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國立政治大學英國語文學系碩士在職專班 

碩士論文提要 

論文名稱：運用電子書廣泛閱讀於國中英語補救教學：以新北市一所國中為例 

指導教授：張郇慧博士 

研究生：凃惠文 

論文提要內容： 

    本論文主旨在探討以廣泛閱讀方式將電子書運用於國中英語補救教學的課程，對

於英語補救教學學生在辨認字義、閱讀理解與英語閱讀態度的影響。文中亦探討學生

在實行課程當中所面臨的困難與挑戰，以及對此課程之看法。本研究以六位來自新北

市八年級英語補救教學學生為研究對象，每週上課一次為期26週，課程分兩階段進行。

第一階段為上學期 16 週，採學生個人閱讀方式；第二階段則為下學期 10 週，加入同

儕閱讀夥伴方式閱讀。兩階段課程之前後，分別以英語測驗作為前後測。而在本研究

開始前及結束後，均對學生進行閱讀態度的量測，使用工具為 Yamashita (2013)的第二

語言閱讀態度量表。在全部課程結束後，所有學生須填寫關於本課程的問卷。 

    研究結果顯示在第二階段加入閱讀夥伴後，學生在辨認字義上有顯著進步。在閱

讀理解方面則成效不明顯。而且，此課程對於補救教學學生在英語閱讀態度有正面影

響。根據研究結果，本研究建議國中英語教師可妥善安排閱讀夥伴，以電子書廣泛閱
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讀方式融入補救教學來提升學生的認字能力與英語學習態度。此外，本研究亦提供教

師教學現場以及未來研究方向之建議。 
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Abstract 

      This study aims to investigate how e-book extensive reading as a remedial program 

(EERRP) affects English remedial learners’ word recognition, reading comprehension, and 

reading attitudes towards English. It also attempts to explore the difficulties and challenges 

met by the remedial students and their responses to the EERRP. Six eighth-grade remedial 

students at a junior high school in New Taipei City were participants in this study. The 

26-week program was divided into two stages with one class period every week. Stage 1 

included individual reading for the first 16 weeks and Stage 2 included pair reading with 

reading partners for the remaining 10 weeks. The Test of English Word Recognition and 

Reading Comprehension was administered to the remedial students as pre-test and post-test 

in both stages. The degree of changes in reading attitude was assessed by using the reading 

attitude scale (Yamashita, 2013) before and after the EERRP. At the end of the program, a 

post-study questionnaire was administered to each of the participants. 

      The results showed that there was a significant difference in word recognition skills 

after the inclusion of reading partners in Stage 2. The effect was not quite as good for 

reading comprehension. Moreover, it was found that the EERRP had positive effects on the 

attitudes of the struggling EFL readers towards reading English. Based upon the findings, it 

is suggested that junior high school English teachers can make good use of reading partners 

and employ the EERRP to facilitate the word recognition skills and enhance the attitudes 

towards learning of struggling students. Pedagogical implications and suggestions for future 

studies are presented as well. 

 

Keywords: e-books, extensive reading, word recognition, reading comprehension, reading 

attitude, remedial instruction  
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CHAPTER 1 

INTRODUCTION 

Background and Motivation 

Reading plays an important role in a literate society. A reader can acquire ideas, 

information, knowledge, emotion, experience, and culture from the written language. 

Reading instruction in the field of English as a foreign language (EFL) has been 

discussed frequently for the past few decades. Teachers hope that their students are 

willing to read a great deal and even enjoy reading. However, teachers have 

encountered a commonly recognized problem, which is that most students “are often 

reluctant to read in the target language (L2)” (Arnold, 2009, p. 340) on their own due 

to the effects of the intensive reading approach. Needless to say, most underachievers 

have a negative attitude toward reading English and lack motivation to learn English. 

In order to bridge the gap between the students who meet grade level standards and 

the underachievers, it is important to search for an efficient, motivating, and life-long 

learning approach for the underachievers. 

Many language teachers have attempted to incorporate extensive reading in 

their classes in order to change the negative attitudes that learners have toward 

reading in an L2 (Lin, 2014). Pino-Silvia (2006) noted that proponents of extensive 

reading have begun to add sources from the Internet to traditional reading materials in 

recent years. Meanwhile, it is not uncommon for young learners to use a computer 

daily to entertain themselves, to search for information and to interact with peers after 

school. It is effortless to allow students to access to e-books available from the 

Internet because of the prevalence of computer in classroom and at home. Also, 

e-books, as electronic texts “have the potential to reduce educational expenses 

because they can be produced and stored at less cost than print text” (Felvégi & 

Matthew, 2012, p. 40). Thus, teachers can utilize e-books as materials in an extensive 
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reading program.  

Over the past few decades, much research has been done to investigate the 

effectiveness of extensive reading on learners’ language development and their 

changes in attitude toward English learning and reading (Asraf & Ahmad, 2003; Cho 

& Krashen, 1994; Mason & Krashen, 1997; Robb & Susser, 1989; Tanaka & Stephen, 

2007; Walker, 1997). While numerous advantages for extensive reading have been 

found, Arnold (2009) reported that online materials “are rarely used for extensive 

reading purposes” (p. 343). Several studies on extensive reading via the Internet in the 

literary programs are related to the present study (Arnold, 2009; Chung, 2013; Huang, 

2013; Lin, 2009; Lin, 2014; Pino-Silvia, 2006; Sun, 2003). Sun (2003) constructed a 

reading program, Extensive Reading Online (ERO), to offer an online reading 

platform for EFL college students. In line with the positive feedback on the ERO 

program from the participants, Sun concluded that it could enhance “learner autonomy, 

independence, and long-term reading interest” (p.446). Arnold’s (2009) online 

extensive reading program in German for eight advanced learners featured two 

aspects: students read online instead of using printed materials and they were free to 

select online reading materials. This assisted the students in increasing their 

motivation to read, improving their L2 reading abilities and encouraging them to read 

for pleasure outside of class. The online extensive reading program in Huang’s (2013) 

study, with strictly selected downloadable e-books, was found to be efficient in 

improving overall reading skills and establishing positive attitudes toward reading 

among sixty-seven EFL college learners.  

Consistent with the findings of the studies discussed above, extensive reading 

with e-books was also effective in that adolescent learners of English improved their 

linguistic skills and displayed their motivation for reading online (Chung, 2013; Lin, 

2009; Lin, 2014). Lin (2009) adopted e-books as extensive reading materials for EFL 
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junior high school students. The result showed that five features of e-books, including 

oral reading, highlighting, animation, music/sound effects, and pictures, were able to 

help students change their attitudes toward reading materials of a foreign language 

from negative to positive. Following Chung’s (2013) comparative study between 

e-books and printed books, the researcher reported a positive effect for the progress of 

word recognition among students who read e-books compared with those who read 

printed books. Moreover, Lin (2014) noted that mobile integration in an online 

extensive reading program also had beneficial effects on EFL adolescent learners. 

As shown in the above literature review, existing research has reported the 

influence of online extensive reading on the reading abilities and attitudes towards 

reading ability. However, the use of extensive reading with e-books as a teaching 

approach in a remedial program with underachievers in a junior high school is still a 

missing piece in the local context. For this reason, the aim of this study is to explore 

the potential of an e-book extensive reading program as a remedial program for junior 

high school students in order to bridge this gap in our knowledge. 

Purpose of the Study 

In this study, the researcher attempts to gather information about the nature of 

the linguistic benefits the use of e-book extensive reading in a remedial program 

could bring to the underachievers in a junior high school, whether their attitudes 

toward reading English would change or not, and how they responded to the e-book 

extensive reading program. 

Research Questions 

In line with the study purposes, the research questions addressed in this study 

are as follows: 

1. Does e-book extensive reading in a remedial program improve the 

eighth-grade underachievers’ English word recognition? 
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2. Does e-book extensive reading in a remedial program improve the 

English reading comprehension of eighth-grade underachievers? 

3. Does e-book extensive reading change the attitudes of the struggling 

readers towards reading English? 

4. What are the struggling EFL students’ benefits, difficulties, and 

suggestions for e-book extensive reading in a remedial program? 

      It is hoped that this study may examine the feasibility of extensive 

reading with e-books on strugglers and make some suggestions to both school 

administrators and instructors who are interested in using e-book extensive reading in 

a remedial program. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

5 
 

CHAPTER 2 

LITERATURE REVIEW 

  This section presents the literature relevant to the present study in three 

parts. The first part elaborates on the definitions and characteristics regarding 

extensive reading. The second section provides empirical studies of extensive reading. 

The third section focuses specially on e-books and language learning.  

Extensive Reading 

Definitions 

Extensive reading (ER) is an approach to teach reading and was first termed to 

contrast it with intensive reading (Palmer, 1964, 1968). Intensive reading is usually 

used to teach vocabulary, sentence structure, and grammar in the context for the 

purpose of translation while extensive reading means to rapidly read books after 

books for information and pleasure, not for the language used in the text. Davis (1995) 

viewed extensive reading as a means of giving students “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” (p. 329). In addition, as the Longman 

Dictionary of Language Teaching and Applied Linguistics states, extensive reading is 

“intended to develop good reading habits, to build up knowledge of vocabulary and 

structure, and to encourage a liking for reading” (Richards, Platt, & Platt, 1992, 

p.133).  

Several terms also refer to extensive reading in terms of purpose, procedure 

and outcome. For example, Mikulecky (1990) adopts the name of “pleasure reading” 

and Krashen (1993) terms it “free voluntary reading.” There are some other situations 

like when teachers give students a certain period of time for in-class uninterrupted 

sustained silent reading (USSR, see Sadowski, 1980) or a time when teachers and 

students drop everything and read (DEAR). Other terms, such as “free reading” and 
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“book flood,” are available when they talk about extensive reading. No matter what it 

is called, the main purpose of extensive reading is to foster students’ interest in 

reading so that students read extensively and read for enjoyment. The more eager they 

are to read, the more benefits learners will gain (Robb & Susser, 1989). 

Characteristics 

In dealing with the nature of the conditions and the methodology necessary for 

the success of extensive reading, Day and Bamford (1998, pp. 7-8) revised the ten 

principles for teaching foreign language reading discussed by Williams (1986). In 

2002, Day and Bamford (pp. 137-141) further modified and expanded them, 

encouraging teachers to use the principles as a tool to examine their beliefs about 

extensive reading and the ways they teach reading. Therefore, these principles can be 

viewed as the characteristics of a successful extensive reading program.  

Based on the extensive reading continuum proposed by Day (2015), extensive 

reading in this study was called Modified ER that used many ER principles. The ten 

principles are given as follows and go with comments on the extent to which these ten 

principles have been used in the current study: 

1. Learners read as much as possible. 

Students were encouraged to read as much as they could to reach the goal 

of “extensive reading.” According to Day and Bamford, a book a week is 

probably the minimum amount of reading necessary to achieve the 

benefits of extensive reading and to establish a reading habit. 

2. Learners choose what they want to read. 

Students were allowed to choose what they wanted to read. Meanwhile, 

students were also free to abandon anything that they found too difficult, 

or that they were no longer interested in reading.  

3. A variety of reading materials on a wide range of topics must be 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

7 
 

available. 

Students were provided with a variety of topics which were available as 

online e-book reading materials. The online e-book shows categories of 

different themes, including animals, nature, earth, sky, people, places, 

music, family, and so on. 

4. The reading material is easy. 

Texts must be well within the learners’ reading competence in the foreign 

language. More than one or two unknown words per page might be too 

difficult for overall understanding. 

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

general understanding. 

Students were advised to read for general understanding, and most 

importantly, for enjoyment. This sets extensive reading apart from the 

reading done in the usual classroom. 

6. Reading is individual and silent. 

Students were arranged to have their own individual silent reading. Part 

of a classroom period was set aside for silent, self-selected reading. 

Nevertheless, in the second stage of the study, each participant was 

provided with a reading partner. 

7. Reading is its own reward. 

Students were told that there were no grades in class, and even writing 

the book reports was only for the purpose of understanding the personal 

experiences of the students. 

8. Reading speed is usually faster rather than slower. 

Students were able to read for personal interest and general 

understanding when they were reading material that is well within their 
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linguistic ability. 

9. Teachers orient and guide their students. 

Students were well informed of the core concept and the goal of 

extensive reading before the program. 

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

Students were invited to discuss e-books they had read with the teacher. 

The foreign language reading classroom could be a place where students 

and the teacher shared reading.  

Although the aforementioned principles appear to be theoretically appealing 

and sound, they may not be applicable in all contexts. Robb (2002) argued that Day 

and Bamford (2002) may heavily rely on the capability of the students to choose their 

own reading material, which is not “extendable to teaching/learning cultures of many 

non-western societies” (p.146). Lee’s study (1998) in the Taiwan EFL setting 

supported Robb’s argument by suggesting that students needed guidance in the 

selection of reading materials and Juan’s pilot study (2008) also showed that 

participants who freely selected books according to their own interest but not ability 

ended up with little engagement in reading.  

Due to this consideration, a guided list of e-books was provided for 

participants to choose from in the current extensive reading program for 

underachievers.  

Empirical Studies of Extensive Reading 

There have been numerous studies of extensive reading with students in both 

EFL and ESL settings on the benefits of reading extensively in English (e.g., Elley, 

1991; Lai, 1993; Mason & Krashen, 1997). Research has shown that ER improves the 

reading proficiency of ESL or EFL readers (Bell, 2001; Elley, 1991; Hafiz & Tudor, 

1989; Iwahori, 2008; Lai, 1993; Lituanas, Jacobs & Renandya, 2001; Mason and 
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Krashen, 1997; Sheu, 2003), enhances their writing skills (Hafiz & Tudor, 1990; Lai, 

1993), promotes the development of their knowledge of vocabulary (Cho & Krashen, 

1994; Lao and Krashen, 2000; Sheu, 2003), and boosts oral proficiency (Cho & 

Krashen, 1994) and speaking abilities (Cho & Krashen, 1994). ER has also been 

reported to be effective in promoting positive attitudes of readers toward reading 

English and enhancing their motivation to read (Asraf & Ahmad, 2003; Kao, 2004; 

Mason and Krashen, 1997; Yang, 2001). 

The present study centers on how extensive reading may affect the students 

with a low proficiency in the local context in terms of English proficiency and reading 

attitudes. Hence, the literature reviewed will focus on extensive reading programs 

conducted in the local context and other areas with similar learning contexts. 

Vocabulary Learning 

Numerous researches have shown that extensive reading is one of various 

plausible ways to enhance the vocabulary knowledge of language learners (Cho & 

Krashen, 1994; Hafiz & Tudor, 1989; Horst, 2005; Sun, 2003). For instance, the study 

of Horst (2005) investigated the growth in the vocabulary of 21 adult immigrant 

learners in Montreal. She found considerable acquisition of incidental vocabulary 

among extensive readers, and her participants learned more than 50% of the 

unfamiliar items that they encountered in their reading. In addition, the result of Kao’s 

(2004) studies also showed that the vocabulary of the participants significantly 

increased after the experience of being in an extensive reading group. 

Nation (2009) claimed the effectiveness of extensive reading in the acquisition 

of vocabulary, especially through the use of simplified texts, such as graded readers. 

In this vein, Day and Bamford (1998) pointed out that second language learners could 

read large numbers of easy, varied, and interesting materials so as to have the chance 

to make the learning of incidental vocabulary easier by use of extensive reading. As a 
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result, Nakanishi (2015) concluded that extensive reading can be considered to 

“enhance knowledge of the contextual usage of second language lexis” (p.10).  

Reading Comprehension 

      Reading is interactive between the reader and the text and it plays a significant 

role in the cognitive development process. Several studies have demonstrated that 

extensive reading results in positive gains in reading comprehension (Asraf & Ahmad, 

2003; Bell, 2001; Davis, 1995; Elley, 1991; Lai, 1993; Nation, 1997; Sheu, 2003). 

Bell (2001) compared two groups of elementary level English learners in 

Yemen. The results showed the students who were exposed to extensive reading 

achieved both significantly faster reading speeds and higher scores in reading 

comprehension. In Asraf and Ahmad’s study (2003), the participants with difficulty in 

understanding English from a Malaysian rural school showed improvement in reading 

comprehension after participation in a guided extensive reading (GER) program. The 

GER program was set as part of an in-class program using graded readers as the major 

reading materials.  

In addition, Sheu (2003) implemented an extensive reading program for three 

groups of junior high students in Taiwan for two semesters. Two experimental groups 

and one control group were each subject to different treatments. One of the 

experimental groups used graded readers, while the other used books written for 

native English-speaking children, and the control group used the traditional way of 

learning. The two experimental groups were found to have made significant gains in 

reading comprehension based on the results of the pre- and post-tests. Furthermore, 

Sheu concluded that the extensive reading program could be “successfully 

implemented with EFL beginners in a traditional learning setting (p.23)”. 

Attitudes to Reading 

A substantial number of positive remarks are found in the literature relating to 
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the effect of extensive reading on attitudes to L2 reading (Cho & Krashen, 1994; Elley, 

1991; Lao & Krashen, 2000; Mason & Krashen, 1997; Robb & Susser, 1989). 

Attitude to reading is a complex construct and is defined in various ways. Following 

an extensive and in-depth literature review, Reeve (2002) reported that attitudes to 

reading could be defined by the three components: cognitive (personal, evaluative 

beliefs), affective (feeling and emotions), and conative (action readiness and 

behavioral intentions). These three elements are essential to cultivate students’ reading 

habits and foster their attitudes to reading. Poor readers, for instance, develop a 

negative attitude towards reading resulting from some depressing experiences and 

hence their reading abilities become limited. It is important to help readers establish a 

positive attitude towards reading by creating favorable reading experiences for them 

in certain instructional programs. 

