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Promoting Extensive Reading via Moodle-Mediated Follow-up Activities in English as Foreign
Language Context

Abstract

There is a resurgence of interest in integrating the component of extensive reading (ER) into
English as second/foreign language (ESL/EFL) classrooms to optimize the language learners’
exposure to comprehensible input, which is believed to be the most fundamental condition for
language acquisition. Nevertheless, the choice of reading text and the format of follow-up activities
for effective ER implementation in EFL settings remain problematic.

This study, therefore, investigated the effects of choosing graded readers with differentiating
difficulty levels on subjects’ reading comprehension and reading attitudes. Thirty-eight students from
2 freshman reading classes participated in this year-long project.

The current study adopted quasi-experimental design with pre and post-tests. Half of the
students from each class were randomly assigned i+1 readers while the other half i-1. Both classes
were assigned 6 novels. At the outset of the study, both classes were instructed on how to post and
respond to the reading logs via a Moodle platform. Both qualitative and quantitative data were
collected. The pre and post-tests of English reading comprehension and Reading Attitudes Survey
were administered to the subjects at the beginning and the end of school year 2009. On top of the
descriptive statistics, subjects were interviewed one-on-one to gather an in-depth understanding of
their concerns and opinions on Moodle-mediated ER program.

The results from the pre and post-test of RAS suggest that the i-1 group has a significant
improvement in reading attitudes whereas a decline was identified with the i+1 group. No significant
difference was found in reading attitudes, as evaluated by RAS, between the two groups. The results
also indicated significant gains in reading comprehension for both i-1 and i+1 groups after a
year-long reading intervention. No significant difference, nevertheless, was found in reading
comprehension between the two groups. Furthermore, the findings from qualitative data indicate that
the majority of the participants found delight in ER and claimed that they will continue to read
English readers even after the course. The majority of the participants were also satisfied with the
Moodle-mediated, post-reading activities.

Key words: extensive reading, EFL reading, Moodle-mediated post-reading activities, reading

comprehension, and reading attitudes
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Introduction

Reading abilities and the attitudes toward reading among youth have undergone
substantial changes as more and more youth rely on Internet for searching and exchanging
information. Among these young people, hastily browsing through the Internet text is a more
predominate type of reading than engaging oneself into an in-depth processing of the written
information. These adolescents’ interests in investing themselves in reading have declined as
indicated in the amount of time they spent in reading. A national survey conducted with 32,759
freshmen from 156 public and private four-year/two year colleges and universities in Taiwan
shows that 62 percent college freshmen spent less than an hour per day in extracurricular
reading (Taiwan Higher Education Database System, 2005). This figure is alarming.

In light of the declined reading interest among young people, educators and researchers
are in constant quest of reading activities to cultivate students’ positive reading attitudes. To
this end, extensive reading (ER) has been identified as one the most effective strategies.
Therefore, ER is widely implemented in language classrooms because it is instrumental in
motivating students to read and reach higher language proficiency (Day & Bamford, 1998;
Krashen, 2004). In addition, ESL teachers (Hafiz & Tudor, 1989) also employed the idea of ER
in their language courses, and examined its influences on language learning. More recently, a
growing number of educators in the EFL context (Iwahori, 2008; Jackson, 2005; Lee, 2007;
Leung, 2002; Takase, 2007) carried out ER in their language classrooms and investigated its
potential effects. The results from this line of inquiry indicate that ER contributes substantially
to the general language proficiency (Iwahori, 2008; Jackson, 2005), reading comprehension
(Hitosugi & Day, 2004; Leung, 2002; Takase, 2007), vocabulary (Lee, 2007; Leung, 2002;
Pigada & Schmitt, 2006), writing skills (Hafiz & Tudor, 1989), reading fluency (Iwahori, 2008;
Takase, 2007), and grammar (Pigada & Schmitt, 2006). Moreover, researchers found that ER
enhanced learners’ reading attitudes and reading habits (Chua, 2008; Gardiner, 2001; Hall,
2007).

Many studies have reported the positive impact of ER, and publishers have responded
with wide array of book choices, and yet this approach is still not widely practiced in EFL.
classrooms. Studies (Davis, 1995; Urquhart & Weir, 1998) have pointed out several hindrances
in implementing ER programs, such as choosing the texts with optimal difficulty level,
sustaining students’ interest in reading for a longer period, promoting positive attitudes toward
reading, and appropriating supplementary reading schemes. This study, therefore, aims to
investigate the differentiating effects of i-1 and i+1 materials, if any, on EFL students’ reading
attitudes and reading comprehension development. Furthermore, it was of great interest to

know the participants’ perceptions of Moodle-mediated, post-reading activities.

Review of Related Studies
Noticing the important role reading plays in language learning and development, more
and more educators have begun to search for meaningful reading activities and integrate them
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into their language classrooms in an attempt to enhance reading interest and cultivate positive

reading attitudes. Among others, ER is one of the most frequently used reading activities in

language classrooms. ER is not only implemented in language classrooms but also in English

as second/foreign language classrooms. The research from the ESL/EFL classrooms indicated

some obstacles for successful application of ER, such as student’s underdeveloped English

proficiency, limited access to reading materials, truncated reading motivation, and shear

amount of reading success. In light of these obstacles, some catalytic measures are utilized to

forge the optimal results from the ER implementation. These measures range from very

structured book discussion groups to casually-kept reading logs. The platforms for carrying out

these catalytic measures also vary from Internet-mediated threaded discussions to face-to-face,

in class discussions. This literature review section therefore, will begin with the definition of

ER, and continue with its effects on the reading attitudes and reading comprehension

development of language learners.

Extensive reading

Not only language arts teachers but also ESL/EFL teachers regarded ER as a crucial

element for language development and widely incorporated ER into their classroom practice.

In addition to the term “extensive reading”, Krashen (2004) called it “Pleasure Reading” or

“Free Voluntary Reading” to convey the same idea defined by Davis (1995). “An extensive

reading program is a supplementary class library scheme, attached to an English course, in

which pupils are given the time, encouragement, and materials to read pleasurably, at their own

level, as many books as they can, without the pressures of testing or marks” (Davis, 1995, p.
329). Moreover, Day and Bamford (1998) delineated ten characteristics for ER:

b=

A R

Students read as much as possible.

A variety of materials on a wide range of topics is available.

Students select what they want to read.

The purposes of reading are usually related to pleasure, information, and general
understanding.

Reading is its own reward.

Reading materials are well within the linguistic competence of the students.

Reading is individual and silent.

Reading speed is usually faster rather than slower.

