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1 Introduction

Students presenting theooks from theEnglishibrary to a teacher colleague at tlupen house day

The fact that reading has multiple positive impacts is somewhat obvious and common sense.
Research has shown that children who read a lot, develop a positive attitude towards reading and
towards their own reading abilit{ghapiro & Whitney, 1997Hence, from an educational perspective,
reading cannot be fostered early enoughhame and atschool.The home environment might be a
more significant factor than school prograr{Shapiro &Vhitney, 1997) yet teachers can help to
encourage intrinsic reading motivation that is maybe then carried on at héimeexample, fer the
second language (L2¢ading interventionsn this study, one student had improvdéthmenselyin
English and her English teacher asked her what she had changed. She answered thtiel teanjng
intervention she had noticed that reading in English was fun and told her father about it. They then
searched for English literature at home and sat together every evening, reathévgend discussed
what they had read. This student would probably not have improved that much by only participating
in the English reading intervention program, but also migdtthave received tisinitial spark without
it.

I O0O2NRAY3 (2 NBaSIFNOKI Sy3ar3asySyid Ay f SAadaNB
written and oral expression, general reading ab#gitycreative imaginatiorfKoolstra & van der Voort,
1996) Later on in life, engagement in reading is associated with a higher socioeconomi¢Stiuise
& Malouff, 2004)and at an older agé can be useful to limit the risk afognitive deterioration
(Verghese et al., 2003}tanovici{(2000)describel reading and theositive effects it has on vocabulary
growth with the Matthew effect

The effect of reading volume on vocabulary growth, combined with the large skill differences in
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almost inextricably embedded within the developmental course of reqgimgressThe very

children who are reading well and who have good vocabularies will read more, learn more word

meanings, and hence read even better. Children with inadequate vocabutanibse read slowly

and without enjoymentq read less, and as a rdsthave slower development of vocabulary
knowledge, which inhibits further growth in reading abilifstanovich, 2000, [1.84)




Therefore, if we want more children on the winning side of this effect, we need to get them
engaged in reading. The questionviietherthesepositiveeffectsof reading alsdold for L2 reading,
either for children withanotherfirst languagglL1) andGerman L2 or when learning further language
at school. If that is the casextensivereading could be one important source to obtain the necessary
amount of language input needed to acquire the vocabulary and grammar of a language. Previous
research on theffects of (extensive) L2 reading interventions on L2 language compédtameeshown
various positive relationships betwedhe two that will be discussed further in chaptéwo, but
evidenceis still very sparce, leaving L2 researchers with more questions than answers at the moment
(Koda, 2005; Nation & Waring, 202Qneaim of this study igo contribute an answeto the question
of how L2 reading interventionfor early learners of English 5" and 6" grade of a German secondary

schoolinfluencetheir L2 language competence gains.

In this dissertation, | am going to analyze what efféntensive and extensive English reading
interventionsK | @S 2y  BnglisaRabilfiésahd on their goal orientation and seltbeliefs
concerning the school subject Englisforeover,| am going to investigat® what extentdemographic
factors, initial L2 competence, L1 reading experiegoal orientation and seltbeliefsmoderate the
effectsof reading interventions on L2 English competence gdias going to shortly describe the
study andthe main psychologicatonceptsneededin the next paragrapht give an overviewThey

will be presented and discussed in detail in the following chapters.

In this longitudinalexperimental studystudentsof a Germarsecondaryschool weraandomly
assigned to differenteading and nosreadingintervention classesl'he reading classes were taught as
intensivereading (reading books anavorking oncorresponding tasks and exercises)d extensive
readingclasseqreading as much asne can at a low level and with high speedjiditionally, there
were English classes that did not involve reading andEwglish classes that functioned as control
groups.Tests measured thé (i dzR EhglishiabilitiesTheseincluded a cloze test, a preposition test,
a fictional reading comprehension test and a rarional reading comprehension teghat were
created for the purpose of this studpdditionally,the psychologicatonstructsgoal orientation and

selfconceptwere measured usingstablishedscales

Goal orientation theory investigates the motives that people hawr pursuingcertain goals
(Spinath & Schone, 2003)hese andiffer innature and are therefore commonly divided into learning
goal orientation i.e.the goal is to enhance personal competenaed performance goal orientatign
i.e. the goal is to show or hide personal competenBerformance goabrientation is commonly
divided into performanceapproach and performaneavoid goal orientationThe SELLMO scales
(Spinath, Stiensmeidfelster, Schéne, & Dickhduser, 2018ed in this experiment additionally

measure dourth goal i.e.work avoidance the goal to invest as li¢ work as possible.



The academiself-conceptbelongs topersonalseltbeliefs and isfor example definedas the
entirety of thoughts about personal abilities &cademigerformance situationgSchone, Dickhauser,
Spinath, &StiensmeiefPelster, 2003)The seHconcept can be measured as a generdf-soncept
(similar or equal to the concept of sadfteem), a domain specific concgps most commonly dong)
or as a task specific concept (similar or equal toaffitacy). The SESSKO so@ebhodne, Dickhauser,
Spinath, & Stiensmeid?elster, 2012)sed in this study measure the domain specific-seficept and
were adapted to measure satbncept in the subject EnglisBeltconcept is usually seen as a result of
social comprisons (Marsh et al., 2019)but Schéne et al.'Y2012) scales make it possible to

differentiate between social, individual and criterial comparisons.

This study will show that these psychological factors deliver an incremental contribution to
understanding effects of reading interventions on academic achievement and development of
language competence. Up until now, debates on the effect of extensiwdinganterventions have
mostly evolved around possible positive effeafseextensive reading olanguageproficiencyaspects
like vocabulary growth or reading spe@dation &Waring, 2020)little to no research has been done
concerning the impacts of ready interventions orgoalsand selfbeliefs (see section 2, especially
section 23.5). Additionally, extensive and intensive readiage often juxtaposed in studiesometimes
promotingextensive readings a better alternative to intensive readinbhis studyin contrastargues
that intensive and extensive reading is not an eitheriessue On the basis of cognitive and
psychological theorie®ne can assumthat the reading procegsunderlyingthese o reading types
differ significantly (see section 2.2Yherefore students might profit differently from these
interventions depending otheir reading and language experience but atsopsychological factors
like selfbeliefs and goals. This is a decisive aspect that, to my knowledge, has neither been discussed
nor shown in the field of extensive readiresearchso far.The results of this study are a strong appeal
for taking studentQexperience andoersonalitymore into account when assessing the impact of
didactic measures on academic achievement and implementing these in the foreign language

classroom. Especially in the light of egedlicationalbpportunities thisfactor should not beégnored.

Thisthesisis organizedas follows:The following chapter 2 providesn overview ofreading
processes, reading modeland differences of L1 and L2 reading\dditionally, conceps and
implementatiors of extensive reading progranase discussed. Oraspectof extensive readings the
GFdzy FILOG2NED® a2iAQF GA2y {6 NBlowBdby and linkel BShH & | NB
overview of the psychological aspects godéntationandselfconcept Motivation and personality of
the reader h&e only marginallybeen at the focus of research in the area of extensive reading so far
this is a gap that &am goingto address in this studyDifferences between intensive and extensive
reading aremapped outandhypothessaredevelopedon this basis. These asammarized at the end

of chapter2.



Chapter 3providesan overview of the overall study and the research methodology, e.g.
participants, design, procedure of the interventions, material and variablesibstantial section of
this chaptercoversthe description of thequality of thereading comprehension and language tests
that were developed and pilotedor this study.Additionally, the procedure for data analyses is

explained.

Theresultsof variousanalyses ar¢hen presented in chapter 4 and discussed in chapten5
the basis of the hypothes developed in chapter.2Chapter 6 provides suggestionsfor the
implementation of similar interventions at schools on the basishebretical implications and the
resultsand experiences frorthis study. It discusses didactic consequences and sugggststionsfor
further researchA summary and conclusion of the study, results and discussion is presented in chapter
7, followed by the sources list of the books of the reading libraapd the appendixvith additional

tablesand graphs of the statistical analyses



2 Theoretical Background and Previous Research
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2.1 Readin@ehavioand the Necessity of Reading Interventions

The Medienpadagogischer Forschungsverbund Stdwestucts regular studies questioning
children and teenagers about their media consumption and leisure time behavior. Theddfarent
studies available: The miniKisfudy presents results of children ag® and started in 2012, the KEM
study focuse®n children aged 4.3 and started in 1999, the JiMudy presents the results of 119
yearolds and started in 1998 and the Fistudy started in 2016 and focuses on famili€Since the
students in this study ar@to 12 years old, the focus of this sectitison the KIMstudy results.

The results bthe KiMstudy (Medienpadagogischer Forschungsverbund Stdwest, 2018) are
actually quite alarming, especially if yoeiepthe Matthew effect (Stanovich, 2000) in mirldlgure2.1
depicts the percentage of children who rebdoks(almost) every day (orange), once or several times
a month (dark red), less than once a month (yellow) and never (light red). Depending on the age group,
12-26% of the children questioned never read a book in their leisure time. If we adauthéer of
children who only read a book less than once a week, this group of poor readers increases to about
50%.
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Figure2.1 Frequency of Book ReadinGhildren in Germany

! https://www.mpfs.de (last accessed 20.02.2021)



https://www.mpfs.de/

One assumption at hand is that television, internet and gaming have replaced regular book
reading. IndeedKoolstra and van der Vot 996) who conducted a longitudinal study over two years
gAGK mMnpn 5dziOK SftSYSyidlINE aOK22ft OKAf RNBYy:I ¥F2dz
time reading. The two factors that enforced the reduction of book reading were a decreasing positive
attitude towards books and a decreasing ability of children to concentrate on book reading, probably
because they hd become more acquainted with fast moving pictures that are easier to consume.
Especially when taking the last factor of lacking concentration into account, you would expect this
effect to increase even more with the increase of video gaming and intetadbpms like Youtube,

Instagram and TikTok.

The KIMstudy has beenrun since 1999 andtherefore, can give us insight into the reading
development of childreroverthe past 20 yes. | summarized the results in figu&2: From 1999
2016 children were asked howuoh they like to read.file number of children who answered that they
really like to read was constant at about 15% (green liabdut the sam@umberanswered thathey
read daily (dotted green lineTherefore there always seems to be a group of children who are very
engaged readers. First rdsiof the JIMStudy 2020 with ler childrenindicate that inthe Covid19
year 2020 this groupneither decreased nor increase(Medienpé&dagogischer Forschungsverbund
Siudwest, 2020)Thus, | assume that these are not the children we haweaddresswith reading
programs, because they are committed to reading already. On the other end of the spectrum, the
group that does not like to read increased from 4% in 1999 to 20k (light red line). In 2006 a new
OF 0S3A2NE aySOSNI NBIFR¢ ¢l & ReuioNBeRbidS RonmothigtoiNt] NB RO :
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past 15 years, alternating at about 20%a reach these reluctant readers with programs at school is
probablyvery difficult, especiallywhen considering socieconomic and cognitive factor€f special
interestto meis the group that rather likes to read (yellow lin@here a dereasing trend is visible,
maybe due to new technologie$his decreasing trend is parallel to the actual amount of reading
O0aNBIFR | TS & yellowdited lire) TheSe SHildrerwould bepossible targets of reading
interventions, because they are probably most likely toelbeouraged by reading programs to keep
up readingor becomemore interested in(L2)readingagain These are all resultsbout German L1
reading | was not able to findtatistics onthe amount of English L2 reading ofildren in Germany
and can only assume that thisngarlya fraction of their total readingrhe students in this study were
asked how many English books they possess and how many English books, apart from those in the
study, they have read. The studentststhto possess an average of 4.63 English books (SD = 9.25, N =
230) andio have read an average of 4.11 (SD = 9.25, N = 296) English books in their life so far.
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The quality of readings, unfortunately, noassesseth the KIM and JIM survey$he JinStudy
(Medienpadagogischer Forschungsverbund Sudwest, 282kd children to name their favorite
books, which are classics likarry PotterD NS 3 Q &nd Bié dreNBgagezeichehut it is unclear how

much time a dayghildrenspend reading these books and how intense their reading engagement is.




Moreover,it is unclear if students who spdtime with social media and online media consume
Y2aifte LAOGdAINBA IyR @ARS2azr 2NJIfaz2 NBFIR oft23a |
contrast to playing on the computer, messaging or spending time on Instagram. Yet, all of these
activities involve reading: reading text messages, Instagram stories or descriptions in video games.
When interpreting reading as a broader terneadingis something that could havevenincreased
during the Covidl9 pandemic, bcause, at least at first, many school assignments were in written form
and the only way to communicate and have social participation was onli@ssume that with
GNBFRAYy3I¢ GKS dziK2NBR 2F GKS adaNBSea 620S YStHy

To become a skilled reader in the sense of enhancing lower level, automatic reading processing
skills,the type of textreadis probably not as important, as long as it delivers enotugjin language
input. But when learning to understand and follow a complex narrative structure, an Instagram story
might not be as rich in input as a traditional bodkere is not a lot of research on the differences of
reading strategy use and development depending on text types. Yet, there already seems to be a
difference ketween print and digital reading of the same t€dbng & Bus, 2002; Singer & Alexander,
2017)with better results for print reading. iBitalization has opened neapportunities of electronic
reading but more multitasking might also lead to shorter attention spans, which is Waton and
Waring(2020)argue that extensive reading programs with traditional books in schools might be more
relevant than everThe following sectionsevolve aroundhe question what processes are involved

when reading in thel.and L2Reading is seen here as offline readingrirfited books.

2.2 What isReading

Reading is a core skill needed to be successful in our modern s@Gietlge, 2009)Due to
progressing globalization, digitalization and collaboration across cultures, literacy not only in the native
L1, but also in English as aglia franca and language of trade, business and the internet has been
gaining importance over the past century. This callsrfaningreading and writing abilities of students
from an early age or¥et, as the previous paragraph and latedtcational studie¢Stanat et al., 2022)
have shown, studenfreading skillshave decreasedThe following sections give an overview of

different reading skills and differencesdevelopingL1 and L2eading skills.

2.2.1 Defining Reading
Looking up the entryto readin the hET2NR | RGI yOSR [e&ds yh& NDa 5 A
explanatond G2 221 FGOKSRYSY REINBIRFRONRGOSY (Oxfgr®R  LINA y i

University Press, 2020This definition just covers a narrow view of literacy, namely the ability to



decode symbolsbut literacy, in the sense of functional literacy, also involves the suitable use of this
ability in different contextdGrabe, 2009; Hedgcock & Ferris, 2018; Hudson, 200idsedifferent

levek of demand on the readerand the ability ofbeing able to adjust processing to meet these
demandss a key factor of successful readamtparerepresented in the definition of the International

[ AGSNI O& Litgracg © the abifit?ty identidy, understand, interpret, create, compute, and
communicate using visual, audible, and digital materials across disciplines and in any €ontext.
OALYOGSNYlFGAZ2Y It [AGSNIOe ! 3420A1GA2Y 3¢ HAHMD

With literacydefinedast § KS T 6Af AdGeé (2 ARSYGATE |yR dzyRSNAI
as a phonetic and lexical decoding procard proposition buildindy constructing meaning out of
f SGGSNERX ¢62NRaX LIKNIaSa IyR aSyiaSyoSaz Aa | RR
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summarize the various pugses of reading and writingooking at the academic purposes of reading
alone shows how dferent reading purposes could b&rabe(2009) for examplehames multiple
purposes: reading to search for information, for a quick understanding, to learn, to integrate

information, to evaluate, critique and use information and for general comprehension.
Hudson(2007)listsfive features that can be used to classify different reading acts:

1. Reasons: motivation of the reader to engage in reading (e.g. information seeking, pleasure)
In this study the reason for reading differs between the intensive and extensive reading
interventions. Whereas extensive reading, in an idealized version, is supposed to be pure
pleasure for the students, intensive reading involves additional tasks aréftire not
only reading for pleasure but also to fulfill the task requirements.

2. Media: the physical entity of the text (e.g. books, newspapers, notices, forms; web
content,X 0
In this study the media provided to the students were physical bqaksne board books,
some hard cover, most paper back.

3. Content: material of the text (e.qg. fiction, songs, plays, academic artiedbgtimessages,
postcard slogans, poetr¥ 0
The content of the books was very diverse. Theeeefictional (long and short) and nen
fictional books, playgoetry, biographies and comics available.

