activities 

.406 

*.040 

.192 

.399 

.996 

.680 

.13 

.32 

.20 

.13 

.00 

.06 

*.000 

.311 

*.003 

.149 

.088 

.833 

.61 

.16 

.48 

.23 

.27 

.03 

 Total .144 .24 *.000 .58 

From the overall view of the participants’ learner autonomy, the results of an 

independent-samples t-test indicated that there were no significant differences 

between the experimental and control group on the pre-test on their autonomy, p=.144 

(See Table 5); in other words, the two groups did not differ from each other on their 

learner autonomy before the intervention. After the treatment of the eight-week 

reading program, an independent-samples t-test was conducted again to explore if 

there were some statistically significant differences between the two groups on the 

post-test on their learner autonomy. The results unveiled that some significant 

differences were found between the two groups on the post-test on their learner 

autonomy, p=.000. The magnitude of the differences in the means was medium (d=.58) 

(See Table 5); therefore, it indicated that the experimental group significantly 

outperformed the control group on their learner autonomy on the post-test.  

Furthermore, the results of the autonomy scale could also be analyzed based on 

the six categories of learner autonomy between the two groups. The results indicated 
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that there were some statistically significant differences between the experimental and 

control group on their perception of teacher’s responsibilities in English learning on 

the pre-test, p=.040 (See Table 5), but no significant differences showed between the 

two groups on the other five categories (for students’ responsibilities, p=.406; abilities, 

p=.192; motivation, p=.399; out-of-class activities, p=.996; in-class activities, p=.680). 

However, after the intervention of the eight-week reading program, the results 

revealed that the differences of students’ responsibilities (p=.000) and abilities 

(p=.003) between the two groups attained a statistically significant level .05 on the 

post-test (See Table 5). Cohen’s d statistic indicated a medium effect size on students’ 

responsibilities (d=.61) and abilities (d=.48) as well, which denoted that the 

experimental group significantly increased their own responsibilities and abilities on 

autonomous learning than the control group after the eight-week online extensive 

reading program. Also, it is noted that the differences of their perception of teacher’s 

responsibilities in English learning between the experimental and control group 

reached the significant level .05 on the pre-test; nevertheless, the differences between 

the two groups failed to reach a significant level .05 on the post-test. An inspection of 

the mean scores suggested that the control group obtained higher scores (M=30.37) on 

the category of teacher’s responsibilities on the post-test while the experimental group 

obtained the identical scores (M=31.89) on the pre-test and the post-test.  

 In addition to a comparison between the group means, a pair-samples t-test was 

performed to recognize the differences within each group between the pre-test and 

post-test. For the control group, no significant differences were found on their overall 

autonomous learning behavior between the two tests (p=.737), and the magnitude of 

the differences in the means were very small (d=.04) (See Table 6). However, when 

comparing the means based on the six categories of learner autonomy, there was a 

statistically significant decrease in their motivation mean scores from Time 1 (M=3.12) 
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to Time 2 (M=2.82), p=.011. The Cohen’s d (.29) indicated a small effect size (See 

Table 6). The possible reason may be the different input of English. Since the content 

of English textbook became more difficult than previous ones, no matter on 

vocabulary and sentence patterns, some of the students may be inclined to feel 

frustrated in English learning. This may lead to the outcome that the control group 

had less motivation in English learning. However, the experimental group not only 

received English input from the textbook but also from the e-books. As the results 

showed, the experimental group could obtain interest and confidence in e-book 

reading; therefore, they had higher motivation in English reading compared to the 

control group. In contrast to the control group, the results revealed some significant 

differences between the two tests in the experimental group (p=.000), and the 

magnitude of the differences in the means were close to medium (d=.47), as shown in 

Table 6. Further analysis of the means of each category indicated that the increase of 

students’ responsibilities (p=.029), abilities (p=.003), their autonomous behaviors 

displayed in the out-of-class activities (p=.000) as well as in the in-class activities 

(p=.037) attained a statistically significant level .05 between the pre-test and the 

post-test. Cohen’s d ranged from .23 to .44, revealing a small to medium effect size.  

Table 6. Pair-samples T-test of Learner Autonomy on Each Group 

    Control group 

  (Pretest-Posttest) 

  Experimental group 

  (Pretest-Posttest) 

Independent 

Variable 

Dependent Variable    Sig. Cohen’s d     Sig.       Cohen’s d 

Time of 

measurement 

 

 

 

 

Students’ responsibilities 

Teacher’s responsibilities 

Abilities 

Motivation 

Out-of-class activities 

In-class activities 

.059 

.246 

.732 

*.011 

.922 

.132 

.21 

.13 

.04 

       .29 

.01 

.17 

*.029 

1.000 

*.003 

.409 

*.000 

*.037 

.24 

.00 

.34 

.09 

.44 

.23 

 Total .737 .04 *.000 .47 
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 In a word, the results of the autonomy scale showed that on the pre-test, there 

were no significant differences between the control and experimental group generally; 

however, the differences between the two groups attained a significant level on the 

post-test. It’s clear that the experimental group did outperform the control group on 

the post-test after the eight-week intervention of the online extensive reading program, 

in terms of their perception of their own responsibilities and autonomous abilities in 

English learning in particular. When it comes to the differences within each group 

based on time of measurement, for the experimental group, there were some 

statistically significant differences between the pre-test and the post-test in general 

while the differences between the two tests did not reach a significant level for the 

control group. 

 

4.1.2 Results of the reading log 

 The reading log aimed to monitor the experimental group’s progress in the 

reading program every week, allowing the researcher to discover the students’ reading 

behavior and gained more thorough information to support the quantitative data. Each 

student was required to turn in a reading log every Monday during the reading 

program; thus, the sum of the participants’ reading journals should be 664. Three of 

them didn’t submit their reading log in one of the eight weeks; therefore, the 

researcher received 661 copies in total. 

Weekly goal-attaining. Since the study is to explore the development of students’ 

perceptions of their autonomy, the objectives of this reading program were decided by 

the participants. The participants were asked to set their own weekly reading goal, 

including the number and level of the e-books, and checked whether they achieved 

their goal or not every week. From the analysis of these reading logs, more than 80% 

of the responses reported that the participants reached their weekly goal while less 
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than 20% of them indicated that the students failed to attain their reading goal (See 

Table 7). 

 

Table 7. Percentages of Weekly Goal-attaining 

 Copies Percentages 

Achieve reading goal 551 83.36% 

Fail to achieve reading goal 110 16.64% 

 Total         661 100.00% 

 

Number of e-books. From the participants’ reading logs during this program, the 

amount of reading was analyzed by two angles, one is weekly counts, the sum of the 

e-books read by the experimental group every week, and the other is the e-books read 

by individuals in total during the eight-week study. The results of the number of 

e-books the participants read by weekly counts are shown as Figure 7, and they 

unveiled some noteworthy information (See Table 8).  

 

Table 8. The Number of e-books Students Read by Weekly Counts 

Week Number of E-books Read Percentages 

1 351 13.42% 

2 386 14.76% 

3 350 13.38% 

4 343 13.11% 

5 299 11.43% 

6 325 12.42% 

7 283 10.82% 

8 279 10.66% 

Total 2616 100.00% 

 

From Table 8, it’s clear that the weekly number of e-books read by the students, 

ranging from 279 to 386 e-books, and the average volume of the e-books read by the 
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participants was more than 300 (M= 327). In Week 2, the number of e-books read 

reached its peak because the students were more familiar with the use of the online 

reading platform Raz-Kids, and that they were curious about the e-books. However, 

the number slightly decreased in the following three weeks; it rose slightly in Week 6, 

but diminished again in Week 7 and 8. The possible cause for the variation in the 

amount of reading observed might lie in the varied levels and lengths of the e-books 

as more difficult or longer ones would take them more time to finish reading and then 

gave rise to the decrease in the number of e-books read by the students.  

In addition to the analysis by weekly counts for all participants, the number of 

e-books read could also be analyzed by the total volume of e-books read by 

individuals during the eight-week program. The results of the number of e-books read 

by individuals are illustrated as Table 9. 

 

Table 9. The Sum of E-books Read by Individuals 

 

As Table 9 shows, 83.14% of the participants read more than 20 e-books during 

the eight-week reading program, and it was clearly demonstrated that the students 

reading from 20 to 39 e-books (62.65%) occupied the major part of all. Furthermore, 

the top five readers read more than 60 e-books during the eight-week reading program; 

The sum of E-books Read Numbers of Students Percentages 

More than 60  5 6.02% 

50-59  2 2.41% 

40-49  10 12.05% 

30-39  24 28.92% 

20-29  28 33.74% 

10-19  13 15.66% 

Less than 10  1 1.20% 

   Total        83 100.00% 
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that is to say, they read around eight e-books each week. The volume of e-books that 

the top two readers read should be noted since one read 81 e-books, and the other 

even read 128 e-books; namely, they read over ten e-books each week during the 

program. However, only one participant read less than 10 books in eight weeks. The 

extremely opposite reading behavior shown by these participants on e-book reading 

would be paid more attention in the interview section to retrieve more detailed 

information on the development of students’ learner autonomy.  

Reading level. As the online reading platform Raz-Kids furnished the 

participants with different levels of e-books, the students could freely choose e-books 

from Raz-Kids to read in terms of their English proficiency. The results of the 

variation in the participants’ reading levels during the eight-week program are 

displayed in Table 10.  