Teachers orient students to the goals of the program, explain the methodology, keep
track of what each student reads, and guide students on getting the most out of the

program.

10. The teacher is a role model of a reader for students.
(Day and Bamford, 1998, p.7-8)

Davis’ definition and Day and Bamford’s delineation suggest that taking part in ER
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provides learners with ample amount of language input, the opportunities to choose reading
texts, and the chance to experience pleasure. Unlike intensive reading which emphasizes
decoding skills and focuses on comprehension of the text, ER centers on readers’ prolonged
engagement in reading activities. One of the most frequently cited theoretical underpinnings
for ER is Krashen’s Input Hypothesis, which states that sufficient exposure to comprehensible
input is indispensible for language learners to acquire the language. Comprehensible input
denotes the kind of input that is a little bit beyond the learner’s current language level and is
usually symbolized with “i+1” expression (Krashen, 2002; Mitchell & Myles, 2004). “1” refers
to the current language ability of the learner, whereas “1” indicates the input that is slightly
challenging for learners’ current language ability. Krashen asserts that i+1 is the prerequisite
condition for language acquisition to take place (Krashen, 2002). This theory highlights the
importance of input as well as the comprehensibility of the input.

However, in contrast to Krashen’s perspective on i+1, Day and Bamford (1998) hold a
different perspective on the optimal difficulty level of the input. As far as ER is concerned,
they believe it is beneficial to provide language learners with the input that is slightly below
the learners’ current language level. In other words, instead of “i+1”, Day and Bamford (1998)
see “i-1” as the learners’ “comfort zone” where language learners could quickly build up their
reading confidence and reading fluency. They also pointed out that reading books with ease
at the beginning helps language learners build sight words and high-frequency vocabulary.

Comparing Krashen’s “i+1” hypothesis with Day and Bamford’s “i-1” statement, two
principles could be derived. First, language input plays a crucial role in language learning and
providing language learners with ample access to input is important. Secondly, not only the
quantity of input matters but also the quality. The quality of input mainly concerns with how
comprehensible the input is to the intended learners. However, the dispute between i+1 and i-1
remains unsolved. That is the rationale behind this study.

Many studies conducted with a wide range of learners and in a variety of settings have
identified the benefits of ER, such as its positive effects on the general language proficiency
(Iwahori, 2008; Jackson, 2005), reading comprehension (Hafiz & Tudor, 1989; Hitosugi & Day,
2004 ; Lee, 2007; Leung, 2002; Takase, 2007; Walker, 1997), reading fluency (Iwahori, 2008;
Takase, 2007), vocabulary (Horst, 2005; Lee, 2007; Leung, 2002; Pigada & Schmitt, 2006),
grammar (Pigada & Schmitt, 2006), and writing skills (Hafiz & Tudor, 1989). ER also helps
enhance the reading attitudes (Chua, 2008; Gardiner, 2001; Hall, 2007; Hitosugi & Day, 2004;
Leung, 2002) and motivation (Hitosugi & Day, 2004; Jackson, 2005; Nishino, 2007; Takase,
2007) of learners to read or learn a target language. This study mainly focuses on relating ER
with reading comprehension and reading attitudes.

Reading attitude

13

Reading attitude is a complex construct. Smith (1990) defined it as “a state of mind,
accompanied by feelings and emotions that makes reading more or less probable” (p. 215).

Mizokawa and Krening (2000) proposed that reading attitudes are manifested in three domains:

-3-



affect, behavior, and cognition, abbreviated as “ABCs” of reading attitudes. Affective domain
refers to learners’ like or dislike of reading. Additionally, a learners’ preference for a certain
kind of reading material is taken into account and becomes part of the affect domain. The
second domain is behavior which pertains to the actions and behaviors that may promote or
impede reading. It is from the learners’ behavior that their attitudes toward reading could be
inferred. The third domain is cognition which refers to learners’ personal and evaluative beliefs
about reading.

Leung (2002) pointed out that participating in ER for 20 weeks not only enhanced the
student’s reading comprehension but also promoted participant’s positive attitudes toward
reading. A similar result was identified in Hitosugi and Day’s (2004) research in which
participants in the ER class developed more positive attitudes toward reading Japanese than did
their counterparts in the regular class. Chua’s (2008) recent year long study investigating the
effects of the Sustained Silent Reading program on cultivating first year secondary school
students’ habits and attitudes toward pleasure reading. The results showed that the SSR
program has a positive effect on cultivating students’ attitudes toward pleasure reading.

Dissimilarly, Sheu’s (2004) study shows that English learning attitudes of the
participants in the graded readers group remained unchanged. The same study revealed that
both the BNESC (books for native English speaking children) group’s and the control group’s
mean scores on attitudes toward learning English declined significantly. Furthermore, all
participants’ attitudes toward reading decreased after the experiment. The researcher concluded
that “no treatment had a positive effect on students’ attitudes toward learning English and
reading” (Sheu, 2004, p. 219). Apple’s (2005) study yielded similar results. In order to
investigate the impact of the three-month ER program on 74 participants’ attitudes and
motivation to read and learn English, the researcher used Gardner’s Attitude/ Motivation Test
Battery (AMTB) with reduced number of items (from 130 to 25). The analysis of the pre and
posttest of AMTB showed no significant change in students’ attitudes. In sum, in spite of the
fact that numerous research have been set forth to study the relationship between ER and
reading attitudes, the findings remain inconclusive as to whether ER effectively enhances
reading attitudes, which calls for more empirical data to shed new light on the potential effects

of ER on promoting positive reading attitudes.

Reading comprehension

As aforementioned, Krashen (2004), and Day and Bamford (1998) asserted the
importance of input in language learning. One of the primary sources for language input is
through reading. Reading comprehension, thus, is imperative in processing language input. In
light of the importance of reading comprehension, researchers and educators endeavored to
cultivate and foster language learners’ reading comprehension by means of implementing ER.
Studies were widely conducted in language arts, ESL/EFL, and foreign language learning
contexts to explore the effectiveness of ER in improving reading comprehension.

Conceived in the ESL context, Hafiz & Tudor (1989) carried out a three-month ER



intervention with graded readers. The result showed that the experimental group outperformed
the control groups in reading comprehension test. Interestingly, in the pre-test, the scores of the
experimental group were lower than the two control groups. Nevertheless, after the
three-month intervention of ER, the situation was reversed. By the similar rate, Olen & Machet
(1997) conducted a study to determine the effects of ER on primary school students’ reading
comprehension ability, but the duration of treatment was longer than that of Hafiz and Tudor’s.
At the conclusion of eight-month experiment, the results indicated that the participants in ER
program made a significant progress in the reading comprehension test, compared with the
participants in traditional reading classes.