4. Structure and Form: charts, isolated lines, narratie,

The structure and form of the books also varied stromglthis study There were books
with many illustrations and isolated lines of texts and words, text that was divided by
headings and subheadisgespeciallyin nonfictional texts, andbooks with longer

narratives.



5. Strategies and Skills: reading techniqgependent on reader abilities and purpose (e.g.
skimming¢ reading rapidly for an overviewscanningg reading rapidly to findspecific
information, X 0
While reading, especially to fulfill the tasks in the intensive readibgniantions, the
studentsprobablyengaged scanning find answers to the given questioasd indepth
reading.

The combination possibilities between all of these aspects reveals how different reading
processes can be, whickflectsin the literacy definitioraboveini KS 62 NR& d | @NiR a4 RA &

I ye O2Thérédokeia petson can and will develogfigrent and multiple literacies and applying

these advantageolgis seen amastering differentiteracy event{Hedgcock &erris, 2018)

The following sections wilbEus on cognitive aspects of reading. Motivational impacts (here
selfconcept and goal orientation) and social influences (here intensive and extensive reading

intervention settingsprediscussed in chapter 2.3.

2.2.2 Reading Skills and Processes

Theperspective oriffersstrongly between different sciences and tren#®da, 2007)Reading
can be seepnfor example as an indivisible procesBloweveracommon approach to look at reading
is by defining subskills and strategies needed to develop proficient readingGkdlse, 2009, 2014;
Khalifa & Weir, 2009; Koda, 2005, 200-tpm a pedagogical perspective, this view makes it possible
G2 F2aGSN) aGdzRSy i Qa NBI RAY 3 (Grabe,i2R09)fo lagé@BsScérdiR | Yy R
subskills withattuned tasls or to analyze which subskills certain reading exercises emphasize or
presupposeWeir & Khalifa, 2008\nd to investigate L1 and L2 reading differences and transfer of
subskill{Koda, 2005, 2007) hese different subskills interact in various ways and should therefore not
be seen in isolation, buthis differentiated view can helpo attain a better understanding on

processing differences and difficulties.

Fromthe large variation of skills needed to successfully engage in literacy eMeiason(2007)
named eight variables that he sees crucial for a successful reading process: grdjphememe
recognition, phonological representation, syntactic structure, background knowledge, processing
strategies, text structure understanding, vocabulary and the context of the readinGeadie(2009)
named featuresthat define reading. For him, reading is a rapid, efficient, comprehending, interactive,
strategic, flexible, purposeful, evaluative, learning and linguistic process. When comparing these two
approahesHudson(2007)focuseal on skills that readers neetd acquire and make use of, whereas

Grabe(2009)focusead on attributes that successful reading can be measured by. For example, readers

10



with precise and skilled graphenpdioneme recognition will be able to read faster (spe@dpda,
2007) When words are recognized highly automatically, this is called a high sight vocdDagr&
Bamford, 1998)A high sight vocabulary is not sufficient for comprehension yet, the information first
needs to be processed, for example with the use of background knowledge, world knowledge,
knowledge of the topic, etc. In oth&vords,the information is processed according to and integrated
into existing schems(Day &Bamford, 1998; Grabe, 2009; Koda, 2007)

These variougeading processes are commonly divided into highevel and loweilevel
processing skills or strategfg&rabe, 2009, 2014; Hudson, 2009werf S@St LINR OSaaiy 3 &
a group of skills that have the potential to become strongly automatized, and this automatization of
lowert S@St alAffta Aa | NEipoz2od, »)yriesekrlslarcfofterzéayfieéd NS | R
out simultaneouslyand include word recognition, syntactic parsing and semamoposition
Sy 02 RA y 3ldvel procas3ek Gehdrally assume that the reader can direct attentional resources
G2 GKSasS O02YLRyYySyld aiArAfttaod wX6 ! {-edeK®mpanenyS A Y
abilities can, and often are, carried out in autatic mode except when difficulties arise or when
ALISOATAO 321 f & KAIKE A Wabe, 20000y G A2y NB&2dzZNOS y S

Even thoughwell-developedower-level processing skilsdhigh sight vocabulary do not equal
high comprehension, students who have highly automatized Idesxsl processes like grapheme
phoneme recognitiorwill probably show higher comprehension, because they can use their limited
processing capacity for higavel processing strategies and reading sKilay &Bamford, 1998)
Therefore, more fluent readers will be able to flexibly interact with the text according tpuhgose
and come to a better understandinBgxtensive reading camost likelydeliver the bemficial practice

for devel@ing these skills

Higher and lowerlevel processing skills and strategies both need to be taken into account when
discussing what reading is and how it can be acquired, because reaserst just useitherlow-level
processing skills or only higdvel processing strategies. On the one hamithout low-level processing
skills,readingas making sense out of letters, words and senteneasid not take place. Without high
level processingtmategies on the other handcomprehension would be impaireaind the readers
wouldread words and sentences without being able to make any sense out of them, which also would

not suit our understanding of readin@rabe, 2009)However,not all of these skills aresed to the

2 Skills and processes are not always clearly distinguished when talking about reading, see als¢dudson (2007); Khalifa and Weir
(2009)f or further discussion. The word oO0skillsé6 is often used for au
that are open to conscious reflecti on b(@rabe 200% p221hdnythe previousn t hei r v
sections | refer to lower-level skills, highlighting their automatized and subconscious character and higher-level strategies,
highlighting that they are predominantly deliberate, purposeful and goal orientated. This of course does not me an that all
higher-level processes are strategies and all lowerlevel processes are skills, since this obviously dependents to a great extent
on factors like proficiency and experience.
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same extent, with the same consciousness and at the same speed while reading. Factors that
determine processing while reading are for example the proficiency of the reader and the purpose of

reading.

2.2.3 Reading Models

The way higher and lowerlevel processing strategies and skills interastd lead to
understanding is presented and discussed a@mious reading models. These can be divided into
bottom-up, top-down, interactiveand interactive compensatomodels (Grabe, 2009)

Bottom-up models vew reading as a process in which encoding functions in a linear order
(Grabe, 2009; Hudson, 2007Making thellustration of theinteractive compensatgrmodel in figure
2.3 at the end of this sectiorproposedby Weir and Khalif§2008) as an example, this would mean
that the reading process would move strictly from the bottom box to the top Boveader wouldstart
by decodingvisual inputinto lettersand words, then access the mental lexicandnextadd syntactic
information. Moreover, his bottom-up process would not be influenced by other incoming
information, like background knowledge and goa¥et, these aspects cleailffluence the reading
process(Grabe, 2009; Higcock &Ferris, 2018; Khalifa Weir, 2009) therefore bottomup models
are insufficient for modeling reading processes.

Top-down modelstake the opposing view tdottom-up models. Here the reading process is
seen agnainly influenced by expectations and goals of the text and is processed acco(rajhe,
2009; Hudson, 2007)n figure 2.3 this would mean that the boxes on the left and right strongly
influencethe reading process in the center, which only functions to verify or falsifgxipectations
and hypothess generated about the texAdditionally, syntactic knowledge and inferencing help to
identify words and process sentendgarabe, 2009; Hudson, 2007his already shows the limitations
of pure topdown modelslower-level processes often occur so fast and automatic in skilled readers
that they are not influenced by highdsvel processes, because this would just delay the reading
process. Therefore, strict tepown processing would be ¢oslow and not account for rapid word
recoqnition or wrong processing of syntactic ambiguities

Interactive modelgombine bottomup and topdown processindglhey assume that highdevel
processesupport lowerlevel processintp heighten reading proficiendgrabe, 2009)This view also
has its flaws, because just like botteup models, these models cannot account for very fluent reading,
which would not take place as such if readembvaysintegrate context information into their
processing or use inferencing to support waetognition(Grabe, 2009)

This has led to the development of interactisempensatorymodelsthat view the influence of

higherlevel processing strategies on bottoop processing as a compensation wher tleading

12



processis impaired¢ for example due to poor reading skills or high text diffici{ralifa &Weir,

2009) The disrupted automatic bottorap reading process leads readers to draw more strongly on

other informational cuego help them in their reading procesBhismodel therefore accounts for the
observatiorthat skilled readers do not depend on ta@mwn processing as much as kskilled readers,
because their bottorrup skills are so automatized that tajown processing would be doslow, but
alsoconsiderghe possibilities of the use of highéavel processing strategies for reading support.
The following model(figure 23) is an Llinteractive compensatoryeading model that the
authors describ@to also function as an L2 model, because® y 6S GNBFGSR | &
0§KS [ H NI KKRA8Wei§ 2OA9NF3). This is an ambitious clailddmittedly, there seem

iKS

to be general universal reading processes like making use of phonological processes during encoding

or the use of background knowledge or morpéyntactic information during comprehension

Moreover,there arealsoother well-known models, like thésycholinguistic Guessing Game Model

(Goodman, 1967)a topdown model, thatclains that reading is a universal proce®ut especially

when looking at detailghese processes differ between languadfs a list of universal aspects and

discussion, see Grabe, 2009, p.426; Koda, 2005, 2007Yhereforeit is not quite clear if one model

can account for readingn all languagesSecond].2 reading differs from L1 reading in so many ways

that it is questionable if developing an L1 readingdel n the L2 is a realistic aryendesirable goal.
The following section on L2 reading will elaborate on these differe@esll accountghe claim that
this model can be treated as a goal to strive for in L2 readiagéastured claim. Mverthelessthis L1

model is useful foiidentifying subskills of the reading processd discussingheir interplay and
differences between L1 and L2 processihgusg as there are no L2 reading models availadlavill

refertoY KI £ A I 9 a3 &badisliod theYidtieSdiscussion

The boxes word recognition, lexical access, syntactic parsing and establishing propositional

meaningin figure 2.3are usually seen as lowdgvel processing skills. Inferencing, building a mental

model, creating a text level interpretation and creating an intertextual representation involve higher

level processing strategies. | will elaboratetheseconcerning L1 and L2 differendesthe following

sections.The goal setter on the left side of the model influences the processes in the center. Therefore,

different goals will influence the ways whicha text is processed. This is relevant in this study because

students in the intensive and extensive reading interventiwese likely to have different goals when

reading: In the extensive reading interventgstudentsshouldread for pleasure and enjoyment. Their

goalwasto understand the gisof the story. In theintensive reading interventics) students hal to

engage invocabulary,grammar and comprehension exercises after readingganing aprecise

understanding of theéext wasnecessary. The differences in reading goals could have an influence on

the reading procesand thus the skills developed and fostered in the reading interventions. This should

then show in differences in the language and reading comprehensions test scorebghireen the
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intensive and extensive reading intervention groups. Where these differences could lie will be

deductedand hypothesized in the following sections.
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Figure2.3 Khalifa & Weir (2009), p. 43: A Model of Reading.

2.2.4 L2 Reading

Hedgcock and Ferr{@018)stated i K+ & & [ H SRdzOlF G42NE Kl @S YdzOK G2
literacy specialistfX] [0 SOl dzaS6 [ M FYR [H NBIFIRAYy3I RS@OSt2LISyi
45).As already noted in the previous sectjdhis is notso clear and straight forward asmeauthors
claim.Learning to read in an L1 differs from learning to read in afot.2arious reasonfGrabe, 2009,
2014; Hudson, 2007; Koda, 2005, 200Hist, L2 readeroften already have L1 reading experience
The benefit from thisexperience of coursdiffers and is dependent atine orthographicand linguistic
distance of L1 to L2 arfeatures of the L2 itselSecond .2t S | NJgrf§uadie@ompetence, when



learning to read in the L2, issuallymuch lower than their L1 language competence that they are
usually fluentin when learning to read in their LThird, reading iran L2 alway$as a dualanguage
involvement, meaning that during processing there is an interactith the L1 language present.
Fourth,assuming that they learn their L2 in an L1 environme8treaders usually are exposed to less
print than L1 readers. Fifth, L1 and L2 learning can differ significantly concerning the underlying goals
andpurposes of reading, influencing the reading proc&asally readers might have different cultural
experiences or are acquainted with social conventions when reading in their L1 than it is common for
the L2(Grabe, 2009, 2014; Koda, 2005, 200Njs makes learning to read in the L2 very different from

learning to read in the L1

Which reading processes are relevant for reading and how these interact is already an
inexhaustible and disputed field when only looking at L1 reading. Taking into account L2 influences
adds even more variables to thatready broadield. Hedgcock and Ferr{2018)claimed( K I i d oY 8 2 & {
L2 learners and teachers can affirm that L2 reading proficiency develops with greater effort and
RATFAOMzZ & (KIy RZ2 gading immokRonilexytihs L1 debdipgcause (tvwd
languages are involve(@rabe, 2009; Koda, 20Q0Hut this does nohecessarily mean that it imore
difficult. Moreover, tie question of whichhow and whyprocesses ar&ransferredfrom L1 reading to
L2 readings central, buwidely unansweredKoda(2007)referredto the Gonnectionist theorem that
aSSa GNIYYATFTSNI Fa Iy <edtabhShadrlll Gonetencidsiappidig pake2ny 2 F 6 S
i NA 33 S NEB R (po1¥) Cpneequenflytddnéfér occurs unintentionlgland only foringrainedL1
skills. Additionally, it can be assumed that transfesooccursif L2 proficiencys low, in other words,
there is and always will be some sort of LIngfer. With increasing L2 input, mapping pattesmsl be
extended and adapted to the L2 langua@d@da,2007) This makes L2 reading a complex, but not
necessarily more difficyliprocessMoreover, becoming literate in two languages at once does not
seem to have negative impacts on students reading and writing, as students find creative strategies

for coping with the new languagéo¢ more information see Bredel, Fuhrhop, and Noack (2017)).

In what way L1 reading ability and L2 languagenpetenceinfluence L2 reading ability is
debated. Two opposing but also compatible,theories are prominent the Developmental
Interdependence Hypothes{€ummins, 19913nd theLanguageT hresholdHypothesiqClarke, 1980;
Cummins, 1979 he Developmental Interdependence Hypotheasthe name already states, sees a
high correlation between L1 and L2 reading abilitite idea is that if L1 reading abilities are well

established and automatized, they willatrsfer to L2 readingVerification from research for this

SMapping patterns are oOa set of relationships between forlyns and f ur
matched, one-on-one correspondences, they are seen as correlational, rather than absolute, rules. According to the
Connectionist theorem, moreover, the internalization of such relationships occurs through cumulative mapping experience. A
pattern of mapping is internal i(Kkodad2000pém its execution is automat
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hypothesis is ambiguoy€ummins, 1991; Grabe, 2009; Koda, 20DBferent populations and reading
scoresusedin readingstudies could be one reason for inconclusive resulisrefore darification is
needed as to which skills transfer and if thieisyuageage or proficiency dependef€ummins, 1979;
Koda, 2005)The LanguageThresholdHypothesis states that students have to overcome a cergh
undefined linguistic threshold in their L2 in order to transfer L1 reading skillking L2 knowledge
the dominant facto{Grabe, 2009; Hudson, 2007; Koda, 200%jact, L2 knowledgseems toexplain
30%40% of L2 readingompetencevariancesKoda, 2005)which strongly supports this view. Yet,
problems also lie in detailStudies use different measures for L2 language competence and L2 reading
and analyze various population&oda, 2005) Therefore the questions which L2 language
competences impact which reading skilland how universal these processes dsenot fully
investigated so farGrabe(2009)also raise the question if it is even reasonable to talk about a
threshold, a certain point, that is excome, or if this developmental process is rather a continuous

one.
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Figure2.4 Compensatory Model of Reading Proficief@grnhardt, 2005, p140)

Bernhardt (2005) suggested a model (see figure 2.4) where the impact of L1 experience and L2
knowledge explain about 50% of the variance in reading comprehenk®knowledge explains 30%
and L1 literacy 20%. The model also suggests that with improRitiggtacy (xaxis), the impact of L2
knowledge and L1 literacy increases (curves), as does comprehensigis)(®s a rather continuous

process. A closer look at the model shows that even though the impact of L1 experience and L2




knowledge increases and, therefore, comprehension increases by proficiency, the proportions of L2
knowledge and L1 literacy that influence comprehension are constant and therefore independent of

the developmental stage of the reader. These results confiitt Koda's (2005) reasoning that, on the

olaira 27F LINKaiktaioabendil deBvied\ior B1 reading experience seemingly vary

among L2learners at continuous developmental stages 6 LJ® HoU0O FyR f&az gAi
speculations that p@A 2 dza NBaSH NOK 2y GKS [ly3dz 3S ¢KNBaK2f
O2ylGAydzr tfte OKFIy3aAy3a NBfIFIGA2YAKALI a4 [ #HermLINB FA O

longitudinal research on L2 reading skill development, which could give insighit, needed.