Further, according to Day and Bamford’s study (1998), one of the essential 

factors that influences second language reading attitudes is attitudes towards the first 

language. As they note, “students with positive attitudes toward reading in their own 

language are likely to begin with a positive attitude toward second language reading” 

(p.23), and it is clear that early experiences of reading in one’s own language shapes 

attitudes. Therefore, the goal of extensive reading is to help students read in the target 

language fluently in a nonjudgmental and enjoyable classroom environment, just like 

the way they read in their own native language out of school. 

E-Books and Language Learning 

 The well-known specifications of e-books include electronic texts displayed 

on the screen with multimedia features. While traditional picture books might contain 

words, pictures, and graphics, e-books may also comprise multi-modal features such 

as sound, animation, video, and narration. In addition, Cavanaugh (2002) listed the 

other components of e-books: an electronic file, software for reading, and hardware 
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for storing and displaying them. Sharing key features with traditional books, e-books 

had texts, illustrations, and pages that can be turned. Zucker, Moody, and McKenna 

(2009) further pointed out that what makes e-books different from static print texts are 

enhancements, such as text that is music, video, animation, read-aloud, sound effects, 

and interactive games. E-books, which provide readers with visual and audio input, 

have also been recommended by extensive reading program scholars (Davis, 1995; 

Day & Bamford, 2002; Kim & Hall, 2002; Labbo, 2000; Smith, 2001; Williams, 

1986). 

Recently, e-books have become very popular among teachers and students. 

Schugar, Smith, and Schugar (2013) even stated that e-books had “the potential to 

change the way our students read and consume text because of their interactivity and 

convenience” (p.615). There are many advantages of e-books and they are seen as 

valuable tools in educational settings (Cheng, 2011; Lin, 2009; Tsai, 2010). The 

values of e-books for language learning proposed by previous studies are listed as 

follows. 

Enhancing Vocabulary Learning 

The National Panel (NICHD, 2000) in the USA has recommended several 

principles for vocabulary instruction: direct teaching of new words, repetition of word 

learning, and embedding of new words in a meaningful context. The panel also 

suggested that technology tools should be used to foster the acquisition of vocabulary 

by learners. E-books are thus valuable tools in educational settings and it would be 

useful to use them in vocabulary instruction. 

Several studies have proved that e-books could be used to enhance the 

development of students’ vocabulary (Doty, Popplewell, & Byers, 2001; Korat, Levin, 

Atishkin, & Turgeman, 2014; Lefever-Davis & Pearman, 2006; McKenna, 1998). 

McKenna (1998) found that the auditory feature of e-books could foster the 
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development of vocabulary. In addition to sound effects, animation also plays an 

important role in supporting students’ acquisition of vocabulary. In Higgins and Cocks’ 

(1999) study, they investigated the growth in vocabulary of 15 grade 3 students using 

a repeated measure design, in which the researcher controlled the mouse and then 

asked children to define six target words given by the researcher beforehand. They 

discovered that cued animations in e-books could facilitate vocabulary learning for 

most of children, suggesting that “children can learn the meaning of unfamiliar words 

if they attend to the animation features” (p.9). Students can recognize the word with 

the aid of the sound effects and the animation in e-books.  

Promoting Reading Comprehension 

Many studies have investigated the impact of electronic books on reading 

comprehension (Doty, Popplewell & Byers, 2001; Greenlee-Moore & Smith, 1996; 

Higgins & Hess, 1998; Matthew, 1997). Furthermore, the multimedia features of 

e-books could be used to improve the phonological awareness of low-achievers 

(Chera & Wood, 2003) and encourage reluctant students to read more (Adam & Wild, 

1997). The use of animated graphics and sound effects that express the mood and plot 

of the story are helpful for students to predict the upcoming events and to situate them 

in the context so that they can understand the story better (Lefever-Davis & Pearman, 

2006; Morgan, 2013). McKenna (1998) also pointed out that reading aloud and the 

repeated reading of e-books can help learners lessen the burden of decoding words 

which results in gains in sight word acquisition and further development of reading 

fluency. If students can recognize the words automatically, their reading rate will be 

increased and they can understand the meaning of the text easily. 

Motivating Students to Read 

The multimedia features of e-books not only attract learners’ attention but also 

arouse their interests and motivation in language learning. Several studies have shown 
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that using technological aids in reading, such as e-books or online reading texts, can 

facilitate learning by offering students abundant opportunities for self-access learning 

that express positive attitudes toward reading and increase their levels of motivation 

(Arnold, 2009; Huang 2013; Lin, 2009; Pino-Silva, 2006; Sun, 2003). As for 

struggling readers like remedial students in this present study, McKenzie (2009) 

indicated that e-books with many useful functions, such as zooming, searching, oral 

reading, and dictionaries, could foster the development of reading among struggling 

readers. Another potential benefit of e-books is that they can be motivating, 

particularly for reluctant readers (Adam & Wild, 1997). Moreover, Lin (2009) 

explored how e-books could affect the attitudes of junior high school students toward 

foreign language reading in a 10-week extensive reading program. The results showed 

that five features of e-books, including oral reading, highlighting, animation, 

music/sound effects, and pictures, could help students change their attitudes toward 

foreign language reading from negative to positive. These features were particularly 

effective in motivating students to read foreign language texts. To sum up, the 

multimedia features of e-books which are not available in traditional books assist 

students in enhancing their reading abilities and in displaying motivation for and 

positive attitudes toward reading. 

Summary of the Literature Review 

It can be concluded that extensive reading offers much exposure to language 

input, and that the effects on second language learners’ vocabulary learning, reading 

comprehension, attitudes, and motivation are obvious and positive. Further, the 

multimedia features of e-books are effective in helping learners to resolve their 

difficulties in English reading and to establish positive attitudes toward reading as 

well. 

The number of studies conducted in Taiwan on reading online text in extensive 
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reading is small compared with the overall number of studies of such kind of reading 

(Chung, 2013; Lin, 2009). Lin (2009) suggested that implementing e-books into 

extensive reading could be an effective way to take a positive attitude toward English 

reading for junior high school students because of some of the features of e-books. 

Chung (2013) conducted a comparative study of the use of picture books and 

electronic storybooks among junior high school students. She found positive effects 

on students who read the electronic storybooks for word recognition and motivation in 

English learning. 

However, these studies did not focus on the less capable, disadvantaged, or 

struggling students in junior high school. Zucker, Moody, and McKenna (2009) point 

out that the extent literature provides little information for struggling readers in terms 

of the effectiveness of e-books for different profiles of readers. Therefore, the 

researcher’s intention is to examine how instruction in e-book extensive reading can 

be implemented in a remedial program and to investigate the effect of the quantity of 

word recognition, reading comprehension, and the attitudes toward English reading of 

underachievers, and to discover what problems they may encounter in the program. 
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CHAPTER 3 

METHODOLOGY 

The researcher investigated the effects of the E-book Extensive Reading as a 

Remedial Program (EERRP) on the English word recognition, reading comprehension 

performance, and reading attitudes of eighth-grade struggling EFL learners. This 

chapter explains the methodology employed in the study. This section comprises three 

parts elaborating (1) the participants, (2) the e-book extensive reading program, and (3) 

the study procedure, including data collection and data analysis. 

Context and Participants 

The junior high school where this study was conducted is located in a large

town in New Taipei City. The English teaching at this school is mostly based on 

intensive instruction, with an emphasis on the importance of academic achievement, 

which causes students with a low proficiency to assume negative attitudes towards 

English learning and gradually leads them to feel alienated in the English classroom. 

The researcher as a teacher noticed these learning problems among such students. The

e-book extensive reading instruction was implemented in the remedial program in

order to foster the interest of underachievers in English learning and to improve the 

underachievers’ reading ability from October, 2015 to May, 2016. 

The participants were selected from the list of students registered to participate 

in the After School Alternative Program (ASA program; hereafter) provided by the 

school. The ASA program, initiated on the recommendation of and with the support of 

the Ministry of Education (MOE), aims to help struggling learners who are classified 

as being in the bottom 35% in the class. The students from the ASA program were 

considered to be potential participants in this study due to their difficulties in 

achieving the basic academic level. 

In this study, six eighth-grade students (aged 14) participated in the program. 
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There were three boys and three girls. They had all studied English for at least five 

years because all of them were required to learn English as part of their subject 

courses since they were third graders in elementary school. All of them had 

participated in the ASA program previously and three of them reported that they had 

had experience in reading English e-books. The teacher-researcher conducted the 

study for 26 weeks and the participants had one English class per week, each class 

lasting 45 minutes.  

E-book Extensive Reading as a Remedial Program (EERRP) 

Reading Materials 

The e-books adopted in this study were selected from the website BookFlix 

(http://bkflix.grolier.com.ezproxy.tphcc.gov.tw:2048/splash), an online literacy 

resource published by Scholastic Company via the link for free electronic resources 

from New Taipei City Library. BookFlix contains texts designed as a complement to a 

reading program for English native-speaking students enrolled in grades Pre-k 

through 3. It helps early readers develop and practice essential reading and 

comprehension skills and introduces them to a world of knowledge by means of 

classic fictional video storybooks with nonfiction e-books. Moreover, BookFlix also 

provides various instructional aids such as interactive educational games, a read along 

option, author biographies, editorially selected web links, definitions, and narrated 

text support. The instructional contents are classified as follows: (1) phonemic 

awareness, (2) phonics, (3) reading fluency, (4) vocabulary knowledge, and (5) 

reading comprehension. In order to encourage extensive reading, a nonfiction e-book 

related to the topic of the fiction e-book is found in a pair and each e-book is 

displayed in two categories: Watch the Story and Read the Book. The component of 

Watch the Story is streaming video of a classic children’s story while the content of 

Read the Book is a topic related nonfiction text presented in a flipbook format. The 
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pairing of fiction and nonfiction is shown as Figure 3.1. 

 

 Figure 3.1 The Pair of Fictional Video Storybook and Nonfiction E-books 

Thus far, the website contains nearly 200 available multimedia e-books 

arranged as 100 fiction-nonfiction pairs of e-books which are categorized into nine 

themes: (1) animals and nature, (2) earth and sky, (3) people and places, (4) music and 

rhyme, (5) family and community, (6) ABCs and 123s, (7) adventure, (8) imagination, 

and (9) celebration. Students have a wide range of e-books to choose from, and can 

also select the e-book from the content-area theme that is interesting to them. In this 

study, the researcher provided the participants with a list of e-books (Appendix A) to 

guide students in their selection. 

Classroom Activities 

The participants had one e-book extensive reading session per week with 

twenty-six sessions in total. The procedure of the classroom activities in the initial 

stage is shown in Figure 3.2 below. The in-class activities were based on the 

suggestions of Day and Bamford (1998).  
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Figure 3.2 A Flow Chart of Classroom Reading Activities in Stage 1 

At the beginning of each session, the teacher-researcher checked the students’ 

book reports to analyze how the students had responded to what they had read in the 

preceding session. The teacher-researcher discussed any thoughts or ideas which the 

students raised. In addition, the participants were encouraged to share their experience 

of reading with others as well. After that, the teacher-researcher chose one e-book 

from the list of e-books (Appendix A). This ensured that the read-aloud material 

would be matched to the reading ability of the student. The teacher-researcher read 

aloud to students while the students followed along and silently read their own 

e-books. The teacher-researcher did not give the students the meaning of a word if 

there were any words that they did not know, but encouraged them to make a guess 

from the context instead.  

Later, the participants used the read-aloud material to practice repeated 

reading in pairs. Such exercise is aimed at developing sight vocabulary. Students 

would be told not to skim but to read thoroughly each of the three times they read. 

The teacher-researcher moved back and forth among students to give them assistance 

while they were doing the repeated reading. Day and Bamford (1998) proposed that 

repeated readings can be an ideal way to prepare for a period of sustained silent 

Teacher and students have an oral discussion. 

 

Teacher reads aloud to students.  

 

Students practice repeated reading in pairs. 

 

Students are engaged in silent reading individually. 

Students write the book reports. 

 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

21 
 

reading, which ranges from 15 or 20 minutes of the whole class period. In line with 

these points of views, the first part of a session on classroom activities with the 

teacher-researcher took about 20 minutes, followed by the 15-minute sustained silent 

reading. Following the fundamental principles of extensive reading, the students 

chose what they wanted to read, and at the same time, the teacher, as a role model of a 

reader, also silently read an e-book. For the remaining class time, the participants 

wrote the book reports to keep track of what they had read and reflected back on the 

reading process. 

After one-semester of the Stage 1, with 16 sessions of the EERRP, the 

teacher-researcher found that the participants had difficulties in reading English 

e-books alone and were not actually reading on their own based on observation. For 

example, the participants often had no idea how to start with an e-book, sought the 

teacher’s help to read e-books with them, or jotted down the book reports. The 

teacher-researcher adopted the suggestion proposed in Juan’s study (2007) and 

provided reading partners to each participant in the following ten sessions (see Figure 

3.3). 

 

 

 

Figure 3.3 Two Stages of the EERRP 

The main difference between Stage 1 and Stage 2 was that the teacher-researcher did 

not choose one e-book to read aloud to the students. Besides, repeated reading in 

Stage 1 turned into assisted reading because reading partners were included. 

At the very start of each session in Stage 2, the teacher-researcher also had a 

discussion with the participants and their reading partners. The teacher-researcher 

encouraged paired students to take turns sharing what they read in the preceding 

Stage 2 

Session 17~26 

Inclusion 

of Reading 

Partners 

Stage 1 

Session 1~16 
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session. After that, the pairs of students could choose any e-book that they intended to 

read on their own. After picking an e-book to read, the participant and his or her 

partner read the e-book together without any interruption even if there were any 

unknown words in it. Then the struggling reader read the e-book again, as his or her 

partner gave guidance with word recognition and provided feedback and 

encouragement. The struggling reader re-read the e-book for the purpose of reading it 

more fluently. Last, the participants finished the book reports as they did in Stage 1. If 

there was time left, the pairs of students were encouraged to choose another e-book 

and followed the aforementioned procedures. The procedure of the reading activities 

in Stage 2 is illustrated in Figure 3.4. 

 

 

 

 

 

 

 

 

 

Figure 3.4 A Flow Chart of Classroom Reading Activities in Stage 2 

Instruments 

For the purpose of conducting this study, four instruments were adopted for 

data collection. These instruments include:  

1. Book reports (Appendix B), 

2. The Test of English Word Recognition and Reading Comprehension 

(Appendix C-1 & Appendix C-2),  

Teacher has an oral discussion with the pairs of students. 

Decide on which e-book to read. 

 

The pair of students read the e-book without any interruption. 

The partner gives guidance while the paired student is reading 

the same e-book. 

The paired student re-reads the e-book. 

The paired student writes the book report. 
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3. The Reading Attitude Questionnaire (Appendix D), and 

4. The Post-study Questionnaire on Student Responses to the EERRP 

(Appendix E). 

Book Reports 

 After the participants finished reading one e-book, they were encouraged to 

write a book report (see Appendix B). The book report consisted of three sections: the 

information of the e-book itself, the participant’s own evaluation of his or her progress 

in reading, and the participant’s response to the e-book. 

 First, the participants needed to record the title of the e-book that they had 

picked and the date that they started reading each book. After that, they had to track 

how much time they spent in reading. The participants also had to record the number 

of pages they read as a measurement of how much they read. 

Further, the participants were asked to write about their feelings and thoughts 

about the e-books that they read. One of the main principles of teaching extensive 

reading is that reading should be seen as its own reward. Day and Bamford (2002) 

suggested that it is not appropriate for extensive reading to be followed by 

comprehension questions, but by reports of the learners’ experience of reading the text 

instead. For this reason, the participants were asked to indicate their impression of the 

reading level of the e-books relative to their ability and to rate the e-books on the 

basis of their reading experience. In addition, the participants were asked to provide a 

review of the whole story in a short paragraph. In order not to place the participants 

under too much pressure, they were allowed to write book reports in their native 

language, Chinese, or in English without any concern about the correctness of the 

grammar. 

The Test of English Word Recognition and Reading Comprehension 

Some scholars (Day & Bamford, 1998; Krashen, 2004; Waring, 1997) 
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advocated that it is inappropriate to include any comprehension questions followed by 

extensive reading, but in this study, as it is set in the school context, we would like to 

see if there is any correlation between extensive reading and linguistic gains. 

Therefore, the researcher still designed two versions of the Test of English Word 

Recognition and Reading Comprehension (Appendix C-1 for Stage 1 and Appendix 

C-2 for Stage 2). 

The two tests were respectively employed as the pre-test and the post-test for 

use in each stage individually. Both of the tests contained two main parts: on word 

recognition and on reading comprehension. Scores for both parts were equally 

weighted and the total score of the test was 100 points. These two versions of the Test 

of English Word Recognition and Reading Comprehension implemented in this study 

of each Stage are explained as follows. 

In Stage 1, in the first 16 sessions before the inclusion of the reading partners, 

the participants mostly read alone and practiced repeated reading with the researcher. 

The purpose of the word recognition was to test if students could understand the 

meaning of the word when it was showed in pictures and in context. The item types of 

the word recognition included (a) Picture-word Matching and (b) Read and Fill in. 