 

Table 10. The Variation in Reading Levels 

Variation in Reading Levels Number of Students Percentages 

Easy Difficult 43 51.81% 

Easy Difficult  Easy 6 7.23% 

Easy Difficult  Easy Difficult 9 10.84% 

Difficult  Easy 2 2.41% 

Difficult  Easy  Difficult 6 7.23% 

Same level 1 1.20% 

Not the regular pattern 16 19.28% 

 Total       83 100.00% 

 

From the analysis of the reading logs, over 50% of the participants (51.81%) 

read e-books from the easy to the difficult ones; namely, they improved their reading 

levels of e-books gradually during the eight weeks. Moreover, about 30% of the 

students (27.71%) tried to challenge themselves by reading more difficult levels but 
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found out those e-books were too arduous for them to understand, and the following 

variation of reading levels would be noteworthy. As these students had some 

difficulties in reading higher levels of e-books, nearly 10% of the students (9.64%) 

then chose to read easier e-books instead; the other almost 20% of the participants 

(18.07%), however, first selected the easier ones to read and then chose more 

higher-level e-books to read in the following weeks in order to challenge themselves 

again. It is also noted that no regular patterns of the variation in reading levels were 

found in around 20% of the participants (19.28%) for these readers chose e-books 

based on their interest or the topic of e-books rather than the levels of e-books. 

Nevertheless, no matter what kind of the variation in reading levels the participants 

showed, nearly 90% (89.16%) of them ended up with a higher reading level in the 

eight-week reading program than the level they began to read in the first week (See 

Table 11), suggesting that most of the participants chose greater difficulty level of 

e-books to read at the end of the program.  

 

Table 11. Percentages of Comparing Their Reading Level in Week 8 with Week 1 

Reading Level in Week 8 Numbers of People Percentages 

Higher reading level 74 89.16% 

Same level 3 3.61% 

Lower reading level 6 7.23% 

 Total       83 100.00% 

 

What the students learned in reading. After reading e-books, the participants 

were required to write down what they learned in the reading logs every week during 

the program. The students’ responses were identified and categorized into quite a few 

aspects as shown in Table 12. As Table 12 presented, over 60% of the responses 

revealed that the participants learned the lexicon from reading (62.84%), especially 
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vocabulary (59.26%); furthermore, the second and third one are knowledge (16.73%) 

and grammar (10.27%). Some of the responses indicated they were able to learn 

morals of the stories and obtain some specific knowledge from the e-books. In 

addition to knowledge, the students reported they acquired some sentence patterns and 

grammatical structures during reading. Language skills were also identified to have 

been learned by the participants, reading skills (3.11%) in particular. It was noted that 

some students even learned some metacognitive strategies (2.27%) in the process of 

reading, which could monitor their performance and progress in reading. What was 

surprising is that two of the participants reported that they downloaded the application 

of Raz-Kids to their mobile devices to enjoy reading e-books when they were not able  

 to use the computer; therefore, it denoted that the online extensive reading 

program did tempt some students to read more and more e-books.  

 

Table 12. Responses of What Students Learned from Reading. 

Aspects Categories Counts Percentages 

Language Vocabulary 496 59.26% 

Phrase 30 3.58% 

Grammar, sentence pattern 86 10.27% 

Reading  26 3.11% 

Writing 2 0.24% 

Listening 2 0.24% 

Speaking 3 0.36% 

Knowledge Specific knowledge 

Theme, moral 

96 

44 

11.47% 

5.26% 

Metacognitive  

Strategies 

Self-monitor 19 

 

2.27% 

 

 Others  5 0.60% 

 None 28 3.34% 

 Total 837 100.00% 
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Difficulties the students encountered in reading. From the analysis of the 

responses, most of the responses (61.36%) unveiled that the participants found out 

that a few unfamiliar words and phrases appearing on the e-books would interrupt 

their reading comprehension. What’s more, based on the results presented in Table 13, 

it was obvious that some of the participants regarded unfamiliar grammatical 

structures and new sentence patterns as the barriers in reading (7.75%).  

 

Table 13. Responses of the Difficulties Students Encountered in Reading. 

  

Approximately 7% of the responses (7.22%) suggested that a number of students 

thought the level of the e-books they chose were too difficult for them to read. It is 

noted that about 5% of the responses (5.21%) showed that finishing reading 

comprehension questions was a big headache for some students since they were not 

able to understand what the questions meant or had difficulty in answering the 

questions. Also, as Table 13 displayed, some of the participants had trouble with 

listening comprehension (2.81%) for they couldn’t catch those words they heard in 

Aspects Categories Counts Percentages 

Language The Level of e-books is  

too difficult to read 

54 7.22% 

Vocabulary 421 56.28% 

Phrase 38 5.08% 

Grammar, sentence pattern 58 7.75% 

Reading speed  10 1.34% 

Listening 21 2.81% 

Speaking 1 0.13% 

 Quiz 39 5.21% 

 Others 10 1.34% 

 None 96 12.84% 

 Total 748 100.00% 
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reading e-books. However, around 13% of the responses (12.83%) reported that some 

participants didn’t encounter any difficulties in reading because the e-books they 

selected were easier. 

The students’ solutions to the difficulties in reading. In order to overcome these 

obstacles while reading e-books, the participants would try to find out a few solutions 

to the problems they encountered. As the results of their reading logs showed, most of 

them would try to employ language learning strategies to cope with their problems in 

reading. The strategies utilized by the students were categorized based on Oxford’s 

(1990) classification of language learning strategies, as Table 14 illustrated.  

 

Table 14. Responses of Students’ Solutions to Difficulties in Reading 

 

 

Aspects Categories Techniques    Counts Percentages 

 

 

 

Cognition 

Use of 

resources 

Online dictionary, 

search on the Net 

447 56.30% 

Consult grammar books 2 0.25% 

Practicing 

 

Do more reading  48 6.05% 

Repeated reading 22 2.77% 

Skimming Read more quickly 2 0.25% 

Memorizing Memorize more 

vocabulary 

17 2.14% 

Compensation Guessing 

intelligently 

Guess from clues 33 4.16% 

Skip unknown words 2 0.25% 

 

 

Read easier levels 

Speed control of 

e-books 

12 

3 

1.51% 

0.38% 

Social Collaboration Ask others 126 15.87% 

  Others 5 0.63% 

  Total 794 100.00% 
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Based on what Table 14 presented, employing the cognitive strategies (67.76%) 

played an indispensable role in conquering these difficulties, especially with the use 

of resources to retrieve information (56.55%), including looking up in the online 

dictionaries, searching on the Internet (56.30%), as well as consulting grammar books 

(0.25%). The second most frequently used solution is to seek for collaboration 

(15.87%); in other words, some of the participants asked their classmates or teachers 

for help to know the meaning of unknown words, phrases or sentence patterns.  

What was encouraging is that one of the students even reported that he read the 

identical book with one of his classmate simultaneously and then had a discussion on 

it, saying that it could save him a lot of time from hunting for the meaning of words or 

phrases. Moreover, the two students sometimes even answered the reading 

comprehension questions in tandem, figuring out which was the correct answer to 

them. They also shared the interesting parts of the e-books with each other in the 

process of reading, and the sharing made their reading much more delightful. 

What’s more, about one-twelfth of the responses (8.82%) showed that some of 

the participants would exploit “practicing strategies” to do repeated reading for 

clarification or do more reading for improving their reading skills. Also, it was 

noteworthy that some students capitalized on compensation strategies (6.30%) while 

encountering unfamiliar words by making intelligent guesses, denoting that they 

guessed the meaning of words from the clues shown on the e-books (4.16%), such as 

pictures, animations, intonation, and contexts, or they just chose to skip the unknown 

words and kept reading (0.25%). Furthermore, some participants reporting that the 

e-books they chose were too arduous to comprehend, and several of them would 

rather select easier ones to read (1.51%) as a solution than other ways.  

In a nutshell, the results of the participants’ weekly reading logs provided the 

researcher with much essential information about the process of reading e-books in 
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terms of their weekly goal-attaining, the number of e-books they read, the variation in 

reading levels, what they learned, difficulties they encountered and their solutions to 

the problems in reading. From the analysis of these reading logs, it suggested that 

over 80% of the responses indicated that the participants could set their weekly goals 

and strive to achieve them successfully; also, nearly half of the students read more 

than four books per week, reading e-books from the easy ones to more difficult ones. 

Almost all of them held a positive attitude about learning from reading; what’s more, 

most of the students could identify their difficulties and come up with proper 

solutions. Therefore, it is evident that the online extensive reading program may be 

helpful to facilitate the participants’ to develop autonomy.  

 

4.1.3 Results of the post-reading questionnaire 

The purpose of the post-reading questionnaire was to explore the participants’ 

opinions and feelings towards the online extensive reading program, e-book reading, 

as well as their progress during the study; also, it was used for triangulation with other 

quantitative and qualitative data in an effort to delineate a more complete profile of 

the development of the students’ learner autonomy. The participants were asked to fill 

out the post-reading questionnaire either in English or Chinese; therefore, if the 

excerpts from the questionnaire were written in Chinese originally, they would be 

translated into English in this section.  

 

Question One: Generally, do you like the online extensive reading program? 