Studies were also widely conducted in the EFL context with positive findings (Bell, 2001;
Tanaka & Stapleton, 2007; Mason & Krashen, 1997; Sheu, 2004; Yamashita, 2004). Tanaka
and Stapleton (2007) investigated the efficacy of ER in increasing Japanese high school
students’ English reading comprehension. After a five-month treatment, the post-test scores
showed that the experimental group outshined the control group given the fact that in the
pre-test scores, no statistically significant difference was found between the two groups. Mason
and Krashen’s (1997) explored the effectiveness of motivating reluctant young adult readers to
read extensively in English. A semester-long research was carried out with 30 college students
where the students were given 100 graded readers to choose and read. In the end of experiment,
the scores of the 100-item cloze test showed that the experimental group made greater gains
than the comparison group in reading comprehension. More recently, Yamashita (2004)
conducted a 15-week ER research in which the participants were allowed to choose reading
materials from 500 English graded readers to read in and outside of the class. The significant
difference was found in the university freshmen’s improvement in reading ability, but not in
other language skills.

In foreign language classrooms, teachers and researchers (Hitosugi & Day, 2004; Leung,
2002) were eager to know if ER also works in teaching Japanese as a foreign language. Leung
(2002) analyzed her participant’s journal entries and concluded that her participant progressed
in Japanese reading comprehension after 20 weeks of reading extensively in Japanese. Similar
results were identified from Hitosugi and Day’s (2004) study. The researchers classified two
hundred and twenty-six Japanese children’s books into six levels and provided the books to
students. The students in the experimental group were required to read at least four titles a
week. As the project ended, the researchers reported that the participants in ER classrooms
made noticeable progress in the traditional reading comprehension test, compared with the

participants in the regular language class.

Computer-mediated, ESL/EFL reading activities

To overcome the obstacles in face-to-face discussion and provide discussion with more
flexibilities, online discussion was implemented in language classrooms (Jarrell & Freiermuth,
2005; Mclntosh, Braul, & Chao, 2003; Zhang, Gao, Ring, & Zhang, 2007). Results indicated

that the integration of voice-based, asynchronous communication effectively enhanced
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students’ listening and speaking skills (MclIntosh, Braul, & Chao, 2003). Also, other
researchers (Zhang, Gao, Ring, & Zhang, 2007) affirmed the impact of online discussion on
cultivating students’ writing skills and critical thinking. Apart from the implementation of
online discussion in language classrooms, teachers also employed language learning software
to assist their teaching. Lambacher (1999) utilized a computer assisted language learning
(CALL) tool (Electronic visual feedback) in his pronunciation classrooms to identify the
difficulties that English learners of Japanese encountered while learning English consonants.
The results showed that with the immediate feedback provided by EVF, the students made a
substantial progress in their L2 pronunciation. The above studies shed lights on the positive
influences of computers on enhancing learners’ language skills and critical thinking. Moreover,
researchers (Mclntosh, Braul, and Chao, 2003; Jarrell & Freiermuth, 2005) maintained that
computer-integrated language classrooms also contribute to learners’ confidence building and
active participation in language learning.

As far as reading instruction is concerned, researchers held different purposes for
incorporating computers. For example, researchers intended to know that whether the
CALL-based instruction would make any difference to learner’s learning and reading
comprehension (Lim & Shen, 2006). A traditional and a CALL-based classrooms were
included in the study, and two major findings were reported. First, the students in the
CALL-based classroom revealed considerably higher interest in studying English, and students
further reported that online activities were enjoyable, and it offered varieties, and increased
interaction as well. Second, in terms of reading comprehension, no significant difference was
found between the CALL-based reading classroom and the traditional classroom. Different
from the aforementioned study, Sun (2003) reported a positive result regarding learners’
reading skills. After implementing extensive reading online (ERO) in classrooms, he found
ERO effectively enhanced EFL learners’ reading skills. Meanwhile, it was shown that the
participants had positive attitudes towards the ERO. Although the two studies had inconsistent
results in respect to the impact of computers on reading comprehension, participants in both
studies revealed positive attitudes toward CALL-based classrooms.

In traditional reading classrooms, learners tended to look up the dictionary whenever they
did not understand the meaning of unfamiliar words in reading materials. However, with the
advancement in technology, researchers and educators began to adopt electronic dictionary in
reading classes. For instance, Liou (2000) incorporated an online bilingual dictionary in EFL
reading classrooms in hoping that it would facilitate learners’ reading comprehension. The
result proved that online dictionary is helpful for the participants’ reading comprehension.
Meanwhile, the participants also showed a favorable attitude towards it because it is considered
to be more efficient.

In addition to utilizing computers to enhance learners’ reading skills and assist learners’
reading comprehension, researchers also concerned about the effectiveness of computers in
cultivating learners’ critical thinking (Daud & Husin, 2004) and the potential influences of

online discussion (Kung, 2004). The results of the two studies confirmed that the integration of
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computers in reading classrooms also has positive influences on cultivating learners’ critical
thinking and encouraging more active participation. The purpose of integrating computers with
reading classrooms was not limited to enhancing learners’ reading comprehension, but it was
also considered as a supplement to cultivate learners’ critical thinking, and boost their learning
interests. However, more studies were needed to explore other potential benefits of integrating
computers with reading classrooms.

To sum up, it is evident that studies investigating the impact of ER on learners’ reading
comprehension all generated satisfactory results regardless of languages. However, very few
studies were conducted in assessing the potential influence of using “i-1” and “i+1” graded
readers on language learners’ reading attitudes and reading comprehension. Therefore, this
study was set forth to answer the following three research questions:

1. Are there any significant differences in the reading comprehension between and within
“-1” and “i+1” groups after a year of participation in ER, as measured by the English
Placement Exam (EPE)?

2. Are there any significant differences in the reading attitudes between and within “i-1” and
“i+1” groups after a year of participation in ER, as measured by the Reading Attitudes
Survey (RAS)? If so, which group has more positive attitudes toward reading in English?

3. What are the participants’ perceptions of ER in general?

What are the participants’ perceptions of Moodle-mediated post-reading activities?