The students had to match the picture with the corresponding word and then they had 

to fill in the suitable word in the context of two or three sentences, which were 

identical to the content from their repeated reading materials. The aim of the reading 

comprehension was to test if the participants could get the gist of the story. The item 

types in the reading comprehension included (a) Read and Number and (b) Read and 

Choose. For (a), the participants needed to mark numbers of the sequence of the plot, 

and, for (b), they needed to choose the correct answers to the reading questions 

according to the content of the story in their repeated reading materials.  

In Stage 2, the participants read with reading partners. It was suggested that 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

25 
 

they choose English e-books from the recommended e-books list which was based on 

their book reports for the first 16 sessions. The design of the word recognition test 

was to explore whether students were able to match 20 pictures with corresponding 

words in terms of five different categories: (a) animals, (b) insects, (c) nouns, (d) 

adjectives, and (e) verbs. These words and pictures were related to the topics of the 

recommended English e-books. Next, to measure whether and to what extent the 

participants’ reading comprehension had changed, they had to match ten words with 

the right sentences, and then choose the right answers to ten questions after reading 

three articles adopted from The Basic Competence Test for Junior High School 

Students.  

Reading Attitude Questionnaire 

The Reading Attitude Questionnaire in the study was based on Yamashita’s 

study (2013) in order to understand the participants’ attitudes towards English reading 

before and after participation in the program (Appendix D-1 for Chinese version and 

Appendix D-2 for English version). This instrument was selected because it was 

created to examine the effect of extensive reading on attitudes to second language 

reading and was designed for use in Japan, where the EFL context is similar to that in 

this present study. 

Nunnally (1967) favors eliminating the neutral category in bi-polar scales, 

such as Likert’s, and presenting an even number of categories. The neutral option was 

removed from the scale (Camiciottoli, 2001; McKenna & Kear, 1990) in order to 

prevent some indifferent participants from ranking their reading attitudes as 

“undecided” too often. Therefore, the original 22-item five-point Likert scale 

questionnaire was changed to a 22-item four-point one in this study. The 22 items are 

classified according to two perspectives: affective and cognitive (Table 3.1). 
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Table 3.1 Two perspectives of the Reading Attitude Questionnaire 

Perspective Definition Positive Negative Item numbers 

Affective 

Comfort 9, 18, 21 3, 13, 16 6 

Anxiety  5, 10, 17, 20 4 

Cognitive 

Intellectual 

Value 
1, 2, 8, 14, 22  5 

Practical Value 4, 7, 12, 19  4 

Linguistic 

Value 
6, 11, 15  3 

The Post-study Questionnaire on Student Responses to the EERRP 

To derive information from the participants on their responses to the program, 

the Post-study Questionnaire on Student Responses to the EERRP was applied at the 

end of the program. The questionnaire consists of 17 items, including 12 items in a 

four-point scale and five items in open-question items. These items were designed to 

investigate the responses of the participants to three aspects of personal feedbacks in 

terms of (a) reading English e-books, (b) the benefits of the EERRP, and (c) their 

gains and difficulties as well as suggestions for the EERRP. All of the responses of the 

participants to the project would provide the researcher with insight into the study and 

aid in the improvement of the e-book extensive reading model and further study. 

Procedures 

This study was conducted to explore if e-book extensive reading as a remedial 

program could benefit struggling EFL readers in word cognition and reading 

comprehension and enhance their English learning attitudes. The data collected in this 

study mainly comprised that in the book reports, reading attitude questionnaires, word 

recognition and reading comprehension tests, and post-study questionnaires on the 
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responses of the students to the program. Before implementing the program, the Test 

of English word recognition and reading comprehension was administered to the 

participants in order to understand their initial abilities in terms of English reading. 

The participants also filled out the reading attitude questionnaire.  

The program started in October 2015 and ended in May 2016, lasting for a 

total of 26 sessions. All of the participants were in the eighth grade. They received 

one extra period, 45 minutes in total, of English class after school every week. During 

the program, the participants experienced the in-class activities of e-book extensive 

reading and were also encouraged to read e-books outside the classroom. At the end 

of the program for each Stage, the Test of English Word Recognition and Reading 

Comprehension was conducted in order to assess the English proficiency of the 

participants in word recognition and reading comprehension.  

After the completion of the 26-session EERRP, the participants were asked to 

fill out the Reading Attitude Questionnaire to give the researcher insights into their 

reading attitude after the program. They were also asked to complete the post-study 

questionnaire. The researcher then collected, computed, and analyzed all of the data, 

including that from the pretest and post-test of English Word Recognition and 

Reading Comprehension in Stage1 and Stage 2, the Reading Attitude Questionnaire, 

and post-study questionnaire. The procedures of the study are illustrated in Figure 3.5. 
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Figure 3.5 The Flow Chart of the Procedures in the Study 

Data Analysis 

This section clarifies the data gathered via the instruments. Five instruments 

were adopted to collect data in the study, including the pretest and the post-test of 

English Word Recognition and Reading Comprehension, the pre-study and the 

post-study of the Reading Attitude Questionnaire, and the post-study questionnaire. 

The collected data were analyzed quantitatively and qualitatively. The researcher was 

able to investigate the effects of participation in the EERRP on the eighth-grade 

students who struggled with reading after the data analysis.  

 

 

All of the remedial students filled out the pre-study Reading Attitude Questionnaire. 

All of the remedial students filled out the post-study Reading Attitude Questionnaire. 

All of the remedial students provided responses on their experience of the 

program in the Post-study Questionnaire. 

The researcher collected, computed, and analyzed the data. 

Stage 1 (Session 1~Session 16) 

1. The remedial students took 

the pretest. 

2. The researcher implemented 

the classroom activities. 

3. The remedial students took 

the post-test. 

Stage 2 (Session 17~Session 26) 

1. The remedial students took 

the pretest. 

2. Each remedial student had a 

reading partner when reading 

e-books 

3. The researcher implemented 

the classroom activities. 

4. The remedial students took 

the post-test. 
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Quantitative Analysis 

In the quantitative analysis, the data collected in this study were computed by 

a statistical program, SPSS for Windows. A non-parametric test, the Wilcoxon Test, 

was applied to compare the test scores in the pretest and the post-test of English Word 

Recognition and Reading Comprehension in each Stage to explore the effects of the 

EERRP on the English proficiency of the participants. In addition, the non-parametric 

test was also conducted to investigate the comparison between the pre-study and the 

post-study results of the Reading Attitude Questionnaire so as to probe into the 

changes of the attitudes of the participants towards English reading. The frequency 

and percentage of the responses to the four-point scale questions in the post-study 

questionnaire provided the researcher with information to explore the responses of the 

participants to the implementation of the EERRP in this study. 

Qualitative Analysis 

With respect to qualitative analysis, descriptive analysis was used to 

investigate the data collected through the five open-ended questions in the post-study 

questionnaire. All of the student responses to the five open-ended questions were 

transcribed and translated into English for analysis. The purpose of the questions was 

to explore participants’ gains in word recognition and reading comprehension, their 

difficulties, and their suggestions for the program. Thus, the participants had a chance 

to reveal their reflections on the EERRP, and it was possible for the researcher to gain 

insights into the participants’ gains and difficulties in the 26-session program. 
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CHAPTER 4 

RESULTS AND DISCUSSION 

This chapter presents the analysis of the quantitative and qualitative data 

gathered in the study. It aims to scrutinize the effects of the E-book Extensive Reading 

as a Remedial Program (EERRP) on the eighth-grade participants. First, the 

information about the amount of reading is derived from the book reports. The second 

section is concerned about the first and the second research questions, the effects on 

the English word recognition and reading comprehension. The third section is related 

to the third research question and discusses the results of the Reading Attitude 

Questionnaire. The last section aims to present the results of the Post-study 

Questionnaire in order to investigate the fourth research question on the participants’ 

gains, difficulties, and suggestions for the EERRP. 

Results of the Book Report 

The book report was designed to monitor the reading progress of the 

participants, to record how much time they spent on reading English e-books, and to 

detect any subtle attitudinal change during the 26-session EERRP. The goal of the 

EERRP was originally set as the completion of the reading of at least one English 

e-book per session for each remedial student. In Stage 1, the first 16 sessions, the 

participants were free to read the books they selected from the list of e-books 

(Appendix A) and it was suggested that they could start reading the easier-level 

e-books, namely those marked with a one-star sign on the list. In addition, the 

participants were encouraged to read English e-books at home if they could. However, 

based on the book reports in Stage 1, the participants often had a problem 

understanding the titles of the English e-books so they browsed the e-books and jotted 

down the information about the e-books they read without being involved in reading. 

In Stage 2, the remaining 10 sessions, the EERRP still followed one of the 
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extensive reading principles proposed by Day and Bamford (1998) that the 

participants were free to self-select the e-books which they wanted to read. The 

difference between Stage 1 and Stage 2 was to include reading partners for each 

remedial student. The participants had more confidence in reading with the assistance 

from the reading partners, and started to actually read instead of browsing, as they did 

in Stage 1; therefore, some English e-books recorded in book reports in Stage 1 were 

selected to be read again. 

Table 4.1 Amount of E-book Reading 

 Stage 1 Stage 2 

Total 

Total Reading Time/ 

Minutes  Sessions 1-16 Sessions 17-26 

Student A 9 (0.56) 14 (1.4) 23 161 

Student B 14 (0.86) 18 (1.8) 32 305 

Student C 12 (0.75) 11 (1.1) 23 223 

Student D 10 (0.63) 11 (1.1) 21 208 

Student E 16 (1) 16 (1.6) 32 465 

Student F 8 (0.5) 14 (1.4) 22 196 

Note: (   ) refers to the average number of e-books read in each session. 

Table 4.1 shows the amount of the reading of e-books done by the participants. 

It seems that all of the participants in Stage 2 (10 sessions in total) achieved the 

original pre-set goal of one e-book per session. It could be explained that reading 

e-books alone meant that the participants required more time and efforts to digest and 

comprehend the words when they came across troublesome ones. Initially, the 

participants were asked to read the e-books on their own. Also, the researcher could 

only try to read with one of them at a time, even though reading with the students 

could help them read better. Further, the researcher found that most of the students 
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were only watching the animation in the e-books without actually reading the e-books 

when they worked alone. These problems implied that the researcher alone could not 

provide sufficient assistance to the participants and they were urgently in need of 

assistance in reading e-books. As in Juan’s study (2007), the inclusion of the better 

peers as reading partners inspired the researcher. Consequently, the quantity of the 

reading done by the participants per session on the average in Stage 2 was more than 

in Stage 1 due to the assistance provided by the reading partners. 

As seen in Table 4.1, the total amount of the reading done by Student B and 

Student E was thirty-two e-books each, whereas the others read about twenty-one to 

twenty-three e-books each in total. The reason for the difference in the amount of 

reading done was because Student B and Student E were willing to spend time on 

reading English e-books at home and more actively handed out book reports to the 

researcher than the others. These two students often told the researcher that it was not 

the first time for them to participate in remedial program, and that the current 

remedial program was the most different, but the most motivating one. Moreover, 

both Student B and Student E once asked the researcher whether there was another 

EERRP for them in the following semester or not. That is, they read the most English 

e-books among the participants and they showed a more positive attitude towards the 

EERRP. 

In addition, it was worth noticing that Student F read many more e-books in 

Stage 2. The reason was that the researcher requested his friend in his class to be his 

reading partner in Stage 2. Prior to Stage 2, Student F seldom sought for help from the 

researcher even though he had problems understanding the titles of the English 

e-books. After the inclusion of the reading partner, Student F declared his preference 

for having a reading partner; he said that when he had a problem, he could get instant 

help from his reading partner. Additionally, his reading partner happened to be a 
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visual learning style learner according to his homeroom teacher’s observation. He was 

also good at teaching others in a cooperative way. Therefore, careful consideration 

should be given when pairing a remedial student with a reading partner so that 

effective learning can take place. 

Reading Tests Constructed by the Researcher 

  For the assessment of the English word recognition and English reading 

comprehension of the participants before and after the EERRP, pretests and post-tests 

were administered to the participants, respectively at the outset and at the end of each 

of the two stages in the EERRP. The Wilcoxon Signed-rank test was applied to 

compare the pretest and post-test scores of the participants for English word 

recognition and English reading comprehension before and after the EERRP. 

The Effects of E-book Extensive Reading on the Students’  

English Word Recognition 

As shown in the results in Table 4.2, there was no significant difference in 

English word recognition of the participants (p = .461 > .05) in Stage 1 before or after 

the EERRP. However, the mean score of the post-test was higher than that of the 

pretest (19.33 > 18.00), showing that the participants had made a little improvement 

in English word recognition after taking part in the 16-session part of the EERRP. 

Table 4.2 Comparison of the Students’ English Word Recognition Before and After 

the EERRP in Stage 1 

Stage 1 

Word Recognition N Mean SD Z p 

Pretest 6 18.00 8.025 

-.736 .461 

Post-test 6 19.33 7.789 

Note: * p < .05 

In Stage 1, before the inclusion of the reading partners, the participants were 
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confined by their limited knowledge of English words and mostly had no idea about 

what they read. At first, they hesitated to choose which e-book to read when reading 

on their own because most of them couldn’t understand the meaning of the titles of 

the e-books on the e-book list. Lee’s (1998) and Juan’s (2008) studies, echoing Robb’s 

(2002) argument, pointed out that for those who come from non-western societies, to 

be able to choose their reading materials freely does not match the typical behavior 

expected of a student in a classroom. 

Then, their lack of confidence in reading was further evidenced by their book 

reports which showed how they jotted down information about the books without 

actually understanding what they read. Last, although the participants were placed in 

pairs in order to encourage them to discuss the unfamiliar words cooperatively, they 

still turned to seek the researcher’s help instead. 

After the 16-session EERRP in Stage 1, the results for the English word 

recognition of the participants in Stage 1 may be explained by considering the 

situation that they were not actually reading and that they needed assistance from 

peers with higher abilities.  

Table 4.3 Comparison of the Students’ English Word Recognition Before and After 

the EERRP in Stage 2 

Stage 2 

Word Recognition N Mean SD Z p 

Pretest 6 25.42 11.115 

-2.226 .026** 

Post-test 6 39.17 12.616 

Note: ** p < .05 

According to the results in Table 4.3, there is a significant increase in the level 

of English word recognition from the pretest (median = 25.42) to the post-test 

(median=39.17), Z= -2.226, and the increase is large (r = -.64). In other words, there 
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is a strong positive relationship between the EERRP and the recognition of English 

words by the participants in this study. In addition, the mean score of the post-test in 

Stage 2 was higher than that of the post-test in Stage 1 (39.17 > 19.33), indicating that 

the participants gained much improvement after individual reading was replaced by 

partner reading. 

In Stage 2, the participants read with the reading partners and it was suggested 

to them that they record the words that were unfamiliar or new to them. The 

participants felt more secure and confident in reading and tried to get the gist of the 

story due to the inclusion of their advanced peers as their reading partners. Also, the 

functions of the buttons in the e-books helped not only participants themselves, but 

also the reading partners to pause at any time if they wanted to check the meaning of a 

word by accessing context clues or picture supports. 

The results of the study were consistent with the previous findings (Cho & 

Krashen, 1994; Horst, 2005; Sun, 2003) that extensive reading can enhance language 

learners’ vocabulary development. Moreover, the findings of the study were in 

accordance with the viewpoints of Higgins and Hess (1998), and Lefever-Davis and 

Pearman (2006) that an e-book can compensate when a learner does not know the 

meaning of a word by providing animations that illustrate its meaning and so facilitate 

the learning of vocabulary. In the present study, the researcher discovered that the 

participants had a better understanding of the meanings of words with the aid of 

animation. Moreover, this assumption might be supported by Stanovich (1980) who 

noted that young learners typically attempt to compensate by using other cognitive 

processes if they lack proficiency in decoding or comprehension skills. The visual 

displays of words and cued animation in the e-books in the EERRP helped the 

participants focus on meaning and understand vocabulary. Therefore, not only did the 

peer assistance from the reading partners help the participants to read the e-books 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

37 
 

efficiently, but the embedded multimedia resources in the e-books in the EERRP also 

promoted the struggling students’ recognition of English words. 

The Effects of E-book Extensive Reading on the Students’  

English Reading Comprehension 

To explore the effects of the EERRP on the level of the English reading 

comprehension of the participants, the two different designs of English reading 

comprehension tests were distributed to them in each stage. The reading materials of 

the English reading comprehension test in Stage 1 were based on the story text from 

the read-aloud materials, while that of the English reading comprehension test in 

Stage 2 was adopted from The Basic Competence Test for Junior High School 

Students (hereafter BCT). The statistical results for the comparison of the English 

reading comprehension of the participants before and the after the EERRP in Stage 1 

are illustrated in Table 4.4. 

Table 4.4 Comparison of the Students’ English Reading Comprehension Before and 

After the EERRP in Stage 1 

Stage 1 

Reading 

Comprehension 

N Mean SD Z p 

Pretest 6 16.67 7.659 

-1.261 .207 

Post-test 6 21.83 9.538 

Note: * p < .05 

As shown in Table 4.4, there is no significant difference (p = .207 > .05) in the 

results for the pretest and the post-test for the level of the reading comprehension of 

the participants in English in Stage 1. However, the mean score of the post-test was 

higher than that of the pretest (21.83 > 16.67).  

Table 4.5 presents the comparison of the results for the pretest and post-test for 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

38 
 

the level of the reading comprehension of the participants in English in Stage 2. As 

shown in the table, there was no significant difference (p = .225 > .05) in the results of 

the two tests, and the mean score of the post-test was not higher than that of the 

pretest (14.33 < 16.50), either. 

