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1. Introduction

Second language (L2) reading is part and parcel for the development of L2 literacy

skills. However, the skill has been practiced more often for literal translation,

grammar instruction and test-taking in English as a Foreign Language (EFL) contexts.

Along similar lines, the benefits of reading for the improvement of writing proficiency

may not be obviously apparent. However, content-oriented reading has been shown to

have a positive influence on composing skills at various levels of proficiency (Hyland

2003). This is because reading provides input for both content and appropriate means

for its expression. As to how L2 reading may have an effect on the development of

vocabulary, reading improvement, and affective factors has been studied previously

(Cho and Krashen 1994; Elley and Mangubhai 1983; Hafiz and Tudor 1990;

Janopoulos 1986). However, in spite of the interdependence between reading and

writing, there are lack of studies that have examined the effects of reading instruction

on writing lexical profiles of L2 learners. Moreover, reading texts of picture books in

particular are going to be effective for building motivation since they deal with a

variety of themes, contribute to developing positive values within the learners and

encourage higher levels of learner involvement. Learner motivation, in turn, is also

expected to lead to learners' sustained interest and voluntary participation (Dörnyei

2001). Based on their self-determination theory, Deci and Ryan (1985) explained how

extrinsic and intrinsic motivation, which lies on a continuum, is subject to change due

to the malleable feature of the construct. As such, an aim of the present study was

to seek if the reading instruction conducted on EFL middle school learners of English

was to bring any changes in academic motivation.

In sum, after having learners participate in a program for reading picture-assisted

reading texts over a semester, the purposes of the study were to 1) examine EFL

learners' improvement of lexical profiles in their writing, 2) examine any changes in

learners' motivational profiles, and 3) perception of EFL reading via usefulness of

reading texts; and level of comprehension & personal involvement.
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2. Background

2.1 Relationship between Reading and Writing Development

The relationship between reading and writing has long been recognized for the

development of L1 literacy skills (Lee 2000; Nelson and Calfee, 1998). Most of the

findings have demonstrated that better writers tend to read more than poor writers,

and better readers tend to produce more syntactically refined writing. The empirical

evidence has pointed out the importance of the integrated approach of reading and

writing, and the experience with one skill consequently fostering the development in

another. Nonetheless, teachers of English as a foreign language have tended to teach

reading and writing separately from each other. In a similar vein, selected number of

studies (i.e., Elly and Mangubhai 1983; Ferris and Hedgecock 1998; Hafiz and Tudor

1989; Hirvela 2004; Krashen 1984; Lee and Schallert 2016; Raimes 1983) have been

found for demonstrating the positive effects of L2 reading for gains in L2 writing

ability.

One of the early works concerning the link between L2 reading and writing

proficiency was provided by Elley and Mangubhai (1983), who investigated the effect

of systematic exposure to L2 pleasure reading upon the general L2 language

proficiency of Fiji Island elementary school children. They concluded that L2

composition was positively influenced by pleasure reading in the second language.

Janopoulos (1986) reported statistically significant relationships between students'

self-initiated reading patterns and standard composition scores. He concluded that “the

amount of pleasure reading a ... student does in English may be used as a reliable

predictor of his/her English writing proficiency” (Janopoulos 1986: 767). Elley's (1991:

404) synthesis of nine “book flood” studies conducted around the world similarly

confirmed the “spread of effect from reading competence to other language skills—
writing, speaking, and control over syntax.” Following a similar line of inquiry, Tsang

(1996) compared three groups of secondary-level, Cantonese-speaking EFL learners,

each of whom underwent distinct types of EFL literacy regimens. Tsang (1996) found

that the group that underwent regular instruction plus extensive reading showed
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improvement in EFL writing performance. Tsang (1996) concluded that extensive

reading exposed learners to an "appropriate model of the target language at an

appropriate level"...leading students to be exposed to "appropriate models of

construction, agreement, tense, number, and word order/function" (p. 228). Krashen

(1984) pointed out for reading- writing relationships that reading exposure is the

primary means of developing language skills, including grammatical knowledge,

vocabulary, and writing proficiency. Some other researchers have even argued that

reading may actually make a more significant contribution to writing proficiency than

the practice of writing, particularly when reading is self-initiated or self-selected

(McQuillan 1994; Smith 2004).