In this study both influences, L1 reading ability and L2 language ability, will be taken into account
when analyzing the improvements of students in the-@ed posttests that are used to monitor the
aidzRSy G aQ f Iy 38mcatBis studylidbi@tiieSvdenfsiindhe intervention classes every
six weeks, it does not only assess the influence of L1 reading competence and L2 language competence
at one point in time but also its development depending on the intervention typeh®basis of these
assumptions, students that develop a higher L2 proficiency through the interventions should have
better comprehension results, but also moderation effects of the amount of L1 reading should
increase, because students with well facilitated L1 reading skillbeviible to profitmore strongy
from these.Moreover, theEnglish interventionare meant to help students with poor language skills
to improve Therefore,if students with poor language proficieney T1 improve well during the
interventions, they evemave chancesf outperforming studentsvho already started with very high

T1scores.

On the basis of the previous discussibhypothesize that

1) Both, L1 reading experience (measured as areglbrt of L1 books read per week) and L2
language experience (measured as scores in languags dedil) willbe significantly
associated witithe competence gain for students the English language tests aimd
grade improvement

a. For the students in the neknglish intervention grougp | expect L1 reading
experience and L2 language proficiency both to have a positive impact on the
competence gain.

b. For students that receive additional training, especially for the reading
interventions, | do not expect these effects to be as high or significanéven

negative
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The following sectionsiove chronologically through the reading processes as presented in the
L1model of reading byhalifa and Weif2009)on p. 14 focusing onthe way readng in EnglishL2
differs from learning to read iGermanLl The aspiration of theses sections is by no means to give a
full overview ofskills and processes involved in reading oiLR1differences while reading, but to
highlightsome relevant aspects worth considering for this particular stidy.a detailed review of
the discussion on the impacts of L1 reading competence and L2 language competence from different
periods of time se€umming1979)andKoda(2005) For a profound overview of L2 reading Sa@abe
(2009.

2.2.4.1 Visual Inpuaind Word Recognition

Word recognition is seen as a core skill of learning to read and automatic word recognition is
seen as thecore asset of a proficient readefGrabe, 2009)Even though recognizing words and
sentences might seetto be a trivial processword recognition happens in various ways andolves
numeroussulbskills According toMetsala and Ehri (1998, B) there are five different waysf how

words can be read in English:

1. By assembling letters into blends of soundgerred to as decoding.

2. By pronouncing and blending familiar spelling patterns, a more advanced form of
decoding.

3. By retrieving sight words from memory.

4. By analogizingo words already known by sight.

5. By using context cues to predict words.

These different word recognition methods are used indepenbjeoit reading proficiencynd
good readers are able to choose appropriately depending on the reading goal or sit{kaditen, 2005;
Metsala &Ehri, 1998)Grabe(2009)named four subskills that lead to rapid word recognition: secure
orthographic processing, quick phonological processing, rapid itigrend syntactic processing @n
quick lexical acceswhereas the last three processes are already part of the next processing steps in
the readingmodel by Khalifa and Weir (2009T hese differenes inclassification already show how

complex word recognition is.

Yet, what all processes have in common is thadentsfirst have to learn to recognize printed
symbols, then need to transform them to oral symbols and attach meaning to {fi&ionis, 1980)
This isa process that all languagegth a writing systenshare and it can be assumed that once this
skill is acquired that it is available in other languages as(ietla, 2007)According torhonis(1980)

learning to readn Englistalreadystarts by tudents haingto learn tomowe their eyesin straight lines
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from left to right (directionality} and to recognize wor@nd lineboundaries, meaning thataders
perceive a cluster of letters asunit and stay in one line while readingdditionally, similar letters,

like <b>and <d> or <p> have to be distinguishectkliably. Develogng these skills needgaining and
practiceand can be supported with the use of bigger fonts and space between Tihissalso reflects

in the reading material useth the interventions of this studyBooks for L2 readers are written in a
much smaller font with text over the entire page, while books for beginning L1 readers have a much
larger font, only a few sentences per page and picture suppbaiybe publishers assunthat snce
German and English have very common alphabets and are both languagesetih@ad from left to

right, studentswith a German L1earning EnglishsL2 already have mastered this step when learning

to readin their L2 Englishy grade %and do not need or want any additional support

The common alphabet and reading conventions yet can also be misleading when it comes to
crucial differences between English and Gernmthography German nouns for example are
capitalized, givingeadersan additional orthographic cue about the syntactic structure of the
sentence, which is not the case in English. Additiondlyglishand German have numerous
interlingualhomographs some with the same or similar meanings (for exanmplesandBug and some
with different meanings (for example ¢ &Aridf OK ¢ BAZE{ daX DAisgecallgdifalsétiends.

Sudentscan therefore, guess the meaning of unfamiliar words, but are désboff trackwith others

Word recognition also involves extracting a w@rghonological and morphological information
from its orthographic symbsel(Koda, 2007)Even though German and English boge alphabetic
writing systemsand roughly comparable phoneme inventories, especially for the consonants, their
graphemephoneme correspondence differ&erman students might be able to read a word like
theater and even know its meaning, because it is the same in Gerimainthese words are not
pronounced the same (Germaid S %I-Eﬂd‘sh/‘ i( Bt Y). Consequently, the transfer of lexical and
phonological German L1 knowledge can have a positivenagative impact on English L2 reading.
Nevertheless studies have shown that students with alphabetic reading experience outperform
students thatonly have reading experience in nonalphabetic orthograpfBrabe, 2009)which puts

German students learning English at an advantage.

Not only misleading similarities between German L1 and English L2 can prove difficult when
reading English words, also the English language itself does not prove to beoweistentwhen it
comes to graphme-phoneme correspondencesThisis described by the Orthographic Depth

Hypothesis:

4 This first concretization of this first step already differs between languages, for example Japanese, where books are read from
back to front, top to bottom and right to left. A very confusing experience when trying to read ones &first Manga, but a striking
example of how these basic reading skills already fail to transfer here.

19



The Orthographic Depth Hypothesis states that orthographies (particularly alphabetic
orthographies) have varying degrees of transparency between the phonological segments of the
language and the orthographic symbols intended to represent the phonologigghents. An
orthography that closely represents the phonology of the language in a cleaitoene
relationship is a shallow (or transparenfrthography (e.g., Finnish, SeH@yoatian). An
orthography that does not closely represent the phonology inearcbneto-one relationship is a
deep (oropaque)orthography (e.g. EnglishiGrabe, 2009, [L14)

German has &airly shallow orthography, which can make it more difficult for studentsdpe
with a language with a deep orthograplile EnglishStudents will experience and need to learn that
letters and graphemeare not consistentlypronouncedhe same throughout different words and that,
from the opposite perspective, one sound can be spelled in various \{@gsbe, 2009) An
enlighteningexampleisa sentence | commonly cite in clabke believed Caesar could see people seizing
thesea® S®Id G Ly i SNBKS A9yA3 (FA 20K aThib Wi diiich&eRctually containg
seven different spellirgof one sound?hA #HAvd Az kkad sh WApUBAZE & Eshzi Even if students
manage to learn the pronunciation of a word, this does leastve them in a safe place, because
affixation can quickly change pronunciatiirieber, 2022pbr a change inword stresscan make the
difference between a noun and a verb, epgesentas/Yrez@nt/ and/pryent. In consequence,
phonological information is commonly available and retrievady after the word is identified-
whereas this is faster and rather simultaneous when reading languages with shallow orthographies
(Koda, 2005)

Koda(2007)describal this difference between shallow and deep orthographies by using the
Psycholinguistic Grain Size Theqrhe deeper the orthography of a language, the larger the grain
sizes used for decoding need to Beie to Englisthaving a deep orthographgecoding at a phonemic
levelwould just take too long and be very frustratindecoding needs to take place at a syllable or
morpheme leve(Koda, 2007)Taking these difficulties into account, students will not have the chance
to quickly becorma confident readers by just studying and practicing leteund correspondencesas
they might have been successful with when learning to read in their Germ@&ralie(2009)therefore
suggested that students can experience a motivating and efficient progress in language learning by
developing a high sight vocabulary in Englisifi courseparallelto pronunciation practiceshelp for
recognizing syllable structures morphological awareness taslkxtensive reading can be very useful
in helping students tdearn a fundamentahighsight vocabularythat helps them to quickly recognize

highly frequent words and becaaproficient readers

Yet, since oral language and literacy develop at the same time for many L2 leaeéws the
studentsin this study, it is at quite clear if thissimultaneous learningnight impair recognition
development (Koda, 2005) Quick and secure phonological decodihgs shown to be a crucial

predictor for reading success, especially in the initial reading stiigda, 2005, 2007)Becoming
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proficient is therefore, even more difficult for L2 studenia this respectbecause they have not yet
had extensive oral English input. Students who addEnglish lessons at primary schHowmlight be
at an advantage to students who just started learning English in gratlecuse they have had

previous oral language experience.
Taking these factors into account, | hypothesize that

2) Independently of the intensive or extensive reading intervention, the students
competence gaisin the pre and posttests is positively related to timamberof years of

English they have had at primary school.

2.2.4.2 Lexical Access

After a word is recognized, may it be by phonologilegioding or by sight vocabulary, sentia
and syntactic information becomes available to the reader (lexical acd@sghg this recognition
process, entries in the mental lexicon and the incoming information are constantly mat€hisdlso
leads to activation of words with similar phonological or orthographic features, until a perfect match
is found (Grabe, 2009)A word can be deciphered and therefore read from a phonological and
orthographic pointof view (referred to as thdorm) and if not already available, readers can form a
lexical entry This does not mean that théyaveto havea semantic componerfor this wordyet. The
meaningand syntacticcategoryof the word is commonly referred to demma Some authorsise
word recognition and lexical access as synonyms, ottlistsiguish between the termwith lexical
access only being complete with access to a sgim@oncept of the word readGrabe, 2009)The
latter is also the perceptionf word recognition and lexical acceissthe model used her¢Khalifa
& Weir, 2009; Weir &halifa, 2008)asshown by the arrows figure 2.3the form entry of the lexicon
influences word recognition and the lemma enaifectslexical accessSince thidifferentiation is
especially relevant for beginning L2 readerstudents will pobably encounter words, they do not
have a concept foc | will use the term word recognition when talking about phonological encoding

and lexical access when talking about successful access to the meaning of a word.

There are high correlations between vocabulary knowledge and reading comprehéiisita,
2007) A common number, on the basis of previous research, is that 98% of the vocabulary of a text
need to be known for comprehensipknown as the vocabulathreshold(Koda, 2005, 2007; Nation

& Waring, 2020)Even though this number is commonly cited, | cannot refate from my teaching

5 English was taught in German primary schools from grade 1 on, but this changed to grade 3in 2017. The teachers in primary
schools are advised to only introduce students to oral language, e.g. singing, rhymes and simple phrases, but not to print.
The English teachers in grade 5 report that students come to the secondary school (grade 5) with very diferent experiences
and competencies.
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experience and believe that the vocabulary threshold strongly depends on the type of book being read
and the background knowledge of the reader. A book with text matching illustrations, in the simplest
and most extreme form, a board book with one word of @animal per page and a picture of the
matching animal, can be comprehended even if the student knows 0% of the vocaisargtudents

who alreadyknow a story in their L1 or are vemyterested ina certain scientific topic, comprehend
more when reading that story in English or reading a book about that topic in Engligtis study
students are offered a varietyf texts that make it possible to infer from pictures or use knowledge

about the stories to increase their comprehension.

2.2.4.3 Syntactic Parsing and Establishing Propositional Meaning

When moving from the word to the clause or sentence level of a text, readers make use of
numerous pieces ofsyntactic information while processing, like word order, tense and modality
(Grabe, 2009)While reading, readers combine the semtia information of the individual words
(lexical access) and incoming morptymtactic information to form units of meanirand to decode
the propositionsof sentencesGrabe(2009)noted i K & d wi 8 KS ydzYo SNJ 2 F LINE LJ
in sets of sentences predicts hoanl it takes to process different sentences even when the number
of words and clauses are kept equivan(p. 31)F yR GKI G aaeyidl OG4AO I &1 NF
NEBflGA2YAKALI 6AGK NBIRAY3I O2YLINBKSYyaA2yE¢ O6LID HnA

on processing fluency and accuracy.

The importance of syntactic parsify understanding can be seémthe following examplea
sentence takerfrom The fairhaired Samura{Hunt & Brychta, 2015, @); one of the books in the

English library of this study.

(1) Kipperc learng grabg partner¢ arm¢ pull ¢ back
(2) Kipperc learnedg grabg partnerQ@arm ¢ pull ¢ back.

(2) lists all content words of the sentence. Bsimply accessing their meaninthere are multiple
possibilitiesof what action this sentenceoulddescribe. But the words in (1) are already in the correct
order and, other than in German, English has a very strict word order. Theréfidsesyntactic
knowledge, if available, can be usedutaderstand thaipperis thesubjectof the sentence antkarn
the predicate.Due to thesyntactic component of the entriearn in the mental leicon the reader
might know thatit is a transitive verlbearn something- in this casdo grab So farwe do not know

the semantic role of partner and how the sentence continues becays&tner could bepart of the

8 This would imply that common difficulty measures like the number of headwords or words per sentence measures are not
informative enough to determine text difficulty.

22



verb phrasele.g.Kipper learned to grab the partn&rNJ G KS LI X)ar thé et ofl-a Nadv
mainclause(e.g.X ( KS LJ NJishihBaekor XIG K6  ILMzNdis/pEllatdoshis bagkn (2)
morphological information is added. Combined with syntactic knowletigegenitive case gartner
tells usthat something happens with the arm of the partner and thdt NJi y Sfotisiadetedivier
phrase(DB ¢ either as part of the objectf the firstmain clause oas subject of aecond main clause.
Morphological information ofpull signals that the fder cannot be the case, becaugmill is not
inflected forsubjectverb agreement opassive voicelherefore, the DP merges with the verb ¢vgb

to form a verb phrase (VPAYloreover, we now know that the action happened in the past, because
learnt+edsignals past tenséf we now add function words to the sentence, in this caseitffiaitive

particleto, the determinerhis, the pronounit andthe conjunctionand, we get:

000 YALILISNI £ SINYSR G2 3INFo KAia LI NIySNDRa | N¥Y

CP
|
c
/\
C e
A
DP T
P ———
Kipper T VP
| |
(past) V'
/\
\' CP
| |
learned c
/\
C TP
A
PRO 5
ﬁ
T VP
| — ] T
to VP & VP
| TN
A VP  ADV
— | N
\' DP Vv back
| T N
grab his partner's arm V DP
I A
pull it

In this example, the function words wouldt have helpedo disambiguate the syntactic role of
LJ- NI y S snv@rsf theyN@d beenknown from the beginning on. Therefore, when parsing this
sentencethe different possibilities of integrating the DBl NIi y* SilNtRezsentemd®s not clear until

" The bottom part of this tree has already been explained in the text: the determiner phase (DP) merges with the verb (V) and
forms a verb phrase (VP). This first VP is then conjoined with a second VP and forms a larger VP. Thi& is the complement
to the T node which contains information on tense and agreement, in this example the infinitival particle to. The subject in
this clause is filled with an implicit subject (PRO) that refers back toKipper and completes the tense phrase (TP). The
subordinate clause is completed by the functional projection CP (complementizer phrase), which carries force featuresand
might host subordinating conjunctions. To simplify the tree structure, features are not explicitly mentioned in this example.
The CP functions as a complement to the main verblearn with which it merges to a VP. This projects into a finite TP and
eventually again a CP.
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arriving atpull. Alsg the meaning of the wordackneeds tobe disambiguated by using syntactic
information. The syntactic structure of the sentence above tells uslkihekis not a nourin this case
(meaninga part of something that isppositeto the front) but ax adverb that tells us something abt

wherethe arm is pulled.