Table 4.5 Comparison of the Students’ English Reading Comprehension Before and 

After the EERRP in Stage 2 

Stage 2 

Reading 

Comprehension 

N Mean SD Z p 

Pretest 6 16.50 4.593 

-1.214 .225 

Post-test 6 14.33 4.546 

Note: * p < .05 

When comparing the two results for English reading comprehension between 

Stage 1 and Stage 2, although there was no significant difference in either stage, the 

mean score of the post-test in Stage 1 was higher than that of the pretest (21.83 > 

16.67).  

Such slight improvement could be explained by the special features of e-books 

that are not available in print texts or text books. First of all, the reading 

comprehension test in Stage 1 included two parts: marking the numbers of the 

sequence of the plot and choosing the answers to the reading questions according to 

the stories that they had read in the EERRP. Word pronunciation, narration, sound 

effects, and animation all helped the participants to understand the plot well and made 

decoding text more effortless than just reading a paper-based text (Lacina & Mathews, 

2012). The statistical results for the comparison of the English reading comprehension 

of the participants before and the after the EERRP in Stage 1, which showed that the 

mean score of the post-test was higher than that of the pretest, revealed that the 
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EERRP helped the participants to enhance their abilities in English reading 

comprehension. Nevertheless, the reading materials of the reading comprehension test 

in Stage 2 were from the BCT, which is too difficult for the participants to tackle. 

Second, the slight improvement in the reading comprehension of the 

participants in Stage 1 suggested that the e-books in the EERRP could provide them 

with the opportunity to comprehend the texts. These results of this study are in 

agreement with the claims of Doty, Popplewell, and Byers (2001) and of Mathew 

(1997) that technology can help students to improve their reading comprehension and 

raise their motivation to read through the use of electronic storybooks. In the present 

study, the researcher utilized e-books for extensive reading instead of the textbooks 

which in most cases served as a common source of reading materials in a remedial 

program. Besides, the actions of the animated pictures in the e-books in the EERRP 

aroused the interest of the participants at the same time as they were reading.  

Because the results for Stage 1 and Stage 2 seem inconsistent with the 

previous studies in that extensive reading was reported as having positive gains on 

reading comprehension, the researcher also provided some possible reasons for the 

results. Firstly, the results of the English reading comprehension tests showed that 

comprehending text is a complex process for the participants in the present study. It is 

necessary for readers to have the ability to decode words automatically to build 

fluency. Moreover, a rich knowledge of vocabulary and the ability to use skills to 

solve problems to determine word meanings while reading are needed to be an 

effective reader (Baumann, 2009). The cued animation in the e-books in the EERRP 

played a role as a compensatory tool for the participants but failed to develop text 

comprehension skills among them.  

Second, as Morgan (2013) noted, teachers could alleviate at least some of the 

reading difficulties that struggling readers experienced by means of implementing 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

40 
 

effective reading strategies while using multimodal e-books. Teachers were supposed 

to provide guided instruction with the e-books by “activating students’ background 

knowledge, prompting students to answer comprehension questions, and helping 

students to extend their thinking about the text” (Schugar, Smith, and Schugar, 2013, 

p.623). For the participants, neither reading e-books nor using the multimedia features 

such as animation and sound in the e-books could ensure that they could improve their 

reading comprehension ability. Teachers should try to provide struggling EFL readers 

with reading strategies at the very beginning of the program. 

Reading Attitude Questionnaire 

The Reading Attitude Questionnaire made use of the pretest and the post-test 

to investigate whether there was any significant change in attitude towards reading 

English among the participants after the EERRP. A non-parametric test, the Wilcoxon 

Signed-rank Test, was performed to resolve the difference. In Table 4.6, the results of 

the reading attitude questionnaire in terms of mean scores, standard deviation, z-score, 

and p-value are presented. The results show that the participants found significant 

positive changes in the Comfort, Intellectual, and Practical aspects of their attitudes 

towards reading. 

Table 4.6 Results of the Reading Attitude Questionnaire 

Items 

Pretest Post-test 
z-scores p-values 

Mean SD Mean SD 

Comfort 1.81 1.24 2.17 0.99 -3.428 **.000 

#3. Reading English is 

troublesome. 

2.17 0.98 3.33 1.21 -1.825 .067 

9. I feel relaxed if I read 

English. 

1.67 1.03 2.67 1.21 -2.022 *.043 
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#13. Reading English is dull. 2.00 2.50 1.26 1.05 -1.341 .179 

#16. I feel tired if I read 

English. 

1.67 0.82 2.00 1.10 -0.912 .361 

18. I feel refreshed and 

rested if I read English. 

1.67 0.82 1.67 0.52 0.000 1.000 

21. Reading English is 

enjoyable. 

1.67 0.82 2.50 0.84 -2.022 *.043 

Anxiety 2.79 0.77 2.54 0.98 -1.155 .247 

5. I feel anxious if I don't 

know all the words. 

2.83 0.75 3.00 1.10 -0.534 .592 

10. I sometimes feel anxious 

that I may not understand 

the text even if I read it. 

2.67 0.52 2.17 0.41 -1.603 .108 

17. I feel anxious when I'm 

not sure whether I 

understood the content of the 

book. 

2.50 1.05 2.67 1.21 -1.000 .317 

#20. I don't mind even if I 

cannot understand the 

content of the book entirely. 

3.17 0.75 2.33 1.21 -1.278 .201 

Intellectual Value 2.77 0.90 3.30 0.93 -2.404 *.016 

1. I can become more 

sophisticated if I read 

English. 

2.33 1.21 3.00 0.63 -1.278 .201 

2. I can get various kinds of 3.17 0.75 3.33 1.21 -0.267 .789 
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information if I read 

English. 

8. I can acquire broader 

knowledge if I read English. 

3.00 0.89 3.50 1.22 -1.095 .273 

14. I get to know about new 

ways of thinking if I read 

English. 

2.67 0.82 3.17 0.75 -1.341 .179 

22. I get to know about 

different values if I read 

English. 

2.67 0.82 3.50 0.84 -1.603 .108 

Practical Value 2.63 0.85 3.12 0.85 -2.353 *.018 

4. Reading English is useful 

for my future career. 

3.00 0.63 3.33 0.52 -1.000 .317 

7. Reading English is useful 

to get a good grade in class. 

2.50 1.05 3.33 0.82 -1.603 .108 

12. Reading English is 

useful to get a credit for 

class. 

2.17 0.98 2.50 1.22 -0.912 .361 

19. Reading English is 

useful to get a job. 

2.83 0.75 3.33 0.82 -1.095 .273 

Linguistic Value 2.61 0.97 2.89 0.94 -1.647 .099 

6. I can acquire vocabulary 

if I read English. 

2.67 1.03 3.67 0.52 -2.022 *.043 

11. I can develop my reading 

ability if I read English. 

2.50 1.05 2.83 1.17 -0.534 .592 
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15. I can improve my 

sensitivity to the English 

language if I read English. 

2.67 0.82 2.83 0.75 -0.365 .715 

Total 2.46 0.89 2.87 0.92 -4.208 **.000 

Note: 1. N=6; p-value is significant at 0.05; *p<.05, **p<.01 

     2. # Items 3, 13, 16, and 20 with negative description had been reversely scored. 

According to Table 4.6, the results show that the EERRP was generally well 

received by the participants. The gain in the total mean score after the intervention is 

significant (z = -4.208, p < .001) with the evidence that the total mean score increased 

(from 2.46 on the pretest to 2.87 on the post-test), which indicates a positive change in 

attitudes toward reading in English among the participants because of participation in 

the EERRP.  

Dividing the grand mean into five categories, Comfort, Anxiety, Intellectual 

Value, Practical Value, and Linguistic Value, there were significant differences in 

gains between the pretest and the post-test for three of them. Participation in the 

EERRP increased the participants’ feelings of Comfort and also positively affected the 

Intellectual Value and Practical Value that the participants attached to reading. 

However, there was no significant difference for reducing anxiety toward EFL reading, 

despite the fact that the participants knew that the amount of reading they did would 

not be judged by the teacher-researcher.  

These results suggest that the EERRP had a greater positive influence on 

feelings and emotions than on thinking or cognition in reading. The results also 

supported Yamashita’s (2013) finding about the effect of extensive reading on L2 

reading attitude. Comfort, related to personal feelings about reading English, not 

surprisingly showed a larger effect size than Intellectual Value or Practical Value. As 

for the other affective component, Anxiety, although the mean scores between the 
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pretest and the post-test were not significantly different, the mean scores of Anxiety 

decreased at 0.25. Thus, the EERRP had a stronger effect in enhancing positive 

feelings than of reducing negative feelings. 

Since there are five categories in the questionnaire, the researcher discussed 

the students’ reading attitudes in terms of them. Comfort of this study denoted that 

students experienced a positive feeling of reading English e-books. The six items 

representative of the affective perspective were analyzed. Item 9, “I feel relaxed if I 

read English,” and Item 21, “Reading English is enjoyable,” were statistically 

significant. The results, based upon these positive affective effects, may be concluded 

with Shamir and Korat’s (2006) statement that the animations of e-books added 

pleasure for students and aroused their interests in learning. First of all, e-books in the 

EERRP were relatively interesting and attracting, in comparison with the textbooks, 

so that the students did not feel bored or lose patience. Therefore, the students who 

struggled with reading felt relaxed and read enjoyably while reading English e-books. 

Second, e-books should be read on tablets, and using tablets already implied 

excitement and novelty to almost all of the students. This type of instruction aroused 

their willingness to get involved in the EERRP. After this program ended, the 

participants wished they could have the same remedial program in the following 

semester. The results provided evidence that the EERRP could enhance the students’ 

positive attitudes toward reading English. 

Nevertheless, the findings showed there was no positive effect on Anxiety. 

One likely reason to explain this phenomenon was that the reading materials might be 

not well within the students’ reading comfort zone. More than one or two unknown 

words every page might make the text too difficult for overall understanding 

especially for beginning readers (Day & Bamford, 2002). Items 5 and 17 made 

slightly increases in Anxiety when the students did not know all the words or 
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understand the content of the book. Before the inclusion of the reading partners, the 

participants often sought the researcher’s help for the unknown words. With the 

assistance of the reading partners, the participants felt more secured and read more 

e-books. It was an indication that learners must know at least 98% of the words in a 

text for unassisted understanding as Hu and Nation (2000) suggested. As for the 

reading activity itself, the primary activity was the participants’ reading e-books 

without other additional exercises or practices. The participants liked the way of 

implementing the EERRP free from pressure, limitation, and post-reading activities. 

In one word, based on the results of the affective perspectives, Comfort and Anxiety, 

there was a stronger effect in enhancing positive feelings than of reducing negative 

feelings. 

As mentioned, Intellectual Value and Practical Value increased with 

participation in the EERRP but there was no significant difference for Linguistic 

Value. The former result is due simply to the fact that the participants were motivated 

because of participation in the EERRP. Intellectual Value, concerning the participants’ 

intrinsic motivation (e.g., intellectual satisfaction), received higher mean scores both 

in the pretest and in the post-test than Practical Value, pertinent to extrinsic motivation 

(e.g., higher grades or future career benefits). The mean score of items 1, 8, 14, and 22 

showed great gains over 0.50 in the post-test. Intellectual Value in the present study 

may be seen to be relevant to enjoyment because this joy of intellectual satisfaction 

was created by affording students a free choice of books when they experienced 

extensive reading (Judge, 2011). The researcher provided an e-book list with 

categories and levels. With this list, the participants could easily find the e-book they 

were interested in. As readers, the participants were free to choose what they want to 

read. The EERRP created a non-threatening environment for the participants and 

encouraged them to read as much as possible. The researcher found that novelty of 
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e-books aroused their curiosity in e-books and made them read English e-books. 

However, as time went by, such passion for e-books faded away and the sense of 

achievement was brought whenever they learned some new words, comprehended the 

text, or finished an e-book. This phenomenon was in accordance with Yamashita’s 

(2013) assertion that it was the intellectual satisfaction that students experienced from 

gaining new knowledge and information through reading.  

To reiterate, Practical Value increased the EERRP but each item for that 

showed gains less than Intellectual Value in the post-test. The gain of Item 4, 

“Reading English is useful for my future career,” was only 0.33, and it was 

noteworthy that its mean scores in both the pretest and the post-test were higher than 

all the other items in Intellectual Value. Its way of description, especially “future 

career,” to some extent, encouraged the participants to strongly agree or agree with it 

because they believed learning English did provide them with better employment 

opportunities in the future. Thus, the gain of its mean score would not be as much as 

expected. Moreover, the mean score of Item 7 increased most among all of the items 

in Intellectual Value. The result showed that the way to get good grades was the main 

extrinsic motivation for the participants. Therefore, the findings of this present study 

suggested that participation in the EERRP exerted an effect on the aspects of attitude 

to reading that may foster both intrinsic and extrinsic motivation.  

No significant difference was discovered in Linguistic Value. With regard to 

Item 6, “I can acquire vocabulary if I read English,” a substantial improvement was 

detected, achieving the significant confidence level at .05. This result could be 

explained by assuming that the participants felt that participation in the EERRP had 

had a positive effect in enhancing their acquisition of vocabulary. Nevertheless, when 

looking at the responses to Items 11 and 15, “I can develop reading ability” or 

“improve my sensitivity to the English language,” these two items seem to be directly 
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or strongly connected with personal beliefs about English learning, which may not be 

easily or greatly changed within a short time, so the mean scores of these two items 

did not obviously increase between the pretest and the post-test. 

Post-study Questionnaire on the Students’ Responses to  

E-book Extensive Reading 

In this section, the responses of the students to questions on the effect of 

reading English e-books as extensive reading in the EERRP are investigated. The 

post-study questionnaire consisted of 17 items, including 12 items in a matrix format 

and five items in an open-ended question form. These items aimed at inquiring about 

the students’ responses to (a) reading English e-books, (b) their participation in the 

EERRP, and (c) their gains, difficulties, and suggestions for the EERRP. 

The Students’ Perspective in Reading English E-books 

In terms of the perspective in reading English e-books, the following were 

investigated: the feelings of the participants towards e-books, the multimedia features 

in the English e-books which helped them the most, and whether they intended to read 

more after participation in the EERRP. To this end, the statistical results of the data 

collected from the remedial student responses to Items 1 to 6 in the post-study 

questionnaire are illustrated below in Table 4.7. by frequency and percentage. 

Table 4.7 The Responses of the Student to Reading English E-books After 

Participation in the EERRP 

Items  SA A D SD 

1. I like to learn English by reading English 

e-books. 

f 1 5 0 0 

p 17 83 0 0 

2. Reading English e-books is more interesting 

than reading English print books. 

f 4 1 1 0 

p 66 17 17 0 
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3. I like English e-books because there are sound 

effects and animations in them. 

f 3 3 0 0 

p 50 50 0 0 

4. The sound effects in English e-books can help 

me comprehend the content of the story. 

f 2 2 2 0 

p 33 33 33 0 

5. The animations in English e-books can help 

me comprehend the content of the story. 

f 5 1 0 0 

p 83 17 0 0 

6. After participating in the EERRP, I am willing 

to read more free English e-books on the 

Internet. 

f 1 2 2 1 

p 17 33 33 17 

Note: SA= strongly agreed, A= agreed, D= disagreed, SD= strongly disagreed,  

f= frequency, p= percentage 

As presented in Table 4.7, all of the participants agreed to Item 1 that they 

were fond of reading English e-books. For the remedial student responses to Item 2, 

most of them (66% strongly agreed and 17% agreed) expressed the opinion that 

reading English e-books is more interesting than reading English print books. 

Moreover, half of the responses of the participants to Item 6 show that they will be 

willing to read more free on-line English e-books after the EERRP. To put that 

differently, most of them acknowledged their interest in reading English e-books. 

With regard to sound effects and animations, all of the participants had 

positive attitudes toward English e-books according to Item 3. Moreover, the 

responses of all of the participants to Item 5 indicated that the animations of English 

e-books could help them understand the contents of the e-books, while 66% of them 

(33% strongly agreed and 33% agreed) in their responses to Item 4 agreed that the 

sound effects could assist them in comprehending the contents. The results of this 

study correspond with Mattew’s (1997) and Pearman’s (2008) notion that the students 
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were more motivated to read the e-books than the print texts, and the effects in the 

e-books gave them a better understanding of the action and mood of a story. The 

results also support Lukens’ (1996) finding that pictures and animations were visual 

stimuli which provide students hints to understand the text. That is, the responses of 

the participants to these multimedia features of e-books is consistent with researchers 

(Adam & Wild, 1997; Snow, Griffin, & Burns, 2005) who in previous studies 

suggested that multimedia books and their embedded supports could create a 

nonthreatening environment for struggling or reluctant readers to explore literacy and 

to arouse their interest in reading. 

In a nutshell, the participants had positive attitudes toward reading English 

e-books after the EERRP. Most of them also agreed that the sound effects and the 

animations in the English e-books could help them understand contents of the stories. 

Thus, teachers can make use of the multimedia features in English e-books to provide 

help for students who perform poorly in reading. 

The Perspectives of the Students on E-book Extensive Reading 

For the purpose of exploring the responses of the participants to e-book 

extensive reading, Items 7-12 in the post-study questionnaire were analyzed by 

looking at the frequency and the percentage. The results are presented in Table 4.8. 

Table 4.8 The Responses of the Student to E-book Extensive Reading After 

Participation in the EERRP 

Items  SA A D SD 

7. I think e-book extensive reading can increase 

my ability in understanding English vocabulary. 

f 3 0 3 0 

p 50 0 50 0 

8. I think it is more efficient to learn words 

through e-book extensive reading than only by 

f 2 4 0 0 

p 34 66 0 0 
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memorizing them. 