Lee and Schallert (2016) conducted a yearlong classroom-based intervention study

to explore the reading-writing connection in second‐language literacy by examining

whether the development of reading improves writing and vice versa. While the pre‐ 
and posttests measured changes in reading comprehension and descriptive writing

performance, students showed improvement regardless of their English‐proficiency

levels, whereas only the students with higher proficiency experienced a significant

improvement in writing performance. The results suggested that an individual can

learn to read by writing as well as by reading and can learn to write by reading as

well as by writing. However, for those who had a relatively lower language

proficiency, the development of writing skills was not expected to proceed as easily,

either through extensive reading or extensive writing.

In sum, review of studies on the relationship between reading and writing or the

effects of reading on writing in the EFL context indicates that the area has not been

widely researched. Studies of second language literacy acquisition and use, however,

show that reading and writing cannot be separated from each other (e.g., Belcher and

Connor 2001; Spack 1997). For an effective pedagogical approach, the interconnected

nature of the two skills needs to be taken into account. The state of research calls

for more research for these two interrelated skills–—reading and writing.
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2.2 Academic Motivation

Motivation is usually understood to refer to the desire to initiate L2 learning and

the effort employed to sustain it. In the late 1950s, Canadian researchers Gardner and

Lambert (1972) developed what was to become the dominant model of L2 learning

motivation, which they placed within a wider model of L2 learning motivation by

positing two orientations (i.e., integrative orientation vs. instrumental orientation).

However, the beginning 1990s evidenced serious criticisms towards the model for

being too restrictive and unresponsive to wider developments in psychology (Crookes

and Schmidt 1991; Dörnyei 1994, 2005; Oxford and Shearin 1994). One formulation

which captures both the dynamic dimension of motivation and its relevance for

classroom applications is self-determination theory (SDT), developed in the late 1970s

by Deci and Ryan (1985, 1995). In SDT, the focus is mostly on two general

orientations to motivation: one based on intrinsic interest in the activity per se, and

the other based on rewards extrinsic to the activity. Deci and Ryan (1985) argue that

different types of extrinsic and intrinsic motivation can be classified on a continuum

according to the extent to which the motivation is self-determined or internalized

within the learner.

The self-determination framework consists of three orientations to motivation that

lie on a continuum of increasing self-determination: amotivation, extrinsic motivation,

and intrinsic motivation (Ryan and Deci 2000). First, amotivation (AM), the least

self-determined end of the continuum, is reflected by learners who see no relation

between their actions and the consequences of those actions. Amotivated language

learners have the impression that they are wasting their time studying the L2. AM

implies a lack of motivation; this may be case where L2 learners express resentment

at what feels like a waste of their time.

Extrinsic motivation (EM) is manifested through a focus on achieving some kind of

instrumental end, and it can be noted for its refined conceptualization in which

extrinsic motivation is differentiated into types of regulation that vary in their degree

of relative autonomy (Ryan and Connell 1989; Ryan and Deci 2000). EM can be

divided into three subtypes, each one increasingly self-determined: external regulation,
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introjected regulation, and identified regulation, and this is dependent on the extent to

which people have been successful in internalizing the initial external regulation of

the behavior.

External regulation refers to pressure or reward from the social environment to

learn a language, for example getting a good job. In this case, individuals construe

their behavior as structured by pragmatic, instrumental causation that is imposed from

the outside, and their sense of self-causation and autonomy is low. Second,

introjection refers to taking in a regulation but not accepting it as one’s own; this is

the case when people ‘buy into’ the external pressure, by developing feelings of guilt

or shame that can only be avoided via compliance with the expected behavior.

Identified regulation, the most self-determined form of EM, is closer to the intrinsic

pole. It happens when external values are accepted and adopted as one’s own and an

individual comes to see the relevance and meaningfulness of an activity that in

principle was not self-determined. The most self-determined form of motivation is

intrinsic motivation (IM). This is the case when behavior is triggered by internal

factors such as enjoyment and satisfaction for oneself. That is, when individuals

engage in behavior that they understand as self-initiated by choice and largely

sustained by inherent enjoyment in the activity. According to Ryan and Deci (2000),

the feelings of satisfaction in IM come from a sense of competence, autonomy, and

relatedness.

All in all, the intrinsic and extrinsic orientations of motivation, as conceptualized in

SDT, constitute a useful framework for studying motivation in educational contexts. In

the context of the present study, we used this construct to study the motivational

profiles of learners before and after the EFL middle school learners had been

involved in a L2 reading course. The following research questions (RQ) led use

through the study:

1) How does L2 reading instruction through the reading of picture books affect

EFL middle school learners' vocabulary profile as seen from their writing

products?