Why or why not? Nearly 85 percent of the participants (84.34%) took a positive 

position towards the reading program as the content of the e-books was really 

interesting. Some of them reported that the e-books on Raz-Kids were absolutely 

different from the printed books. For instance, the reading platform furnished readers 
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with vivid animations and narration, and the features not only helped them 

comprehend the content of e-books better but also drew their attention to reading. A 

few students favored the program since it supplied them with many kinds and levels 

of e-books to choose from, and they can learn morals, knowledge and different 

cultures from reading as well as improve their English proficiency. One of the 

participants, Angel, mentioned that this reading program brought her quite a lot 

unexpected pleasure and gains: 

I like this program because I have learned more new words, sentence 

patterns from it and then reinforce my English reading skills. What’s more, 

the e-books on Raz-Kids make me familiar with more different kinds of 

knowledge, cultures and some important events. For example, I know 

more about American holidays, like Thanksgiving, Easter and Halloween. 

I also learn about the discrimination and the segregation of black people in 

America before. By the way, reading e-books can train my English 

listening and speaking skills, too.  

Also, some of the participants owed their satisfaction with this program to “the stars” 

provided by Raz-Kids because they were able to spend their earned stars on some 

decorations or items to personalize their own rocket and robot. One participant, Patty, 

said that this program not only let her understand the contrasts among different 

cultures but also offered an interesting game after reading. Even though most of the 

participants expressed their likes for this reading program, around five percent of 

them (4.82%) held an opposite attitude towards it. Those participants reported that the 

content of the e-books was too difficult for them to figure out; thus, they thought it 

was a little boring. Furthermore, about one-tenth (10.84%) of the participants stayed 

neutral, and that was because they felt joyful during the process of reading but had 

some trouble figuring out the unknown words. Even one of them reported that she 
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enjoyed reading e-books; actually, it was uncomfortable for her to stare at the screen 

for a long time.  

 

 Question Two: Generally, do you like the online reading platform Raz-Kids? If 

yes, what features attract you to keep reading e-books? Similar to the results 

revealed in Question One, most of the students (86.75%) liked the online reading 

platform while four of the participants’ position (4.82%) was opposite to them. Their 

responses to this question are helpful in answering the third research question. Results 

demonstrated in Table 15 are features which participants perceived to have helped 

them continue reading e-books. (Ranked in order of popularity.) 

 

Table 15. Percentages of Popular Features of the Online Reading Platform 

Attracting Students to Keep Reading 

Features  Counts Percentages 

Reward system 38 29.69% 

Animation  23 17.97% 

Interesting content/ topic  22 17.19% 

Listening (narration, sound effect) 18 14.06% 

Different kinds and levels of books to choose  15 11.72% 

Reading comprehension check 10 7.81% 

Informative content/topic 2 1.56% 

Total 128 100.00% 

 

For the students favoring the online reading platform, the most popular feature was its 

reward system (29.69%) since quite a few participants reported that the stars could 

motivate them to read more. Even a low-proficiency English learner, Brian, who 
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always felt sleepy and bored in the regular English course, said that in order to earn 

stars, he tried to comprehend the content of the e-book and answered the 

comprehension questions as hard as he could. As his English level was quite low, he 

used Google Translation to help him understand the plots of e-books. He even found 

out that he knew more English words from reading. Another participant, Joe, who had 

little interest in English learning before, also enjoyed himself in the reward system 

and stated that he could have the sense of achievement when he received stars, and 

then it prompted him to read more e-books.  

What’s more, some of the participants confirmed that animation (17.97%) and 

interesting content of e-books (17.19%) tempted them to keep reading. They reported 

that animation made reading more fun and provided them with some clues to 

comprehend the content or words easier. As one participant Christine said,  

Reading English books usually made me feel bored before, but now I like 

to read e-books because they offer narration, sound effects, and lively 

animation which printed books never do. Therefore, reading English 

e-books is really interesting to me.  

Also, a high-proficiency English learner, Belinda, indicated that she was allured 

by the interesting content of these e-books. She was surprised that the police in some 

countries can ride a horse. In addition, the mice in one e-book were very smart, and 

they could even beat the men. She really enjoyed the pleasure of reading and was 

eager to read more interesting e-books. Some of the responses (14.06%) indicated that 

they preferred reading and listening to an e-book simultaneously, and the two kinds of 

input made them more attentive and are helpful for them to comprehend the content.  

In a word, as the responses showed, the most popular features of the online 

reading platform were reward system, animation, interesting content and listening 

input, which enabled the participants to continue reading e-books. These features not 
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only made English reading full of joy and excitement but also facilitated the students 

to understand the e-books, offering them more clues to figure out the meaning of 

unfamiliar words and phrases.  

 

Question Three: What played a key role when you were deciding which 

e-books to read? Why? In terms of the features which played an essential role in 

helping the students choose which e-books to read, nearly half of the responses 

(48.84%) showed that appealing content was regarded as an indispensable element 

when the participants selected an e-book (See Table 16).  

 

Table 16. Percentages of Essential Features for Students to Choose which 

E-books to Read 

 

Quite a few students would like to read fascinating e-books or those whose 

topics they were interested in. As one participant, Kevin, mentioned, “When I read 

these e-books which interest me a lot, they motivate me to learn English and read 

more.” In addition to the interesting content of e-books, roughly one-third of the 

participants (30.23%) took the difficulty of e-books into the first consideration; 

namely, they would choose those e-books at their own English proficiency level. One 

participant, Chloe, stated that she chose e-books of the level K to read because the 

level of books was suitable for her to read. The other levels were either too difficult or 

Features Counts Percentages 

Appealing content/ topic  42 48.84% 

Difficulty level of e-books 26 30.23% 

Title or cover of e-books 18 20.93% 

Total 86 100.00% 
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too easy for her. Another low-proficiency English learner, Sandy, said that “At first, I 

chose those easier e-books to read, but I read harder and harder ones gradually. That 

enables me to improve my English proficiency step by step.” At last, some readers 

(20.93%) chose e-books by judging from the title or cover of e-books since they 

thought it could provide them with some clues about the content of e-books. 

 

Question Four: Generally, what did you learn from the online extensive 

reading program? This question was also asked in the reading logs to recognize the 

students’ weekly progress, and it appeared in the post-reading questionnaire again as 

their summative self-assessment. As the results shown in the participants’ weekly 

reading logs, the lexicon still occupied the most part of what they reported to have 

learned from this reading program, with a percentage of 46.50, followed by grammar, 

with a percentage of 22.29. However, compared to the results revealed from the 

weekly reading logs, it was surprising that the proportion of the students’ 

improvement in language skills was reported to increase, reading skills particularly, 

from 3.11% to 9.55%, which were unveiled from the analysis results of the 

post-reading questionnaire in Table 17.  

The results were really encouraging since they suggested that even though the 

participants might not perceive the development of their English skills during a single 

week, some of them might be aware of their progress in language abilities after the 

implementation of the eight-week reading program. Like one participant, 

Cynthia ,mentioned that she learned quite a lot of words as well as sentence patterns 

in this program, and even her reading speed became much faster. An English 

low-achiever, Andy, also expressed his change on English reading, saying that “I was 

afraid of reading English books before, but now I’m not afraid of it anymore. Actually, 

I can even understand a little bit of the content.” Finally, knowledge (8.92%) was also 
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identified to be learned from the reading program by the participants. 

 

Table 17. Responses of What Students Learned from Reading from the 

Post-reading Questionnaire 

 

Question Five: When you encountered difficulties during the process of 

reading, how did you solve them? The results of this question were also used for the 

triangulation with those revealed from students’ reading logs, and it was not 

surprising that the responses to this question yielded the similar results to those 

emerging from the weekly reading logs. Most of the participants usually took 

advantage of using resources to solve their reading problems, especially consulting 

online dictionaries (59.09%). Seeking for collaboration (31.82%) and capitalizing on 

compensation strategies (8.33%) were also often used by some of them. One 

participant, Ling, expressed her solution while encountering problems in reading 

e-books, saying that when she met unknown words, she would try to figure out the 

meaning of them by guessing from the clues first. However, if she still couldn’t 

understand what they meant, she would look up the words in the online dictionary. In 

terms of grammatical problems, she would ask her classmates for clarification.  

Aspects Categories Counts Percentages 

Language Vocabulary 66 42.04% 

Phrase 7 4.46% 

Grammar, sentence pattern 35 22.29% 

Reading  15 9.55% 

Writing 1 0.64% 

Listening 6 3.82% 

Speaking 9 5.73% 

Knowledge Specific knowledge 14 8.92% 

 Others 4 2.55% 

 Total 157 100.00% 
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Question Six: Now the online extensive reading program is over, will you keep 

reading e-books? Nearly 90 percent of the participants (87.95%) offered a positive 

answer to this question that they would be definitely willing to continue reading 

e-books in the future. Some of them reported that they were fascinated by the 

interesting content of e-books; therefore, they would like to read more e-books. Some 

stated that they wanted to challenge themselves and were eager to read more difficult 

e-books. Like one of the participants, Kathy, said,” I will continue reading e-books 

because I want to read more interesting and challenging ones”. Furthermore, others 

regarded English as a useful tool and thought that reading e-books would enhance 

their English skills. Another participant Mike stated that “I want to read more e-books 

in order to improve my English proficiency; also, that will be helpful for me to 

prepare for the English exam”. However, around one-eighth of them (12.05%) 

indicated that they would quit reading e-books after the program was over. Some of 

them stated that due to the heavy load of the regular schoolwork, they would not have 

much time to read e-books after school. Others reported that they were not allowed to 

use the computer very often at home; thus, they would not read e-books even if they 

would like to. To sum up, most of the participants took a positive attitude towards 

continuing reading e-books in the future. 