This exampléllustratesthat syntactic information islso essentialfor establishing meaning
With an average reading speed of about 250 vemer minute(Renner, 201Qxhis example also shows
the complexinteraction of lexical, morphological and grammatical processesking together to

establish a propositional meanimd a sentencén only2.64 seconds.

The students in this study are at the very beginning of their L2 learning expertbnsethey
do not have a lot of grammatical knowledge y®tntactic parsing differs between languagiésda,
2007) also between German and Englishisl important thatstudentsare able to encounterand
internalize basic and simple sentence structures in texsr exampleto understandthat English
follows astrict subject-predicateobject order, which is ifferent from their German L1, whereord
order is more flexike. Additionally, it is difficult fostudentsto identify and understand verbs of the
sentencesgspeciallyif they are infected for tense and aspect that the students do not knowet.
Inflection for st tense or progressive aspeautd already prove to be a problem herelowever
texts can also introduce new grammatical forms and enhance grammatical understanding, giving

studentsthe opportunity to learn thesémplicitly.

Finding challenging but not overwhelming texts for beginning L2 readeEnglishis quite
difficult from a syntactic point of viewince syntactic difficulty levels of texts are usually not reported.
Students in 8§ grade for example had not learned irregular forms of past tense verbs yet, but
TNBljdzSyidfte SyO2dzyiSNBER (KS ¢g2NR adalARéx 06SOFdzaAS
aimed at L1 beginning readers like the Lady Bird Series and Biff, Chip and Kipper. After asking about it,
theyknew what it meant and also used it in texthey produced themselvegven though not always

correctly, as the following two examples show:

\

Y Peor ot oted saiid Wil Answer oy o is Bsoidlin the
el :
Figure 2.5 Answer in the Portfolio of Michl,
Grade 5 Figure 2.6 Answer in the Portfolio of Ayliss,
Grade 5

Due to the individual differences between different L1 and L2 languages and a lack of research,

it is unclear to what extend syntactic similarities and differences between languages influence or
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enhance L2 reading. What is known, is that syntactic knowledge seems to significantly contribute to
reading performance in the L&oda, 2007)Therefore, integrating tasks raising linguistic awareness

could be an important asset of an intensive reading intervention.

For filling in the cloze tests in this study, students rexetb make use of syntactic cues to
establish a propositional meaning of the text, even with words and information migaiagositions
were tested as they need combined semantic as well as syntkatiwledge which will only be
acquired via enough input and not via explicit teachi@g.the one hand, sidents in the intensive
reading interventios could have higher eapetence gains in thesests, because they haal chance
to developmore language awareness through the additional tasks. On the other hand, students in the
extensive reading intervention read more in total and therefore had more language input asd th

possibilities to develop explicit grammar knowledge.

2.2.4.4 Inferencing

Inferencingnvolves higherlevel processing strategieAt this stage, we assume that the reader
is éle to recognize theprinted words, access their entry in the mental lexicon and add additional
morpho-syntactic information to establish a propositional amng of the unitsin the sentenceBy
AYFSNBYOAYy3a GKS aNBIFRSNI Oy 32 o0Se@2yR SELX AOAGT ¢
2FGSy S wbalifah &MeX, 2009 p50). Since information has to be added to achieve a
coherent understanding of the text, this & creative process, buthus it is also prone to

misinterpretations.

Inferencing already takes place when retrieving the correct eritom the lexicon for
(ambiguou3words. For exampleyhen looking at theitle of the bookThe FaiHaired Samura{Hunt
& Brychta, 2015)Fairand Samuraiare words that the students already know from their German L1
and hair is a word they learn early and probably already know. Ifstuelentis able to make use of
morpho-syntactic knowledge again highlighting the importance of morphological knowledge in this
exampleg understandinghat hairedmust have something to do withair, it becomes clear thatair
cannot be meant in the sense béingimpartial. §ntactic knowledgeshowsthat fair hairedmodifies
Samurai This does not helgisambiguate, because the Samurai could be fair in the sense of impartial
FYR aGdzZRSyida 02dzZ R ( KairgdmEansy buStiiefstary deemR @ YeCabout@mh NBE & |
AYLI NGDAFE { I YdzNI A€Z 2 NQn&KeSud bedddadkiowlédgetandiha piciuley R Y 2
on the cover. Students might know that Samaiaie Japanese warriors that usually have black hair,
but there is also a boy with blond hain the cover wearing an outfit of a Samur&tus, fair haired
O2dzZA R 6S | RS a dairsinihgthat it2afyndnihStdight2 & Q &
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This example shows than&wledge that is suitable in the L1 language might not fit or be
misleading in the 2. (Khalifa &WVeir, 2009) Moreover, it shows thainferencing $ also an important
process for incidental vocabulary learnift§oda, 2007)because word information from the text is
used not only to disambiguate informatidihalifa &W\eir, 2009)but alsoto guess the meaning of

unfamiliar words®

2.2.4.5 Building a Mental Modeh Text Level andan Intertextual Representation

Whereas literature on L1 and k2adingis quite conistent aboutnaming and describinigwer
level reading skills, highdevel processing strategies are described and named differegtiarious
authors Grabe(2009)named and describd a two-process model of comprehension that is made up
of a text and a situation model and an additional set of skills and strategies like goal setting, inferencing,
making use of background knowledge and comprehension monitoring as Heyetprocessed hese
are very gnilar to the last four steps of the reading model Klyalifa and Wei€2009) but structured
differently.l will use the tweprocess model to describe these last steps in the reading prplsesause

it shows very well how these highavelprocessing skills interact.

The text model of reader comprehension describes processes in which the reader connects
propositions to form relationshipsidentifies main ideas or important informatioand activates
existing information tointegrate the information into the existing mental networkhe text model
therefore can be described as an understanding of the text itsetfrder to create a text model, the
reader must disambiguate information, make use of general background knowledge, copeftith |
out information, suppress iglevant information, activate knowledge about the genre, é@rabe,

2009) Some texts are always structured in a similar fashibis information can help readers to keep

an overview of the text whileeading ando identify its main point§Koda, 2007)

The situation model adds the component of interpretation to the text model and accounts for
why different readers perceive the same text in different ways. Readers build on previous experience
with books, genres, narrations, topic knowledgtijtudesetc. before, while and after readiri@Grabe,

2009) Grabelisted eight factors that influence the construction of a situation motealt | will use to

showhow thesehigherlevelprocessing strategies could be relevant in the L2 reading of this study:

1. Reader purposeln a broader sense, the students in this study all enddageEnglish
reading because thewere in a class where they dao. To not bias results, thewere

randomlychosen to be in the intervention classes aheérefore they are probably not

8 When ordering and preparing the books for the English library and keeping them in a shelve at my office, the secretary of our
depart ment approached me one day and happily said ol read some o
actuallyl earned a few new words. |t was nice and easy because | coul c
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(initially) intrinsically motivatedThey also read the books to read and not to extract
information needed for something elsAs already described in section 2.2.1, teading

of intensive and extensive reading differs in this studlye to the additional tasks of the
intensive reading interventions.

Task expectation Students probably cameto the reading lessons with different
expectations. Some students mighdveexpeced to have fun reading the stories, some
might have had the expectation to improve their language skills, some migave
expeced to have the worst time in their life, because they hate English. These emotional
aidldsSa YR SELISOGIGAZY& FNB tA1Ste (2 AyT¥Ttd
Genre activationStudents already have experience with different genres from their L1
e.g.,concerning comics, plays, fairy tales or fact books. They kioowexample that you
usually do not read a fact book from beginning to end, but flip through it and read
interesting captions or pages. This would not work for a fairy tale.itvistimportant to
keep in mind that genres are also gled by social conventions and expectations and can
therefore differ between cultures and languagétudson, 2007)nthe case of the genres
used in this study and German genre expectations of the students, dtdexpectthis to

be a problem.

Similar story instanceStudents in this study have experienced similar stories for example
when reading board books, because they halreadyread those or they were readto
themin their L1. Another examplare the Peppa Pigtories of the Lady Bird Series. They
were very populaduring the interventions and students explained that they had seen the
TV series and liked them

General background knowledge resourddsave already given some examples in previous
sections how background knowledgan help but also interfere with students reading
comprehension.

Evaluation of the importance of information, its enjoyment value, its interest valbés
point is similar to point 1 and 2 and is likely to differ between the intensive and extensive
reading interventionsbut also between different students. | will discuss the impact of
value as an important asset of motivation in section 2.3.4.8.

Attitudes (and inferences) towards writer, story, genre, episod#itude as a central
variable influencing the reading process wiobe discussed further in section 2.3.4.8
Inferences needed for interpretatiormhis point can be seen as a superordiratpoints

3, 4 and 5. Students might prefer books where they are able to make inferbased on

their experiences or knowledge.
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This list shows that various factors influence the situation model of reading but that it is also
difficult to analyze these in isolation, because they are interdependent. Background knowledge or
similar story instances can, for example, influence thetuatd towards reading or the expected
enjoyment value andonsequenthtask expectationAdditionally, this list shoshow many individual
factors readers bring along to their reading process and that we can expect to have high individual

differences.

The text model and situation modebth simultaneoushcontribute to understanding during the
reading process. &pending on the reading ability, the purpose of reading or the range of background
knowledge, one model miglitave a stronger influence thahe other (Grabe, 2009)The students in
this study have different L2 language competencies and different background knowkedggample
studentswith a high background knowledge but low language competence might overcompensate
their poor language skills with background knowledge, leading to misinterpretations of thel test
might be the case for students reading t8empsons Comit®cause the language is very difficult but
they can get a gist of the story by looking at the pictures and combining those with previous
experiences watching Simpsoepisodes on TMt is obvious that this readingehaviorwill neither
lead them to a deeper understding of thecomplexjokes, parodies andllusions of the comics, nor
improve their language competence, but they haae illusion of understandingStudents in the
extensive reading interventions can maintaims illusion whereas students in the intensive reading
intervention are testd and disillusioned by the additional language and comprehension tasks they
have to engage in. Therefarstudents who arenot that conscientious about their reading process
might perform better in an intensive reading intention environment where they are under closer

control.

Yet background knowledgeprevious storynstancesand expectations of the text genre might
also help in monitoring the reading process and comprehensiaes®llowing example show®ne
student came to me very disappointed but also very confused about a fairy tale she had read, because
the story was significantly different to the way it is told in Germartyis student had expectations
about the text and the story (situation model) which were not in line with penception of the text
(text model) wlich made her insecure if she had understood the text correctly and asked abbhisit.
is an example of how the situation model can positively interact with the text model to enhance a

reading procesand in this case also intercultural competence

The extensiveand intensive reading interventions in this study dié@concerning the purpose
of readingand therefore mighhavealso led to different emphasis on the situation and the text model
within the reader. In the extensive reading interventions studemé&se supposed to read for pure

enjoyment, understanding the main ideashich could emphasize the use of the situation model. In
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the intensive reading interventions, students chéo engage in tasks afterwards like answering
comprehension questions, or retelling a similar story, where theythaadopt the narrative style of
the story. These tasks involvaleveloping a close understanding of the texts and its discourse
structure, therefore emphasizing a text model representation of the.té&ditionally even if the
students haebackground knowledge or experience that redghem cope vith the text, theywill still

have to develop #ghorough representation of the text itself to ffill the tasks.

Takingdifferences between intensive and extensive reading into account when it cemes
building a text model or situation model representation of the text and the additional tasks in the
intensive reading intervention drawing awareness to word acquisition and syntactic structures,

hypothesize that:

3) Students participating in thextensivereading intervention will perform better in the
fictional and noHfictional reading comprehension test than students in tihéensive
reading intervention, who will perform better in thedoze testand the preposition test.

4) In the extensive reading intervention students will prefer reading books where they can
draw on background knowledge to understand them, whereas this will not show as

strongy for intensive reading.

The differences in hypothesis three between the test types derive from the assumption that
non-fictional and fictional reading comprehensions are tasks that involve making use of-ldgakr
processing skills and prepositions and cloze tests involve hblago use semantic and syntactic cues

to establish a propositional meaning of the text.

2.3 Extensive Readirand Intensive Reading

2.3.1 What isIntensiveReading?
Hedgcock and Ferri018) named four characteristicgdhat are typical for intensive reading

courses:

1 The texts to be studied are selected by the teacher (perhaps with input from
students).

1 All students read the same text at the same time and completddas or oubf-
class exercises and assessments designed or assigned by the teacher.

1 The teacher highlights specific linguistic features and content dimensions of the
text, introducing and reinforcing selected reading strategies through wblales
instruction activities.

1 Assessment ofd (I dzR SgMmpréhension, reading development, and reading
efficiency is facilitated by the fact that all students work simultaneously with the
same text (p. 173)
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These aspects only partially apply to the intensive reading ceumsthis study, becausthey
were designed to be as comparable pessibleto the extensive readingourses.Therefore the
material that the students read was not selected by the teacher, the students chose from all the books
that were available for thextensive reading interventiorMloreover,the students also did natad
the same texts at the same timelowever, the other characteristics apply to the intensive reading part
of this study The studentscompletad assignment®on the texts in classTheseindividually designed
assignments for each book highlighted specific linguistic features, narrative and content of the books.
The student&omprehension and reading development was also facilitaggdn though the students
did not work simultaneouslythe students and teacher kept track of the individual readingount
with the portfolios and library program (see secti8r2.2.2for more details). Moreover, thetudents
received feedback on theportfolios from lesson to lessoand were given individual support in the
lessonsThis last aspect is a central reason that Hedgcock and Ferris (2018) name as an argument for
intensive readingthat the reading material and activities need to bgnchronied in an intensive
reading classroom igasoned byHedgcock and Ferr{2018)with the argumentthat it is otherwise
too difficult for teachers to assesise reading activitiesqt $the teacher likely will not &able to read
SOSNRBGKAY3I GKIFG AYRA Xitkhidds éxacllyiwtaRl Sigh tnyintensBe réadingo LI® M T
courses since | wanted students to have the same choices as students in the extensive reading

interventions.

2.3.2 What isExtensiveReading?

Extensive reading, in contrast to intensive reading, generally involves rapid reading of large
gquantities of material or longer readings (e.g. whole books) for general understanding, with the
focus generally on theneaning of what is being read than on the language. Extensive reading
is intended to get the reader to focus on reading for the sake of reading (for information or
entertainment), and less on reading for the sake of mastery of a particular linguistitusguc

of even a particular reading strategy or skill. Thus, it can involve a wide variety of reading skills
or strategies(Carrell & Carson, 1997, pf9c50)

Even though this definition fror@arrell and Carsas almost 25 years old, id very suitable for
the purpose of this study, because it defines extensive reading in contrast to intensive reading
Moreover, the points named are stilhcluded in current discussions about the nature of extensive

reading but have been narrowed down or elaborated on.

The first quality of extensive reading hamed in the definition is high reading speed. This point
has been put into more concrete terms in the past yearseading speed of about 200 words per

minute is hamed as an aim. This leads to an additional aspect of extensive reading that is not
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mentioned in the definition above, but logically follows from this point: Reading should be individual

and silent in order to read at a personal fast péidation &Waring, 2020)

The second aspect mentioned is that readers read large amounts and longer texts. These texts
should be at the right level, which means that only a maximum of 2% of the vocabulary should be
unknown(Nation &Waring, 2020)Additionally, the texts should be extensive in the amount, level and

topics, so that students can find the perfect books for tiselmesNation &Waring, 2020)

Third, the focus of this reading should be on general understanding. This is a point seen
differently by authorsDay and Bamford1998) for example, also name this point in their top ten
principles of extensive readinijation and Waring2020)do not mention this aspect, in contrast, they
have a strong focus on comprehensiofherefore, it is very importanbtthem that students read at
the right level, where they know almost all the vocabulary. This also has consequences on practical

didactic implications, for exampléhe use of dictionariesiwhichwill be discusseth the next section.