2) How does L2 reading instruction through reading of picture books affect the
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EFL learners' academic motivation?

3) How does theme-based L2 reading of picture books affect EFL learners'

perception of reading?

3. Methods

3.1 Participants

The participants of the study initially consisted of 115 second year middle school

learners from the Seoul and Gyeonggi Areas. The group consisted of 96 boys and 18

girls. The group consisted of students who had volunteered for the program for an

after school extra-curricular program. In the end, only 84 of the learners were able to

produce writing samples due to absences and missing writing samples. <Table 1>

presents information on the composition of learners.

<Table 1> Type of School, Gender of Participants

School Type
Gender

No. of Students
Boys Girls

School A (Seoul) 92 92

School B (Gyeonggi) 5 6 11

School C (Gyeonggi) 12 12

Total 96 18 115

3.2. Teaching Context and Instructional Procedure

Reading instruction was conducted in a 16-week course where there was use of

graded readers on various themes that would benefit the learners in terms of character

education. Character Education is an umbrella term loosely used to describe the

teaching of children in a manner that will help them develop variously as moral,

civic, good, mannered, behaved, non-bullying, healthy, critical, successful, traditional,

compliant or socially acceptable beings (Edmonson Tatman and Slate 2009). One of
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the researchers was in charge of reading instruction at all schools where the students

were involved in voluntary reading activities.

One of the preliminary activities that the teacher conducted before a reading lesson

was to conduct read-aloud with the target text so that learners could naturally become

familiar with the material. As claimed previously (Trelease 2013), this type of reading

activity is likely to arouse learner interest towards reading and provide a model for

reading.

The reading lessons overall were designed in the form of a task-based model in

which the activities were built around ‘Before Reading', ‘While Reading' and ‘After

Reading' stages (Willis and Willis 2013). Also, considering the level of the second

year middle school learners, controlled writing and guided writing tasks were utilized.

3.3 Materials and Instruments

3.3.1 Theme-based graded readers

The materials for reading instruction were chosen from a range of picture books

that were associated with the themes of Character Education, such as, manners, filial

piety, honesty, responsibility, respect, consideration, communication, and cooperation.

The list of books could be referenced by their Lexile text measures, which provides

the index for the difficulty of a reading text based on factors such as vocabulary and

sentence complexity (For details, see Lexile Framework for Reading developed by

Metametrics Inc. available at https://lexile.com/). In the end, one of the researchers

decided to use fifteen readers. The researchers found that it was appropriate to use

picture books to scaffold the learners' reading process since a majority of the learners

lacked experience in voluntarily reading books in English.

3.3.2 Writing tasks

In order to assess the learners' vocabulary growth as an effect of reading

instruction, two writing prompts were developed to administer in the first and



EFL Middle School Learners' Lexical Profile and Academic Motivation During a Reading Course 33

penultimate weeks of the semester. The two writing tasks were expected to require

similar cognitive demand, which was validated in a pilot study by one of the

researchers with another similar group of students. Since the week 1 session had been

related to “Red a Crayon's Story”, the learners were asked to write about a color that

represents ‘me' and about a color they liked. For the writing task in week 15, the

learners were asked to write about the their best friend after having read “Cookies

Bite-size Life Lessons.”

Considering the level of the learners, the learners were provided with writing

prompts that guided them through the writing process. The prompt itself was not

expected to influence the lexical profile of writing products since all given words

were within the 1st 1,000 word band, except for the word ‘represent' which belonged

to the 2nd 1,000 word band. Examples of the writing prompt that were provided in

weeks 1 and 15 are illustrated in Figure1:

<Figure 1> Guided Writing for Weeks 1 and 15

3.3.3 Questionnaire for academic motivation

The Academic Self-Regulation Questionnaire (Ryan and Connell 1989), developed

for assessing domain-specific individual differences in the types of motivation or

regulation, was utilized to examine the middle school learners' degree of academic

motivation orientation. The items have been constructed based on the theoretical

framework of self-determination theory (SDT) (Deci and Ryan 1985), which

differentiates types of behavioral regulation in terms of the degree to which they

represent autonomous or self-determined functioning. The items ask why the

respondent does a behavior to represent the different styles of regulation or motivation

that the respondents may exhibit. In our study, learners were asked questions in the
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domain of why they study English, and questionnaire items were utilized to obtain

information on the learners' degree of regulation on five different types of behavioral

motivation or regulation―amotivation, external regulation, introjected regulation,

identified regulation, and intrinsic regulation (See later for the reliability figures of the

questionnaire items.) The questionnaire, which were provided in the learners' L1,

consisted of twenty items for the five types of motivation. The items are listed in the

<Appendix 1>.