Methodology

Design

This study used a mixed-method approach to gather both quantitative and qualitative data
from 38 English-major freshmen to investigate the potentially different effects of utilizing i+1
versus i-1 readers on reading attitudes and reading comprehension. The reading attitudes and
English proficiency of the participants were quantitatively measured prior to and after the
intervention of ER through the Reading Attitude Survey (RAS) and the English Placement
Exam (EPE). In addition to the quantitative measures, qualitative data were gathered via
surveys and interviews to gain insight into the participants’ perceptions of ER. By adopting the
mixed-method approach, it is the researcher’s intention that not only the effects of ER can be
gauged but also the voices of participants be heard.
Participants

The recruitment of participants was the result of convenient sampling. Thirty-eight
students from two directed reading classes taught by the researcher at Tunghai University
participated in the study.
Implementation of the current study

To find out whether reading English novels with varied challenge levels would have any
impact on participants’ reading attitudes and reading comprehension, students within the same
reading class were randomly assigned into “i-1” and “i+1” reading groups. As a result, there

were 7 “i-1” and 7 “i+1” reading groups in both classes.
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At the onset of the study, two Independent Samples T-Tests were conducted with the
participants’ EPE and RAS scores to establish that there was no significant difference in
reading attitudes and reading comprehension between “i-1” and “i+1”groups. The results
indicated that in terms of reading attitudes and reading comprehension (Sig= .92, and Sig. = .28,
respectively), the two groups (i+1 versus i-1) were at the same baseline.

This study chose the Oxford Bookworms series as the reading materials for its various
genres and its graded system. Based on the headwords, grammar, word counts, syntax, and the
balance between given and new information, the Oxford Bookworms series classified books
into seven levels ranging from starter to level 6. For the present study, level 4 was the entry
level given the fact that the participants usually can comfortably handle 1400-headword novels,
which is at the equivalence of level 4. Consequently, sixteen titles from Level 3 through level 6
readers were adopted for ER implementation.

To compensate for the impracticality of pinpointing the exact place of i for the current
participants as a cohort, this study endeavored to establish a discriminatory reading level
between “i-1” and “i+1” groups. Therefore, in the first semester, all participants in “i-1” groups
read 4 books at Level 3 (1000 headwords) while participants in “i+1” groups read 4 books at
Level 5 (1800 headwords). Subsequently in the second semester, participants in “i-1” groups
read 1 book at Level 3 and 3 books at Level 4 (1400 headwords) whereas participants in “i+1”
groups read 4 books at Level 6 (2500 headwords). After grouping and reading materials were
all set, a brief introduction of ER, the reading schedule, and the guidelines for keeping the

reading log were provided to the participants.

Data collection

This study aimed at exploring the effects of using “i-1” and “i+1” graded readers on
college freshmen’s reading attitudes and reading comprehension. Data were gathered from the
following three means: English Placement Exam (EPE), Reading Attitudes Survey (RAS)
questionnaire, and an open-ended survey.

EPE is made up of sixty multiple-choice questions with three sections, including grammar
(20%), reading (40%) and listening (20%). The reliability coefficient of EPE tested via
split-half method was r=0.88. EPE has adequate content validity. Since the reading section is
the primary focus of the current study, the validity of the reading section is explained.
According to Hughes (2003, as cited in Sims, 2004), both macro questions (generalization
from specific texts) and micro questions (focusing directly on specific sentences or portions)
should be included in a reading exam. In line with this view, the reading section of EPE
comprises both macro and micro questions.

A revised version of RAS' consists of 26 questionnaire items pertaining to students’

reading attitudes in three domains: affective, behavioral, and cognitive. The finalized RAS (see

' The item construction of the Reading Attitude Survey was based on Mizokawa & Hansen-Krening’s (2000)
articles “The ABCs of attitudes toward reading: Inquiring about the readers’ response.” This paper suggests that
the readers’ attitudes could be inferred by tapping into their affect, behavior and cognition. From this perspective,
items in RAS were also divided into three domains: affective, behavioral, and cognitive to establish construct
validity.
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Appendix A) consists of 10 items for affective domain, 9 items for behavioral domain, and 7
items written under the affective domain. For each questionnaire item, the respondent rated
his/her response by indicating to what extent he/she agreed or disagreed with the statement
from 1---absolutely disagree to 4---strongly agree. The scores from 26 items were added to
form the individual RAS score indicating the participant’s overall reading attitudes. To
establish the reliability of RAS, the survey was sent to the other 70 FENM students with 68
returned for reliability coefficient analysis. The obtained reliability coefficient refers to
Cronbach’s Alpha of .905. Since the overall reliability reached satisfactory level, the
questionnaire with 26 items was distributed to the target participants to detect any changes
within and between the i+1 versus i-1 groups’ reading attitudes before and after the
intervention of ER. An open-ended survey was distributed to students at the end of the school

year to gain in-depth understandings of their perceptions about ER.

Table 3.1: The Reliability Levels of RAS with 26 Items

Part A: Affect Part B: Behavior Part C: Cognition Overall
Cronbach’s .863 .870 811 905
Alpha
N=68

Data Analysis Procedures

To answer the first research question, paired sample t-test was performed with the pre-
and post-scores from the RAS. Additionally, Independent Samples t-test was carried out to
discover if there is any significant difference in their reading attitudes between the two groups.
To answer research question one, participants’ pre- and post- scores from the reading
comprehension portion of the EPE compared were entered into SPSS 13.0 with the significant
level set at « <0.5. Paired Sample t-test was conducted to see whether there were any
differences in the students’ reading comprehension before and after taking part in ER.
Additionally, independent samples t-test was employed to find out if there is any significant
difference in their reading comprehension to start with between the two groups. Besides
quantitative data, written responses from the open-ended survey were coded and analyzed to

answer the third and fourth research questions.

Results
Quantitative data from RAS and EPE were analyzed to identify the potential effects of
using i+1 versus i-1 graded readers on participants’ reading attitudes and reading
comprehension. In addition to quantitative analysis, qualitative data were collected through the
open-ended survey in an attempt to understand the ways in which the participants made sense
of ER and their general perceptions of Moodle-mediated, post-reading activities. In the
following sections, four major findings will be presented as tentative answers to the four

research questions, accompanied by the discussions.
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The reading attitudes of i-1 group, as measured by RAS, has enhanced whereas the reading
attitudes of i+1 group remain the same.

To know whether the i-1 group’s reading attitudes changed after a year of ER intervention,
the mean scores of the pre- and post-RAS were compared. The reliabilities of the pre- and
posttest were 0.92 and 0.91, respectively. With satisfactory reliabilities, collected data were
then computed via paired samples test. Table 4.1 shows the i-1 group’s mean scores on the pre-
and post-RAS. It provides a summary of the mean scores and standard deviation of the overall
and three domains in pre- and post-RAS. Table 4.1 indicates that the i-1 group’s attitudes were

boosted in all three domains, and their general reading attitudes became more positive as well.