9. I think e-book extensive reading can increase 

my ability in comprehending English. 

f 0 2 3 1 

p 0 33 50 17 

10. I think it is more interesting to read English 

through e-book extensive reading than with 

English textbooks. 

f 5 1 0 0 

p 83 17 0 0 

11. I think e-book extensive reading can arouse 

my interest in learning English. 

f 1 3 2 0 

p 17 50 33 0 

12. I think e-book extensive reading can make 

me feel more confident in English. 

f 1 2 2 1 

p 17 33 33 17 

Note: SA= strongly agreed, A= agreed, D= disagreed, SD= strongly disagreed,  

f= frequency, p= percentage 

According to the results in Table 4.8, all of the participants claimed that the 

EERRP is more interesting than English textbooks in their responses to Item 10 (83% 

strongly agreed and 17% agreed). Furthermore, in the responses of the participants to 

Item 8, they all agreed that participation in the EERRP helped them learn English 

words efficiently (34% strongly agreed and 66% agreed). Moreover, half of the 

responses to Item 7 (50% strongly agreed) also agreed that participation in the EERRP 

had helped them to increase their ability to understand English vocabulary. 

Meanwhile, 50% of the participants agreed (17% strongly agreed and 33% agreed) 

that participation in the EERRP made them feel more confident in English. This result 

indicated that the EERRP is probably feasible for use in English remedial instruction. 

In addition, over half of the responses of the participants to Item 11 (17% strongly 

agreed and 50% agreed) expressed that they agreed that the EERRP was able to 

stimulate their interest in learning English. Up to this point, these results are in accord 
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with those of the previous studies (Arnold, 2009; Huang, 2013; Lin, 2009) which have 

investigated the relationship between e-books and motivation. The result is also in 

line with Hsu’s (2005) study finding that low-achieving students showed positive 

attitudes toward English vocabulary learning when using e-books. With a view of this, 

engaging in the EERRP could motivate the participants to read English and encourage 

them to learn English words. E-book extensive reading also could help the 

participants understand the content of a story better than using textbooks. 

In response to Item 9, most of the participants (50% disagreed and 17% 

strongly disagreed) did not give a positive response as to whether their English 

comprehension abilities had increased. The results of that, therefore, should be treated 

with caution. There are a number of possible explanations for such a result. One 

explanation is that the decoding skills and the automatic processing of the participants 

were not very well developed before the program. Despite the fact that animated 

pictures could help support the meaning of the text and add to the ease of 

comprehension, most of the participants still thought that the English e-books in the 

EERRP were difficult and challenging. Besides, these electronic texts did not 

efficiently support the internalization of the content of the story by the participants. 

That is, it could be explained by considering the “seductive details effect” (Garner, 

Gillingham, & White, 1989), as readers were given interactive features in e-books that 

were likely to result in them straying from the text itself. Consistent with this 

perspective, Verhallen, Bus, and deJong (2006) pointed out the potential of 

multimedia features to support the making of inferences about characters’ actions, 

feelings, and states of mind by readers, but they also cautioned that such richness of 

features may diminish readers’ attention to the text. On the other hand, the researcher 

also found that the participants easily became inattentive and could not concentrate on 

the text for a long time. Not only did distracters in electronic text, but also the 
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participants’ own distraction have an impact on their comprehension. Therefore, the 

participants did not think that they could increase their English comprehension 

abilities.  

To put it briefly, participation in the EERRP could be motivating and 

beneficial for the participants in terms of gains in English word knowledge. Although 

the features of the multimedia text did not seem to support the attempts of the 

participants to make connections that built comprehension, e-book extensive reading 

still has the potential to be a tool for teachers to use in remedial instruction. 

Benefits to Students, Difficulties, and Suggestions for the EERRP 

This section aims to discuss benefits to the participants, difficulties, and 

suggestions for the EERRP. There were five open-ended questions in Items 13-17 in 

the post-study questionnaire. Specifically, Items 13-16 were designed to seek 

information from the participants about the gains they made and the difficulties they 

encountered in participation in the EERRP; Item 17 was designed to seek their 

suggestions for the improvement of the EERRP. The replies of the participants to the 

post-study questionnaire were collected after the completion of program and are 

discussed in the following section. 

Benefits to Students in the EERRP 

     With respect to the gains in the recognition of English words of the participants 

in the EERRP, all of them affirmed that their English vocabulary size had been 

expanded and that their scores in other English tests were higher after participating in 

the EERRP due to reading English e-books. The participants’ responses to Item 13 on 

word recognition were shown below and translated from Chinese into English as well. 

Not bad! When taking the project of on-line remedial 

instruction-technology-based testing (PRIORI-tbt), I am able to recognize 
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these words. Also, I can quickly recognize the words I learned while I am 

taking the test.【還不錯，可以在補救教學線上測驗的時候，認出那個字，

還有考試的時候也可以很快把學會的字認出來。】(Student A) 

I think that my ability in word recognition last semester was not as good as 

this semester because reading English e-books has helped me to recognize 

English words better.【我覺得在上學期的認字能力，沒有比現在好，因為

我覺得看電子書能讓我更會認得單字。】(Student B) 

After taking part in the EERRP, I begin to get an impression of the meaning of 

some English words, although sometimes I cannot recall what all of the words 

mean.【參加之後，我開始看到一些單字會覺得有印象，可是有的時候會

想得起來是什麼，有時想不起來。】(Student C) 

Not bad! At first, I only got ten or twenty on tests. But participation in the 

EERRP has helped me get thirty or forty.【還不錯！就一開始平時考只有 1、

20分，但後來這個計畫讓我有 3、40分。】(Student D) 

It is helpful to me. English words were just symbols to me. But now I can 

understand the meaning of English words.【有幫助，之前見到英文只是符號，

現在懂意思。】(Student E) 

In line with what was expressed by the participants above, their feedback 

about word recognition lends more proof to confirm the positive effect of extensive 

reading on word acquisition, echoing Day and Bamford’s (1998) suggestion that 

second language learners have the chance to make learning vocabulary easier via 
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experience in extensive reading. Moreover, the result also corresponds to Higgins and 

Cocks’s (1999) finding that learners’ acquisition of vocabulary was supported while 

they were reading e-books containing animations related to repeated words. Just as 

what Student C mentioned, it was helpful for her to acquire knowledge of words after 

participation in the EERRP. Students A, B, and D mentioned that they learned many 

new words and their competence in English word recognition was advanced after 

participating in the EERRP. Meanwhile, Student B also suggested that the EERRP 

might have to be longer for it to take effect. More than improving the performance of 

tests, Student E mentioned that English words were not just symbols any more. The 

interesting stories and animated pictures in the e-books provided Student E with the 

chance to acquire English words. The nonthreatening learning environment and 

comprehensible animations in the English e-books provided the participants with 

pleasurable and meaningful inputs in English. Therefore, the use of English e-books 

as extensive reading materials helped the participants acquire word knowledge and 

promoted their recognition of English words. 

      When the participants were asked to comment on the influence of the EERRP 

on their English comprehension in Item 14, not all of the responses were positive. 

This finding in this study corresponds with the results in Table 4.4 and Table 4.5 

where no significant differences were found in the performance of the participants in 

English reading comprehension before or after participation in the EERRP. Most of 

them replied that their English reading comprehension abilities did not obviously 

improve because it was hard for them to comprehend the whole story. Two 

representative excerpts of the replies are provided below, so are the translations. 
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No effect. Because I cannot read the sentence, I just understand a small 

number of words.【沒影響；因為句子我完全看不懂，只看得懂一點點單字

而已。】(Student C) 

English reading is so difficult for me because it is full of words that I have no 

idea about.【我不會英文閱讀是因為英文很多看不懂又很長。】 

(Student F) 

Their comments reflected van Daal’s (2009) suggestions that multimedia might serve 

as a tool to provide compensatory instruction for older struggling readers and that 

they would need “frequent skill practice and content rich instruction (p.126).” It is 

worth noting that competence in English reading comprehension may not be acquired 

in a short time. Furthermore, decoding words and immediately recognizing written 

words pose real challenges for the participants.  

However, two of the participants agreed that participation in the EERRP had 

helped them to understand the gist of the contexts in the English e-books and to know 

the meaning of the sentence through recognizing the words. Here are two excerpts of 

the participants’ replies to the beneficial effect on their English reading 

comprehension. 

I am able to understand the meanings of the sentences by recognizing the 

words.【可以從認字去了解句子的意思。】 (Student A) 

When I was in seventh grade, I had less understanding of the context. But now 

the animation in the English e-books allows me to clearly understand the 

meaning within a context.【在七年級的時候我比較不知道那文章的內容，
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但因為電子書裡的動畫讓我能清楚的知道，那文章在說什麼！】 

(Student B) 

Student A reported the benefit that she could grasp the meaning of sentences 

due to participation in the EERRP. More specifically, she could integrate the meaning 

of words to sentences and make sense of the context. As Student B pointed out, she 

made good use of the animation to explore the meaning of the English e-books. The 

embedded features in the e-books enhanced the reading comprehension of the learners 

(Oakley & Jay, 2008; Pearman, 2008).  

      As for the participants’ benefits in the EERRP in Item 15, the majority of the 

students reported gains in vocabulary. In addition, they also referred to their progress 

in understanding the meaning of English words and took a positive attitude towards 

the effect of the EERRP on word recognition. Some excerpts are listed below and are 

translated from Chinese into English. 

I get higher grades and understand more English words than before!【成績有

變好一點，單字也知道更多了！】(Student A) 

The considerable benefit is to learn more English words and have a better 

understanding of the texts.【我最大的收穫是：能比以前更認得單字，更加

知道文章在說什麼了。】(Student B) 

I’ve learnt a few more English words and have a less negative attitude toward 

English.【會的單字有多一點點，比較不會不喜歡英文。】(Student D) 
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It’s much easier for me to understand the content of stories with the animation 

and narration in the e-books.【看電子書的動畫這樣比較好懂裡面的故事。】

(Student F) 

Just as Student A and Student B expressed, the use of English e-books as 

learning materials in the remedial program could be beneficial for word recognition. 

Watching the animation in the e-books made learning English an enjoyable experience. 

As Student D revealed, the use of e-books not only helped them learn English words, 

but also improved their attitude toward English. Padak and Potenza-Radis (2010) 

suggested that the use of multimedia e-books creates the opportunity for struggling 

readers to have more pleasant experiences that will likely enhance their motivation. In 

addition, Student F thought that e-books, with animation and narration, were easier 

than printed books for him to understand. The animation provides visual support for 

the stories (Anderson-Inman & Horney, 1999; Lacina & Mathews, 2012), while the 

narration connects the sound used in reading and the written words (Robinson, 2003). 

      In the replies of the participants to Items 13-15, the participants described their 

progress in English word recognition and their opinions of English reading 

comprehension. To sum up, the gains made by the participants due to participation in 

the EERRP can be concluded into the following four aspects: 

1. Understanding of vocabulary with the use of visual displays, 

2. Learning of many new words, 

3. Exploring of the main idea of the stories in the English e-books, and  

4. Taking a positive attitude toward learning English. 

      Despite the fact that the majority of the participants did not provide positive 

responses on the effects of the EERRP on English reading comprehension, generally 

speaking they had gained some benefits by participation in the EERRP. 
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The Students’ Difficulties in the EERRP 

In Item 16 of the post-study questionnaire, the replies of the participants on the 

difficulties they encountered during the implementation of the EERRP were 

investigated. The participants met some challenges in English word recognition and 

reading comprehension when utilizing English e-books as extensive reading materials 

in the EERRP. Most of them indicated that they had trouble comprehending stories 

with too many difficult words even if there was animation. Some referred to the load 

of many unfamiliar words in some e-books. In the following, the replies of the 

participants to the questions on the difficulties they met in the EERRP are listed below 

and discussed. 

Sometimes I think the words are so difficult that I cannot understand the 

animation.【有的時候單字很難看不懂，就不知道動畫在做什麼。】 

(Student A) 

I didn’t understand the words or the stories at the very beginning.【就一開始

的時候，我單字跟故事都不會。】(Student D) 

I cannot understand the meaning of the words.【不懂字的中文意思。】 

(Student E) 

There were so many difficult words that I had to ask others (for help).【英文都

不會，都要問同學讓我了解這個意思。】(Student F) 

      The English e-books were filled with more unfamiliar words and unexpected 

sentence structures compared with the content of the English textbooks in school. 
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Since the participants were struggling EFL readers with a limited amount of English 

vocabulary, it was harder for them to decode many unfamiliar English words and 

integrate the words to comprehend the meaning of sentences in the EERRP. As 

Students A, D, E, and F expressed, they had difficulty in understanding the unfamiliar 

words and then in further comprehending the context of stories in the English e-books. 

Thus, the responses of the participants to their difficulties during the process of 

participation in the EERRP may account for the results of the test on English reading 

comprehension.  

      As discussed, the replies of the participants to the question on the difficulty 

that they encountered in the EERRP were mainly about English vocabulary. This 

result is in accord with the findings in some studies. Hirsch (2003) indicated that one 

must understand over 90% of the words in a text to achieve adequate reading 

comprehension. Those who know less than 90% of the words in a text fail to 

comprehend the context and also fail to learn other unknown words. That is the 

possible reason for the difficulties with vocabulary that the participants encountered 

in the EERRP. In addition, one of the main problems that Chiang’s (2004) students 

came across in an extensive reading program was their limited vocabulary. 

Obviously, limitations in the knowledge of vocabulary were an obstacle to reading 

comprehension for the participants in this study. 

      Aside from the problems about lack of knowledge of English vocabulary and 

reading comprehension, Students B and C both reported their troubles about asking 

questions when encountering unfamiliar words in the EERRP. See the excerpts of the 

replies of Student B and C below. 
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I’m afraid of asking the teacher questions because I’m worried about bringing 

shame on myself. 【我的困難是我不太敢問老師，因為我怕會出糗。】

(Student B) 

I don’t understand what was narrated in the story and I’m afraid that my 

classmates may think I’m stupid if I ask questions.【故事在講什麼看不懂，我

怕我問一些問題，別人會覺得我很笨，什麼都不知道。】(Student C) 

Johnston and Winograd (1985) suggested that a passive response to the interactive 

process of reading was one characteristic that was commonly found among struggling 

readers regarding past failures in reading. One of the possible solutions is to minimize 

competitive feelings by creating an atmosphere that focuses on each individual, as this 

study aims to do. Another possible solution is replacing a series of readings with 

partner reading for the cooperative work which took place in Stage 2 of this study. 

Therefore, the difficulties of the participants were about the load of the English 

vocabulary and their lack of confidence in reading English. 

The Students’ Suggestions for the EERRP 

      The purpose of the last item in the post-study questionnaire was to ask for the 

suggestions of the participants to improve the EERRP. In their suggestions in the 

questionnaire, some affirmed the usefulness of the assistance from the reading 

partners; some suggested that they needed more detailed instructions from the 

researcher; and some mentioned problems with the speed of the network. Their replies 

to Item 17 are listed and translated from Chinese into English as below. 

The teacher could give us more explicit instructions during class about how to 

read e-books.【老師可以在課堂上講詳細一點怎麼看電子書。】(Student B) 
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I want someone who knows me well to be my reading partner. If that is the 

case, I will dare to ask questions. In addition, the teacher can distribute a list 

of the vocabulary to us beforehand.【我想要閱讀夥伴跟我比較認識的人，

這樣我比較敢問。另外，我覺得老師也可以事先給我們單字表。】 

(Student C) 

I think there should be a reading partner because I can ask him and learn 

better. 【我覺得要有閱讀夥伴一起看，這樣不會可以馬上也可以學習更快。】 

(Student D) 

The speed of the network should be faster.【網路速度可以順一點。】 

 (Student E) 

I think the network in school should be improved.【我覺得學校的網路可以再

更好。】(Student F) 

      In the responses to the last item of the post-study questionnaire, the majority 

of the participants favored the inclusion of reading partners in this study. Just as in the 

grouping strategy of the present study, Underwood’s (2002) study showed that the 

same-gender pairs were significantly more likely to use positive social-emotional 

interactions than mixed-gender pairs while using one interactive e-book. Student C 

proposed choosing her reading partner on her own. In addition, Students E and F 

suggested that the quality of the wireless network at the school should be improved. It 

is undeniable that e-reading has a place in the 21st-century classroom. Their 

suggestion for the improvement of the wireless network has been noted by the school.  
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For the sake of success in extensive reading in the EERRP, it is noteworthy 

that the individual silent reading was not feasible for the participants. Both Student B 

and Student C suggested that there should be precise instructions from the teacher in 

the EERRP. That is, the teacher could provide guided instruction in reading e-books 

and so the students would be able to overcome the obstacles they may face when 

confronted with the interactive features in e-books (Schugar, Smith, & Schugar, 2013). 

With flexibility in choosing a reading partner, improvement in the wireless network, 

and more guided instruction in reading e-books, the participants would have more 

motivation and could be engaged in reading English e-books. 
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CHAPTER 5 

CONCLUSION 

      This final chapter contains four sections. The major findings of this present 

study are summarized first. Then, three pedagogical implications for junior high 

school English teachers, administrators, and educators are proposed. Next, the 

limitations of the study are discussed. Finally, some suggestions are provided for 

researchers to conduct related studies in the future. 