3.3.4 Post-course reflection questionnaire and semi-structured Interviews

Questionnaire items were constructed around the themes of course evaluation,

usefulness of the reading course, and personal involvement with reading in the

learners' L1. The items consisted of 17 items. See later results for the questionnaire

items. In a similar line of inquiry, semi-structured interviews were also conducted

with 14 randomly chosen learners to triangulate results of the questionnaire.

3.4 Procedures

In order to collect information on how reading instruction may have an effect on

the learners' lexical profile as analyzed in their writing products, the learners' essays

were collected in weeks 1 and 15. Questionnaires were also administered in weeks 1

and 15 in order to collect information on the learners' background, academic

motivation, and post-course reflection. The learners were provided with sufficient time

at each stage of data collection.

3.5 Data Analysis

After collection of data, the first stage of the analysis consisted of converting the

learner essays to text files. This also involved a process of data cleaning, that is,

where contractions were written out (e.g., She's→She is, It'll→It will), hyphens were

removed (e.g., open-minded→open minded), and compound nouns were separated (e.g.,
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fireworks→fire works, classroom→class room) so that high-frequency words would not

be listed as ‘Not in the list' band. Learners' spelling errors that would have been

easily rectified by teacher feedback were also corrected so as to allow for accurate

analysis of learners' lexical profile. Thereafter, Wordsmith Tools 7.0 (Scott 2017) was

utilized to analyze the learners' essays for type, token, type-token ratio, and

standardized type-token ratio. RANGE GSL/AWL that calculates word coverage for

the first 2,000 word bands and 570 Academic Word List (AWL) (Heatley Nation and

Coxhead 2002) was also used to assess the lexical coverage of the writing products

for the 1st 1,000 (K1), 2nd 1,000 (K2), Academic Word List (AWL), and ‘Not in the

list' band. The lexical measures were subject to statistical analysis with SPSS

(Statistical Package for Social Sciences) 21.0. There was use of repeated-measures

one-way ANOVA with pairwise comparisons to seek differences between the word

coverage measures (K1, K2, AWL, Not in the list) respectively for the pre-

instructional and post-instructional stages of reading. For any changes that may transpire

across the semester, paired t-tests were also conducted on each word coverage

measure.

The results of the Academic Self-Regulation Questionnaire were entered into SPSS

for each item. Repeated-measures one-way ANOVA with pairwise comparisons was

conducted for any differences between the motivational subscales respectively for the

pre-instructional and post-instructional stages of reading. Paired t-tests were also

conducted for any intra-semester difference for the motivational subscales. Cronbach's

alpha used to measure internal reliability of the items indicated that they were at

acceptable levels for both stage of instruction (i.e., pre-instructional stage: amotivation

= .81, external regulation = .53, introjected regulation = .74, identified regulation =

.77, intrinsic motivation = .93; post-instructional stage of reading: amotivation = .87,

external regulation = .67, introjected regulation = .79, identified regulation = .77,

intrinsic motivation = .94).

The post-course reflection questionnaire was also subject to factor analysis to

identify any underlying dimensions. The analysis produced two dimensions with

adequate internal reliability: Usefulness of Reading course for L2 reading (11 items, ɑ 
= .951) and Reading Comprehension & Personal Involvement (6 items: ɑ = .924).
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4. Results and Discussion

4.1 Lexical Profiles of Writing Products

For a preliminary overview of the writing products, there was calculation of token,

type, type-token ratio (TTR) and standardized type-token ratio (STTR). The number of

words in a text is often referred to as the number of tokens, and type refers to the

different number of words in a text. STTR is a measure lexical richness that

calculates the mean TTR for every N-words (N is generally 1,000). As presented in

<Table 2>, the learners' writing products indicated that there was generally an

increase in almost all measures with the exception of TTR. However, since TTR does

not consider the difference in the length of learners' essays, STTR was also

considered as a measure of learners' lexical variety. Although the short essays and the

number of words did not allow a statistical calculation, the STTR nonetheless

suggested that the learners as a whole had improved in terms of lexical variation or

sophistication over the semester.