Table 4.1 Comparison of i-1 Group’s Responses to the RAS Before and After the Study

Pretest Posttest
Mean SD Mean SD
Overall 2.72 0.33 2.82 0.28
I. Affective Domain 2.71 0.38 2.84 0.39
II. Behavioral Domain 2.33 0.43 2.36 0.32
III. Cognitive Domain 3.27 0.41 3.38 0.44

Table 4.2 Paired Samples T-Test of i-1 Group’s Pre and Post Scores from the RAS

Mean Std. Std. Error t df Sig.
Deviation Mean (2-tailed)
Pre-Post -0.09 0.20 0.04 -2.27 18 0.03*

*P< .05

In order to determine, for the i-1 group, whether the differences between the pretest and
posttest of RAS were significant, a paired samples t-test was conducted. Table 4.2 shows that
the participants’ reading attitudes were considerably increased after a year of participation in
ER. For the i+1 group, reliability coefficients of pre- and post-RAS scores were also calculated.
The statistics revealed that both tests were reliable (o= 0.84; «a = 0.86, respectively). Table
4.3 summarizes the mean scores and standard deviation of the overall and scores across the
three domains in the pre- and post-RAS. When comparing the mean scores of the pre- and
post-RAS, the researcher found that slight downward trends were shown in the overall reading
attitudes, affective, and behavioral domains. In other words, after a year of ER intervention, the
i+1 group’s responses increased only in the cognitive domain. In order to examine whether any
significant change occurred before and after the experiment, a paired samples t-test was
conducted. Table 4.4 shows that a year of ER intervention did not significantly increase the i+1

group participants’ reading attitudes.
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Table 4.3 Comparison of i+1 Group’s Responses to the RAS Before and After the Study

Pretest Posttest
Mean SD Mean SD
Overall 2.72 0.29 2.60 0.27
I. Affective Domain 2.63 0.27 2.59 0.32
II. Behavioral Domain 2.21 0.40 2.17 0.29
III. Cognitive Domain 3.23 0.49 3.35 0.43

Table 4.4 Paired Samples T-Test of the i+1 Group’s Pre and Post Scores from RAS

Mean Std. Std. Error t df Sig.
Deviation Mean (2-tailed)
Pretest- 0.03 0.25 0.05 0.54 18 0.60

Posttest

Furthermore, to explore if there is any significant difference in their reading attitudes
between the i-1 and i+1 group, an independent samples t-test was conducted, as shown in Table
4.6. No significant difference was found between the i-1 and i+1 group in terms of their overall

reading attitudes.

Table 4.6 Independent Samples T-Test of i-1 and i+1 Groups’ Posttest Scores from RAS

t df Sig. Mean Std. Error
(2-tailed) Difference  Difference
i-1 vs. i+l 1.73 37 0.09 0.12 0.07

In sum, the results indicate that using i-1 reading materials significantly increased the
participants’ reading attitudes. On the other hand, using i+1 reading materials did not
effectively increase the participants’ reading attitudes. In fact, a decreasing trend was found
after the treatment. As for the between group difference, no significant difference was found in

the two groups’ post RAS scores.

ER contributed profoundly to the enhancement of participants’ general English proficiency and
reading comprehension. However, reading materials with discriminatory difficulty levels did
not yield significant difference in reading comprehension.

The pretest and posttest scores from the EPE (Table 4.7) show that the participants in the
1-1 group made progress in general English proficiency and reading comprehension after taking
part in a year-long, ER-integrated English class. The results from the paired sample t-tests
indicate that this group’s language proficiency and reading comprehension were significantly

enhanced at the end of this project, as shown in Table 4.8.

Table 4.7 Comparison of the i-1 Group’s Scores on the EPE Before and After ER

- 11 -



Pretest Posttest

Mean SD Mean SD
English Proficiency 74.36 4.10 78.93 7.46
Reading Comprehension  29.14 3.83 31.36 4.42

Table 4.8 Paired Sample T-Tests of the i-1 Group’s Pre and Post-Scores from EPE

Mean SD Std. Error t df  Sig.
Mean (2-tailed)
English Proficiency -4.57 6.87 1.30 -3.52 18 0.002*
Reading Comprehension  -2.21 4.82 0.91 243 18  0.022%*

*P< .05

Similar results were found with the i+1 group in general English proficiency and reading
comprehension. That is, the general English proficiency and the reading comprehension of the
i+1 group were increased after the treatment, as indicated in Table 4.9. Furthermore, there are
considerable enhancement in the i+1 group’ English proficiency and reading comprehension
before and after their participation in ER. In other words, the participants in the i+1 group
made substantial progress in their general English proficiency and reading comprehension, as
presented in Table 4.10 in which the paired samples t-tests for English proficiency and reading

comprehension have shown to be statistically significant.

Table 4.9 Comparisons of i+1 Group’s Scores from the EPE Before and After ER

Pretest Posttest

Mean SD Mean SD
Language Proficiency 74.11 4.04 79.70 6.50
Reading Comprehension 28 3.42 32.15 4.11

Table 4.10 Paired Sample T-Tests of i+1 Group’s Pre- and Post-Scores from the EPE

Mean SD Std. Error t df  Sig.
Mean (2-tailed)
English Proficiency -5.59 554 1.07 -5.25 26 0.000%*
Reading Comprehension -4.15  4.93 0.95 -4.37 26  0.000%*

*P< .05

In addition, not only within group differences but also between group differences in
general English proficiency and reading comprehension were examined. Table 4.11
summarizes the scores of the i-1 and the i+1 groups from EPE prior to and after the experiment.
Results from the statistical analysis indicate that both groups’ English proficiency improved.
However, it is clear that i-1 group did better on the pretest, but this outcome was reversed on

the posttest, implying that the i+1 group made greater progress in English proficiency than that
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of the i-1 group. Moreover, similar pattern was identified with reading comprehension, as
shown in Table 4.12. Reading comprehension scores of the two groups were enhanced after
one year of ER intervention. The i+1 group surpassed the i-1 group in reading comprehension
on the post-test even though they did not perform as well as the i-1 group did on the pre-test.
Although the i+1 group was found make more progress in English proficiency and reading
comprehension, Table 4.13 illustrates that there was no significant difference between the

progress of the i-1 and i+1 groups in English proficiency and reading comprehension.