The last poinof the definition is that students read to read and rtotimprove their language
competence. Improvement of language competeneaturally,could be a consequence of extensive
reading and is the reason why it is promoted by researchers and teachers, but it should not be the
main aim of engaging in readingation and Waring2020)do not include reading for enjoyment in
GKSANI RSTAYAGUAZ2Y 2F SEGSYyaAdS NBFIRAy3AY 9EGSY&aArAD
silentlyreadingala2 ¥ YIF GSNAIFf 6KAOK Aa Fd GKS NRIKG f SOST
isthat enjoyment and motivation is not directly influenceable, It hopefully a suitable fit of the
material wouldlead to fulfillment and enjoyment when readinget, the idea of enjoyment is essential
to the idea of extensive reading progranEnjoyment isupposed to give students the opportunity to
experience texts not onlgs a medium they have to study with, but somethamgertaining(Day &

Bamford, 2002) A positive attitude towards reading can be crucial for a positive language

development lillustrated this idea in thefollowing diagram:

[ st reading attempt

h 4
experience

positive (& * negative

maotivation to F‘.f\“lfl'.'f‘ attitude negative attitude I
» .1

read more towards reading toward:

gains in language ability gains in reading ability poor reading ability poor language ability

Figure2.7 The Vicious or Virtuous Cyaleen Reading
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If students make positivexperiences when reading, they are motivated tadenore if they
make negative experiences, they are ntcording tdKoda(2005)this experience already starts
with word recognition:

[Ploor decoders become increasingly frustrated with reading. With sustained frustration,
reading becomes anything but rewarding, further discouraging voluntary reading. In absence
of adequate reading practice, woikcognition skills remain underdeveloped, and poor
comprehension continuegKoda, 2005, 830)

Extensive reading hasenshown to have positive effects on studemtsading and language
abilities (Day &Bamford, 2002; Nation &/aring, 2020)which again haa positive effect on thie
academic success. Therefore, integrating motivating extensive reading progriimmanageable
reading materiainto classrooms could enhance studan@sitive attitude towards reading and their

academic success.

2.3.3 Effects of L2 Extensive and Intensive Reading on L2 Language CompBtencmus
Research

Although L2 extensive reading studies and papers always point totittgle proven postive
effectsof extensive reading in previous researchperous studies on the impact of extensive reading
canonlybe found in lL reading research.2 readings relatively unexplorefGrabe, 2014; Koda, 2007)
Some of thesé&2studies also do not fulfill simple requirements of solid empirical rese@etNation
and Waring(2020)for some interesting examplesMoreover,very different forms of courses are
labeled & extensive reading. Different views on e#tas of extensive reading courses (see section
2.3.4) make it difficult to draw a linen what is still acceptablto callan extensive reading course and
whatisnot, and it further complicatesompaingand replicaing studies.Moreover, many studies are

often small scale with only one class of participsentd without a control group.

As described in section 2.22Lreading depension various factors, including what L1 the
students speak/read, wheand howthey acquire their L2 and if they already have L2 knowledge.
Studies withalphabetic orthographiespreferably English ad.2 oranother language with a deep
orthography ,wherethe learners have already developed L1 reading skills, but haivéeveloped L2
language skills yeare surprisingly sparc®©fnumerous angromisingrecent studies availabl@/most
all studies did not fit thee criteria, because they assessed either Asia\rabian students learning
English or did not name the L1 and L2 of the students in their participant descripdbad. | will
therefore begin bysummariing meta-analyses on the impact of extensive reading programs on L2
development for an overview and then discuss some studies that deliver a detailed contribution to the

guestions addressed in this studgven if thebasic conditions are not exactly comparable
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Many authors point tahe Book Flood Studigglley, 2000; Elley & Mangubhai, 198983)
when summarizing studies armbsitive results on extasive readingBernhardt, 2005; Grabe, 2009;
Nation &Waring, 2020)9 f £ S& Qa i@ factizRpkeSsive, bebeBselasses were equipped with
books and teachers with trainirig various countriesthe design always used control grougrsd the
interventions wereoften evaluatedover many yearanaking it possible toeport longitudinal effects
of extensive reading on different language skillhie students in the Book Flood programs made
significant progress in reading comprehension, listening comprehension and smaller but also
significant progress in writing and speaking. These gains usually increased in the secqidigyear
2000) However, the Book Floodinterventions took place in developing countries, thus the
preconditionsin these studiegliffer from this studyand many other studies in the fa&é First, Elley
implemented these reading programs in very poor schools in developing countries. They were
therefore, not assets of a well runningFL program, bugn attempt to increase educational quality
English.Second, hignitial aim was not toenhance reading abilities of students who are already on
their wayto learning English in a (well established) school curriculum, but to enhance st(iblegrtsl|
language abilities, that did not stand a chance of improvement inlp@muipped classes with low
skilled teachers. Third, Y2 a (i davBR FWRkR & @A NI dzl {(Hiey, 260@, pR48Ha)a K2 Y Sz
therefore, theywere very inexperienced readers. Fourth, the studiesre conducted in countries like
South Africaor the Solomon Islandshat have a colonial history and English might even be (one of)
the official language(s)English plays a larger rote different role in these countriedbeing more
prominent in everyday situationgnd more important for educational and jeklated successbut
also as the language of the oppressaékin all, theBook Flood studiedeliver important and inspiring
results on the impact of extensive reading programs in developing countries, but need to be
guestioredin terms of transferability tather contexts anatountries. Unfortunately, this issue is not
addressed byiterature andprevious researctfpr example by adding type of L1 a& variable in meta

analyses.

Krashen(2007) conducted a smalmeta-analysis with 9 studiesrom Taiwan, Japan, the
Philippines Japan and Yemen. Heund overall positive effects fadolescent€and young adult@ 2
reading on their L2 reading comprehension and cloze test results. Due to the very small number of
studies included, | will not go into detail on these results and move to the following, more recent five

meta-analysesn thisfield.

Kim (2012) summarizel 21 papers. The results were analyzed separately for cognitive and
affective outcome variables and age groups. Overall, the results show positiveseaffedioth
components over alage groups. Adults show the highest cognitive effects (d = 1.8), followed by
elementary school children (d = 1.33). The results for the affective components were a little lower, but

also medium to high with d = 1.13 for college students drel0.61 for elementary school children.
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Effects forjunior high andhigh schoolstudents were not as high. The effect sizes were also calculated
for different components over all groupkistening had the highest effect size with d = 1.94, followed
by reading comprehension (d = 1.06) and writing (d = 1.04), reading speed (d = 0.80) and vocabulary
(d = 0.73)O0ut ofthe affective components analyzed (motivation, attendance, attitude and anxiety),

motivation was the only component with significant medium effects (d = 0.80).

Nakanish{2015)included 34 studies in her metmnalysis and found medium to large effects (d
= 0.46for between groups and d = 0.71 for ppest designs) of extensive reading on language
competence. She additionally analyzed if these vadfectedby age,lengthof the reading classend
test type.Adults and university students had the highest effect sizes (d = 1.48 and d = 1.1hehe
groups showednedium effects. The treatments seem to be more effective the longer the time period
of their implementation. Additionally, the effects of extensive reading on reading speed were higher
than on reading comprehensioMakanishi{2015, p. 26¥tated herself that some results have to be
judged with care, because the confidence intervals contain zero. Yet, they deliver a first overview of

extensive reading researatith a representative number of studies

Jeon and Day{R016)metaanalysis o1 samples frord9 studies published between 1980 and
2014 analyzed the overall effects of extensive reading on reading comprehension, reading rate and
vocabulary and to what extent these effects are moderated by the context (ESL yghEHibyary
size, the length of the treatment and the text types uséelon and Daf2016)criticized the previous
meta-analygs summarized abover having too small sampleadditionally, they note thatliffering
forms of cognitiveand affective variablelsave been combinetb one domainMoreover, they criticize
the inclusionof studies that @ not meet the criteria of extensive readingeon and Dajound small
to mediumoverall effects of extensive reading on language competence (d = 0.57 for between group
contrasts and d 9.79 for prepost-contrasts)in their metaanalysis These effects were significantly
moderated by the year of publication (increasing effeitte more recent the studies), the setting
(results for EFL settinggere higher than for ESL settings), age groups (adults showed the highest effect
sizesd = 0.70 followed by childrerd = 0.52 and then adolescents d = 0.35) and text type (web texts

were more effective than paper texts). The other factors did not prove to be statistically significant.

Liu and Zhan{018)used 21 studies published betwe2007 and 2016 to analyze the effect of
extensive reading on studerf@ocabulary, also taking into account age group, length, control group,
reading material treatment, test use and test reliabiliBince the preposttest group only contained
four studies, | will only report the resultd the between group designs heréhe results again showed
a largeeffect of extensive reading on vocabulary learn{dg= 1.32) As in the other metanalyses
summarized so farhese effects were highest for very young children &d18), followed by adults (d

= 1.96) and lowest for juar high and high school students (d = 0.58 and d = 0/A&#jitionally, the
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authors analyzed that three monstwas a sufficient lengthsix montts and one year even had lower
effect sizesThese results are not only in contrastNakanish{2015) but arealsoonly explained by
aléAy3a GKFEG af2y3aSN fSyaidK 2 FLik§zZBaigNaAB[ilpWe Y I &
have to consider thathese results could be partially biased, because the results aredas 11
studies with a period of one semestagight with two semester and onlywo with one yearand
therefore have to beinterpreted withgreatcare.Studies using graded readers had the highest effect

(d = 1.48)Alsa the effects oldifferentadditionaltreatmentswere analyzedcomprehension questions

d = 4.77yocabulary instruction d = 1.46, vocabulary exercise d = #li8&onary usage d = 1.Bpok

report d = 0.57and others d = 0.32Additional tasks are not in line with the core idea of extensive
reading;therefore, it is surprising that thesstudieswere used in this metanalysis. In this case, the
amount of extensive reading compared to these additional tasks could have significantly influenced
results.Unfortunately, Liu and Zhan{2018)provided no informationonthe amount of pure extensive
reading in these studies and if there were selection criteria or reafmmimitegrating these studies
Moreover, since the confidence intervaise partially very large and sometimes contain zero, these
results have to béooked at carefullysomething that isalso rot addressed by the authoradditionally,

many factors were analyzed on the basis of only 21 studies yielding the question to what extent some
of these factorare based on the same studiesvary smalkets of studies leading to multicollinearity

issues.

The most recent study biyamada(2020)is also onlybasedon 22 studiespublished between
1997 and 2017. His results also show an overall, but small, effect of extensive reading on reading
comprehension (d = .55). This effect was moderated by proficiency (high dlew7d;= .30). In line

with Nakanish{2015) he also foundgtrongereffects for longer interventions.

Combining the results of these metamalysesextensive reding seems to have a significantly
largerpositive effect on L2 language competence than other teaching metfidaimada, 2020; Jeon
& Day, 2016; Kim, 2012; Krashen, 2007; LiZh&ng, 2018; Nakanishi, 2018 dditionally, all studies
found age group effects with high effects for adults and partially also primary school students, but not
for junior high and high school studer®on &ay, 2016; Kim, 2012; LiuZang, 2018; Nakanishi,
2015) These results need tbeinterpreted carefully, becaugbe meta-analyses partially use the same
studies(e.g.AFHomoud and Schmii2009)and Yamashitg2008). Setting this problem aside, these
results are interesting in the light of L2 reading developmehe &uthors hypothesizkthat their
findingscould be due to more advanced reading skills and strategies of adhilthare transferred to
L2 reading This isinterestingin the context of theL1 reading experience tb2 readingtransfer
discussions namely Linguistic Threshold vs. Interdependence Hypothgsis section 2.2.4),
strengtheningKoda'q2005)suggestion that L2 transfer coudépend on readingxperience angthus,

age.Additionally, almost kstudiesare of Asian origiand can only cautiously be applied to other L1

35



populations due tomany differences (e.g. culture and writing system#on and Day2016)
themselvesaddresed this Asian focuss a limitation to their study andakanish{2015)justifies in a

footnotSY ahyS 2F GKS YIAYy NBlFazya L R2 y20 KIFI @S ad
O2dzZA R y2i FAYR lye&ddé O6LID MHU

All in all, it is very difficult to draw conclusions from these studies and +aweddy®s for this
study, because research is sparce and most of these studies were conducted in very different
environmens. Alsqg turning to studiesof a different L2languagethan English is not possible. Studies
with English L1 university students, learning a European L2 language either do not involve control
groups (e.g. Hardy, 2016pr interpret extensive reading differentiflike replacing text book

assignments with readgone German romantic novéMaxim, 1999)

| will therefore turn to results from Asian L1 students for some central issugsY LJ- NRA y 3 & LJdzN
extensive reading to extensive reading with additional tasks (similar to the intensive reading
intervention in this study) has shown extensive reading to halarger positiveshortterm impact
(one semester) on cloze test resuftst no significant long ternftwo semestersjlifferencesin effect
could be foundbetween the two(Smith, 2006)Mason(2004)alsodid notfind significant differences
between ther different experimental groupsthis is seen as a positive redujtthe authorsreasoning
that the groups do not seem to differ and extensive readlihgrefore, is as efficient for language
learningas other classes. From a pure number ggaespectivethis reasoning is logical, but it is not
statistically acceptable. Not being able to reject the null hypothése. no significant differences
between groups) does not mean that the null hypothesis can automatically be accéptdatiere is
no statisti@al proof that there is no significant difference between these gro@se possibility of
meeting this problemat least to some extenis to refer to the confidence intervals, unfortunately
these were neither discussed nor reportéthese results armeverthelessinteresting, becausthey

show that not all studies findignificantsuperioreffects of extensive readin

Yamashita(2008) found positive effects of extensive reading on reading ability measures (a
special extensive reading test) bubt on linguistic ability measurggloze test) speculating that the
development of thesdinguisticskills might need more timé\gain, these studies fit well to the design

of this study buuseAsian university and college students as participants.

Taking this state of the art into accourthis study will contribute to extensive reading research

in thefollowing aspects:

9 It delivers research results from tHeuropean area with L1 and bdth being alphabetic

writing systemssupplementing results from the Asian and Arabian area.
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1 Most participants of extensive reading studies so far are university studeetsadults
Therefore, this study helps to expand the studied population to middle school aged children
at the very beginning of L2 learning.

9 The authors also call for larger sample sizes, something that thisatidilgssesy conducting
the interventions multiple times with different students, boosting sample size.

1 Extensive readingnterventionsin this study werestrictly set to suit the core principles of
extensive readingn contrastto reading with additional tasks (here called intensive reading)
as outlinal in the following sections.

9 This studyis designed withtwo different control groups¢ groups that have other English
classesand groups that dosomething completelglifferent. Thisdesignis newin the field

9 This study is also not only based on one intervention clEsste are three @ensive reading

classes and sirntensive reading classes.

2.3.4 Essentials of 8econd Languagextensive Reading Program

That extensive reading is defined and perceived differently has already been addressed in the
previous sectionsinstead of constructing definitions of extensive reading, many authesert to
naming characteristics. Tabl@.1 gives an overview of somessentialcharacteristics for teaching

extensive readinglasses

Table2.1 Principles of Extensive Reading Programs

Williams(1986): Top Ten Principles of EFleaching
In the absence of interestirtgxts, very little is possible.
The primaryactivity of a reading lessoshouldbe reading texts.
Growth inlanguageability is an essential part of ttdevelopmentof reading ability.
Classroom procedure should reflect therposefu| taskbased, interactive nature of real reading.
Teachers must learn to be quiet: all too often, teachers interfere with and so impede their le@eaig development
by being too dominant and by talking too much.
Exercisetypes should, as far as possible, approximate to cognitive reality.
A learner will not become a proficient reader simpjaittending a reading course or working through a reading textbd
A reader contributes meaning to a text.
Progress in reading requires learners to use their ears, as well as their eyes.
10. Using a text does not necessarily equal teaching reading.
Nation (2015): Practic&uidelinesConcerning Extensive Reading
Include an extensive reading program as part of ylanguage course
2. Make sure that learners spend enough time each week on extensive reading, either around 3/16 of the total cou
or better still enough time to meet the words often that thaeed to learn
3. Make sure that there are two strands to tke&tensivereading prograng (a) the strand where they read texts at the rig
level for them (around 2% of the running words are unfamiliar) and (b) the fluency strand where they read easily
texts quickly
4. SQupport the fluency development strand by getting learners to do a timed reading course
5. Support vocabulary learning from extensive reading by getting the learners to do dictionaruppgkeferably while
reading electronic texts

a s wn e
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6. Supportvocabularylearning from extensive reading by getting the learners to note unfamiliar words on word car
later independent study
7. Link some of the extensive reading to extensive listening, and to speaking and writing about what has been read
If necessary, provide training in tlgeiessingrom context and word card strategies
Day & Bamford (1998, 2002Jop Ten Principles forTeachingExtensiveReading
The reading material is easy / well within tieguisticcompetence of the reader.
A variety of reading material on a wide range of topics musivalable.
Learners choose what they want to read.
Learners read as much as possible.
The purpose of reading is usually related to pleasure, information and general understanding.
Reading is its own reward.
Reading is usually faster than slower.
Reading is individual arsilent
Teachers orient and guide their students.
. The teacher is a role model of a reader.
Nation and Waring (2020): Steps wh@lanning arExtensiveReadingProgram
Make the reader aware of the value of extensive reading.
Find yourearnergpresentvocabularyevel.
Provide plenty of interesting arappropriatereading texts.
Get the learners to find their reading level.
Set, encourage, and monitor large quantities of extensive reading.
Support andsupplementextensive reading with fluency development and langufgrised reading.
Help learners move systematically through graded reader levels.