<Table 2> Token, Type, TTR, and STTR of Writing Products

(n=84) Token Type TTR STTR

Week 1 1,419 202 14.24 14.10

Week 15 3,302 372 11.27 18.93

A more detailed analysis for the examination of learners' lexical profile by word

coverage rates of their writing products was possible with RANGE GSL/AWL.

Results of the analysis conducted for the pre-instructional and post-instructional stages

of reading are presented in <Table 3>.
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<Table 3> Word Coverage for K1, K2, AWL, and Not in the List Band

(n=84) M SD t df Sig.(2-tailed)

K1 words
Week 1 91.50 8.31

4.908 83 .000**
Week 15 86.05 5.68

K2 words
Week 1 5.17 7.11

-2.683 83 .009**
Week 15 7.61 4.62

AWL
Week 1 0.37 1.48

.463 83 .645
Week 15 0.29 0.77

Not in the list
Week 1 2.96 5.28

-4.283 83 .000**
Week 15 6.06 3.70

Note: ** p<.01

The word coverage rates at the pre-instructional stage indicated that there may be

significant differences between the four word bands, F(1.716,142.4) = 3313.05, p <

.001, ηp2= .976. However, pairwise comparisons indicated that there was no significant

difference between the words in K2 and ‘Not in the list' bands (p = .221). At the

post-instructional stage, the word coverage rates indicated that there may be significant

differences among the different word bands, F(1.656,137.418)= 6192.30, p < .001, η
p2= .987. However, there was again no significant difference between words in K2

and ‘Not in the list' bands (p = .132). The comparisons of K1, K2, AWL, and ‘Not

in the list' bands suggested that the K1 words were consistently used more often by

the learners over other type of words. Nonetheless, the learners had not used a wide

range of AWL. This may be due to how the learners had been prompted to write on

topics of personal interest so that access to academic words may have not been

necessary.

In response to the first research question, the results indicated that there were

differences in the learners' lexical profiles between pre-instructional and post-

instructional stages of reading (See <Table 3>). This was the case for all word bands

except AWL (p < .01). The results indicated that the learners' reliance on K1 words

had decreased while the retrieval of words had occurred more often for those in the

K2 band. There was also an increase of words for ‘Not in the list' (e.g., celebrity,
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diligent, disconcerted, cheeky). Although there had been some spelling mistakes among

those in the ‘Not in the list' (e.g., greatful*, thanksful*, unhuman*), they can still be

considered a positive sign of the learners' interlanguage since they are a part of the

learners' developmental error (Hummel 2013).

The L2 learners' increased access to lower frequency words is a commendable sign

for the development of productive vocabulary since this requires more lexical

knowledge on the part of the learners in comparison to that needed for recognition

(e.g., reading). That is, productive vocabulary not only requires knowing the meaning

of the word, but also access to the lexicogrammatical aspects of words (Nation 2001:

347). Also, through the writing task, the learners were prompted to use words in

contexts dissimilar to that provided in the picture story books for new functions and

situations in order to express their personal thoughts and reflections. The writing

experience can also be explained from a second language acquisition perspective

where the demands of producing comprehensible output will have ‘pushed' the

learners ahead in the their second language development (Swain 2005).

4.2 Academic Motivational Profiles

Within the instructional framework, there was examination on the extent to which

the learners' academic motivational profiles may have changed due to reading

instruction. However, before examining intra-semester differences, the five motivational

measures were submitted for analysis to seek if the learners' perception of the five

motivational subscales were different from one another, respectively for the

pre-instructional and post-instructional stages of reading. The results on academic

motivational profiles are presented in <Table 4>.
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<Table 4> Pre-instructional and Post-instructional Stages of Academic Motivation

(n=104) M SD t df Sig.(2-tailed)

Amotivation
Pre-test 3.11 0.92

2.091 103 .039*
Post-test 2.86 0.96

External Regulation
Pre-test 2.98 0.82

.376 103 .708
Post-test 2.94 0.85

Introjected Regulation
Pre-test 2.77 0.85

-.847 103 .399
Post-test 2.87 0.87

Identified Regulation
Pre-test 3.47 0.74

-.392 103 .696
Post-test 3.50 0.72

Intrinsic Motivation
Pre-test 2.56 0.95

-.647 103 .519
Post-test 2.64 1.03

Note: * p<.05

For the pre-instructional stage, repeated measures one-way ANOVA indicated that

there may be significant differences between the subscales, F(2.785, 286.895) =

18.814, p < .001, ηp2 = .154. While the learners were seen to endorse ‘identified

regulation' at the highest level (M = 3.47) and ‘intrinsic motivation' (M = 2.56) at

the lowest level (See <Table 3>), pairwise comparisons indicated that there were

significant differences between the two subscales (p < .05). Other significant

differences indicated that ‘amotivation' (M = 3.11) was more strongly endorsed than