Table 4.11 Comparison of i-1 and i1+1 Groups’ Total Scores from the EPE

Pretest Post
Groups Mean SD Mean SD
i-1 74.36 4.10 78.93 7.46
i+1 74.11 4.04 79.70 6.50

Table 4.12 Comparisons of the i-1 and i+1 Groups’ Pretest and Posttest from Reading

Comprehension Portion of EPE

Pretest Posttest
Groups Mean SD Mean SD
i-1 29.14 3.83 31.36 4.42
i+1 28.00 342 32.15 4.11

Table 4.13 Independent Samples T-Tests of i-1 and i+1 Groups’ Posttest for English

Proficiency and Reading Comprehension

t df Sig. Mean Std.  Error
(2-tailed)  Difference Difference
English Proficiency -0.410 53 0.683 -0.77513 1.88898
Reading Comprehension  -0.686 53 0.496 -0.79101 1.15261

In sum, implementing ER with either i-1 or i+1 reading materials contributed profoundly
to the gains in the participants’ general English proficiency and reading comprehension.
However, different levels of reading materials did not yield significant difference in the
participants’ English proficiency and reading comprehension. Even so, it is found that those
who read i+1 reading materials made greater progress in total score and reading

comprehension.

Participants developed positive attitudes toward extensive reading and affirmed the benefits of
reading extensively after a year of participation.

More than half of the participants enjoyed ER. Among 54 participants, 32 (60%) were in
favor of reading English novels, 7 (13%) remained neutral, and 15 (27%) were not fond of ER

activities. Top three reasons indicated by those who liked ER are that reading English novels is
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interesting, ER helps enlarge vocabulary bank, and ER enhances their reading comprehension.
For example, Judy revealed that, “I really like to read English novels because reading helps me
improve English a lot. And I also feel that reading something in English isn’t hard now.” On
the contrary, those who held less favorable position considered reading English novels time
consuming.

Most Participants affirmed the influence of ER on promoting their attitudes toward
reading English novels. Most prevailing reasons given by the 48 participants who found the
program effective include they were not afraid of reading English novels after taking part in
ER; they noticed their English improved; and their reading fluency and confidence enhanced.
For instance, George mentioned, “I considered reading English novels boring in the past. But
after being part of this program, I found it interesting”. Melody noticed her improvement in
tackling unfamiliar words as she explained, “Before I would stop and look up the dictionary
whenever | saw the unknown vocabulary. But now I can guess the meaning of the vocabulary
from the context.” Despite the fact that the majority of the participants applauded the
integration of ER into their English class, they still encountered some difficulties while taking
part in ER.

Most participants came across four major hurdles while engaging in ER activities. They
are unknown vocabulary items, unexciting novel contents, time constraint, and difficult
grammar. Hurdle number one, vocabulary, constitutes the major source of frustration for the
current participants. Several of them mentioned how they felt frustrated when encountering
unknown vocabulary, how some novels were hard and boring, how they had no time to read,
and how some grammar was hard to understand. To overcome these hurdles, the participants
suggest that the teacher discuss the novels in class, provide guidance during the reading
process, explain vocabulary and grammar in class, reduce the amount of reading, and give
them opportunities to choose novels. Participants expressed their opinions by saying “If the
teacher could give us outlines of the novels, we would read faster and more effective.”,
“Maybe we can choose the novels by ourselves.”, and “I suggest that the teacher could discuss
the novels in class.”

According to the participants’ feedback, almost all of the participants (53/54, 98%) stated
that they will keep reading even after the course, but only 3 (4%) of them will not do so. The
most common reason given by the participants is that ER was effective in maintaining and
enhancing their English ability. Patrick pointed out, “If I don’t keep reading English novels or
articles, I will gradually lose my English ability. That’s why some students retain good English
ability when they just come back from foreign countries, but soon their English ability
declines.” Other reasons include ER helps them gain and ER helps them become more
competitive in future job hunting.

When asked about the benefits of taking part in ER, vocabulary learning ranked first
among all the responses. Nearly half of the participants (22/54, 40%) said that they had learned
large amounts of vocabulary from ER. Other benefits identified include gaining culture

knowledge from ER, advancing their writing ability, developing reading fluency, and
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enhancing reading comprehension. Over half of the participants showed positive attitudes
towards ER, and reported that they benefited tremendously from ER activities. Unfamiliar
vocabulary items, boring novel contents, time constraint, and complicated grammar were
recognized as major obstacles impeding their continuous engagement in ER. Overall findings

indicate that the effects of ER will last well beyond the course itself.

Participants expressed that posting reading logs onto Moodle motivated them to read, but they
would like to try other post-reading activities if they were given choices.

Twenty-five participants (65%) agreed the writing reading logs boosted their motivation
to read English readers while 13 (35%) disagreed. The most frequently mentioned reason
among the 25 participants is that writing reading logs pushed them to finish reading before the
deadlines. For instance, Charles said, “I must read the novel so that I can write reading logs.”
Emily also mentioned, “It gave us pressure to read, but it did work.” Another reason given was
the students’ concern about their grades. As it was included in one part of their grades, the
participants were afraid that if they did not finish reading on time, their grade will suffer. One
male student stated, “Yes, I agree reading log assignment helped. If 1 didn’t write reading
logs, I will get zero.” Five participants who disagreed pointed out that writing reading logs was
stressful and troublesome, and sometimes they had no idea what to write in the logs, but they
still had to do it.

Although more than half of the participants agreed that writing reading logs motivated
them to read, 10 participants said they wished they could have had alternatives as the
post-reading activities. They considered writing such logs troublesome and time consuming.
They indicated that they preferred face-to-face discussions to writing reading logs.

Based on the survey results, 25 (65%) of the participants were satisfied with posting
reading logs online, 2 (5%) were neutral, and 11 (30%) asserted that they did not like it.
Among the advantages proposed, students ranked convenience first. The participants pointed
out that online posting saved both time and paper. They did not have to spend time writing
reflections on papers and printing out assignments. In addition, through posting online, it was
easier for them to read peers’ reading logs. Several participants saw the value of posting online
by indicating that, “Yes. Posting online is very convenient because I can do it anytime and
anywhere”, “Yes. Because we won’t waste papers. And it’s easier for us to read peers’ logs”,
and “Yes, I like to upload my reading logs online because I can see other people’s comments in
order to ensure whether my understanding of the novel is correct or not.” However, posting
online was described as disadvantageous for providing error corrections. The participants said
that they expected the teacher to correct errors in their reading logs so that they knew where to
improve. The other frequently cited disadvantage is that it was time consuming because the

participants had to spend time organizing and composing their retrospective thoughts.
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Discussion

The present study shows that the reading attitudes of the i-1 group increased significantly
after a year of participation in ER. No significant difference was identified with the i+1 group;
instead, their reading attitudes declined. No significant difference was found in reading
attitudes between the two groups. The similarities of the present findings to the prior studies
are split between i+1 and i-1 groups. The enhanced reading attitudes identified with the i-1
group bear some resemblance with the previous studies (Chua, 2008; Hitosugi & Day, 2004;
Leung, 2002). As for the findings from the i+1 group, their subsided reading attitudes are
consistent with some other researchers (Apple, 2005; Sheu, 2004). In other words, there is no
significant change in participants’ reading attitudes after a year of ER exposure.