©oNO WD PR
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Ray Williams' (1986) top ten principles of teaching reading are not aimed at extensive reading
yet. They are even seen as principles of intensive reading by Day and Bamford (2002) that they then
developed their extensive reading principle pendant@ay and Bamford (1998) is one of the most
LINEYAY Syl o0221a& 2y SEGSyaArdS NBI Ramjorl, 200f)fhavé KS | dz
influenced many publications and the way extensive reading has been taught in the past 20 years. Even
though Nation ad Waiing (2020) value the promotion of extensive reading, which the work of Day
and Bamford has led to, they criticize that this list led to the belief that there is only one correct way
of running an extensive reading program. Nation and Waring, thereforegpteand discuss principles
for an extensive reading progratfmemselvesnamingsteps to take when planning such a program and
reasons why extensive reading should be integrated in a language course (Nation, 2015; Nation
& Waring, 2020). Between Nation addlF NAYy 3 Q& FyR 5F& YR . FYT2NRQA&
research on second language extensive reading, especially using quantitative methods, which reflects
in the reasoning, concreteness and priorities of the principles. Yet, these principles aliendésbto
the research available to date (see section 2.3.3). The next sections of this chapter will concentrate on

different aspects of extensive reading that are addressed in these principles and elaborate on them.

2.3.4.1 Student Activity
The role of the reader in an extensive reading programfisourseto read as much as tlyean

(see table 2.1 Day & Bamford (2002), principle 3). The recommendation is about one book per week
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(Day &Bamford, 2002)this, however, clearlydlepends on the length of the bookdNation and Waring
(2020) therefore, additionally quanti§ a minimum amount of reading with 5 500 words per week,
equating to55 minutes of reading when calculating with an average of 100 words per minute. The
rather simpleidea behind largeamountsof reading is tk assumption of link between time spent
reading and the development of reading and language sHilsy &Bamford, 2002) Thus, it is

implicatedthat the more input the reader has, the more development will take place.

To stay motivated, learners should choose what they want to read (see table 2.1 Day & Bamford
(2002), principle 4)n doing s@pupils donot only experience that tty need to take responsibility for
their learning process but also experience autonomy by being able to make choices according to their
interests(Day &Bamford, 2002) Additionally, readers need to learn to find their reading level and
chose book appropriately (see table 2.1 Nation & Waring (2020), principleNd}ion and Waring
(2020)suggsst that students determine their vocabulary size and read a few pages of books at that
level. He introduce 0 KS & S yRéa8 ys@rething quickly andhjoyable with Adequate
comprehensionsoyod2 y 20 YSSR I RAOGAZ2YI NRB®PE OLIPMoU G2 O
finding their level of reading. A consequence of these two demands isetktensive reading is
individual and silent (see table 2.1 Day & Bamford (2002), principle 8), otherwise readers would not

read at their own pace and not make personal reading experiences.

In this studystudents in both intensive and extensive interventi@re encouraged to read as
much as they can. In the first lesson treg introduced to the variety of books available. Moreover,
they are shown that the different levels of the graded readare not equivalent and encouraged to
read one or two pages of the book first, to find out if theme able to understand the text. For more

information on the implementatiorf the reading intervention courses see chapter 3.

Nation and Waring'€2020)READ acronyrontains an additional aspect also namedday and
Bamford(2002)in principle 8: Reading should be fast and students should be encouraged and trained
to do so (see table 2.1 Nation (2015), principle 4 and Nation & Waring (2020), principle Blathet,
(2015)also suggestthat students should work with unknown wastly looking them up in a dictionary
and learn these using word cards (see table 2.1 principle 4 and 5). The quektitimer students
should rather use a dictionary tovg them the chance of learning frequently occurring new words in
the text or if fluency should strictly be placed before accuraayebated Koda(2005)also repored
that studies have delivered conflicting results, but especially with adult L2 learners, using a dictionary
seems to enhanceocabulary learninglhe discussioof whether using a dictionary during reading is
useful or not is summarized very pointedly Bydson(2007)Y a! a8 A U0K (GKS NBXaSk NOK
NEFIRAY3IZ gKSGKSNI RAOGAZ2YIFNASE INBE STFSOUAODS RSLI
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ability visa-vis the language threshold, the type of word that is looked up and the importance of the

word for comprehensiogi(p. 250).

In this study tle dictionary usas one of the differences between the extensive and intensive
reading course. Students in the extensive reading coargenot provided with dictionaries and
encouraged to guess from the context and ignore unknown woldeenunderstanding bcomestoo
difficult, due to too many unknown words, thegre encouraged to choose an easier book. In the
intensive reading coursen the contrary, looking up unknown words and keeping a vocabularg list

obligatory (see chapter 3 for more detailed information).

2.3.4.2 Role of the Teacher

The role of the teacher in an extensive reading program begins by exglaihat extensive
reading is about, what advantages it has and how it is done (see table 2.1 Nation & Waring (2020),
principle 1). During the course, the teacher supports the students individually in their reading by
helping them find appropriate books toad and speaking to them about their reading experiences
(see table 2.1 Nation (2015), principle 9; Nation & Waring (2020), principle 2, 5 and 7). Additionally,
the teachershould nonitor the reading process of the students (see table 2.1 Nation & Waring (2020),
principle 5). Apart from thatNation and Waring2020)encourage teachers to sit quietly and read as
well to function as a role model for the students (see table 2.1 Williams (1986), principle 5; Day &
Bamford (2002), principle 10).

Therefore, the role of the teacher in the reading course is rather passive. The main work is
planning an appropriate extensive reading course and integrating it in the language &hesentral
guestionof this planning phasés which reading the students should engageand which reading
material is appropriate for the specific readers participating in the program. These questions will be

addressed in the following sections.

2.3.4.3 Additional Tasks in an Extensive Reading Course

Authors have very opposing opinions about additional tasks in extensive reading c@otges.
Ray Williamsind Day and Bamfortelieve that reading positively influences language ability and that
students shoulégpendtime readingButRay William$1986)stresses the importance of differentgks
supporting the developmentforeading skills (see table 2RayWilliams (1986) principle 4, 6), the
interaction of the reader and the texs¢eprinciple 7 and 8) and the importance of a combination
between listening and reading (see principle B)ese aspects are nahentionedin the extensive

readingprinciples ofDay and Bamfor@002). Extensive reading is about reading as much as possible
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without further tasks slowing down the reading process and distracting from reading and reading being
its own reward.Full comprehension is not the aim of readingaders should just understand enough

to enjoy the story or extract the necessary informatidfet, some of the aspecRay William£1986)
namesare mentioned again bMation (2015) Nationlists principleson training studentsfluency and
vocabulary leming (see principle -8), by suggesting that extensive reading should be linked to
extensive listening and speaking and writing taskee (principle 7) and the training of reading
strategies (see principle 8\ complete understanding of the text is seen as more importaygin
Therefore, depending on thearticularview on extensive reading, the intensive reading course in this
study could also be seen as an extensive reading course with additional skills and language asining
presented byNation (2015) Nevertheless, | willigk to the term intensive reading because students
engage intensively with the books they read, spendimmgtof theircoursetime working on the tasks

providedfor eachbook

2.3.4.4 The Role of Extensive Reading in a Language Course

The different perspectives on extensive readaigp influence the role extensive reading has in
the language classroanOn the one handit can be seen as a style of teachir@pding next to
skimming, scanning and intensive reading. On the other hand, in a bigger context, it can be seen as an

approach to teaching readin@ay &Bamford, 1998)

Nation (2007)sess SEG Sy aA @S NBIFRAy3 & 2yS 2F TaefF 2 dzNJ
underlying ideas of this structurare,first, the more time you spend doing something, the better you
become at it (timeon-task).Seconglanguage learning involves four skills that need to be represented
and skilled: listening, reading, writing and speaking. Extensive reaxtiag@) is one of four styles of
reading.Third, reading for accuracy and reading for fluency are two different skills that need to be

trained differently. Henamesfour strands that need to be taught:

1) Meaningfocused input = extensive reading and listening
The main focus of this strandtsunderstand what is read or heard, to gain knowledge by
doing so and to enjoy the text.

2) Meaningfocused output = speaking and writing
Learners noticaleficits more oftenwhen producing output tan when solely taking in
input. Thereforethis strand has an important feedback function for the learner.

3) Languagdocused learning = explicit language learning

4) Fluency development becomindaster and better in the four main skills

Nation (2007)argues that in a language course each strand should be represented to an equal

amount of time, the same holds for the skills in each strand. Extensive reading makes up %2 of the first
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strand and ¥ of the fourth strand, ub, extensive reading should make up about 34féa language

course.

The reading intervention timén this study makeap 2/7 of the total English lessons, exceeding
brGA2yQa &dzaaSail A xakedplace HibiX webks G/3 of ZhdzdeEnéster®? tidradore (
extensivereading only mkesup about 2/15 of the time spent teaching Englishthe school year
whichis bdow the suggested relationn the intensive reading intervention, studeradditionallyhave
to produce meaningocused output (strand 2). Questions from studedtsing the interventionand
the answersin the portfolios showvery clearlythat students become aware of deficits in
understanding through these additional task&dditionally,some tasks of the intensive reading

interventions focus on explicit learning of grammatical features or vocabulary (strand 3).

Nation and Waring2020)as well aPay and BamforlL998)state that there are multiple ways
2F t221Ay3 i SEGSyairdsS NBIFIRAy3I: (g2 2F G(KSY 0SA
pedagogical (how much and what is read, folovassignments{ 0 @A Ssd ¢ KA & RA & aSNI
views into account by analyzing the effects of extensive reading on language competencies (cognitive
view)l & ¢St f FeddingpietRr®es (padagogical vieWgtion and Waringriticize thatDay
and Bamforddo not clearly distinguish between these two views. | g8g point, but in my opinion
the previous explanations of the principles of extensive reading have shown that\teesgcannot
be viewed independently. Since extensive reading is a way of teaching reading, it has a clear
pedagogical component and direction that should be based on cognitive theory and empirical
evidence. The latter is something where | see a strong devedapin this field, but stiljreatpotential
as well Nation and Waring2020)name a long list of potential areas of research at ¢&mel of their
book that are still unanswered. The research of this study will contribute to the following questions

that Nation an Waring raised

U What are the favorite books and genres students read?

U 52 a0dzRSyda LINBTSNI Wyl G§A@S GSEGaQ 2NJ AN} RSR I
U How do learners from different language groups / aplétvels benefit from extensive reading?

U Can all learners benefit from extensive reading?

U 126 R2 3JFLAya Ay SEGSyaArdS NBIFIRAy3a O2YLI NB 4Al
U How does extensive reading impact other language skills? Which skills? Why? Are there more

effective methods than extensive reading affecting these skills?

2.3.4.5 Reading Material

The different principles of extensive readisgeak ofappropriateor motivatingW?Y I G SNA I £ Q =
WGSEGAQ GKS NBIFRSNE a(kep dtile.1 WBliants §1086) pingipleQay 22 & S T N.
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Bamford (1998, 2002) principle 1 and 2; Nation and Waring (2020) principi@@)opriate material
is defined by the authors as texts that contain almost no unknown woadmaximum of 2%Nation
& Waring, 2020pr two words per pagéDay &Bamford, 2002) Therebythe textsare comfortable
and motivating to read. Additionally, there should be a wide variety of different genres and topics

available for the students to choose fraipay &Bamford, 2002; Nation &/aring, 2020)

There are basically two options at hand, when selecting texts for an extensive reading program
¢ original L1 literature or graded readers written for L2 readér& A OK | NB gNR GG Sy (2 o
level. Especially literature written for L1 children is named as a popular option, because of their simple
language (high frequency words, vocabulary and pattern repetition), sbsstand therefore
appropriate length, illustrations supporting understanding and the parallels to first language
acquisition(Wehb & Macalister, 2013)Yet, these texts also contain difficulties: There is usually not a
aSi ¢2NR TFlYAfe GKFIG GKS @20lodzZ F NBE Ay OKAf RNE:
independent from one another. Moreover, the L1 vocabulary of children might exceed theulagab
of the L2 reader and too many unknown womddl slow down reading spee€onsequentlythe texts
might not contain enough known words to reach the necessary 98% of known wsuwggested by
Nation and Waring2020)for sufficientcomprehensionMoreover, the texts are age specific amdight
not beinteresting any mordor L2 learnergNation &Waring, 2020; Webb &lacalister, 2013)Nation
and Waring2020) therefore, strongly argue to use graded readers written specifically for L2 learners

as reading material.

¢2 S@gFtdd S (KS simld readifig\ebb farfid Msdalister2013)aSalyaed
vocabulary size and the possibilities of incidental learning when reading L1 literature.coging
driven analyseghe authors comparedocabulary between books for L1 childrgnaded readers for
L2languagdearners and L1 readefer older childrete ¢ KSA NJ NBadzZ 6a akKz2g GKI G
and L1 readerfor older childrendid not differ significantly in vocabulary and required a vocabulary of
+ 10 000 words. L2 graded readers ailguire approximatel\3 000 words. The authors come to the
conclusion that L1 literature cannot fulfill the aim of using texts thateasy enough tainderstand
98%o0f the words.However, theyalso state that there are other factors influencing comprehension

like background knowledge or illustrations.

The criteria of thenumber of headwordsby whichgraded readers are commonly classified by
is not enoughGillisFurutaka (2015)itnessedhis problemwhen speaking to her students about the
reading experiences. Even though her students were reading at their competence level, they still
problems understanding books and became frustrated. iBinea qualitative studyusinginterviews
and thinkaloud protocoldo find outwhat made reading these graded readers difficult. As factors that

limited underganding and that need to be taken into account when writing and classifying graded
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readers she identified the age of the reader, the necessary cultural background knowledge, idiomatic
and figurative language that was used, literary devices that make it difficult to understand the story,
missing or misleading illustrations and confusing platctires. Having usedjraded L2 readeras a
teacher, | can relate to these points and the outcomes of the intergieddditionally, | sometimes
have the impression that the simplification of vocabulary leads to more confgsiocerninghe plot

and narrative at times, because these become more implicit and descriptions are not as precise

anymore.

Allan (2008)compared graded readers (B1 and B2 level) and authentic cofBie&c British
National Corpusgoncerning theoccurrence of collocations. All in all, she found a similar number of
occurrences of the selected word clusters in B1 and B2 graded readers and the BNC. Differences
between the texts only showed for longer clusters. The sample studies also showed thsat thie
collocations in graded readers is a subset of the BNC and that this subset is smaller for B1 than for B2.
LffyQa saretiaOR2 dradedrgader81 graded readers only to some extenhay provide
authentic input for L2 students. Yet, as she claims herself, these findings are only based on few sample

analyses and need to be validated in more detail.