Summary of Findings 

      The present study was carried out to investigate the effects of e-book extensive 

reading instruction on the eighth-grade struggling students’ recognition of English 

words, their performance in reading comprehension, as well as their attitudes towards 

English reading. On the basis of the results and discussion in the previous chapter, the 

main findings pertinent to the four research questions in the present study are 

summarized as follows. 

      First, there is a significant difference between the results for the pretest and the 

post-test of English word recognition in Stage 2 with peer-assistance. The statistical 

result reveals that participation in the EERRP could substantially improve the 

performance of the participants in word recognition, especially when there was a 

partner reading as the participants felt more secure about English reading. The 

participants could have a better understanding of the meanings of the words with the 

help of the multimedia features in the e-books. That is, the use of e-books as extensive 

reading materials was effective in assisting the participants to recognize words.  

      Second, although no significant difference in the results for English reading 

comprehension was found, no matter whether it was in Stage 1 or in Stage 2, there 

was a slight improvement in the results for the pretest and the post-test in Stage 1. 

Because the reading comprehension test in Stage 1 was derived from the story plots in 
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the e-books, the increase in the mean scores between the two tests of Stage 1 reveals 

that the multimedia features of e-books helped the participants to boost their English 

reading comprehension through participation in the EERRP. However, since the 

reading comprehension test in Stage 2 that was designed to investigate the reading 

comprehension process was derived from unfamiliar and challenging reading 

materials for the participants, there was no improvement in reading comprehension in 

Stage 2. Such result suggests that it is necessary to develop text comprehension skills 

among participants without the scaffolding from e-books. Teachers should provide 

students with the guided instruction in building the ability of reading comprehension. 

Third, the use of e-books as extensive reading materials was essential to the 

changes in the attitudes of the participants towards English reading. A non-parametric 

test was implemented to analyze the pre- and the post-questionnaire, and the results 

showed that there were significant differences overall in the attitudes of the 

participants towards English reading. Obviously, participation in the EERRP had a 

positive influence as it improved the attitudes of the participants towards English 

reading. The main reasons for the changes in the attitudes of the participants could be 

explained by the help of the multimedia features in the e-books and the privilege of 

choosing any e-book on the list to read. The content of The Reading Attitude 

Questionnaire, including 22 items, was classified into five categories: Comfort, 

Anxiety, Intellectual value, Practical value, and Linguistic value. The results for three 

of these categories, Comfort, Intellectual value, and Practical value achieved the level 

of significance (p<.05), but the others did not. The results revealed that the EERRP 

created a non-threatening environment for the participants to enjoy reading English. 

Moreover, the motivation of the participants to read English was aroused after 

participation in the EERRP.  

      Finally, the participants showed positive responses to reading English e-books 
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as extensive reading and had positive attitudes toward the EERRP. They agreed that 

reading English e-books helped them learn English vocabulary efficiently and was 

more interesting to them than reading English print books. Moreover, they confirmed 

that the sound effects and the animation in the English e-books benefited their 

understanding of the content of the stories. As for their difficulties in the EERRP, 

most of the participants had problems due to their limitations in the knowledge of 

vocabulary and their lack of confidence in reading English. Moreover, some of them 

suggested that they felt like choosing their reading partners on their own, while some 

suggested improving the quality of the wireless network so that they would be able to 

read English e-books without interruption. 

Pedagogical Implications 

      The main findings of the present study provide teachers of English in junior 

high schools in Taiwan with pedagogical implications for English reading instruction 

as well as for educators interested in implementing the E-book Extensive Reading 

Program as a Remedial Program (EERRP) in the future. First of all, it is feasible to 

incorporate free online e-books in class. Second, e-book extensive reading effectively 

enhances the motivation of struggling EFL readers to read English. Third, the reading 

partnerships should be developed among struggling students themselves and their 

peers. Last, it is urgent that remedial programs be carried out in order to narrow the 

gap between good and poor learners. 

Incorporating Free Online E-books in Class 

      According to the findings of this study, the e-books were effective in 

enhancing the struggling students’ word recognition. English teachers can use the 

e-books from the free online resource, Bookflix, in English remedial classes as 

extensive reading materials. Online electronic books which are multimedia-supported 

include different features, genre, and levels. With assistive technology of the online 
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e-books reading, students are able to choose e-books freely and pursue reading at their 

own pace. In the 21
st 

century, online e-books indeed help young readers in life-long 

learning. As e-books have educational advantages, they can have a positive impact on 

the junior high school English reading curriculum. 

Enhancing Struggling EFL Readers’ Motivation to Read English 

      The results of the present study demonstrate that e-book as extensive reading 

has significantly positive influence on the attitudinal change of the participants. That 

is to say, e-book readings are valuable resources to arouse the interest of struggling 

EFL readers and enhance their motivation. Students with a low proficiency are afraid 

of learning English and are inclined to be distracted easily. E-books can not only help 

struggling students with reading English but also motivate them to learn English. The 

animations and sound effects of e-books can attract students’ attention and enable 

them to enjoy reading the stories. Therefore, in order to ameliorate the effect of 

underachievers’ distraction in class, e-books with multimedia features should be used 

as they can enhance the desire of struggling EFL readers for learning and induce them 

to read English for fun. The crucial point is to make them feel that reading is 

enjoyable when learning English. In view of this, teachers should make good use of 

e-books for students who struggle with reading to learn English with ease and joy. 

Developing Reading Partnerships 

      The major difficulty for the participants when reading English e-books during 

the process of the program was their inadequate knowledge of English words and 

sentence structures. To be specific, the success of the EERRP in promoting the 

linguistic growth of the participants lay in the employment of reading partners. 

Several characteristics of the reading partners should be taken into consideration: (1) 

English proficiency: reading fluency and wide vocabulary size (2) personality: patient, 

cooperative, and responsible. Teachers should also provide some training sessions for 
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the reading partners before they start their task as a partner. Furthermore, careful 

consideration should be given to pairing a remedial student with a reading partner, 

and the teachers should keep a close eye on how the students interact with their 

reading partners so that an effective performance can be ensured. 

Carrying Out Remedial Programs As Soon As Possible 

      The remedial instruction is indispensable and the necessity of its use in junior 

high schools needs to be emphasized. It is known that the gap in English proficiency 

among students is widening increasingly nowadays. According to the outcome of the 

Comprehensive Assessment Program for Junior High School Students in 2016, nearly 

one third of ninth graders received a “C” for English ability and this means that their 

competence in English did not meet the basic requirement. Therefore, junior high 

school English teachers should implement remedial programs as soon as possible. 

Teachers need to help underachievers to enhance their English learning and stimulate 

their interest. The results of this study show that the methods used in the EERRP seem 

promising. In view of this, junior high school English teachers should develop related 

remedial programs so as to assist students with a low proficiency in English to learn 

the language efficiently. 

Limitations of the Present Study 

      In retrospect, there are three major limitations to the study which can be 

improved or avoided in future research. First of all, the sample size of the present 

study was small with a number of only six. There were 6 remedial-instruction classes 

from 7th to 9th grade in this school, but the teacher of this study only taught one class. 

The students who struggled with English reading in the other five classes could not 

participate in the remedial instruction of this study. Thus, it decreased the sample size. 

The results could not adequately represent the rest of similar underachievers at junior 

high schools in Taiwan. 
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The second weakness of this study was related to the discontinuous time span 

of this program. The EERRP lasted 6 months with 26 forty-five-minute sessions and 

was interrupted by the winter break. Arranging the continuous time span of the 

program is likely to validate the efficacy. Moreover, a 26-session intervention was 

probably not intensive enough to provide large quantities of input when it was 

compared with the previous studies. In Elley’s (1991) study, participants were 

exposed to extensive reading every school day for two years. In Lituanas et al’s (2001) 

extensive reading program, it proceeded for a period of six months, with daily 

exposure.  

In the end, due to the unavailability of alternative standardized tests, the 

present study had no choice but to adopt The Basic Competence Test for Junior High 

School Students (BCT) as the instrument for English reading comprehension. Given 

that Comprehensive Assessment Program for Junior High School Students (CAP) was 

more difficult, the BCT was considered to be more appropriate for the participants in 

this study in terms of the difficulty level. However, from the statistical result of the 

reading comprehension in Stage 2, the BCT was still too difficult for the participants. 

If there was a test with the difficulty level below both tests, the results could be 

expected to better investigate their performance on English reading comprehension. 

Aside from the development of linguistic competence, positive attitudes and 

perceptions were displayed from students’ responses on the post-study questionnaire. 

The boosted motivation and positive perception can be viewed as a greater benefit in 

this study. It is therefore recommended for researchers to adopt other types of 

qualitative instruments, such as classroom observations, learning or teaching logs, or 

focus group interviews, for the in-depth exploration of attitudinal changes. 

Suggestions 

      First of all, some suggestions based on the results and the pedagogical 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

69 
 

implications of the experience of the implementation of the EERRP are provided for 

the English teachers and school administration who are involved in underachievers’ 

learning. Some suggestions for future studies are also provided. 

Suggestions to English Teachers 

Generally speaking, most of the remedial programs in junior high schools are 

implemented after the regular school hours so all of the students come from different 

classes. The homeroom teachers of the underachievers are likely to have a better 

understanding of the learning styles of these students as they are familiar with them. 

The English teacher of the EERRP can seek advice from the teachers about the 

background of the struggling students before the commencement of the program so 

that the appropriate reading partners can be chosen and matched. 

In order to alleviate the burdens of beginning readers in reading English 

e-books, it is recommended that English teachers can make good use of the list of top 

10 favorite English e-books (see Table 5.1 as below) from the participants’ book 

reports in this study. These English e-books, with a focus on rhythm, a lot of 

repetition in sentence patterns, and simplified texts, are suggested to be repeated 

reading materials in the very beginning stage of the program. The teacher can direct 

the students’ attention to the phonics focus or high frequency words that will be 

constantly encountered in the English e-book. The meaning of the text should also be 

explored. It is highly recommended to ask the students to retell the story. It will help 

them focus on the information provided by the text. 
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Table 5.1 The List of Students’ Top 10 Favorite English E-books 

 Title Theme of the Bookflix 

1 Bark, George Animals & Nature 

2 Duck on a Bike Adventure 

3 Good Night, Gorilla Animals & Nature 

4 Bear Snores On Animals & Nature / Music & Rhyme 

5 Happy Birthday, Moon Animals & Nature 

6 Click, Clack, Moo: Cows That Type Animals & Nature / Imagination 

7 Is Your Mama a Llama? Animals & Nature / Music & Rhyme 

8 Max's Chocolate Chicken Celebrations / Animals & Nature 

9 Bugs! Bugs! Bugs! Animals & Nature 

10 And Then It's Spring Animals & Nature 

Suggestions to the School Administration 

The school administration should provide sufficient technological support to 

make the learning environment suitable for reading e-books when conducting English 

e-book reading as a school-wide remedial program. The quality of the wi-fi network 

environment plays an important role in establishing an e-reading classroom while 

reading English e-books with portable devices. Budgets should also be made available 

to raise the quantity of tablet computers available for students to have access to class 

sets of tablet devices. 

Suggestions for Future Studies 

Based on the preliminary findings and the discussions above, four directions 

for future research are offered as follows. First, future studies can extend the length of 

the present study to a year-long investigation or to include two to three sessions in a 

week. If possible, the program could be conducted during the summer break so that 

the sessions of the program could be closer together in time and each single session 
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could be longer, so that the arrangement of the research time could be easier. 

Second, due to the time limitation, the retention of what was learned in the 

EERRP was not checked. Waring (2001) indicated that retention data from the reading 

are important because they give us an idea of the quality of learning that occurs from 

exposure to reading texts. Future researchers can thus take the retention of gains from 

exposure of underachievers into consideration.  

Third, further studies can expand the measuring tools to investigate the 

listening comprehension of students who struggle with reading. In addition to the 

written text, the narration of English e-books provides students with authentic 

listening inputs from native English speakers. If the researcher examined the listening 

proficiency of the struggling students before and after reading English e-books, he or 

she could thus have more understanding of the effects of English e-books on 

struggling students’ listening comprehension.  

      Last but not least, the study only focuses on investigating the effectiveness of 

the EERRP on the linguistic growth of the struggling students without comparing it 

with other practices. It is suggested that future studies can then compare e-book 

extensive reading with direct instruction of word knowledge and sentence structure or 

the use of a cooperative approach to see if there is any difference in the gains of the 

struggling students. 

Conclusion 

      It is hoped that this study can shed light on the issue of implementing the 

extensive reading with e-books into the remedial program for underachievers in junior 

high schools. As a type of design for remedial instruction, extensive reading in the 

EERRP represents an alternative form of reading instruction for those with limited 

English proficiency. Besides, since the struggling students need support during 

reading, extensive reading in the EERRP included partner reading.  
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The attitudinal changes of the participants contributed to the success of the 

EERRP. During the research process, the researcher found the changes in the 

participants from being reluctant to read English to looking forward to attending the 

program. What’s more, the atmosphere in the research site changed from dull to 

cheerful. Finally, they could really appreciate the fun of reading English e-books. 

Even some of them had the experience of reading English e-books at home voluntarily. 

They also strongly expressed their hope that this EERRP could be continued in the 

following semester after the experiment.  

Underachievers are mostly alienated and look isolated in the English 

classroom. Gradually, they feel more and more disappointed and frustrated. Speaking 

as a teacher, it is essential and urgent to implement remedial instruction in English 

teaching. 
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Appendix A 

電子書單列表(List of E-books) 

編號 

NO. 

動畫故事繪本 

Fictional Video 

Storybook 

(Watch the Story!) 

編號 

NO. 

電子書 

Nonfiction 

E-book 

(Read the Book!) 

分類 

Category 

難度 

Level 

1-1 And Then It’s Spring 1-2 
How Do You 

Know It’s Spring? 

Animals and 

Nature 
 

2-1 Bark, George 2-2 Pets at the Vet 

Animals and 

Nature/ 

Family and 

Community 

 

3-1 
Bear Has a Story to 

Tell 
3-2 

How Do You 

Know It’s 

Winter? 

Animals and 

Nature 
 

4-1 Bear Snores On 4-2 
A Bear Cub 

Grows Up 

Animals and 

Nature/ 

Music and 

Rhyme 

 

5-1 Chicka Chicka 123 5-2 
Everyone Uses 

Math 

ABCs and 

123s 
 

6-1 
Chicka Chicka 

Boom Boom 
6-2 

Let’s Have Fun 

With Alphabet 

Riddles 

ABCs and 

123s 
 

7-1 
Curious George 

Rides a Bike 
7-2 

Monkeys and 

Other Mammals 

Adventure / 

Animals and 

Nature 

 

8-1 
Danny and the 

Dinosaur 
8-2 Dinosaur Tracks 

Animals and 

Nature/  

Family and 

Community/  

Imagination 

 

9-1 Dot the Fire Dog 9-2 
A Very Busy 

Firehouse 

Animals and 

Nature/  

Family and 

Community 
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10-1 Duck on a Bike 10-2 Bicycle Safety Adventure  

11-1 
Emily’s First 100 

Days of School 
11-2 

100th Day of 

School 

ABCs and 

123s/  

Celebrations

/  

Family and 

Community 

 

12-1 Good Night, Gorilla 12-2 
Who Works at the 

Zoo? 

Animals and 

Nature/ 

Family and 

Community 

 

13-1 Hansel and Gretel 13-2 
We Need 

Directions! 

Earth and 

Sky/ 

Imagination 

 

14-1 
Happy Birthday, 

Moon 
14-2 The Moon 

Animals and 

Nature/ 

Earth and 

Sky 

 

15-1 
How Do Dinosaurs 

Get Well Soon? 
15-2 Is It a Dinosaur? 

Animals and 

Nature/ 

Family and 

Community/ 

Imagination/ 

Music and 

Rhyme 

 

16-1 
How Do Dinosaurs 

Say Good Night? 
16-2 

A Good Night’s 

Sleep 

Animals and 

Nature/ 

Family and 

Community/ 

Imagination/ 

Music and 

Rhyme 

 

17-1 I Stink! 17-2 Garbage Trucks 

Family and 

Community/ 

Imagination 

 

18-1 Inch By Inch 18-2 How Long Is It? 

ABCs and 

123s/ 

Animals and 
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Nature 

19-1 
Is Your Mama a 

Llama? 
19-2 Animal Babies 

Animals and 

Nature/ 

Music and 

Rhyme 

 

20-1 
Joseph Had a Little 

Overcoat 
20-2 Recycle That! 