Depart from the quantitative data, the results from the survey with i-1 group indicate their
strong desire to keep reading at the closure of this ER-embedded English class. The
development of their desire might attribute to the fact that students in i-1 group gradually
gained confidence during the process of reading easier novels. Therefore, the results of this
study support the idea that for ER, reading i-1 materials has a positive effect in students, and
that positive effect may linger.

However, the researcher observed that for the i+1 group, the findings obtained from the
RAS is inconsistent with the findings from open-ended survey. Among 27 students from the
i+1 group, only 3 did not report having more positive attitudes toward ER. In light of this
discrepancy, the research proposed two reasons. On the one hand, the participants may feel
frustrated while tackling i+1 novels, which is reflected in their declined attitudes. On the other
hand, it might be the case that the participants were frustrated during the reading process;
however, at last they noticed their improved reading ability and reading fluency. These two
reasons may explain why the results obtained from the two instruments were inconsistent. The
researcher then tentatively concluded that reading i+1 reading materials might not be as
effective as i-1 reading materials in cultivating positive reading attitudes.

There is no significant difference between the reading attitudes of the i-1 and i+1 groups
after a year of participation in ER. It is worth mentioning that the i-1 group showed more
positive attitudes toward English reading; while the i+1 group showed a fall in their reading
attitudes. It is plausible that if the duration of the treatment was extended to more than a year,
a greater difference in reading attitudes might be found between the i-1 and i+1 groups.
Additionally, the increase in reading attitudes of the i-1 group and the decrease in reading
attitudes of the i+1 group confirms Day and Bamford’s (1998) arguments regarding the
difficulty level of the input. As mentioned by Day and Bamford (1998), learners might feel
more comfortable when reading i-1 reading materials. If they feel comfortable, learners will
gradually build up their reading confidence and reading fluency. As the participants became
more and more confident and read more and more fluently, they were motivated to spend more
time reading extensively. The i-1 group’s gains in affective and behavioral domains appear to
confirm this argument.

Results of this study indicate that ER significantly enhanced the participants’ reading
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comprehension and general English proficiency regardless of the text difficulty levels. This
finding is in line with previous research conducted with various age groups and language
backgrounds (Hafiz & Tudor, 1989; Hitosugi & Day, 2004; Lee, 2007; Leung, 2002; Takase,
2007; Walker, 1997). It appears that ER works effectively with high school students as well as
college students. ER functions not only in the ESL/EFL context but also in other foreign
language learning context. Furthermore, the researcher noticed that the duration of the
treatment might be less crucial in influencing participants’ performance on reading
comprehension. Whether the treatment is three (Hafiz & Tudor, 1989), five (Tanaka &
Stapleton, 2007), six (Mason & Krashen, 1997) or eight (Olen & Machet, 1997) months,
participants all made significant progress in reading comprehension. Reading i-1 or i+1 graded
readers, nevertheless, did not make any significant difference in reading comprehension or
general language proficiency between the two groups.

With the prevalence of comprehensible input hypothesis, the i+1 principle often goes
unexamined and gets applied to the development of various language skills. As a result, it
seems skeptical at first glance to presume any positive effects of providing i-1 materials. This
skeptic is hinged upon the assumption that language learners will only make mediocre progress
when the input provided is easier than their current proficiency. However, the results of the
present study refute such skeptic and show that providing i-1 reading materials significantly
enhanced language learners’ reading comprehension. Therefore, when ER is concerned, the
benefits of reading i-1 materials should not be overlooked.

In addition, the researcher noticed that the i+1 group made greater gains in both language
proficiency and reading comprehension, but no significant differences were found between the
two groups. In addition, the gains of i+1 group almost doubled those of the i-1 group’s. This
implies that if the duration of the experiment is extended, more obvious differences in reading
comprehension might be identified between the two groups. Therefore, it is still inconclusive to
claim either one is more effective in bringing about progress in reading comprehension.

The results of the present study demonstrate that the majority of participants considered
ER enjoyable and satisfactory. They also considered it effective in enlarging their vocabulary
bank and promoting their reading comprehension development. Likewise, previous studies
(Horst, 2005; Lee, 2007; Leung, 2002; Pigada & Schmitt, 2006) also found that ER leads to
greater vocabulary learning. For example, Horst (2005) found that the participants in his study
gained more than half of unfamiliar words through self-selected reading materials.

When asked about the difficulties the current participants encountered, they voiced the
desire to choose the books they want to read instead of reading assigned novels. The
participants’ responses reflected the value of self-selected materials as indicated by Lee (2007)
who recommended two keys to a successful implementation of ER: access to books and
opportunity to choose books. Therefore, it is desirable to allow students freedom in choosing
the books for their ER participation. Moreover, time constraint also emerged a source of
problems. Gardiner’s (2001) way of promoting ER might offer a solution. He gave students ten

minutes per day for in-class silent reading, which successfully motivated the students to read
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more outside of class.

Previous studies (Iwahori, 2008; Jackson, 2005) found that ER is advantageous in
promoting students’ language proficiency. The current participants also noticed their elevated
English proficiency as a result of taking part in ER. Furthermore, the participants were asked
about the benefits of ER. Benefits identified by the current participants resembled the positive
findings from the previous studies, including vocabulary acquisition (Horst, 2005; Lee, 2007;
Leung, 2002; Pigada & Schmitt, 2006), writing improvement (Hafiz & Tudor, 1989), and
reading comprehension enhancement (Hafiz & Tudor, 1989; Hitosugi & Day, 2004; Lee, 2007;
Leung, 2002; Takase, 2007; Walker, 1997), knowledge enrichment, and culture learning
(Krashen, 2004).