From a cognitive standpoint, especially when only focusing on vocabulary, the preference of
graded readers is justifiedrom a pedagogicand practicapoint of view, there is more than meets
the eye. First, the students in this studse beginners in their L2. Many readers available for them are
A0Att (22 RAFTFAOdA G 5N gAy3ad oF O] perpag@adddanySE ae O
illustrationswas,therefore, necessaryn this studyto ensurethat books on the level agarlybeginners
were available Secondstudents- at least in this study havevery different reading experiences and
abilities in their L1. The smé&tint and long tes in graded readers for L2 reading is not motivating for
many of these students. Books with large print and short staresiecessary, something available
AY [ m OKAfRNBYQa fAGSNI GdzZNBEd® ¢KANRX | Of FAY F2NJ
of different texts and topics available. Especially fiation texts and comic books are difficult to find
asgt RSR NBIFRSNESX o0dzi FINBE @At otS F2NJ oSIAyyAy3
readers might seem closdgo what students read in their normal classesxd might not be as
motivating In Germanygraded readers that fit exactly the vocabulary of the school book and even
dzaS GKS alYS OKINIXOGSNE Fa Ay (GKS &dddzRSyidiQa aoOK?2
to the usual (intensive) reading done in class so that motivation and adeaflipleasure dnot arise.
Fifth, there is a theoretical claim and there are a few theoretical analyses leading to the strong
promotion of L2 graded readers, but these as@tions have not been validated by research yet.
Therefore, one could argue th@ K A f RdaKsyamabooks written for early L1 readers are more
appealing and authentic for L2 readeb®cause thegiffer from their usual classroom texts. Reading

these books could be more motivating, which is an important asset of successful language learning.
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¢CKSNB I NB y2 aiGdzRASa O2YLI NAy3I SEGS yathoseS NBI R,
using graded reader©n the contrary, prominent positive examples of students successfully engaging
in extensive readin{Day & Robb, 2015pr prominentstudies of extensive reading progralesg.Elley
& Mangubhai, 1981; see also section 2.4.3rigmed as pdsive examples(e.g. Nation &Varing,
2020)used LIOK A f Rde gs@Rtensive reading materibhe material was or is used due to a lack
of graded readers in the target language, these studies show that worked. Therefore, theskl

books cannot be as inappropriate as stated.

For the reasons discussed above, not only a wide variety of genres andaisisgd as reading
YIEGSNALFEX odzi Ffaz2 | 6ARS QOFINASGe 2F 0221 GeLISa)
L2 readers at various levels and young adult L2 literature (see appendix for a full bibliography
chapter 3 for the management of the libranftus, the students andecide, what they prefer to read.
Additionally,Renandya, Krashen, and Jac@318)argue for the use of more serial books that keep
students interested in reading, because they identify with the characters and sttfrlesoks seemed
interesting to include in the library and these belonged to a series, | tried to make sure to include
various books of these series, if available. Therefounerous fictional and nofictional booksof
different series are included in the librapy this study.This study will have an explorative look at the
reading preferenceof students in the intensive and extensive reading interventidimgt are

presentedin section4.7 and discussed in chapter 5.

2.3.4.6 Motivation

Section 2.2 on reading processes and the reading model preseriteste, had a strong or
exclusively cognitivinguistic view on readindike most reading modelsret, motivation is also an
important, if not core asset of extensive reading progran@n the one hand, wotivation has proven
to be a crucial factor for improving studemsading amount and comprehension grabnsequently,
their reading skill developmer(Grabe, 2009; Wigfield & Eccles, 2Q0Merefore, motivation could
influence the effects of intensive and extensive readirtigrventionson reading comprehension and
language competence gain®n the other hand, classroom settings can influence reading motivation
(Grabe, 2009; Wigfield Eccles, 200Q)0On that accountintensive and extensive reading interventions
could also have an impact on stude@tsotivational factors. The followingpotivationalmodels show

possible relationships between these factors.

From a psychological point of vieane way of definingichievement motivations & (1 KS & (0K S
AYRAGARIZZ £ 4Q SELISOGIyOASA F2N) advigid, 4994, 5B, G KS oI
commonly nameakxpectancy x valutheory. A modelthat wasdeveloped on tle basisof this ideais

Eccles and Wigfieldi2020) Expectancy Value Model of Achievement Choices (see fig8yeThis
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modelis of a general nature andot specifically aimed at readingut can be used to explain which
motivational factors could be involved in what way when looking at attitude towards reading and

reading behavior.

The Expectaneyalue Model of Achievement Situations (WigfieldE&cles, 2000) and the
further developed Situated Expectanr@ialue Model by Eccles and Wigfield (2020) is, as the name
already states, an expectangglue model that focuses on achievemenutations as we find them in
school. The core of this model is the idea that thbjective task valuand expectations of success
influence achievementelated choices and performancéhe influence of different behavioral and
normative beliefghat influence these expectations and values represented in the various factors

influencing these two central components of the model, see figue 2.
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Figure2.8 Situated Expectancy value model of achievement ch@icedes &Vigfield, 2020, p2)

For this study, | would like to concentrate on the right side of this model and directly apply it to
the reading interventions. Th&ubjective valuéhat the reading intervention has for a student and the
expectatiorhe or she has of being successful in this intervention will influence the reading process and
reading performance: If a student believes that L2 reading will help him improve his L2 language
competence and therefore his grades (expectancy) and this campetor these grades are very

important to him (value), then this will positively influence his attitude towards reading, lead to a
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higher intention to read and then also to reading. If he believes that his peer group does not like
students that read and have good grades (expectancy) and belonging to the peer group is very
important to this student (value) then this is going to negalthinfluence his subjective view of reading

and probably also going to influence his intention to read and reading itself. Which of these two effects
is stronger, will depend on the relative importance of these two. In the extensive and intensive reading
interventions in this study, where students work on their own and others do not necessarily notice
how much somebody has read or how well their portfolio and tasks are answered, the subjective norm

will probably not be as strong a factor as in an opedass discussion.

These twdactors are among othersinfluenced bygoals and general setichemata The effects
of intensive and extensive reading interventions could be different, depending on the st@jeats
and selfschemata as the following example show&:student might value learning to read English, or
becoming good in English, but have a very low Englisiteetfept and the godb not let others know
that she is not a good readefperformanceavoid goal orientation) Thiscould leadher to the
expectation that she will not manage to read and understand the books presented in the libirary
consequencethis student might rather value task where it @es not show thatshe is not good
(extensive reading) than having to hand in taskshenreading (intensive readingMoreover, she
mightturn to very easy books, belolerlevel and consequentlymight not learn as much as students
with a higher seltoncept This is just one fictional example and possibibtyhow selfconcept and
goals can influence reading and reading related achievem@vitsit becomes clear is thabgls and
selfconcept are central factors influencing reading and reading behaMiase are therefore thivo

motivational factors | will focus on in this study and they will be presented in detail in section 2.3.5.

Day and Bamfor{L998)also referto the expectancy x value theory when talking about reading
motivation induced by extensive reading programs, but their terminology and interpretation is a little
different: Day and Bamford describe the expectaotgxtensive reading coursas the material (how
interesting, linguistic level, attractiveness and availability) and the L2 reading ability. The vaddeis

up ofthe attitude towards reading in the L2 and the sociocultural environment.

In my opinion, this interpretation is not completely compatible with common general
expectancyalue modelqAjzen &Fishbein, 1980; EcclesW&igfield, 2020; Wigfield &ccles, 2000)
First, | do not agree that material is @&xpectancy | believe it rather to be aalue One of the
components olalueis intrinsic value (see figure8 ¢ the enjoyment of reading a bocland another
is utility valuecA ¥ G KS 0221 FAGA (2 2ySQad AYRAQGARIzZ f LI Iy
attractive, awailable and at my level, it will have a highdueto me. Second, | do not see why attitude
towards reading is only a value (see figur@) 2Ajzen and Fishbeif1980)clearly state that attitudes

are a result of expectaneyalue considerations. The expectation (hgaod my L2 reading is) can
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environment has an influence on bottexpectancy and value.

Materials:
* how interesting
« linguistic level
« attractiveness
= availability

Rﬂadinﬁd a:Jilin in | - DECISION
the second language - TO READ

MOTIVATION > IN THE
SECOND

Attitudes toward / // LANGUAGE
reading in the ’
s
rd
r
s
P
”
s
s
|-

<AOZr-S0mTx

second language

Sociocultural
environment,
including influence
of family and friends

Bamford, J. © Cambridge University Press. Reproduced with permission of the Licensor

From: Title: Extensive reading in the second language classroom. Author: Day, R.
through PLSclear.

m o o o<

Figure2.9 Model of the major variables motivating the decision to read in a second landDeye
& Bamford, 1998, p28)

A didactic modeldescribing reading engagement is presented3aythrie and Wigfield2000)
see figure 2.Q. Theouter circlerepresentsfactors of reading instruction that influence the inner
square Factors of the outer triangle can moderate thesiects. This model is especially useful for
showing differences between the intensive and extensive reading courses and their potentially
different effects in more detaiBoth reading intervention types use the same books and are therefore
not likely to differ concerningeaklworld interactionsandinteresting texts Moreover, students work
individually and silently in both intervention types, which means that there are no differences in
collaboration Intensive and extensive reading interventions are likely to differ in the salience of
learning and knowledge goalsee section 2.3.5.1), treutonomy and supporfdictionary use, control
through weekly portfolio correction and feedback), logicallystrategy instructionreward and praise
(pizza party for intesive reading classes and weekly feedback, also in form of pravsdyationand
teacher involvementn a way that the portfolios provided feedback and weak students received

individual support for their correction. Therefore, not only from a cognitive point of view, but also from




a motivational and psychological point of view, intensive and extensive reading interventions are likely

to str%ngly differ concerning their effects on reading processes and achievements.
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Knowledge

Achievement
Knowledge
Practices
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Figure2.10 Engagement model of reading developmgatthrie &Wigfield, 2000, p410)

2.3.5 Effects of GodDrientation and L3eltConcept on L2 ReadiagdComprehension

As the previous sections have shown, goal orientation anecselfept are important factors in
the reading and language learning proceghe following sectionsvill provide a summary of the
psychological concepts goal orientation and-selficept Moreover, pevious research of the different

effects presented in the previous models and analyzed in this ssuslynmarized

2.3.5.1 GoalOrientation

Background Information on Goal Orientation
Students can engagm activities, like reading, fovariousreasons (motives)One way of

describing these different motives ly referring to different goal orientationifferent strandsand
stages of research use simitarms for goal orientationd will, therefore, give a short overview of the
terminology first.The firstgoal orientationmodelspresentedwere two factor models, but whereas
Dweck (1986)alks aboutlearning goal orientatiorand performance goal orientatigriNicholls(1984)
talks abouttask orientationand ego orientation Thetwo-factor model was then refined into a three

factor model by differentiating performance goal orientation inperformanceapproach goal
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orientationand performanceavoidance goabrientation in addition tomasteryapproach orientation
(Elliot, 1999; Elliot & Church, 1997; Elliot & Harackiewicz, )1896using Vandewall€ §1997)
terminology:learning goal orientationperformanceprove goal orientatiorand performanceavoid
goal orienatation.There have been furthetevelopments with more factaere.g.Elliot and McGregor
(2001)with a 2x2 model Elliot, Murayama, and Pekruf2011)with a 3x2 modeland Daumiller,
Dickhauser, and Dres€2019)or Vansteenkiste, Lens, Elliot, Soenens, and Moura(iiid4)with
further devisions of learning and performanapproach goals but the three factor model has
remained the primary version used in research. For a detailed summary of the historical development
and differences between tleedifferent models se&/andewalle, Nerstd and Dysvik (201@nd for a
meta-analysis on terminology and operationalisation skklleman, Schrager, Bodmann, and
Harackiewicz (2010) will refer to the termininolgyand descriptions usefly Spinath and Schone
(2003) becausehese correspond to the SELLMGles used for measuringoal orientation in this
study. These arlearning goal orientatiorperformanceapproach goal orientatioyperformanceavoid

goal aientation (3x2 model) and an additional factaork avoidance

If students read tdoroadentheir horizonand to discover newtopics or stories, they pursue a
learning goal orientationThere are also reading programs where studestllect points for every
book they read, then are invited tgpizza and popcorn partieshey are rewarded withmedals and
trophies andreceivea place on the wall of fame. In this caiee motive of some students to read
many books might primarily be to demonstrate their abilities and performiwelbmparison to others
or even win the sabol reading competition, namely gerformanceapproachgoal orientation Some
students mightalsoreadmany bookgo prepare for an upcoming clasempetitionbecause they fear
that they might not succeednd people might notice their deficits. To avoid this negasineation,
the students practice reading beforehand to avoid attracting negative attentibiis motive to avoid
situations that mightshow incompetence or inabilities is callpdrformanceavoid goal orientation
Of coursethis means that the situatioitself might be avoided as wejla student believes that he will
perform bady in the reading competition andherefore, does not attend class on that dagome
students mightalsoshow a low reading engagement, but neith the motiveto hide inability, but
because they pursue other goals that are more important to them, for exaraptensively practicing
an instrument or engaging in sports. This would beak avoidincegoal As the example already
shows, work avoidncedoes notnecessarilynean theavoidance of effort in generathough this could

be the case, it could aldme the avoidance of work innelearning situations to pursue other goals.

Even though there seems to be a strong connection betweenay@aitation andintrinsic and
extrinsic motivation (Heyman & Dweck, 1992associating learning goal orientation with intrinsic
motivation and performance goal orientation with extrinsic motivatismot suitable for all contexts

(Spinath et al., 2012jor example when competition is a crucial element of the task itself, like playing
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a game of chess. If | want to be a good chess player, | am not interested in loosing. Winning chess
matches is a crucial element of being good and learning to play weltheisfore, clear that | have a
performance goal orientation, but could have an intrinsic motivatidram not playing chess for the

sake of winning, but for the fyrvhich includes winningret,this equation can workn other contexts

for examplewhen looking at the example of the reading costifon again If reading is practiakto

perform well in thecompetition,then it is probably driven by extrinsic motivation, whereas reading

for funis an intrinsic motiveThus, it is probably sound to assume that in this stuilyerventions that

lead to an adaption of learning / performance goals can be associated with a higher intrinsic / extrinsic

motivation.

Even though goal orientationare commonly analyzed as singular components, people can
pursue different goal orientations at the same time and different tasks could enhaursgingboth
learning and performance goglSpinath et al., 2012)or example, students could be proud to attend
the exclusive pizza party (performanapproach goal orientation), but also have an interest in the
books they read and enjoy discussing the content with their friends at that party (learning goal

orientation).

Effects of Goal Orientation on Achievement
Extensive reading intervention programs emphasilze importance of reading being its own

NEgl NRX a0GdzRSydiaQ NBIRAYy3I 2y (GKSANI 24y i GKSAN

contrast, intensive reading interventiodemandclose reading and often involve tasks where students
are supposed to prove their competence that is then graded or rewarecbrding to the expectaney
value hypothesigEccles &Vigfield, 2020; Wigfield, 1994; WigfieldEcles, 2000Q)students with a
high learning goal orientation (expectangpoal to improve readingrdanguage skiljsand maybe also
students with a high performaneavoid goal orientation (expectancgoal to avoid showing poor
reading or language skillsight therefore achieve better results in the extensive reading intervention
(highersubjective taskalue) than when participating in the intensive intervention (lowabjective
taskvalue).Students with a high performanegpproachgoal orientation(expectancy: goal to show
good language or reading performance skittgyyht achieve better results ithe intensive reading
intervention (highesubjective taskalue) than when participating in the extensive intervention (lower

subjective taskalue).
This leads me to the following hypothgs

5) Goal orientation moderates the effect of the readindanventions: Students who have a
stronger learning goal orientation profit more from the extensive reading intervention

(higher competence gain) than students with a higher performeaqmeroach goal
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orientation, who profit more from the intensive reading intervention (higher competence
JFAYO0OP ¢KS&S SFFSOGa INB RdzS G2 F 6SGGSNI TA

Meta-analyses have shown that learning goal orientations and performappeoach goal
orientations are positively associated with achievement (14 and = .10), whereas a performance
avoid goal orientation is negatively associated with achievement, mith13 (van Yperen, Blaga, &
Postmes, 2014 hese correlations are only small and do not show an advantage of pursuing a learning
goal orientation compared to a performanepproach goal orientation for achievemerRayne,
Youngcourt, and Beaubig2007)arrived at slightly different results in their metmalysis: They did
not find effects of performancapproach goal orientation on learning or academic performance, but

high correlations between state learning goals and performaaqmaroach goals.

Previousresearch has also found various correlations between goal orientatiorefiod and
persistenceduring a task feedback seeking and feedbagtocessing behavior, metacognition and
training transfer. Learning goal orientation was always associated positively with these factors,
whereas performanc@pproach goal orientation was uncorrelated and performaraeoid goal
orientation correlation result were negative(Hulleman et al., 2010; Vandewalle et al., 20Bhce
the language teststhat the students fl in before and after the reading comprehensjoare
constructed to be rather complex so that differences in competence can be measured, students with
a learninggoal orientation could be at an advantage these tests. This study uses gresttest
differences for analyzing effects, therefothis should not be a problenbecause only competence
gains are used for the analyses. Thus, students who might perform well in the tests due to a high

learning goal orientation will not achieve higher competencees.