Earth and 

Sky/ 

Imagination 

 

21-1 Knuffle Bunny 21-2 
Math in the 

Neighborhood 

ABCs and 

123s/ 

Family and 

Community 

 

22-1 
Max’s Chocolate 

Chicken 
22-2 Easter 

Celebrations

/ 

Family and 

Community 

 

23-1 
Morris’s 

Disappearing Bag 
23-2 Rabbits 

Celebrations

/ 

Family and 

Community 

 

24-1 Planting a Rainbow 24-2 
It Could Still Be a 

Flower 

Animals and 

Nature/ 

Earth and 

Sky/ 

Family and 

Community 

 

25-1 Rosie’s Walk 25-2 
A Chick Grows 

Up 

Animals and 

Nature/ 

Music and 

Rhyme 

 

26-1 T Is For Terrible 26-2 Dinosaur Teeth 

Animals and 

Nature/ 

Imagination 

 

27-1 That New Animal 27-2 
Let’s Explore the 

Five Senses 

Animals and 

Nature/ 

Family and 

Community 

 

28-1 The Snowy Day 28-2 Snowy Weather Adventure/  
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Days Animals and 

Nature/ 

Earth and 

Sky 

29-1 

There Was an Old 

Lady Who 

Swallowed a Fly 

29-2 
You Are What 

You Eat 

Imagination/ 

Music and 

Rhyme 

 

30-1 Waiting for Wings 30-2 Butterflies 

Animals and 

Nature/ 

Music and 

Rhyme 

 

31-1 
Where the Wild 

Things Are 
31-2 

Where Land 

Meets Sea 

Earth and 

Sky/ 

Imagination 

 

32-1 Wild About Books 32-2 
Welcome to the 

Library 

Family and 

Community/ 

Music and 

Rhyme 

 

33-1 
A Sick Day for 

Amos McGee 
33-2 

Animals in the 

Zoo 

Animals and 

Nature/ 

Family and 

Community 

 

34-1 All the World 34-2 
Energy is 

Everywhere 

Family and 

Community/ 

Music and 

Rhyme 

 

35-1 Antarctic Antics 35-2 Antarctica 

Animals and 

Nature/ 

Music and 

Rhyme/ 

People and 

Places 

 

36-1 Bugs! Bugs! Bugs! 36-2 
A Ladybug Larva 

Grows Up 

Animals and 

Nature 
 

37-1 Chato’s Kitchen 37-2 
Math in the 

Kitchen 

ABCs and 

123s/ 

Family and 

Community 
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38-1 
Children Make 

Terrible Pets 
38-2 

Pets at the White 

House 

Family and 

Community/ 

People and 

Places 

 

39-1 Chrysanthemum 39-2 
We Help Out at 

School 

Family and 

Community 
 

40-1 
Click, Clack, Moo: 

Cows That Type 
40-2 

Let’s Visit a 

Dairy Farm 

Animals and 

Nature/ 

Imagination 

 

41-1 Crazy Hair Day 41-2 Let’s Be Friends 
Family and 

Community 
 

42-1 Diary of a Fly 42-2 
Flies Are 

Fascinating 

Animals and 

Nature 
 

43-1 Dinosaur Bones 43-2 Dinosaur Dig! 

Animals and 

Nature/ 

Music and 

Rhyme 

 

44-1 Do Unto Otters 44-2 We Are Citizens 

Family and 

Community/ 

Music and 

Rhyme 

 

45-1 Duck for President 45-2 Election Day 

Celebrations

/ 

Family and 

Community/ 

Imagination 

 

46-1 

Edwina The 

Dinosaur Who 

Didn’t She Was 

Extinct 

46-2 
Tyrannosaurus 

Rex 

Animals and 

Nature/ 

Family and 

Community 

 

47-1 
Giggle, Giggle, 

Quack 
47-2 Living on Farms 

Animals and 

Nature/ 

Family and 

Community/ 

Imagination 

 

48-1 
Giraffes Can’t 

Dance 
48-2 Kids Can Dance! 

Music and 

Rhyme 
 

49-1 Goldilocks and the 49-2 A Garden Full of ABCs and  
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Three Bears Sizes 123s/ 

Family and 

Community/ 

Imagination 

50-1 
Harold and the 

Purple Crayon 
50-2 

Where Can Art 

Take You? 
Imagination  

51-1 Hi! Fly Guy 51-2 

It’s A Good 

Thing There Are 

Insects 

Animals and 

Nature/ 

Family and 

Community 

 

52-1 
How Do Dinosaurs 

Eat Their Food? 
52-2 

This is the Way 

We Eat Our Food 

Family and 

Community/ 

Imagination/ 

Music and 

Rhyme 

 

53-1 I’m Dirty 53-2 Backhoes 

Family and 

Community/ 

Imagination 

 

54-1 I’m Fast 54-2 Trains 
Family and 

Community 
 

55-1 
In the Month of 

Kislev 
55-2 Chanukah 

Celebrations

/ 

Family and 

Community 

 

56-1 
In the Small, Small 

Pond 
56-2 Life in a Pond 

Animals and 

Nature/ 

Music and 

Rhyme 

 

57-1 Joey Runs Away 57-2 
A Kangaroo Joey 

Grows Up 

Animals and 

Nature/ 

Family and 

Community 

 

58-1 
John, Paul, George 

& Ben 
58-2 

Benjamin 

Franklin 

People and 

Places 
 

59-1 
Just a Few Words, 

Mr. Lincoln 
59-2 Abraham Lincoln 

People and 

Places 
 

60-1 
Leo the Late 

Bloomer 
60-2 

We Are Alike, 

We Are Different 

Family and 

Community 
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61-1 Madam President 61-2 
What Does the 

President Do? 

Family and 

Community/ 

Imagination 

 

62-1 
Miss Nelson Has a 

Field Day 
62-2 

This is the Way 

We Play 

Family and 

Community 
 

63-1 Miss Rumphius 63-2 
From Seed to 

Dandelion 

Earth and 

Sky/ 

People and 

Places 

 

64-1 
One Zillion 

Valentine’s 
64-2 Valentine’s Day 

Celebrations

/ 

Family and 

Community 

 

65-1 
Open Wide—Tooth 

School Inside 
65-2 

Take Care of 

Your Teeth 

Family and 

Community 
 

66-1 
Otto Runs for 

President 
66-2 Let’s Vote on It! 

Family and 

Community 
 

67-1 Owen 67-2 Mice 

Animals and 

Nature/ 

Family and 

Community 

 

68-1 
Roberto the Insect 

Architect 
68-2 Termites 

Adventure/ 

Animals and 

Nature/ 

Imagination 

 

69-1 Rosa 69-2 Rosa Parks 
People and 

Places 
 

70-1 Scaredy Squirrel 70-2 Squirrels Adventure  

71-1 Show Way 71-2 Harriet Tubman 

Family and 

Community/ 

People and 

Places 

 

72-1 Space Case 72-2 Earth 

Adventure/ 

Celebrations

/ 

Earth and 

Sky/ 

Imagination 
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73-1 Stars! Stars! Stars! 73-2 
Looking Through 

a Telescope 

Earth and 

Sky/ 

Music and 

Rhyme 

 

74-1 
The Ant and the 

Grasshopper 
74-2 

Inside an Ant 

Colony 

Animals and 

Nature/ 

Imagination/ 

Music and 

Rhyme 

 

75-1 
The Caterpillar and 

the Polliwog 
75-2 

A Tadpole Grows 

Up 

Animals and 

Nature 
 

76-1 The Curious Garden 76-2 
Our Earth: 

Helping Out 

Earth and 

Sky/ 

Family and 

Community 

 

77-1 The Dot 77-2 
All the Colors of 

the Rainbow 

Earth and 

Sky/ 

Family and 

Community 

 

78-1 
The Great White 

Man-Eating Shark 
78-2 

A Shark Pup 

Grows Up 

Animals and 

Nature/ 

Imagination 

 

79-1 

The Gym Teacher 

from the Black 

Lagoon 

79-2 Keeping Fit 

Family and 

Community/ 

Imagination 

 

80-1 
The Librarian from 

the Black Lagoon 
80-2 

A Day with 

Librarians 

Family and 

Community 
 

81-1 
The Night Before 

Christmas 
81-2 Christmas 

Celebrations

/ 

Music and 

Rhyme 

 

82-1 The Red Hen 82-2 
This Is the Way 

We Help at Home 

ABCs and 

123s/ 

Family and 

Community 

 

83-1 
The Teacher from 

the Black Lagoon 
83-2 

This is the Way 

We Go to School 

Family and 

Community/ 

Imagination 
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84-1 The Three Little Pigs 84-2 Pigs 

Animals and 

Nature/ 

Imagination 

 

85-1 Trashy Town 85-2 

Our Earth: 

Making Less 

Trash 

Family and 

Community 
 

86-1 
Officer Buckle and 

Gloria 
86-2 

Police Officers on 

the Go! 

Family and 

Community 
 

87-1 A Story, A Story 87-2 Africa 

Imagination/ 

People and 

Places 



 

88-1 Amazing Grace 88-2 

Jackie Robinson: 

A Life of 

Determination 

Family and 

Community/ 

People and 

Places 



 

89-1 
Chato and the Party 

Animals 
89-2 

My 

Neighborhood 

Family and 

Community 



 

90-1 Chicken Little 90-2 What Is Gravity? 

Earth and 

Sky/ 

Imagination 



 

91-1 Come On, Rain! 91-2 
Rainy Weather 

Days 

Animals and 

Nature/ 

Earth and 

Sky/ 

Family and 

Community 



 

92-1 Dem Bones 92-2 
You Have 

Healthy Bones! 

Music and 

Rhyme 



 

93-1 Diary of a Spider 93-2 
A Spiderling 

Grows Up 

Animals and 

Nature/ 

Family and 

Community 



 

94-1 Diary of a Worm 94-2 
It Could Still Be a 

Worm 

Animals and 

Nature/ 

Family and 

Community 



 

95-1 
Giving Thanks: A 

Native American 
95-2 Thanksgiving Celebrations 
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Good Morning 

Message 

96-1 Harry the Dirty Dog 96-2 Keeping Clean 

Animals and 

Nature/ 

Family and 

Community 



 

97-1 
If You Made a 

Million 
97-2 All About Money 

ABCs and 

123s 



 

98-1 Johnny Appleseed 98-2 Johnny Appleseed 

Music and 

Rhyme/ 

People and 

Places 



 

99-1 Lon Po Po 99-2 Wolves 

Animals and 

Nature/ 

Imagination 



 

100-1 Martin’s Big Words 
100-

2 

Martin Luther 

King, Jr. 

People and 

Places 



 

101-1 Owl Moon 
101-

2 

Owls and Other 

Animals With 

Amazing Eyes 

Animals and 

Nature 



 

102-1 Possum Magic 
102-

2 
Australia 

Animals and 

Nature/ 

People and 

Places 



 

103-1 Red Riding Hood 
103-

2 
Forests 

Earth and 

Sky/ 

Imagination 



 

104-1 
Sam and the Lucky 

Money 

104-

2 

Chinese New 

Year 

Celebrations

/ 

Family and 

Community 



 

105-1 
Seven Candles for 

Kwanzaa 

105-

2 
Kwanzaa Celebrations 



 

106-1 Shrinking Violet 
106-

2 

Pluto: Dwarf 

Planet 

Adventure/ 

Earth and 

Sky/ 

Family and 

Community 
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Note.  = easy,  = medium,  = difficult  

107-1 Snowflake Bentley 
107-

2 
Snow 

Earth and 

Sky/ 

People and 

Places 



 

108-1 
So You Want to Be 

President? 

108-

2 

George 

Washington 

People and 

Places 



 

109-1 Strega Nona 
109-

2 
Grains 

Imagination/ 

People and 

Places 



 

110-1 Swamp Angel 
110-

2 

A Home in the 

Swamp 

Animals and 

Nature/ 

Imagination 



 

111-1 
Sylvester and the 

Magic Pebble 

111-

2 
Rock Collecting 

Family and 

Community/ 

Imagination 



 

112-1 
The Day Jimmy’s 

Boa Ate the Wash 

112-

2 

Snakes and Other 

Reptiles 

Animals and 

Nature/ 

Imagination 



 

113-1 

The Man Who 

Walked Between the 

Towers 

113-

2 
New York City 

Adventure/ 

People and 

Places 



 

114-1 
The Scrambled 

States of America 

114-

2 
Types of Maps 

Adventure/ 

People and 

Places 



 

115-1 Too Many Tamales 
115-

2 
My Foods 

Celebrations

/ 

Family and 

Community 



 

116-1 

Where Do You 

Think You Are 

Going, Christopher 

Columbus? 

116-

2 

Christopher 

Columbus 

Adventure/ 

People and 

Places 



 

117-1 

Why Mosquitoes 

Buzz in People’s 

Ears 

117-

2 
Mosquitoes 

Animals and 

Nature/ 

Imagination 



 

118-1 
Zin! Zin! Zin! A 

Violin 

118-

2 
All About Sound 

Music and 

Rhyme 
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Appendix B 

Book Report閱讀記錄表 

          班級：          座號：          姓名： 

1. 電子書名稱(編號：        )： 

2. 閱讀日期&時間：_____/ _____     ：     ~     ：     ＆ 

                  _____/ _____     ：     ~     ：     ＆ 

                  _____/ _____     ：     ~     ：     

3. 頁數： 

4. 閱讀時間：共       分鐘 

5. 閱讀這本電子書時，你有試著跟著唸嗎？ □ 有  □ 沒有 

6. 我對於這本電子書內容的理解程度是… … 

  □ 很不懂  □ 不太懂  □ 有點懂  □ 完全懂 

7. 我對於這本電子書的喜愛程度是… … 

  □ 很不喜歡  □ 不喜歡  □ 喜歡  □ 很喜歡 

8. 從這本電子書，你有學到任何事物嗎？ □ 有  □ 沒有 

9. 這本電子書的主題，對你而言熟悉嗎？ □ 有  □ 沒有 

10. 你會推薦這本電子書給老師，作為課堂上一起閱讀的書嗎？ □ 會 □ 不會 

11. 我從這本電子書學到的新單字： 

 

 

 

12. 有關這本電子書的故事大意或個人感想（中英文都可以喔！）： 

                                                                      

                                                                      

                                                                      



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

94 
 

Appendix C-1 

Test of English Word Recognition and  

Reading Comprehension (Stage 1) 

Class 班級：          Number座號：        Name姓名： 

Part I: Word Recognition辨認字義 50% 

(a) Picture-word Matching: Choose the corresponding word to each picture.  

選出與圖片相對應的單字代號。(20%) 

1.（    ） 

 

(A) 

pond 

(B) 

barn 

(C) 

party 

2.（    ） 

 

(A) 

type 

(B) 

knock 

(C) 

ride 

3.（    ） 

 

(A) 

wedding 

(B) 

chorus 

(C) 

fair 

4.（    ） 

 

(A) 

scarf 

(B) 

handkerchief 

(C) 

necktie 

5.（    ） 

 

(A) 

roar 

(B) 

gnash 

(C) 

roll 

6.（    ） 

 
(A) 

past 

(B) 

seat 

(C) 

fast 

7.（    ） 

 

(A) 

bat 

(B) 

seal 

(C) 

swan 

8.（    ） 

 

(A) 

sign 

(B) 

sing 

(C) 

show 

9.（    ）  
(A) 

pot 

(B) 

hot 

(C) 

dot 

http://www.google.com.tw/url?sa=i&rct=j&q=&esrc=s&source=images&cd=&cad=rja&uact=8&ved=0CAcQjRxqFQoTCMKVkfPq5McCFUk4lAod-YgL3w&url=http://twistynoodle.com/tie-coloring-page/&psig=AFQjCNFFGoGpRqVSUeEJvGAMLaIT86EQhg&ust=1441712175568541
http://www.google.com.tw/url?sa=i&rct=j&q=&esrc=s&source=images&cd=&cad=rja&uact=8&ved=0CAcQjRxqFQoTCOPUqdqb88cCFcd2pgodLXMHQQ&url=http://www.colorluna.com/lion-roaring-coloring-page/&psig=AFQjCNEagUU0ijNZF6-vJpvvjfgfDGanOg&ust=1442206366809066
http://www.google.com.tw/url?sa=i&rct=j&q=&esrc=s&source=images&cd=&cad=rja&uact=8&ved=0CAcQjRxqFQoTCKSJyZ_N4scCFWJgpgod2DIMhA&url=http://www.clker.com/clipart-seal-with-ball.html&psig=AFQjCNGN8iBUx3SOn64x2Qm-Gote7AN84Q&ust=1441635585547371
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10.（    ） 

 

(A) 

furious 

(B) 

boring 

(C) 

careful 

(b) Read and Fill in: Choose the correct words from the word box at the top of 

each paragraph and fill in the blanks.選出符合文意的單字並填入空格中。(30%) 

A. 

believe   Artist   demand   cold   Farmer   closed 

 

Then, he couldn’t _____________ his eyes. 

“Dear _________ Brown, 

The barn is very __________ at night.  

We’d like some electronic blankets. 

Sincerely, 

The Cows” (from Click, Clack, Moo: Cows That Type) 

B.  

Cow   Kangaroo   asked   said 

 

“Is your mama a llama?” I _________ my friend Rhonda. “She’s got  

big hind legs and a pocket for me…so I don’t think a llama is what  

she could be.” “Oh,” I said. “That is certainly true. I think that your  

mama’s a… “____________!”        (from Is Your Mama a Llama?) 

C.  

grows   claws   teeth   things   wild   magic   

 

They roared their terrible roars and gnashed their terrible ___________. And 

rolled their terrible eyes and showed their terrible __________ till Max said “BE 

STILL!” and tamed with the _____________ trick. 

     (from Where The Wild Things Are)  

D. 

draw   grew   straight   empty 

 

Art class was over, but Vashti sat glued to her chair.  

Her paper was ___________.  

Vashti’s teacher leaned over the blank paper.  

“Ah! A polar bear in a snowstorm,” she said.  

“Very funny!” said Vashti. “I just CAN’T ___________!”        (from The Dot) 
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Part II: Reading Comprehension閱讀理解 50% 

A. 

Joseph Had a Little Overcoat 

Joseph had a little overcoat. It was old and worn. So he made a jacket out of it... 

and went to the fair. 

Joseph had a little jacket. It got old and worn. So he made a vest out of it... and 

danced at his nephew's wedding. 

Joseph had a little vest. It got old and worn. So he made a scarf out of it... and 

sang in the men's chorus. 

Joseph had a little scarf. It got old and worn. So he made a necktie out of it...and 

went to visit his married sister in the city. 

Joseph had a little necktie. It got old and worn. So he made a handkerchief out of 

it... and drank a glass of hot tea with lemon. 