 

Question Seven: Do you think the online extensive reading program can 

enhance your autonomy in English learning or linguistic abilities? If yes, on what 

aspects did you make progress? Over nine-tenths of the participants (91.57%) agreed 

that this online reading program did help them develop their autonomy in English 

learning or enhance their English abilities. More than half of them (57.09%) thought 

they made progress in sharpening their English abilities, especially on the category of 

vocabulary, grammar, reading as well as listening. As one participant, Fanny, 
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mentioned, “The English reading program makes me read much faster, and I have 

better understanding of e-books now”. Another English learner, Melody, identified her 

improvement on listening skills by comparing them with her previous performance: 

I used to perceive that English listening was difficult because I couldn’t 

catch up with the speed. After joining this reading program, I make some 

progress in English listening. I believe that reading e-books can train my 

English listening skills.  

Around 35 percent of the students (34.48%) perceived that their learner autonomy in 

English learning was promoted after the implementation of this program. They 

reported that they enhanced their abilities of goal-setting, decision-making, 

self-monitoring as well as self-evaluation. In addition, they discovered that they 

became more active in English learning and were eager to read more e-books. They 

even became more attentive during the process of reading. As one participant, Yumi, 

reported, she could set her goals and have better use of time in English learning after 

the eight-week program. What’s more, a high-proficiency English learner, Angel, 

confirmed the value of the reading program since it augmented her self-evaluation and 

time-control abilities. Another high-achiever, Angela, also mentioned, “This English 

reading program enhances my motivation in English learning, which triggers me to 

read more and more e-books”. However, most of the participants supported that the 

online reading program was able to facilitate their learner autonomy or English 

abilities while nearly eight percent of them (8.43%) commented that they improved 

neither one of those abilities after the implementation of this reading program. 

 To sum up, the post-reading questionnaire aimed at investigating the participants’ 

perception of this reading program and their progress during the study. As the results 

revealed, almost 85 percent of the participants took a positive attitude towards this 

online extensive reading program and the reading platform Raz-Kids. Moreover, the 
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features that attracted them to keep reading e-books on Raz-Kids were the reward 

system, animation, appealing content, listening input and different kinds and levels of 

e-books to choose from. Also, it’s surprising to find that linguistic gain which some of 

them perceived as their improvement in English skills after the intervention were 

seldom reported on the weekly reading logs, suggesting the development of English 

proficiency might not be perceived in a single week, but their progress might be 

identified after a long-term period. Last of all, over 85 percent of the students reported 

that they would keep reading e-books in the future, and most of them confirmed the 

value of this reading program, which could benefit them either on English abilities or 

autonomy in English learning. 

 

4.1.4 Results of the semi-structured interview 

  The semi-structured interview aimed at a deeper investigation on some 

particular participants after the eight-week program to gather more thorough 

information of those who read more than 60 e-books, less than 15 e-books, as well as 

those who provided a detailed reflection on their reading logs no matter how many 

e-books they read, in an effort to shed some light on their different reading behaviors 

shown in the reading program. 11 interviewees were chosen. The interview was 

conducted in Chinese, and then the original conversation emerging in the interview 

would be translated into English in this section. Also, it was a focus group interview, 

which was intended to lower the interviewees’ anxiety. The number of the 

interviewees was more than 10, so they were divided into two groups for interview.  

 The 11 interviewees were chosen based on their behaviors shown in the reading 

program. Five of them were those who read over 60 e-books and coded as M1 

(average), M2 (high), M3 (low), M4 (high) and M5 (high). In addition, four of them 

working hard on their weekly reading logs were coded as R1 (high), R2 (high), R3 
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(average), and R4 (low). Lastly, the two interviewees who read less than 15 books in 

the program were coded L1 (high) and L2 (low). Six of them were English 

high-achievers, two of them were with average English proficiency, and the others 

belonged to English low-achievers. Interestingly, from the background information of 

the interviewees, it is noted that the amount of reading may not totally correspond to 

their English proficiency.  

What motivated the students to keep reading e-books? In terms of the attitude 

towards the online reading program and the reading platform Raz-Kids, all of the 

interviewees gave a positive answer to this question. When they were asked to give 

more detailed information on it, they offered the different reasons. Most of them 

indicated that they were fascinated by the e-books of Raz-Kids, supplying them with 

the appealing content, animation and narration. In general, the interviewees’ responses 

echoed the results of the post-reading questionnaire. Like the interview R1 (high) 

commented on the e-books on Raz-Kids: 

I like to read e-books because they are more interesting than English 

textbooks. To me, the books that introduce words, phrases and sentence 

patterns are dull. Instead, the e-books provide animation, videos and 

narration for them. Besides, when I click on a word, the e-book will 

pronounce it for me. 

The interviewee M5 (high), sharing a similar view with R1 (high), said: 

The e-books are totally different from the conventional printed books. The 

words are spoken out while reading an e-book, and I can know how to 

pronounce the words and imitate the intonation. Also, the animation and 

sound effects appear along with the narration. They’re really fresh and 

interesting. 

Furthermore, four of the interviewees, M2 (high), M3 (low), L1 (high) and L2 
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(low), expressed they were extremely motivated by the reward system; that is to say, 

they read e-books because they are eager to receive more stars. What was interesting 

is that those who read the most or the least e-books were both motivated by earning 

stars in reward, and the number of their stars was the top 5 of all the participants. The 

four interviewees stated their reasons respectively: 

M2 (high): I read a great number of e-books because I want to learn new 

words and receive more and more stars. Earning stars is really 

interesting to me. 

M3 (low): I like stars a lot, so I read lots of e-books. For me, stars are 

everything. 

L1 (high) and L2 (low): I want to receive more stars, so I read e-books. 

It was reasonable for M1 (high) and M2 (low) to read more e-books to receive 

more stars. However, it was very unusual that L1 (high), who was an English 

high-achiever, but read even fewer than ten e-books. L2 (low), who was an English 

low-achiever, read 13 e-books in total during the eight weeks, but both of them were 

able to receive a great number of stars. Their responses to this question were that they 

took advantage of a bug that the reading comprehension quiz of a certain e-book 

could be answered again and again to earn stars every time. In order to receive more 

and more stars in a short period, they kept reading that very e-book and answering the 

reading comprehension questions repeatedly. As they spent a great deal of time 

repeating answering the same quiz, they had less time to read other e-books. They 

even reported that they were fascinated by the stars. No other features of the online 

reading platform could attract them more. In terms of the four interviewees’ responses, 

it was surprising that the reward system could be a double-edged sword for the 

participants, which would either motivate some of the users to read a large number of 

e-books or fascinate some of the users, preventing them from doing more meaningful 
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reading. 

What features played a key role when the students chose which e-books to read? 

Excluding M3 (low), who were extremely obsessed with stars, stating that he read 

only for stars, the other interviewees made similar responses to this question. When it 

comes to the essential features which played an indispensable role in the process of 

selecting which e-books to read, the other eight interviewees would be most 

concerned about the title or cover of e-books, attractive content and difficulty level of 

e-books as well. Their answers to this question bore a close resemblance to the results 

shown on the post-reading questionnaire. 

M2 (high): I read e-books from easy ones to more difficult ones, and I 

read each e-book on the same level. After finishing reading 

all of them, I would move to a higher level and keep reading. 

M5 (high): I would set a specific level of e-books for myself to read this 

week and choose the e-books whose title or cover are 

interesting to me 

R4 (low): I choose those e-books about animals to read because I like 

animals very much. 

L1 (high): I select the e-books which are appealing to me and suitable for 

my English level. 

It is noted that M1 (average), M2 (high), M3 (low), L1 (high) and L2 (low) reported 

that they read e-books from Level A, and it might account for why M1, M2 and M3 

were able to read more e-books than the others for the lengths of the easy ones were 

shorter and took less time to read. 

 What the students learned during the process of reading? Except for R2 (high), 

who indicated that the program only promoted his motivation in learning English, the 

other interviewees reported that they had gains in terms of lexicon, listening, reading 
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abilities, culture, knowledge and compensation strategies. Basically, the interviewees’ 

responses were similar to the collected data from the post-reading questionnaire. As 

the interviewee M2 (high) reported: 

I learn how to guess the meaning from the contexts when encountering 

unfamiliar words; also, I learned the skills of answering reading 

comprehension questions. Besides, I find out I read more and more 

e-books gradually. I can even recognize more words than before even 

though I can’t spell out all of them. 

Another interviewee R3 (average) also mentioned that she made some progress in 

improving reading abilities and using compensation strategies: 

I can read English e-books faster now. I find out even though the level of 

e-books I read becomes harder and has more pages, I can read more 

e-books than before. When I meet unknown words, I try to make a guess 

from the animation instead of looking up in the dictionary directly. 

Then, the interviewee R1 (high) expressed that he learned many kinds of skills from 

the online reading program: 

I learn how to choose which e-books to read and become more 

autonomous. In addition, I improve my listening and speaking abilities 

by repeating after the e-books. The e-books also make me know more 

knowledge about different cultures and fables. When I encounter 

unknown words, I try to guess the meaning from the animation first 

rather than consult the online dictionary at once.  

However, for L1 (high) and L2 (low), they only reported that they learned some new 

words from reading e-books. 