‘intrinsic motivation' (p < .05) whereas ‘identified regulation' was endorsed at a

higher level than ‘amotivation' (p < .05). The two subscales of extrinsic motivation,

that is, ‘external regulation' and ‘introjected regulation' were not exhibited at different

levels by the learners (p = .056). However, there were significant differences between

‘identified regulation' and ‘external regulation' (p < .05); and ‘identified regulation'

and ‘introjected regulation' (p < .05) where ‘identified regulation' was consistently the

more strongly endorsed type of regulation.

All in all, ‘identified regulation' was found to be the learners' main reason for

studying English at the pre-instructional stage of reading. While ‘identified regulation'

is noted as the most self-determined form of extrinsic motivation, this happens when
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practical values (that was initially not self-determined) are accepted and personalized

as a meaningful activity.

For the post-instructional stage of reading, the mean values again indicated

‘identified regulation' to be highest and ‘intrinsic motivation' to be the lowest on the

scale. The analysis conducted for the reading stage indicated possible significant

results with repeated measures one-way ANOVA, F(2.677,275.757) = 15.880, p <

.001, ηp2 = .134. Pairwise comparisons indicated that all the differences between

‘identified regulation' respectively with each measure of motivational regulation (i.e.,

amotivation, external regulation, introjected regulation, intrinsic motivation) were

significant at p < .05. That is, in comparison to the pre-instructional stage of reading,

‘identified regulation' clearly indicated to be the main reason for the learners'

involvement in learning English. ‘Intrinsic motivation' still remained to be the least

favored type of motivation. This indicated that the learners were not genuinely

learning English for the interest of enjoyment or inherent satisfaction. Nevertheless,

the motivational profile of the learners indicated that they were endorsing the most

self-determined form of extrinsic motivation (i.e., identified regulation) that is closest

to the intrinsic pole of motivation. This type of motivational profile of L2 learners

may be common in EFL contexts, since students are rarely situated to be able to

stretch their interest for learning English beyond the classroom context.

As seen in <Table 3>, the differences in the learners' motivational profiles during

the semester indicated that the learners' level of ‘amotivation' had dropped over the

semester (p < .05) whereby ‘amotivation' at the post-instructional stage recorded a

mean of 2.86 on the 5-point Likert scale. This was a salutary sign in the learners'

development of academic motivation since the learners' attitude toward learning

English indicated to be less driven by reluctance or listlessness. In comparison, a

mean of 3.11 for ‘amotivation' at the beginning of the semester indicated that the

learners will have exhibited a low sense of perceived competence towards English.

With the other subscales of motivation, it may be noteworthy to find that, with the

exception of ‘external regulation', all the other subscales of extrinsic motivation (i.e.,

introjected regulation, identified regulation) and ‘intrinsic motivation' evidenced to

have increased at a descriptive level. Although the differences are non-significant (p >
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.05), this may still be a positive sign in the learners' development of academic

motivation.

Within the area of educational psychology, studies have often operationalized

extrinsic motivation and intrinsic motivation as two mutually exclusive constructs, such

that an individual high in intrinsic motivation would necessarily be low in extrinsic

motivation. However, recent studies suggest that these two types of motivation can, in

fact, coexist and perhaps even work together to motivate task engagement (Corpus

and Wormington 2014; Hayenga and Corpus 2010; Vansteenkiste et al. 2009). The

key theoretical issue is whether more autonomous forms of motivation (i.e., intrinsic

motivation, identified regulation) are supplemented or devalued by more controlled

forms of motivation (i.e., introjected regulation).

The results on academic motivation indicates that middle school learners in the

present study were involved in the act of reading in English mostly by ‘identified

regulation' (i.e., the most internally-driven type of extrinsic motivation) while

evidencing decreased levels of ‘amotivation', the most impoverished type of

motivation. The reading instruction conducted in the context of the present study

illustrates that the use of theme-based reading materials controlled by vocabulary level,

when jointly connected with carefully designed writing tasks can contribute to changes

in the middle school EFL learners' motivational profiles.