Joseph had a little handkerchief. It got old and worn. So he made a button out of 

it... and used it to fasten his suspenders. 

Joseph had a little button. One day he lost it. Now he had nothing. 

So Joseph made a book about it. Which shows... You can always make something out 

of nothing! 

(a) Read and Number: Mark the numbers according to the order of the story.  

根據故事情節，依序填上數字 1、2、3、4、5。(15%) 

     

Joseph made a 

book about his 

overcoat. 

Joseph had an 

old and worn 

overcoat. 

Joseph made a 

scarf out of his 

old vest. 

Joseph made a 

button to 

fasten his 

suspenders. 

Joseph made a 

handkerchief 

out of his old 

necktie. 

(b) Read and Choose: Choose the correct answer to each question according to 

the story. 根據故事內容，選出每題最適當的答案。(10%) 

(    ) 1. After the overcoat becomes old and worn, what is the first thing that Joseph  

makes out of it? 

        (A) A vest.  (B) A scarf.  (C) A necktie.  (D) A jacket. 

(    ) 2. What did Joseph do when he was at his nephew’s wedding? 

         (A) He sang.  (B) He drank tea.  (C) He danced.  (D) He made a book. 

(    ) 3. What is the last thing which Joseph makes out of his overcoat? 

        (A) A button.  (B) A handkerchief.  (C) A scarf.  (D) A vest. 

http://pbskids.org/lions/cornerstones/joseph/story/hypertext/1_up.html
http://pbskids.org/lions/cornerstones/joseph/story/hypertext/2_up.html
http://pbskids.org/lions/cornerstones/joseph/story/hypertext/3_up.html
http://pbskids.org/lions/cornerstones/joseph/story/hypertext/4_up.html
http://pbskids.org/lions/cornerstones/joseph/story/hypertext/5_up.html
http://pbskids.org/lions/cornerstones/joseph/story/hypertext/6_up.html
http://pbskids.org/lions/cornerstones/joseph/story/hypertext/7_up.html
http://pbskids.org/lions/cornerstones/joseph/story/hypertext/8_up.html
http://pbskids.org/lions/cornerstones/joseph/story/hypertext/9_up.html
http://pbskids.org/lions/cornerstones/joseph/story/hypertext/10_up.html
http://pbskids.org/lions/cornerstones/joseph/story/hypertext/11_up.html
http://pbskids.org/lions/cornerstones/joseph/story/hypertext/12_up.html
http://pbskids.org/lions/cornerstones/joseph/story/hypertext/13_up.html
http://pbskids.org/lions/cornerstones/joseph/story/hypertext/14_up.html
http://pbskids.org/lions/cornerstones/joseph/story/hypertext/15_up.html
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(    ) 4. What are “suspenders”? 

         

 

                   

 

 

(    ) 5. Why does Joseph write a book? 

        (A) He wants to become a writer. 

        (B) He has nothing left and wants to tell a story. 

        (C) He brings it to his nephew’s wedding. 

        (D) He wants to give his married sister as a gift. 

B.  

Duck on a Bike  

One day down on the farm, Duck got a wild idea. “I bet I 

could ride a bike!” he thought. He waddled over to where the 

boy parked his bike, climbed on, and began to ride. At first he 

rode very slowly, and he wobbled a lot, but it was fun!  

Duck rode past Cow and waved to her. “Hello, Cow!”said 

Duck. “M-o-o-o,” said Cow. But what she thought was, “A duck 

on a bike? That’s the silliest thing I’ve ever seen!” 

Then Duck rode past Sheep. “Hello, Sheep!” said Duck. “B-a-a-a,” said Sheep. 

But what she thought was, “He’s going to hurt himself if he’s not careful!” 

Duck was riding better now. He rode past Dog. “Hello, Dog!” said Duck. 

“Woof!” said Dog. But what he thought was, “That is a mighty neat trick!” 

The Duck rode past Cat. “Hello, Cat!”said Duck. “Meow,” said Cat. But what 

she thought was, “I wouldn’t waste my time riding a bike!” 

Duck rang his bell as he rode toward Chicken. “hello, Chicken!” said Duck. 

“Cluck! Cluck!”said Chicken. But what she thought was, “Watch where you’re going, 

Duck!” 

Then Duck rode past Goat. “Hello, Goat!” said Duck. “M-a-a-a,” said Goat. But 

what he thought was, “I’d like to eat that bike!” 

Duck stood on the seat and rode past Pig and Pig. “Hello, Pigs!” Said 

Duck. “Oink,” said Pig and Pig. But what they thought was, “Duck is such a 

show-off!” 

Suddenly, a whole bunch of kids came down the road on bikes. They were in 

such a hurry that they didn’t see Duck. They parked their bikes by the house and went 

inside.     

Now all the animals had bikes! They rode around and around the barnyard. “This 

(A) 

 

(B) 

 

(C) 

 

(D) 
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is fun!” they all said. “Good idea, Duck!” Then they put the bikes back by the house. 

And no one knew that on that afternoon, there had been a cow, a dog, a cat, a chicken, 

a goat, two pigs, and a duck on a bike. 

(a) Read and Number: Mark the numbers according to the order of the story.  

根據故事情節，依序填上數字 1、2、3、4、5。(15%) 

     

Duck rode past 

Dog. 

A lot of kids 

came down the 

road on bikes. 

Duck had a 

wild idea. 

When Duck 

rode toward 

Chicken, he 

rang his bell. 

All the animals 

got to ride 

bikes. 

(b) Read and Choose: Choose the correct answer to each question according to 

the story. 根據故事內容，選出每題最適當的答案。(10%) 

(    ) 1. Who said “Oink”? 

        (A) Pigs.  (B) Cat.  (C) Goat.  (D) Duck. 

(    ) 2. How did Cow think Duck rode on a bike? 

        (A) It’s smart.  (B) It’s fun.  (C) It’s silly.  (D) It’s dangerous. 

(    ) 3. Who wanted to eat the bike? 

        (A) Cow.  (B) Goat.  (C) Dog.  (D) Chicken. 

(    ) 4. What does the word “show-off” mean? 

        (A) To move around.            (B) To say something interesting. 

(C) To tell others a funny story.    (D) To try to get others to notice you. 

(    ) 5. Did anyone know that Duck and other animals rode on bikes? 

        (A) Yes, the kids felt very unhappy. 

        (B) No, no one knew it on that afternoon. 

        (C) Yes, the kids felt very surprised. 

        (D) No, everyone slept because it was at night. 
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Appendix C-2 

Test of English Word Recognition and  

Reading Comprehension (Stage 2) 

Class 班級：          Number座號：       Name姓名：                 

Part I: Word Recognition 辨認字義(50%) 

Write down the number of the corresponding word from the word box to each picture. 

在圖片空格填入上方字框內相對應的單字代號。 

1. bear 2. giraffe 3. goat 

4. gorilla 5. seal 6. duck 

 

    

    

 

1. frog 2. bee 3. worm 

4. beetle 5. fly 6. spider 

 

    

    

 

1. necktie 2. street 3. diary 

4. jacket 5. mountain 6. moon 
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1. dark 2. careful 3. angry 

4. hungry 5. cold 6. straight 

 

 

 

 

 

 

 

1. read 2. taste 3. hear 

4. roar 5. smell 6. draw 

 

 

 

 

 

Part II: Reading Comprehension 閱讀理解(50%) 

A. Write down the letter of the corresponding word to each sentence. 

  在句首處填入適當的單字代號。(20%) 

(A) rainy (B) feel (C) trash (D) nest (E) ride 

(F) Christmas (G) costume (H) read (I) farmer (J) quickly 

(     ) 1. Merry _______ and a Happy New Year! 

(     ) 2. I ______ very tired now. 

(     ) 3. We are late; we need to walk _______. 

(     ) 4. Can you help me take out the _______ after dinner? 

(     ) 5. A bird lays eggs in the _______. 

(     ) 6. Don’t forget your umbrella on _________ days. 

(     ) 7. Some children can _______ and write before they go to school. 

(     ) 8. He went to the party in a giant chicken ________. 

(     ) 9. The ________ is good at growing fruit. 

(     ) 10. She likes to _______ a bicycle on weekends. 
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B. Choose the best answer to each question according to the reading articles.  

  根據文章內容，選出每題最適當的答案。(30%) 

Read Peter’s diary and answer the questions. 

Weather:  

Date: Feb. 8, 2016 

Today our teacher took us to Mr. Brown’s farm. When we got there, we saw 

cows walking around and eating the grass. Mr. Brown let his cows walk freely 

outside. He even touched their faces and talked to them like a father. Also, Mr. Brown 

only fed his cows with fresh grass and spring water from nature. He took good care of 

his cows so he could sell people the best milk. When he milked the cows, he even let 

us try. It was really an exciting experience to me. When we were going to leave, Mr. 

Brown gave each of us a bag of cheese. It tasted wonderful! 

(選自 101 年國中基本學力測驗) 

(     ) 1. Who talked to cows like a father? 

         (A) Peter’s teacher  (B) Mr. Brown  (C) Peter  (D) Peter’s classmate 

(     ) 2. Which one is the picture about milk the cow? 

         

 

 

 

 

(     ) 3. What did Peter do on the farm? 

        (A) He learned how to make cheese.   

(B) He collected fresh grass for Mr. Brown. 

        (C) He helped to milk the cows. 

        (D) He sold milk for Mr. Brown. 

(     ) 4. What did Mr. Brown NOT do for his cows? 

        (A) He fed them with spring water. 

        (B) He touched and talked to them. 

        (C) He let them freely walk on the farm. 

        (D) He played music when they ate. 

 

 

 

 

(A) (B) (C) (D) 
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Yellow Dress  

by Janet Lee 

Mary had a yellow dress 

Bought from the department store. 

It looked as beautiful as the moon, 

And as bright as the sun. 

 

Mary wore all the time 

The yellow dress I felt so right. 

Every day from day to night 

I saw her in the dress so bright. 

 

“Buy me a yellow dress,” 

I cried to Mom and Dad, 

“As beautiful and bright 

As the dress the girl living near 

has!” 

 

I cried and cried and cried, 

Until they said with sad eyes, 

“We need food for your baby sister, 

And clothes for your coming 

brother.” 

 

Since then I’ve learned 

Mary’s yellow dress 

Is better to dream of 

Than to ask for. 

                                  

(選自99年第二次國中基本學力測驗)

(     ) 5. What did Mary buy? 

(A) (B) (C) (D) 

    

(     ) 6. Why does the writer say, “Every day from day to night/ I saw her in the 

dress so bright”? 

        (A) The writer lived with Mary.       

(B) The dress was Mary’s school uniform. 

        (C) The writer liked the dress very much.     

(D) The dress had sun shapes on it. 

(     ) 7. What did the writer mean by the last four lines? 

        (A) The writer would ask her parents for a yellow dress later.     

        (B) The writer’s parents decided to buy another dress for her. 

        (C) The writer’s parents did not like the yellow dress.  

(D) The writer has given up the idea of owning a dress.    
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One hot summer afternoon, a rabbit went down to a river to drink some water. 

He saw himself in the river when he was drinking. 

“Look at my beautiful long ears!” the rabbit said to himself. “I’m so proud of 

them. But my legs! They’re short and make me look stupid.” 

When the rabbit finished drinking, he raised his head and found a tiger was 

jumping on him. With his short legs, the rabbit began to run as fast as the wind. The 

tiger could not catch up with him. 

“I’m so lucky,” said the rabbit happily when he stopped running. Five minutes 

later, the tiger appeared again. Just at the moment when the rabbit saw the tiger, the 

tiger caught him by his long ears. That was the end of the rabbit.  

                      (選自 100 年北北基高中職聯合入學測驗) 

(     ) 8. Which part of the body does the rabbit like the most? 

         (A) Head   (B) Legs   (C) Ears   (D) Eyes 

(     ) 9. Which idea is NOT true from the story? 

         (A) Beautiful things may bring trouble. 

         (B) Even things we do not like can be useful. 

         (C) Ask others’ ideas before taking any action. 

         (D) People often fail to understand what may be important. 

(     ) 10. What do we know from the story? 

         (A) The tiger was proud of running fast. 

         (B) The rabbit was finally killed in his sleep. 

         (C) The tiger caught the rabbit’s tail in the end. 

         (D) The rabbit was able to run away the first time. 
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Appendix D-1 

Reading Attitude Questionnaire (Chinese Version) 

英語閱讀態度量表 

  
非常

同意 
同意 

不 

同意 

非常

不 

同意 

1 如果我讀英文，可以讓我成為有修養的人。     

2 如果我讀英文，可以讓我獲得很多方面的資訊。     

3 讀英文是麻煩的。     

4 讀英文對我未來的工作有幫助。     

5 如果我看不懂所有的字，會讓我很焦慮。     

6 如果我讀英文，可以讓我學到單字。     

7 讀英文對於在班上取得好成績是有幫助的。     

8 如果我讀英文，可以讓我獲得廣泛的知識。     

9 如果我讀英文，我會感到輕鬆。     

10 我會對於我讀過還是不懂的情形，感到焦慮。     

11 如果我讀英文，可以增進我的閱讀能力。     

12 讀英文有助於我在班上獲得獎勵。     

13 讀英文是無趣的。     

14 如果我讀英文，可以讓我知道新的思考方式。     

15 
如果我讀英文，可以增進我對英文這個語言的

敏感度。 
    

16 如果我讀英文，我會感到疲累。     

17 當我不確定是否讀懂內容時，我會感到很焦慮。     

18 如果我讀英文，我會感到煥然一新且精神充沛。     

19 讀英文對於找工作是有用的。     

20 
即使我沒有完全看懂整本書的內容，我也感到

不在意。 
    

21 讀英文是有樂趣的。     

22 如果我讀英文，可以讓我知道不同的價值觀。     
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Appendix D-2 

Reading Attitude Questionnaire (English Version) 

 

  
strongly 

agree 
agree disagree 

strongly 

disagree 

1 I can become more sophisticated if I read English.     

2 
I can get various kinds of information if I read 

English. 
    

3 Reading English is troublesome.     

4 Reading English is useful for my future career.     

5 I feel anxious if I don't know all the words.     

6 I can acquire vocabulary if I read English.     

7 
Reading English is useful to get a good grade in 

class. 
    

8 I can acquire broader knowledge if I read English.     

9 I feel relaxed if I read English.     

10 
I sometimes feel anxious that I may not understand 

the text even if I read it. 
    

11 I can develop my reading ability if I read English.     

12 Reading English is useful to get a credit for class.     

13 Reading English is dull.     

14 
I get to know about new ways of thinking if I read 

English. 
    

15 
I can improve my sensitivity to the English 

language if I read English. 
    

16 I feel tired if I read English.     

17 
I feel anxious when I'm not sure whether I 

understood the content of the book. 
    

18 I feel refreshed and rested if I read English.     

19 Reading English is useful to get a job.     

20 
I don't mind even if I cannot understand the content 

of the book entirely. 
    

21 Reading English is enjoyable.     

22 
I get to know about different values if I read 

English. 
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Appendix E 

The Post-study Questionnaire on Student Responses to E-book 

Extensive Reading 

學生對電子書廣泛閱讀計畫回饋之問卷 

一、基本資料 

姓名：                    

這是我第一次參加攜手班課後補救教學課程？ □是  □否 

我參與此計畫之前，是否曾接觸過英文電子書？ □是  □否 

 非常 

同意 
同意 

不 

同意 

非常不 

同意 

二、對英文電子書的看法 

1. 我喜歡藉由閱讀英文電子書來學習英文。 □ □ □ □ 

2. 閱讀英文電子書比閱讀紙本的英文書籍更有趣。 □ □ □ □ 

3. 我喜歡英文電子書有配音和動畫。 □ □ □ □ 

4. 英文電子書的配音可以幫助我理解故事內容。 □ □ □ □ 

5. 英文電子書的動畫可以幫助我理解故事內容。 □ □ □ □ 

6. 這個計畫結束之後，我願意閱讀更多網路上免費

提供的英文電子書。 
□ □ □ □ 

三、電子書廣泛閱讀計畫對我的幫助 

7. 我覺得透過電子書廣泛閱讀，可以增加我的英文

單字能力。 
□ □ □ □ 

8. 我覺得透過電子書廣泛閱讀學單字，比死背單字

有效率多了。 
□ □ □ □ 

9. 我覺得透過電子書廣泛閱讀，可以增加我的英文

閱讀能力。 
□ □ □ □ 

10. 我覺得電子書廣泛閱讀，比起讀學校的英文課本

有趣得多了。 
□ □ □ □ 

11. 我覺得電子書廣泛閱讀，可以增加我對學習英文

的興趣。 
□ □ □ □ 

12. 我覺得電子書廣泛閱讀，可以讓我對我的英文更

有自信。 
□ □ □ □ 
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四、對電子書廣泛閱讀計畫的看法 【請同學描述得越清楚、越具體越好喔！】 

13. 參與電子書廣泛閱讀計畫，對於我的英語認字能力影響是？ 

 

 

 

 

 

14. 參與電子書廣泛閱讀計畫，對於我的英語閱讀能力影響是？ 

 

 

 

 

 

15. 參與電子書廣泛閱讀計畫，對我最大的收穫是什麼？ 

 

 

 

 

 

 

16. 參與電子書廣泛閱讀計畫過程當中，我遭遇到的困難是什麼？ 

 

 

 

 

 

 

17. 我認為電子書廣泛閱讀計畫仍需要改進的地方是什麼？ 

 

 

 

 

 

 

~感謝你提供寶貴意見給老師~ 