How the students solved their difficulties during the process of reading? Based 

on the analysis of their reply to this question, it is noted that the solution to their 
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reading problems depended upon their English proficiency, rather than the amount of 

reading. For those whose English level was high, they capitalized on compensation 

strategies more, making intelligent guesses from the clues and skipping unknown 

words when encountering unfamiliar words or phrases: 

L1 (high): I guess the meaning of the words from the contexts. I didn’t 

look the words up in the dictionary. 

M4 (high): I make a guess on the meaning of words from the contexts. If 

I still can’t understand it, I take a look at the animation or 

picture to know what they refer to. If the two ways can’t work, 

I will consult the online dictionary. 

R2 (high): When I see unfamiliar words, I usually guess the meaning 

from the contexts and animation, repeat reading the same 

passage several times. Sometimes I just skip the words and 

keep reading. 

However, for those whose English proficiency was average or low, they 

sometimes tried to guess the meaning of words from the animation or picture, but they 

tend to look up the words in the online dictionary right away. 

M3 (low): I look up the words in Google Translation to know the meaning. 

R3 (average): Sometimes I take a look at the picture, but I usually consult 

the online dictionary directly. 

L2 (low): I translate the words into Chinese by using Google Translation. 

How often did the students read e-books in their leisure time? The interviewees 

M1, M2, M3, M4, M5, M6 and R4 reported that they usually read e-books at home, 

and the others replied that they sometimes or seldom did e-book reading in their free 

time. When asked for more detailed information, the interviewees provided different 

answers. M1 (average) read e-books as a pastime after school, and M4 (high) read 
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e-books for the interesting content and the attainment of her weekly goal as well. M3 

(low) mentioned that he read to receive more stars. Surprisingly, M2 (high), M5 (high) 

and R4 (low) responded that they read e-books in their leisure time just because they 

wanted to achieve their weekly goal.  

M5 (high): I don’t want to write down that I didn’t attain my reading goal 

this week on the reading log; therefore, I would keep reading 

until achieving my weekly goal. 

M2 (high): I want to read as many e-books as possible, so I read e-books 

on weekends to achieve my goal. 

Based on the responses above, it’s obvious that two-thirds (four of six) of those 

interviewees usually reading e-books in their leisure time reported that they did it to 

attain their reading goal. Therefore, it is supposed that the interviewees’ metacognitive 

abilities may also play a role in the amount of reading, and this kind of abilities may 

also trigger them to keep reading to reach their objectives. 

Did the students reinforce their autonomy in English learning after the 

reading program? Four of the interviewees (36.37%), M2 (high), R1 (high), R3 

(average) and L1 (high) took a positive attitude towards this question, reporting that 

they fostered the abilities of goal-setting, goal-attaining, self-selection and 

self-evaluation from the online reading program: 

M2 (high): I learn to set the goal for myself to achieve every week, and I 

read all of the e-books from the easy level to the advanced 

one, from A, B, C,……to K.  

R1 (high): I know how to choose which books to read based on how 

appealing the topic looks to me from a variety of e-books 

now. Choosing the e-books that I am really interested in 

motivates me to keep reading forward. 
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R3 (average): I learn how to choose which e-books to read in terms of my 

English level and interest. 

L1 (high): I recognize my English level from the process of reading 

e-books, and I know how to set my reading goal in 

accordance with my English proficiency. 

While the others (63.63%) thought they didn’t perceive the development of their 

autonomy in learning English after the implementation of this reading program. Even 

M4 (high) and M5 (high), the two English high-achievers, indicated that they were 

skilled in arranging, planning, and evaluating their own learning before the 

implementation of this reading program. It is noted that half of English high-achievers 

and average-achievers (four of eight) perceived their enhancement of autonomy in 

English learning while neither English low-achiever of the interviewees identified 

their progress in the autonomous learning after the eight-week program. As the 

responses of the interviewees showed, it suggested that the online extensive reading 

program may be inclined to benefit those learners with high or average English 

proficiency on their autonomy development more than those with relatively low 

English proficiency.  

In a word, the results of the semi-structured interview revealed some similarities 

and disparities among the interviewees. While the results yield from the interviewees’ 

responses were comparable with those revealed from the post-reading questionnaire, 

the interviewee’s responses were able to provide more clues about their different 

reading behaviors shown in the program. Basically, the interesting content, animation, 

narration may attract most of them to keep reading; however, it was also found that 

the reward system of the online reading platform could be a double-edged sword since 

some may be triggered to continue reading more and more e-books while some may 

be obsessed with receiving more and more stars and preventing them from doing 
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more meaningful reading. Furthermore, most of them shared the essential features 

when they were selecting which e-books to read, including the title or cover of 

e-books, attractive content and the difficulty level of e-books. Finally, when it comes 

to their solution to the difficulties during the process of reading and the promotion of 

their autonomy in English learning, the responses of the interviewees implied that 

English proficiency may play a critical role in both of them. 

 

4.2 Discussion 

Based on the different instruments of data collection, including the autonomy 

scale, the reading logs, the post-reading questionnaire and the semi-structured 

interview, this section synthesizes the results of the gathered quantitative and 

qualitative data and indicates the significant finding in order to answer the three 

research questions. First, discussion on the differences shown in autonomy 

development between the two groups are presented, followed by the identification of 

what factors may contribute to fostering the students’ perceptions of autonomy. Lastly, 

what features of the online reading platform may attract the learners’ to keep reading 

e-books are addressed. 

 

4.2.1 Differences in autonomy development between the two groups 

In terms of answering the first research question, “Are there any significant 

differences between the experimental group and the control group on their learner 

autonomy after the implementation of the online extensive reading program?”, the 

answer is affirmative, which could be supported by the quantitative results. As the 

results of the autonomy scale showed, some significant differences were discovered 

between the experimental and control group after the treatment of the eight-week 



75 

 

online extensive reading program on their learner autonomy. Then, a further 

examination was carried out to explore the disparities between the two groups in 

terms of the six categories of autonomy. Results showed that the differences of 

students’ responsibilities and abilities between the two groups reached a statistically 

significant level while there were no significant differences revealed on the category 

of teacher’s responsibilities, motivation, out-of-class activities and in-class activities.  

As far as responsibilities are concerned, both students’ and teacher’s 

responsibilities were involved in the autonomy scale. Based on the quantitative results, 

the difference of students’ responsibilities between the two groups became much 

larger on the post-test since the experimental group perceived that they should take 

more responsibilities in English learning after the treatment while the control group 

didn’t. Furthermore, the results even demonstrated that the control group perceived 

themselves as being less responsible in English learning than before. However, no 

significant difference was revealed between the two groups on teacher’s 

responsibilities, this indicated that junior high school students still need teacher’s 

assistance and guidance since their cognition and maturity have not been completely 

developed. 

Aside from the enhancement of students’ responsibilities, the results of the 

autonomy scale also displayed some noteworthy significant differences between the 

two groups on their abilities. It is obvious that the experimental group’ perceived their 

autonomous learning abilities being reinforced after the implementation of the online 

extensive reading program; however, the results presented that the control group did 

not perceive that they had any progress on this category.  

In short, the quantitative results revealed that the experimental group did foster 

their perceptions of autonomy after the intervention, especially the promotion of their 

own responsibilities and autonomous learning abilities. Then, a further exploration 

http://dictionary.cambridge.org/us/search/american-english/direct/?q=completely
http://dictionary.cambridge.org/us/search/american-english/direct/?q=developed
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between the online extensive reading program and learner autonomy is unveiled in the 

following section. 

 

4.2.2 Online extensive reading program and perceptions of autonomy 

As the results of the autonomy scale showed, the participants reinforced their 

perception of autonomy after the implementation of the online extensive reading 

program; therefore, the outcome suggested that the online extensive reading program 

could facilitate their perceptions of their learner autonomy. Furthermore, this 

autonomy questionnaire incorporated the constructs of autonomy proposed by Holec 

(1981), Littlewood (1999) as well as Deci and Ryan (1985). Holec (1981) declared 

that autonomous learners should have responsibilities and abilities for manipulating in 

the determination of goals, content and progress, selection of methods and techniques 

to be utilized, monitoring of learning progress and evaluation of the outcome, which 

are pivotal to the practice of autonomy. Therefore, based on Holec’s (1981) arguments, 

the participants’ perception of autonomy developing in the online extensive reading 

program is discussed. 

During the eight-week online reading program, the students were empowered to 

set their reading objectives every week and decide which e-books they would like to 

read. In addition, they were required to identify what they learned and their 

difficulties during the process of reading, find out the solution to their problems and 

assess the achievement to their weekly objectives; thus, that denoted these students 

would be responsible for their own reading, including goal-setting, goal-achieving, 

decision-making, self-monitoring and self-evaluation. As the results of the qualitative 

data, students’ reading logs and the post-reading questionnaire showed, most of them 

were capable of setting their own reading goals, trying their best to attain their weekly 

objectives, choosing suitable e-books to read, recognizing what they gained in reading, 
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employing proper techniques to tackle their problems and assessing their achievement 

in reading as well, and their behavior may tally with Benson’s (1997) three-versioned 

model of learner autonomy in general. When it comes to what may contribute to 

reinforcing the participants’ perceptions of their learner autonomy, these factors will 

be discussed, including self-selection, collaboration and positive attitude towards 

reading.  