4.3 Student Reflection of Reading Course with Picture Books

Although the statistical results on academic motivation was able to show differences

mostly at a descriptive level, questionnaires conducted at the post-instructional stage

for reflections of the course provided a nuanced understanding of the learners'

experience with theme-based picture books. Factor analysis with principal component

analysis and direct oblimin rotations was conducted in order to determine any

underlying constructs of the items. The number of factors to be extracted was based

on the following criteria: eigenvalues of 1.0 or greater, the scree test, and the

interpretability of the resulting solutions (Preacher and MacCallum 2003). The 17

items produced a two-factor solution, and this accounted for 70.01% of the total
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variance in the learners' perceived reflection of the reading course. The naming of

variables was based on a thematic analysis of the items that showed communalities.

The two factors were named Usefulness of Course for L2 Reading and Level of

Comprehension & Personal Involvement. The results of the two-factor solution

including means and standard deviations for each item are summarized in <Table 5>.

The total mean indicated that the learners had rated the questionnaire more

positively for Usefulness of Course for L2 Reading over Level of Comprehension &

Personal Involvement when asked to report on their perception of the course (t =

2.985, df = 103, p < .01). For instance, the learners had felt the course to be useful

in terms of inspiring them to become more interested in reading picture books (e.g.,

item 1: M = 3.81, SD = .986) while perceiving themselves to be actively involved in

reading (e.g., item 2: M = 3.55, SD = 1.004).

Apparently, some learners had not been attracted to reading picture books at the

beginning of the program by considering them to be childlike and boring, but

interviews with the learners indicated changed attitudes toward the reading program.

Learner B: At first, I ignored it because it was a fairy tale book. I thought what I

knew would be enough, but it was much harder than I expected. So I learned a lot. I

did not just like English, but it was just fun. But after taking the class, I became

confident in English. Well, I don't know what to say, but I feel like I'm getting a little

better overall and I want to challenge myself with English.

As to the usefulness of the course, the results also evidenced that the course had

benefited the learners in terms of vocabulary learning. The following interview

transcript illustrates how vocabulary recycled for different language skills had helped

the learner to consolidate new vocabulary.

Learner F: I could learn a lot of different words, and I think it was very good to hear

and speak those words. When I read what I heard again, I heard a new story about it

and I loved it.
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Loading M SD

Factor 1 Usefulness of Course for L2 Reading (M = 3.31, SD = .921)

1 The lessons with English picture books were interesting for me. .754 3.81 .986

2 I was actively involved in reading the English picture books. .465 3.55 1.004

3 The course helped me to increase my confidence towards reading in English. .874 3.03 1.092

4 The English picture books helped me to study English. .949 3.36 1.190

5
I was able to improve my knowledge of English vocabulary through

the course.
.980 3.46 1.165

6
I was able to improve my knowledge of English grammar skills

through reading English picture books.
.976 3.16 1.142

7
I was able to improve my knowledge of English reading skills through

the course.
.876 3.30 1.131

8
I was able to improve my knowledge of English speaking skills

through the course.
.685 3.21 1.058

9
I was able to improve my knowledge of English writing skills through

the course.
.759 3.26 1.097

10 I intend to read more English books in English .678 3.03 1.234

11 I looked forward to reading the next English books .735 3.21 1.244

Factor 2 Level of Comprehension & Personal Involvement (M = 3.12, SD = .992)

12 I was able to identify with the character in the story. .855 3.45 1.069

13 I was emotionally involved when reading the stories. .791 3.06 1.181

14 The content of the book made me think about my own life. .869 2.97 1.186

15
The content of the book made me think about the context that I am

placed in.
.889 2.95 1.234

16
I was able to form new mindsets in how my thoughts and behavior

may change.
.694 3.14 1.178

17 Reading the picture books had a positive effect on me. .457 3.14 1.144

<Table 5> Factor Loading and Descriptive Statistics for Post-reading Reflection

Level of Comprehension & Personal Involvement (M = 3.12, SD = .992) indicated

that the reading of the theme-based stories had helped the learners to connect with

the character, which will have left some food for thought. The learners reported on

how the stories had been able to change their mindset in forming new perspectives

about themselves, and their family and friends. Interviews with the students indicated

that the learners had been able to identify with the values treated in the reading

materials, such as, pride, respect, and filial piety. In effect, for changing their mindset,

the picture books, also being theme-based, had stirred them to reflect on their lives,



Seojin Kim․Yuah V. Chon44

values and ways of thinking. The interview was able to corroborate these results:

Learner F: The OK book remains in my memory. In my mind I felt No matter how

bad I am, if I try I can. And in Sparky's case, you are you. Don't compare me with

others, but live like you. This is what I liked.