Pedagogical Implication and Conclusion

The results indicate that participants who read i-1 graded readers developed significantly
positive reading attitudes after the treatment. A slight decline in the reading attitudes was found
with the 1+1 group. No significant difference in reading attitudes was found between the two
groups after the study. However, a significant difference in the behavioral domain was found.
Statistical analysis of EPE showed that both i-1 and i+1 groups made significant progress in
reading comprehension after a year of ER intervention. Interestingly, the i+1 group saw greater
gains in reading comprehension. Nevertheless, no significant difference was found in reading
comprehension between the two groups. The majority of participants applauded the inclusion
of ER and indicated that ER was advantageous in helping them build reading confidence and
increasing reading fluency.

The findings from the current study suggest that as far as ER is concerned in the EFL
context, adopting i-1 reading materials was more advantageous in cultivating positive attitudes
toward reading although no significant difference was found in the reading attitudes of the
participants between the i-1 and i+1 group. It is worth noting that an increase in reading
attitudes was identified with the 1-1 group, but a slight fall was found with the i+1 group. Thus,
i-1 reading materials appear to be more beneficial in promoting students’ reading attitudes.

The results of the study suggest that ER is effective in enhancing student reading
comprehension. It is recommended that if language teachers aim to help students improve their
reading ability, extensive reading is a good method, and i+1 reading materials might serve the
purpose better than i-1 reading materials. In addition, since this study assigned the reading
materials, it is of great interest to know whether the results will be the same if the students
were given the opportunity to choose their own reading materials. Moreover, although no
significant difference was found in the reading attitudes of the participants between the i-1 and
1+1 group, it is obvious that the i-1 group made significant progress while the i+1 group
showed less positive reading attitudes. Hence, a longer duration for the experiment is necessary

to see how attitudes evolve over time.
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APPENDIX A Revised Reading Attitudes Survey

Reading Attitudes Survey (RAS) for Students Studying English

as Foreign Language
Reading Attitudes Survey
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Part A: Affective domain

I like to read in English.

I feel relaxed if I read English.

I feel excited while reading in English.

I like to read English magazines.

I like to read English fictions.

I feel anxious while reading in English.

Reading English is rather tiring to me.

il Pl Pl el I e

Reading in English is boring to me.

0.

Reading in English is troublesome.

10. Reading in English is difficult to me.

Part B: Behavioral domain

1.

I often read English books to kill time.

2.

I often read English books when I have nothing else to do.

3.

Even if I am busy, I still spend some time reading in
English.

I read in English everyday.

I often spend many hours per week in English reading.

I frequently go to library to check out English books to read.

I read only when I am required to do so.

I spend more time on Internet than reading English books.

Rl IS R

I will go to the bookstore to buy some English books to
read.

Part C: Cognitive domain

1. Ican get a variety of information if I read in English.

2. Ican develop reading ability if I read English.

3. I can acquire vocabulary if I read English.

4. Reading in English helps me to improve my English writing
ability.

5. I will continue reading even if I encounter some words that I
haven’t seen before.

6. English reading will help me enhance my analytical ability.

7. English Reading will help me become critical thinker.
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This project has met its goals in the following three areas. To begin with, the results have
indicated that the prevailing principle of “i+1” is not universally applicable to all second
language learning/instruction. Second, the difference in the reading attitudes between i+1 and i-1
group suggests the importance of considering reading goals. Last but not the least, post-reading

activity can serve as a motivating means while promoting extensive reading at the initial stage.
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Titled “What Constitutes Optimal Challenge Level for Extensive Reading in EFL Context?”
The preliminary findings from the study have been presented at the 2010 International
Conference of Chinese American Educational Research and Development Association. The
author is in the revising and refining process of this paper and will publish the paper upon

completion.
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Having world-class readers definitely will enhance the national’s competitiveness in today’s
global economy. Reading is the pathway to knowledge. Finding an eclectic way to cultivate
young people’s positive attitudes toward reading will help develop the whole-person, which
in turn will strengthen the prospect of that country. The outcomes of this study has
enhanced our knowledge in combing online resources with theoretical sound
curricular goals. Given the fact that college freshmen nowadays read differently from
their pre-digital era counterparts, this study also shed light in the effectiveness and
limitation of the reading schemes proposed by Day and Bamford’s characteristics of
successful extensive reading programs. This study, therefore, has contributed to redefine the
meaning of reading and extensive reading from the EFL learners’ perspective.

For participating students: When learner-centered education is at the heart of today’s
classroom, we honor the naturalness and intuitiveness of the leaner. The Moodle-mediated,
post-reading activity will allow learners to become responsible for the learning process and
claim ownership of the process. This ownership empowers the learner to gain confidence in
his/her ability to think creatively, solve challenging problems, and make sense of critical
issues. Ultimately, this is the purpose and goal of teacher education. After participating in
this project, the students developed more positive attitudes toward reading and hopefully
become zealous readers. Most importantly, the students have gained confidence in

processing English texts on their own.
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CAERDA International Conference was held in conjunction with America Education and Research
Association (AREA) Annual Conference. Thus, it was worthwhile to attend this small-scaled conference

and in the meantime attending presentations at the AERA.
=~ #2egF

During the conference, I had numerous opportunities to exchange ideas with scholars and researchers
specialized in computer-assisted language learning. Most of us felt a need for a common ground
theorizing. Up to this point, CALL is still hinged up theoretical underpinning from other disciplines.
However, this is a huge task requiring cross-disciplined, international collaboration.

Several presentations addressed the hurdles that the language teachers have to overcome when the
pop-cultural technology was used for academic purposes; for instance, using Face Book for opinion
sharing after reading a novel. The presenters mentioned the students are not as receptive as the
researchers have anticipated to readily transferring their socializing exuberance with Face Book to

academic purposes. The attachment with academics or learning somehow takes away the fun of engaging

1




in facebooking. One way to resolve this barrier requires the instructor to infuse the fun and energy into
the book talk via Face Book, at least in the initial stage. It is worth pondering on the supremacy or
necessity of designing learning platforms, such as Moodle or BlackBoard if the popular socializing
platform can readily serve the needs of language learners.

Another presentation comparing the learning outcomes among traditional lecturing mode, power-point
mode, and power-point with film mode found that the traditional lecturing mode yielded the greatest
retention of information learned. This surprising finding was attributed to cognitive overload in the later
two information-presentation modes. However, it is still inclusive as to which mode renders the optimal
level of learning outcomes.

It is also of interest to note the membership composition of the CAERDA. Majority of them are
scholars with Chinese heritage. Some are originally from China while the others are from Hong Kong or
Taiwan. It seems to me that the CAERDA members are creating their own network where they can form
interest groups and collectively help each with upward mobility in the academia climb. This phenomenon
is common even in the so claimed the most democratic country in the world. The glass ceiling along the

racial line still exits and is hard to brake.
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