Self-selection and autonomy 

The online platform Raz-Kids supplied the readers with a variety of e-books to 

choose from; therefore, the participants could freely select those e-books that they 

preferred to read. As the analysis of the weekly reading logs showed, most of the 

participants were able to set the number and level of e-books based on their English 

proficiency or preference. Some selected the e-books in accordance with their 

language level, and others preferred reading more difficult ones, which were beyond 

their current English abilities in order to challenge themselves. Some of them favored 

to read from easier ones to keep themselves reading easily and enjoyably, which is in 

line with Yamashita’s (2004) suggestion that using the texts from “i-1” to “i+1” in the 

extensive reading could cater to different levels of language learners.  

 Furthermore, over 80 percent of the responses indicated that the participants 

were able to attain their weekly reading goals, denoting that most of them spared no 

efforts to reach their own objectives, which agrees with Healey’s (2007) statement 

that “a series of smaller, achievable goals can encourage learners to continue”. In 

addition, more than half of the students even demonstrated that they kept reading 

higher and higher levels of e-books gradually during the program, and nearly 90 

percent of them ended up with a higher reading level in Week 8 than the level they 

started to read in Week 1, suggesting that most of the participants were willing to 

select greater difficulty level of e-books to read at the end of the program; namely, 
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reading e-books from the easier ones to more difficult ones signified that the 

participants would like to challenge themselves, improving their reading skills as well 

as showing their autonomous reading behavior, which are in agreement both with 

Guthrie’s (2002) indication that students’ self-selected reading from an extensive 

supply of texts could be in support of developing their autonomy in reading and Day 

and Bamford’s (2002) statement that the students can avail themselves of extensive 

reading program and become more responsible and independent readers by taking 

charge of their reading process.  

Collaboration and autonomy 

As the qualitative data, the weekly reading logs and the post-reading 

questionnaire, shown, when the students encountered unknown words or difficulties 

in the process of reading, apart from the use of resource, some of them tended to seek 

for collaboration to cope with their problems. They asked their classmates or teacher 

for clarification on the meaning of words, phrases, or sentence patterns, which tallies 

with the sociocultural perspective of Oxford’s (2003) learner autonomy model, based 

on Vygotsky’s (1978) social constructivism theory, espousing the concept that 

learning occurs in the social and collaborative process, and learners can benefit from 

“socially mediated learning”; in other words, learners can construct their knowledge 

by interacting with more capable peers or adults; thus, the students can benefit from 

collaborative learning and then foster their learner autonomy. Such influence 

conforms to Thomson’s (1998) argument that the experiences of collaborative 

learning will enhance the development of autonomous learning when offering learners 

with successful participation in cooperation. This also falls in line with Guthrie and 

Wigfield’s (2000) proposition, inferring that collaboration can enable learners to read 

more independently. 
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Positive attitude towards reading and autonomy 

As the results of the post-reading questionnaire indicated, over 85 percent of the 

participants took a positive attitude towards this online extensive reading program and 

the reading platform Raz-Kids as well. Many of them favored it owing to the 

interesting content of the e-books on Raz-Kids, and some of them preferred it for the 

e-books were absolutely different from the conventional printed books. The 

participants also showed their liking to the e-books by the amount of reading since 

more than half of the participants read at least four e-books per week, and five of 

them even read over 60 e-books in total during the eight-week program. Their 

behavior shown are in line with Asraf and Ahmad’s (2003) declaration that the 

utilization of the extensive reading is to trigger readers to read as much as possible 

and stimulate their interest in reading. What’s more, almost 90 percent of the 

participants indicated that they would continue reading e-books in the future for that 

some of them reported that they were captivated by the interesting content of e-books; 

thus, they would like to read more e-books, and it tallies with Yamashita’s (2004) 

argument that the ultimate goal of the extensive reading is to cultivate reading habits 

and raise interest in reading. This is also supported by Grabe’s (1995) statement that 

the extensive reading is a key resource in building students’ motivation once they are 

“hooked." When it comes to the reading logs, they were utilized to help the 

participants to reflect and monitor their progress in reading in this study; however, the 

reading logs were out of favor with the students. This result agrees with the finding of 

Kamberi’s (2013) study, revealing that the students were not motivated enough by 

journal writing, but they needed more to enhance their learner autonomy. Therefore, it 

is self-evident that the success of this online extensive reading program is not owing 

to the use of reading logs; instead, the employment of e-books is a prerequisite. Based 

on Deci and Ryan’s (1985) indication, autonomy works in tandem with intrinsic 
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motivation. Furthermore, Littlewood (1996) declared that autonomy is a capacity 

including “ability ” and “willingness”; therefore, if the students are interested in 

reading e-books, it may give rise to developing their perceptions of their autonomy in 

reading. Besides, as the results of the post-reading questionnaire unveiled, in addition 

to the interesting storyline, some features of the online reading platform were also 

favored by the participants and were able to keep them focused on reading e-books. 

Those appealing features will be discussed in the following section. 

 

4.2.3 Features of the online reading platform and learners’ perceptions 

In terms of the third research question, what features of the online reading 

platform may attract EFL junior high school students’ to keep reading e-books, it 

could be answered by presenting the results of the post-reading questionnaire and the 

follow-up semi-structured interview. The online reading platform Raz-Kids furnishes 

the students with abundant e-books to choose from. As far as the nature of e-books is 

concerned, their multimedia elements are most likely absent in those conventional 

printed books (Adam & Wild, 1997); thus, the multimedia features bring the 

experience of novelty and excitement to the readers. Also, the use of multimedia was 

espoused by Healey (2007), who applied Oxford’s (2003) four-perspective autonomy 

model to the field of CALL to develop learner autonomy since multimedia could fit 

the learners with different learning styles and provide the possibility of variety in the 

way of learning. The online reading platform Raz-Kids, which combined the essence 

of e-books with their own unique characteristics, caught the participants’ eye and 

stimulated their interest and curiosity. When it comes to the top five most popular 

features of the online reading platform, which were perceived to motivate the 

participants to keep reading e-books, they refer to the reward system, animation, 
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appealing content, listening input as well as different kinds and levels of e-books, and 

these features will be elaborated in the following paragraphs. 

The most popular feature of the online reading platform was its reward system. 

From the participants’ responses shown on the post-reading questionnaire, some of 

them would like to receive more stars to create their own robots and personalize their 

Raz Rocket; thus, they did more reading and finished the tasks on the platform. Some 

obtained the sense of achievement from the increasing number of stars, which 

triggered them to read more and more e-books. To earn stars, even some English 

low-achievers kept reading e-books and surprisingly found out that they were able to 

recognize more words in reading; also, some students with little motivation in 

learning English would like to read e-books to receive stars in reward but also 

discovered the e-books were much more attractive and interesting than they originally 

thought, and then they continued reading e-books. From above shown, the reward 

system could motivate the readers to do more and more reading, which echoed Deci 

and Ryan’s (1985) proposition that autonomy and intrinsic motivation worked 

together closely and complied with Littlewood’s (1996) focus on “willingness” in 

terms of the concept of autonomy. However, from the analysis of the interview, it is 

surprising that a few of them were obsessed with the stars; consequently, they spent 

more time repeating completing the same tasks on the online reading platform in 

order to receive more and more stars but less time doing meaningful reading. Due to 

the qualitative results displayed, the reward system may be a double-edged sword for 

the participants, which would either motivate some readers to keep reading forward or 

fascinate some readers, and precluded them from doing more meaningful reading. 

Aside from the reward system, animation was also identified as an essential 

feature to tempt them to keep reading e-books. Different from the printed books, most 

of the participants indicated that the colorful animation made reading more fun and 
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vivid; therefore, they would like to continue reading e-books, which agrees with the 

Ertem’s (2010), Grimshaw et al.’s (2007) and Pearman’s (2008) finding that the 

combination of animation and sound effects of e-books could draw the readers’ 

attention and trigger their motivation towards reading as well. Furthermore, as the 

post-reading questionnaire showed, some of them reported that the animation of 

e-books was not only attractive but also helpful for them to employ the compensation 

strategy to guess the meaning of the content or unknown words by offering them 

some clues. Some participants even indicated that the animation not merely made 

them understand the words more easily but render them more impressed on the 

meaning as well. As the qualitative data, weekly reading logs, the post-reading 

questionnaire, and the interview revealed, some participants capitalized on animation 

to make an intelligent guess on the unfamiliar words or understand the storyline, and 

this phenomenon is in line with Doty’s (1999) argument that the animation of 

multimedia e-books can provide more clues and more abundant background 

knowledge for readers to delineate the profile of the story than conventional printed 

texts. 

Also, listening input was regarded as another pivotal element to keep the 

participants reading e-books. From the analysis of the qualitative data, some of them 

favored narration since they indicated that reading and listening simultaneously made 

them more attentive, and such way of learning is also beneficial for them to 

comprehend the content. Some tried to grasp the idea by guessing from the speaker’s 

intonation. Some of them mentioned that they could listen to the pronunciation of a 

single word just by clicking on it, and others took advantage of the narration to 

improve their listening skills. Furthermore, even some of them repeated after the 

narration, imitating the pronunciation and intonation in order to sharpen their 

speaking skills. Moreover, some of them thought that the music or sound effects 
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injected a note of humor into a story and made the storyline more vivid, lively and 

colorful. The qualitative results shown are in accordance with Ertem’s (2010) and 

Grimshaw et al.’s (2007) studies, which indicated that the students reading 

multimedia e-books could gain from the narration and animation. 

In addition to the fancy features of e-books, appealing content was also an 

important factor to prompt the students to continue reading. From the students’ 

response to the post-reading questionnaire, some reported that the e-books were really 

interesting to them, and they would like to read more. Some of them mentioned even 

though some stories were too imaginative to believe, they still enjoyed the storyline. 