Learner K: When reading the Piggybook, I realized it would be hard on my mother if

the family didn't help. I'll be good to my mom. That's what I thought.

All in all, the post-course reflection questionnaire and interview protocols were able

to demonstrate that the picture theme-based books had been helpful in positively

changing the learners' attitude towards their experience of English books. They

observed that the content delivered through English books could help them expand

their knowledge of vocabulary and also deepen their understanding about the

sociocultural acts that the learners are involved in.

5. Conclusion

The findings of the study indicated that L2 reading and L2 writing should be

integrated in teaching and mutually reinforced for instruction in EFL classrooms where

reading can serve as a stimulus for writing. Leki (1992: 468) also claims that it is

reading that makes it possible for us to write rather than the other way around. In

particular, the results of the present study was able to focus on the benefits of

reading for the lexical aspects of L2 writing. For academic motivation, although only

‘amotivation’ demonstrated to be a malleable construct that was subject to change

with reading instruction, it was a noticeable finding considering that the instruction

lasted for only 15 weeks. Amotivation may be a characteristic of learners who do not

value language learning or who do not feel competent to do it. However, the

significant reduction of amotivation among the learners indicated that the learners had

treated the L2 picture theme-based books as a part of their literacy activity that can

contribute towards their linguistic and cognitive development and the post-reflection
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questionnaire corroborated these results.

In EFL contexts, promoting literacy habits has been a challenge, particularly due to

how there is limited or no access to the material resources necessary for instituting

an effective reading and writing integrated literacy enhancement program (Ferris and

Hedgcock 1998). Grabe (2001) presents instructional practices for L2 contexts which

can be a starting point for building reading and writing foundations for academic

success. Some are that: Students need to develop rhetorical stances to tasks and texts

that will build reading-writing relations; and students need to be able to summarize

main ideas from a text and synthesize main information across two or more texts.

The present study is without limitations. The limited changes in motivation

warrants future studies to extend instructional periods for more than 16 weeks. This

may allow teachers to see significant results in the learners' elevation of motivational

regulation. An instrument that may better serve this purpose is Wigfield and Guthrie's

(1997) Motivation for Reading Questionnaire (MRQ), which is known to be a

domain-specific type of scale for measuring reading motivation. This is left for future

research.
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[영어 공부를 하는 이유는_______________]

전혀 

그렇지 

않다

그렇지 

않다

보통

이다
그렇다

매우

그렇다

1 영어를 배우는 게 정말 재미있어서 

2 공부를 안 하면 죄책감이 느껴져서

3 단지 내가 원하는 성적을 받기 위해서

4 장래의 꿈이나 목표를 이루는데 도움이 되어서

5
내게 중요한 분들 (예: 부모님, 선생님 등)을 실망

시키지 않으려고

6 영어에 매우 큰 흥미를 느껴서

7 필수적으로 하라고 하니까/ 해야만 해서

8 주변 분들의 기대를 저버리지 않기 위해서

9
다양한 종류의 능력개발에 도움이 되는 교과목이

어서

10
왜 영어공부를 꼭 해야 하는지 잘 모르겠지만 그

냥 한다

11 만일 안 하면 벌을 받거나 문제가 생기기 때문에

12
만일 안 해도 된다면, 굳이 영어공부를 하지는 않

을 텐데

13 영어실력이 향상될수록 내 삶에 유익하니까

14
무엇인가를 배운다는 자체가 내게는 가치 있고 중

요해서

15
영어를 꼭 공부해야 하는 중요성은 잘 모르지만,

일단 하라고 하니까

16 나중에 돈을 버는데 도움이 될 테니까

17 영어가 그냥 좋아서

18 만일 영어를 잘 못하면 창피하니까

19 왜 굳이 영어공부를 해야 하는지 잘 모르겠다.

20 영어를 배우는 게 즐거워서

Appendix 1

Questionnaire for Academic Motivation

본 설문은 여러분의 평소 생각을 이해하기 위한 것입니다. 각각의 문항을 잘 읽고 평소 각자 

느끼고 생각하는 정도와 가장 잘 일치한다고 생각하는 번호에 O표 해주세요. 모든 문항을 빠짐없

이 솔직하고 정확하게 답해주시기 바랍니다.
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