Moreover, some of them indicated that they only chose the topics they were interested 

in to read and obtained some information and knowledge from reading. As the results 

displayed, intrinsic motivation could be the key to autonomy (Deci & Ryan, 1985) 

and the learners’ own willingness could also play an indispensable role in developing 

autonomy (Littlewood, 1996). 

Finally, the fact that the online reading platform offered different kinds and 

levels of e-books for the reader to choose from was another crucial feature for the 

participants to keep reading e-books. The online reading platform supplied the readers 

with ample volume of e-books, which consisted of an extensive range of topics and 

levels; accordingly, the participants were able to select what they would like to read in 

the light of their English abilities and interest. As the results of reading logs shown, 

half of the participants challenged themselves by reading higher and higher level of 

e-books step by step during the program while some of them just chose those easier 

e-books to read at ease and delightfully. From the post-reading questionnaire and the 

interview, some even reported that they would like to select the e-books which were 

not only interesting but also suitable for their English level. Hence, the results is in 

agreement with Guthrie’s (2002) indication that when students were empowered to 
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choose the texts from an extensive supply of materials to read, their development of 

autonomy in reading could be bolstered. 

In a word, the top five features motivating the participants to continue reading 

e-books consist of the essential features of e-books: animation and listening input, as 

well as the unique features of the online reading platform: the reward system, 

appealing content and abundant e-books. As Healey (2007) proposed that in an effort 

to facilitate students’ autonomous learning, in terms of the content, multimedia is 

suitable for both different learners and various learning approaches; for the learner, 

CALL placed a focus on students’ motivation and learning preferences; therefore, 

these popular features of the online reading platform may play an indispensable role 

in keeping the participants reading more e-books. 
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CHAPTER FIVE  

CONCLUSION 

The chapter concludes this study by summarizing the major findings first, 

followed by the pedagogical implications for the instructors who are interested in this 

field. Finally, the limitations of this study are identified, along with the suggestions 

proposed for future research.  

 

5.1 Summary of Findings 

This study aims to examine the online extensive reading program on the 

development of EFL adolescents’ perceptions of their autonomy, in an effort to find 

out if there are some significant differences between the experimental group and the 

control group on their learner autonomy after the implementation of the program, 

what factors may contribute to fostering the students’ perceptions of autonomy and 

what features of the online reading platform may attract the students to keep reading 

forward as well. The autonomy scale, the weekly reading logs, the post-reading 

questionnaire and the semi-structured interview were used in this study to gather the 

quantitative and qualitative data. Based on the research questions addressed, the major 

findings are outlined as follows: first of all, the experimental group significantly 

outperformed the control group on their learner autonomy after the implementation of 

the eight-week reading program; secondly, the students’ self-selection, collaboration 

and positive attitude towards reading may facilitate the perceptions of their autonomy; 

last of all, the reward system, animation, appealing content, listening input and 

different kinds and levels of e-books, which are the popular features of the online 

reading platform, may attract the students to keep reading e-books.  

As the results of the autonomy scale revealed, the online extensive reading 
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program may be helpful to reinforce EFL young learners’ perceptions of their 

autonomy, which could be further bolstered by the qualitative results, manifesting that 

the majority of the participants were capable of setting their weekly reading objectives, 

striving to achieve their goals, selecting suitable e-books to read, challenging 

themselves by reading higher and higher level of e-books, recognizing their gain, 

employing proper techniques to deal with the problems they encountered and 

evaluating their achievement in the process of reading. From the analysis of 

qualitative data, some possible factors may be identified to assist the participants in 

reinforcing their perceptions of autonomy, including their self-selection, collaboration 

and positive attitude towards reading.  

Furthermore, certain features of the online reading platform were reported to 

attract the participants to continue reading e-books. They consist of the pivotal 

features of e-books, animation and listening input, as well as the unique features of 

the online reading platform, the reward system, appealing content and a variety of 

e-books, suggesting that the learners’ motivation and willingness may play an 

indispensable role in English reading. However, it is noted that the use of the reward 

system on the online reading platform should be treated with caution since it may give 

rise to disparate learning outcomes. 

 

5.2 Pedagogical Implications 

 The major findings of this study also provide three pedagogical implications for 

those English instructors who would like to work on enhancing EFL adolescents’ 

perceptions of their learner autonomy. It is hoped to supply the teachers with some 

principles and ideas to the design of the curriculum. 

 Since the online extensive reading program could motivate students to keep 
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reading e-books, cultivating their perceptions of autonomy, it is suggested to be 

utilized in the English curriculum, such as a supplementary course or a subsidiary 

course in the eighth period. In addition to a period of in-class reading at school, 

students will also be encouraged to do more reading at their leisure. A variety of 

reading texts are available for students to select from, and they are empowered to 

choose their self-selected books to read based on their English proficiency and interest. 

What’s more, ten-minute in-class sharing is also suggested to be incorporated in the 

English curriculum; therefore, the students could share their thoughts and ideas in 

reading and receive some feedback from their classmates and the instructor in return, 

benefiting from the process of discussion and collaboration.  

 Also, when it comes to the reading texts used in the online extensive reading,  

they are pivotal to arousing the learners’ motivation and interest to continue reading; 

hence, the reading materials should be equipped with some attractive and helpful 

features in order to motivate learners to read. Based on these requirements above, an 

online reading platform furnished with ample multimedia e-books is recommended in 

the extensive reading program in terms of its inherent features. The platform is able to 

offer the readers various kinds and levels of e-books, which could easily fit different 

learners and their preferences; moreover, the e-books are expected to possess the 

features of animation, listening input as well as the interesting content to motivate the 

readers to keep doing more reading. 

 Lastly, as Healey (2007) proposed, teacher’s assistance is necessary to facilitate 

young learners in developing their autonomy. Some instruments are suggested to be 

utilized in order to help the instructor monitor students’ progress and give them some 

feedback, such as learning journals, which can assist students in reflecting their 

learning process, identifying their gain and difficulties and proposing the appropriate 

solutions to cope with their problems. Furthermore, learning journals could record 
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learners’ daily progress, enable them compare and contrast their current performance 

with their previous one more easily, and then learners could discover their 

development and changes. 

 

5.3 Limitations of the Study 

During the implementation of this study, two inherent defects are recognized, 

and it is hoped that the flaws will be corrected or avoided in the future research.  

First, the period of this study is not long enough. Even though some significant 

differences between the experimental and control group on their learner autonomy 

may be identified in the eight-week study, the other significant differences between 

them may not be observable until much later, such as teacher’s responsibilities, their 

motivation to learn English, in-class activities and out-of-class activities. In addition, 

the results of this study suggested that the features of e-books and the online reading 

platform are able to attract the learners to continue reading e-books in the eight-week 

program; however, the results couldn’t ensure that they would keep reading e-books 

for a long time after their excitement and curiosity towards the appealing features 

have faded out. As Little (1994) stated that “all genuinely successful learning is in the 

end autonomous”, denoting if the participants are able to keep reading e-books 

autonomously as a habit, they will gain a remarkable success in English learning.  

Apart from the short period of the treatment, the instruments adopted in this 

study are all self-reported, revealing that the collected data completely relied on the 

participants’ perception, and it may give rise to some potential problems. Some of the 

learners may not be well aware of their progress or changes, while others may be too 

lazy to write down all of their reflection on the reading logs. Hence, some objective 

instruments are also recommended to be employed to probe into learners’ 
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development on autonomy or linguistic abilities. For instance, the individual records 

shown on the online reading platform are helpful to recognize students’ reading 

behavior and development, including logging frequency and duration, the books they 

read, scores of quizzes and analysis of reading skills, the number of stars and so forth, 

The use of users’ logging records as assessment agrees with Healey’s (2007) 

statement that technology can be quite beneficial to measuring individuals’ 

achievement. Also, some standardized English proficiency tests may be used before 

and after the treatment to explore if the participants actually gain on their English 

proficiency or a certain linguistic skill after the reading program. 

 

5.4 Suggestions for Future Research 

This study sheds some light on the field of learner autonomy by exploring the 

employment of an online extensive reading program on developing EFL adolescents’ 

perceptions of their learner autonomy. Some further suggestions will be proposed as 

follows for those who are also interested in investigating into this area:  

First of all, the period of the study should be longer, at least more than a semester, 

to explore if there are some significant differences shown on the other four categories 

of autonomy between the two groups and the long-term influence of the online 

extensive reading program on fostering EFL adolescents’ autonomy development.  

Second, in order to recognize the students’ development in autonomy or 

linguistic skills, some objective instruments are recommended to gather data to 

increase the validity of the study, such as logging user actions of the CALL program 

and standardized English proficiency tests, like YLE tests (Cambridge Young 

Learners English Tests) and GEPT (The General English Proficiency Test).  

Third, some potential variables, which may play a role in developing learners’ 
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perceptions of autonomy, could also be recommended to be investigated, such as 

English proficiency, autonomous abilities, as well as collaboration, which may give 

rise to some subtle differences of autonomy development among EFL learners. 

Finally, whether there is some cognitive or affective gain along with the 

development of learners’ perceptions of autonomy as a bonus, such as employing 

language learning strategies or changing their attitudes in English learning, it would 

be worthy to explore in further research. 
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Appendices 

Appendix A: The Revised Chan et al.’s Autonomy Scale (Chinese Version) 

英語自主學習量表 

第一部分: 責任歸屬       

當你在學校上英文課時，你覺得以下的

事情，你或老師應該負多少責任: 

  

全部 主要 一些 一點點 

完全 

沒有 

1 確保你在課堂上，英文有進步 a.自己      

b.老師      

2 確保你在課堂之外，英文有進步 a.自己      

b.老師      

3 啟發你學習英文的興趣 a.自己      

b.老師      

4 指出你在英文上的弱點 a.自己      

b.老師      

5 使你更認真學習英文 a.自己      

b.老師      

6 決定你英文課的學習目標 a.自己      

b.老師      

7 決定你接下來英文課要學什麼 a.自己      

b.老師      

8 選擇上課時要進行哪些活動來學習

英文 

a.自己      

b.老師      

9 決定每個活動需要花多久的時間 a.自己      

b.老師      

10 選擇你接下來英文課要使用的教材 a.自己      

b.老師      

11 衡量你的英文學習成果 a.自己      

b.老師      

12 評斷英文課程的優劣 a.自己      

b.老師      

13 決定你在課堂外要學什麼 a.自己      

b.老師      

 

第二部分:能力 

      

如果你有機會可以做以下的事情，你覺得你可以做

得如何: 

 

很好 

 

好 

 

還可以 

 

差 

 

很差 

14 選擇英文課堂上的學習活動      

15 選擇課堂外的學習活動      

16 選擇英文課堂上的學習目標      

17 選擇課堂外的學習目標      

18 選擇英文課堂上的學習教材      

19 選擇課堂外的學習教材      
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  很好 好 還可以 差 很差 

20 衡量你的英文學習成果      

21 評斷英文課程的優劣      

22 指出你在英文上的弱點      

23 決定你接下來英文課要學什麼      

24 決定每個活動需要花多久的時間      

 

第三部分: 動機強弱 

      

  高度 不錯 有動力 一點點 沒有 

25 你覺得自己學習英文的動機有多強      

 

第四部份: 學習活動 

      

對於以下的活動，你從事的頻率是:  時常 有時 很少 從來 

沒有 

課堂外      

26 自己閱讀英文文法書      

27 自己做非老師規定的英文作業      

28 寫下新的單字和它的意思      

29 寫英文信件給朋友      

30 閱讀你週遭環境的英文告示      

31 閱讀英文報紙      

32 用英文寫電子郵件      

33 閱讀英文書籍或雜誌      

34 看英文電視節目      

35 聽英文廣播      

36 聽英文歌曲      

37 跟外國人用英文交談      

38 跟朋友練習英文      

39 做英文文法練習題      

40 看英文電影      

41 用英文寫日記      

42 瀏覽英文網站      

43 即使老師沒有要求也會自行訂正作業      

44 收集英文相關素材(文章、小冊子、標示…等)      

45 向老師請教功課      

 

課堂上 

 時常 有時 很少 從來 

沒有 

46 如果有不懂的地方會請教老師      

47 會寫下新的英文知識      

48 給老師教學上的建議      

49 把握機會練習說英文      

50 和同學討論學習英文上遇到的困難      
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Appendix B: The Revised Chan et al.’s Autonomy Scale (English Version) 

Section 1: RESPONSIBILITIES       

When you’re taking English 

classes, whose responsibilities 

should it be to: 

 

 
Completely Mainly Some A little 

Not at 

all 

1 Make sure you make progress 

during lessons 

a. Your      
b.Your teacher’s      

2 Make sure you make progress 

outside class 

a. Your      
b.Your teacher’s      

3 Stimulate your interest in 

learning English 

a. Your      
b.Your teacher’s      

4 Identify your weaknesses in 

English 

a. Your      
b.Your teacher’s      

5 Make you work harder a. Your      
b.Your teacher’s      

6 Decide the objectives of your 

English course 

a. Your      
b.Your teacher’s      

7 Decide what you should learn 

next in your English lessons 

a. Your      
b.Your teacher’s      

8 Choose what activities to use 

to learn English in your 

English lessons 

a. Your      
b.Your teacher’s      

9 Decide how long to spend on 

each activity 

a. Your      
b.Your teacher’s      

10 Choose what materials to use 

to learn English in your 

English lessons 

a. Your      
b.Your teacher’s      

11 Evaluate your learning a. Your      
b.Your teacher’s      

12 Evaluate your course a. Your      
b.Your teacher’s      

13 Decide what you learn outside 

class 

a. Your      
b.Your teacher’s      

 

Section 2: ABILITIES 

      

If you have the opportunities how good to you 

think you would be at: 

Very 

good 

 

Good 

 

OK 

 

Poor 

Very 

Poor 

14 Choosing learning activities in class      

15 Choosing learning activities outside class      

16 Choosing learning objectives in class      

17 Choosing learning objectives outside class      

18 Choosing learning materials in class      

19 Choosing learning materials outside class      

20 Evaluating your learning      

21 Evaluating your course      

22 Identifying your weakness in English      

23 Deciding what you should learn next in your 

English lessons 
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  Very 

good 

 

Good 

 

OK 

 

Poor 

Very 

Poor 

24 Deciding how long to spend on each activities      

 

Section 3: MOTIVATION 

      

  Highly 

motivated  

Well 

motivated 

motivated Slightly 

motivated 

Not at 

all 

25 How would you describe yourself on the 

aspect of learning English? 

     

 

Section4: ACTIVITIES 

      

How often have you:  Often Sometimes Rarely Never 

Outside Class      

26 Read grammar books on your own      

27 Done assignments which are not compulsory      

28 Noted down new words and their meanings      

29 Written English letters to friends      

30 Read English notices around you      

31 Read newspapers in English      

32 Sent e-mails in English      

33 Read books or magazines in English      

34 Watched English TV programs      

35 Listened to English radios      

36 Listened to English songs      

37 Talked to foreigners in English      

38 Practiced using English with friends      

39 Done grammar exercises      

40 Watched English movies      

41 Written a diary in English      

42 Used the Internet in English      

43 Done revision not required by the teacher      

44 Collected texts in English (e.g. articles, 

brochures, labels, etc.) 

     

45 Gone to see your teacher about your work      

 

Inside Class 

 Often Sometimes Rarely Never 

46 Asked the teacher questions when you don’t 

understand 

     

47 Noted down new information      

48 Made suggestions to the teacher      

49 Taken opportunities to speak in English      

50 Discussed learning problems with classmates      
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Appendix C: Reading Log Worksheet (Chinese Version) 

每週閱讀學習紀錄  週次______ 日期____________ 

 班級________ 座號______ 姓名______________ 

1. 我的本週閱讀目標: ________ 本書   級別: ________ 

我是否有達到本週的學習目標? � 有    � 沒有 

2. 我這週看幾本書: ________ 本書 

書的標題: 

 

 

 

 

3. 我這週從閱讀中學到的東西: 

 

 

 

 

4. 我這週在閱讀中遇到的困難: 

 

 

 

5. 我覺得可以如何解決在閱讀中遇到的問題? 

 

 

 

6. 我的下週閱讀目標: ________ 本書     級別: ________ 
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Appendix D: Reading Log Worksheet (English Version) 

 

  Weekly Reading Log           Week ______  Date ____________ 

Class________   Number______  Name______________ 

1. My objective this week is to read ________ books.   Level: ________ 

Did I reach my objective this week? �  Yes    �  No 

2. How many books I read this week: ________ books. 

Title of the books: 

 

 

 

3. What I learned during the reading this week: 

 

 

 

 

4. The difficulties I encountered during reading this week: 

 

 

 

5. How can I solve my problems during reading? 

 

 

 

6. My objective next week is to read ________ books.   Level: ________ 
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Appendix E: The Post-reading Questionnaire (Chinese Version) 

英語閱讀課程自主學習問卷調查 

1. 整體來說，你喜歡這個線上英語閱讀課程嗎？請寫出原因。 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

 

2. 整體而言，你喜歡 Raz-Kids這個線上英語電子書閱讀網站嗎？如果是的話，

你覺得這個網站有哪些地方/功能會吸引你閱讀電子書？請寫出原因。 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

 

3. 什麼因素會影響你選擇英語電子書來閱讀？請寫出原因。 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

 

4. 你覺得你在這個線上英語閱讀課程中學到什麼？請具體寫出。 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 



110 

 

5. 當你在閱讀英語電子書時遇到困難，通常你使用哪些方式來解決問題？ 

請詳加說明。 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

 

6. 在這個英語閱讀課程結束之後，你會繼續閱讀英語電子書嗎？為什麼？ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

 

7. 你覺得這個英語閱讀課程有沒有提升你英語學習的自我規劃/學習能力？ 

如果有，你覺得自己哪些方面進步了？ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 
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Appendix F: The Post-reading Questionnaire (English Version) 

1. Generally, do you like the on-line extensive reading program? Why or why not? 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

 

2. Generally, do you like the on-line reading platform Raz-Kids.com? If yes, what 

features attract you to keep reading e-books? 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

 

3. What played a key role when you were deciding which e-books to read? Why? 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

 

4. Generally, what did you learn from the on-line extensive reading program?  

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 
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5. When you encountered difficulties during the process of reading, how did you 

usually solve them?  

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

 

6. Now the on-line extensive reading program is over, will you keep reading 

e-books? 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

 

7. Do you think the on-line extensive reading program can enhance your autonomy 

in English learning or linguistic abilities? If yes, on what aspects did you make 

progress? 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 