Additionally, studentpursuinga learninggoal orientatiorset goals that are aimed at developing
their skills andengage in more deep level processing strategies, like extending ideas and applying
knowledge Sudentspursuinga performancegoal orientation tend tset goals that involve comparing
well to others and useognitive strategies that process information rather on the surface level, like
memorizing and rehearsing faqt¢andewalle et al., 2019Moreover, if a taskequires a high working
memory, studenswith a learning goabrientation are at an advantagehen solving the task and are
also more likely to cooperate and share their knowleqyandewalle et al., 2019) earning goal
orientation, therefore, could facilitate the use and development of adequate (higlegel) processing
strategies while readingand boosing the effects of reading interventions, leading to higher

competence gaind.thushypothesize that
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the different language testsThis effect is independent of the intervention group type

2.3.5.2 SeltConcept

If a student feels that her English abilities are highat she is able to improve or thahehas a
higher competence than others, ¢h thisstudent has a high Englisklfconcept If a student receives
an English taskand believes he will perform well in this task, then he hdmsgh selfefficacy These
positive selbeliefs, have shown tanfluencethe student€academic life and achievemengssitively
in various way$Marsh & Craven, 2006; Valentine, DuBois, & Cooper, 2@)fe one hand, positive
experienceghrough extensive reading activiti¢kat enhance the studenf®eltesteemconcerning
their English abilities could lead to a more positive-seticept in Englistskilldevelopmentview). On
the other hand, the studer® already existing positive or negative saificept couldnfluencetheir
achievements in English testselfenhanement view) Therefore, the English salbncept of the
studentsis considered an important factor in this study and measured before and after the English

intervention.

The following sections define s&lbncept, describe general aspects ofistipsychological
concef, point out similarities and differences to selfficacyand summarize studidavestigatinghe
AYLI Ol 2F AyiSyarogsS yR SEGSyabeS NBFRAYy3I Ayl SN

Definition
Selfconcept, if datd back toJames(1890) has already been in the focus of psychological

research for over a centu@oller & Trautwein, 2015)Consequently, numerous definitions with large

variances have been brought forward sind®ong & Clark, 1999Bong and Clarkl999)deducted a

number of underlying aspects that these definitions have in comarmah@me to the conclusion that
selfO2y OS LI A& a2ySQa LISNOSLIWGAZ2Y 2F GKS asSt¥ GKIFQ
that it reflects both cognitive and affective resp@hé(Bong &Clark, 1999, pl40) Bong and Skaalvik

(2003, p2)simply define setD2 y OSLIG al & + O2YLRaAGS OASs 2F 2y S:

Schone et al(2012) whose SESSKO scales usedin this study, define selfoncept ashe
entirety of cognitive representations of o@own abilities in academic performance situatiomhis
definition is quite similar to the ones above, with the difference that it only names cognitive
representations and not affective responses as an entity ofcggitept. This differentiation between
acognitiverepresentation of the selfwith its attributeg and affective componentgvhichresultfrom
evaluating tle cognitive seltoncep) iswell establishedMdller & Trautwein, 2015)Furthermore, an

additional differentiation of the cognitive component of setincept in descriptions and evaluations
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is suggestedBong &Clark, 1999) The affective component strongly depesiebn the result of
evaluative processes: Two students that are not very good in English (negative cognittomesefit),
might show very different affective reactions. The first studdot example might not have a low
affective selfconcept, because she isery good inmath and science and these subjexare very
important to her; additionally,the English performance might not be very important to her parents
Maybe she might ean perceive her low cognitive English saihcept as proof foher mathematical

and scientific abilities. The second student might have parents for whom it is very important that the
student participates well itheir Englishclas andlearns English well fohis future.He might struggle

in many different classes and knows that English is very important for a good job in an international
company. He sees thalready at schophe cannot compete with his classmates, probably leading to
a lower affective selfconcept than the first stude. &or this reasonSchone et al(2012)only

included items measuring the cognitive component of-selficept in their scales.

Although thesethree definitionsare very broad, theyliffer in their conceptualization of self
concept anddo notnamespecificaspects that help tanderstand what sel€oncept is concretelyAs
displayedin the two examples above, there are several factors tffgct | LIS NsBlfZoAc@pt.
Shavelson, Hubner, and Stant¢t976, p411)0 St A S @ Sevah Rehtires aad HeBidentified as
critical to the construct definition. Setioncept may be described as: organized, multifaceted,
hierarchical, stabledevelopmental, evaluative, differentialgled I RRA (sdlfeoyidedt 6f&> G KS
person is influenogby social comparisons (frames of reference), causal attributions, the way someone
believes to be viewed by othe(seflected appraisal from significant othergrevious experienceand
the resulting expectations of mastering future challenges or the perceived ability to reach certain goals
(mastery experience) angthether somebody is able to perform well in areas that are important to
him or her (psychalgical centralityYBong &Skaalvik, 2003) will go into detail about some of these

aspects in the following sections.

Concept
As already mentioned above, selbncept can belividedinto a cognitive component ancha

affective component(Bong &Clark, 1999; Mdller &rautwein, 2015) Additionally, theprevious
definition of Shavelson et al1976)characterizes the concept as multifaceted and hierarchitlails
means that the different experiences and perceptions of self, are grouped into categories that are
organized in a hierarchical structurkt the lowest domain levethere isthe perception of the self in
specific situationsTogether, these experiencasiake up the seltoncept ina subdomainfor example
certain subject®r physical abilities and appearan€ombined, theyead to a selconcept in different

areas, for examplan academi¢ an emotional, a social aralphysical seltoncept. Togetherthese
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various sekconceptsform the general sel€oncept(Mdller & Trautwein, 2015)Empirically, his view
could only partially be validate@arsh &Craven, 2006)Some studies have even found negative
correlations between selfoncepts, suggesting a differentiation of the academic-amifcept io a

math and a verbal setfoncept(Bong &Clark, 1999; Mdller &rautwein, 2015)

Additionally, age is an important factor when assessingcsgltept.Marsh and Crave(2006)
report thatif selfconceps highly correlate for young childrethis doesnot change with agenitially
uncorrelated seHconcepts on the contrary,develop into stronger negative correlations with
increasing agédifferentiation-distinctiveness hypothesisyheefore, the older a child gets, the more
differentiated andstable the seHconcepts seem tte (Marsh &Craven, 2006; Moéller &rautwein,
2015)

Comparison Framebternal/External Framef-ReferencéMlodel andBigFishLittle-PondEffect
To develop a selfoncept in a specific domain, students need information to judge and evaluate

their performance in this domain. This information can derive from criterial comparisons, but these
are usually not available. A much stronger frame of refegeioc the selfconcept are therefore social,

but also individuabr domaincomparisons.

Evidence for the strong social orientation and its impact onamticepts ighe BigFishLittle-
PondEffect. A big fish feels really strong and supeiidne swims in a little pond, but when put into
the large oceanhe mightrealizethat he is only a very small inferior creature. These effects have also
been found concerning the satbncept in school classes: Students with the same achievements and
capabilities have a higher selbncept when they are placed &low-achievemengroup, than if they
are among higlachievergBong &Clark, 1999; Bong &kaalvik, 2003; Moéller &rautwein, 2015)

The fact that selfconcepts develop on the basis of social comparisons is a widely accepted view.
Therefore, psitive relationships between (domaspecific) seltoncept and academic achievement
are often presented as evidence fexisting social comparisons in studieslowever as already
mentioned above, previous studies have found zero or negative correlations between math and verbal
seltconceps (Bong &Clark, 1999; Marsh &raven, 2006pr even similar subjects like L1 and L2
(Mdller, Zitzmann, HelmJachts, & Wolff, 2020)This is surprising because these effects also show,
when the actualachievementin both subject areas is higMoller et al., 2020; Moéller &rautwein,
2015) To explain this effect, it is hypothesizthat, in additionto the social and external frame of
reference, students use an additional, internal frame of reference between different donfins.
studentperforms better in math than in Englisthe/she will probably devaluatéis/her achievements
in English, even if these arggh as wellThiseffect is called the Internal/External Fraroé-Reference

Model, shat I/E-Model. Since the students in this study alparticipate in other mathematicalro
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scientific classes, positive and setihcept enhancing experiences in those classes might have a

negative impact on thie English sel€oncept.
Thus | hypothesize that

7) English (reading) interventions will have a positive impact on the stu@Entglishself
concept (seHconcept gain), whereas ndanglish interventions will have a negative impact

on the studentSEnglishseltconcept.

SelfEnhancement vs. Siilevelopment
The two opposing viewsf selfenhancement and skilevelopmentrelate to the question

whether a positive sel€oncept leads to positive academic experiences-mafancement) or whether
positive academic experiences lead to a positive-aaifcept §killdevelopmenj. There issmpirical

evidence for both views

A strong argument for thekilldevelopmentview is the bigish-little-pond effect that clearly
shows that different experiences and social comparisons lead to the development of different self
concepts. This could mean that the reading interventions in this study, where students make first
(positive) experiences with extensivar intensive reading in English and are in a different class

environment than in their regular classes, could have a positive effect on their Englishremapt.

However there is also evidence for the selfihancement viewValentine et al(2004) for
example showed in their meteanalyses that even when controlling for previous achievement; self
concept still had a small but significant influence on future achievenibig effect was especially high
for achievements that were in the same domain as the measuregtentfept. Therefore, in this study,
you would expect students with a higmglistself-concept to have higher competence gaimsEnglish
proficiencyteststhan students with a loviEnglistselfconcept independent of the interventionlhus

the following hypotheis will be tested:

8) { 0 dzR S y-doricépt ahitlefbdginning of the interventions (T1) will correlate significantly
positivdy with their test score gains and significantly negaiweith their average grade
difference (meaning a positive relationship of sedhcept and grade improvement due to
lower grades being better than higher grades). This effect is independent of the

experimental group the studesgrein.

The ReciprocaEffectsModell (Marsh &Craven, 20063uggests thathese two opposing views
both seem to have their justificatio.here is also evidence thatdtextent to which either the effect

of the skiltldevelopment or the selénhancement effect is stronger is age specific. The- skill
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development model seems tapply betterto younger children, whereas the se&hhancement model
was found to be moredominant in studies witholder children(Bong &Clark, 1999)This is not
surprising, since younger children still need to develop their academica®iept, whereas older
children might already have a quite differentiated sadihcept that has an impact on their academic
actions and resultsSnce | am assessing grade 5 and grade 6 studdritsdifference is interesting for
my study Even though students have already made first experieleegning English in primary school,
they start learning Englisextensivelywhen entering secondary school in gradeTbus, their self
concept in English may not be as developed in grade 5 as in giaut® tBe skill development effect

might show to be stronger.

SelfConcept and Seffffficacy
There is very little literature available on the associations between extensive reading

interventions and selbeliefs. Therefore, it is necessary to also draw on literature measuring self
efficacy. Tis makes it necessary to first shortly explain similarities but also dedidfifezences

between these concepts.

The two seltbelief concepts, selfonceptand selfefficacy are sometimes usedynonymously
while they aredifferentiated inother research(Bong &Clark, 1999)In a metaanalysisValentine et
al. (2004)could not find any differences between effects of dmdfiefs (seHconcept, sebesteem and
selfefficacy) on academigchievement. Yet, the type of sdieliefs differedin level of measurement
(global, academic or specificMarsh et al(2019)call this problem jingk€ I y 3t S FI f €t  OASay
with similar names might measure different constructs (jingle fallacy) while two scales with apparently
RAAAAYALFNI fF0Sta YAIKG YS! édaBRBComparvigistheffidacy@? v a i NXizC
selfconcept is also difficult on a practical level, because the variety e€sptfept definitions lead to
a variety in seltoncept scalesHowever,this variety is not as big for sadfficacy scales, leading to
contrasting resultgBong &Clark, 1999)lf-efficacy seems to be closely related, if not equal to the
cognitive dimension of setfoncept There is also empirical evidence for this assumpfionexample
seltefficacy was able to predict salbncept scoregBong &Clark, 1999)Moreover, the internal
structure of these two concepts seems to be differens. @ready mentionedopne aspect of self
concept is that domahspecific academic concepts divide into uncorrelated verbal and math self
conceptsbut verbal and math academic sdfficacy are highly correlate@ong &Clark, 1999; Bong
& Skaalvik, 2003)rherefore, thee seem tdbe a differentunderlyinghierarchical ordefor these two
domains Consequently, studies on the #¥#odel usually found support for the model when looking

at dudent<xelfconcept, but not for seléfficacy(Bong &Skaalvik, 2003)
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Additionally,self-efficacy, as defined by Banduf@andura, 1977)is strongly focused on future
expectations of mastering a specific task. -$elicept, in contrast, is more general and less task
specific (Bong &Clark, 1999; Bong &kaalvik, 2003; Marsh et al., 2019Jhis also reflectsn
methodological aspects of research of these two conceptith concepts are usually measured using
selfreports (Bong &Skaalvik, 2003)ut selfefficacy items usually involve the judgement of certain
and specific tasks that a student should solve, whereassalfept items involva judgement of their
general ability in a certain domaifBong &Clark, 1999; Bong &kaalvik, 2003)The question is,
whether these concepts would actuallesembleeach other, if theywere measuredon the same
domain level Additionally, seHconcept is perceived as a more stable concephtbelfefficacy(Bong
& Skaalvik, 2003)whichcould be a consequence of the differences in measuremBmsedifferent
foci also show in the choice of dependent variabldsdies on the impact of sefoncept usudy use
standardized test scores or grade point averages, whereas studies affaslty effects use specific
school taskgBong &Clark, 1999; Bong &kaalvik, 2003)This makes it difficult to compare these
results concerning the impact of the two construdslditionally, studies on the impact of selbncept
are often correlational designs, whereas sefficacy studies are often experiment@ong &Clark,

1999) Theseaspectsllustrate that different research conventions have developed in the tvetdf

Another differencelies inthe comparison framef reference As already described above, a
LIS NE 2 yeehdept@ishidllyFdevelops from social or individual comparisons of the self to others or to
a previous self. Sefffficacy judgments, on the contrary, sedémdevelopby making comparisons to
absolute standardéBong &Clark, 1999; Bong &kaalvik, 2003; Marsh et al., 201Bhis also shows in
stronger BigFishLittle-PondEffects for seftoncept than setefficacy(Marsh et al., 20198nce scales
on selfconcept and seléfficacy are often worded to triggehése comparisongong and Clark999)
NB Y| NJ hér&is inuchirdoinor debate whether social comparison differences between self
concept and seléfficacy are inherent in construct definitions or are largely an artifact of different
YSIF adzNBYSy i { NIHerkefdrdazbig dtiength afithe seales Bethone et al2012)used
in this study is that they differentiate between a criterial, individual, social and absolutecselépt.
Congruouslyin their reported correlations between theeltconceptscales and othetoncepts, sel
efficacy had the highest correlations with criterial and absoluteaticept (r = .33), followed by the

individual selconcept (r = .31) and the smallest correlation with the socialcs®itept (r = .26).

2.3.5.3 Previous Research on SRéliefs and Reading Interventions
Selfbeliefs about2 Yy So@r competenceare an important asset of reading motivatigsee
section 2.3.4.6 on motivatiah and reading models)Still, & far as | know, there are no studies

measuring the effect of extensive reading interventionsstudent€selfconcept In generglresearch
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on the effectsof extensive reading on sdbeliefs is very sparc@Burrows, 2012; Nation &/aring,
2020; Park, 2020)Therefore, this section repastfindings of thefew studies availableon the

relationship of extensive reading and sefficacy.

SelfEfficacy and Reading
Lake(2014)measured reading se#ffficacyand reading interest (described as a more general

and dispositional reading seHj the beginning and end a2extensive reading classaadL2reading

classes that additionally had to write blogs. These groups were not extensive reading classes, because

the readingamount was too smalhnd functioned as control groupsn total 244 female Japanese

students, ge 1819, participated in the studyT-test results showed that reading safficacyand

reading interestimproved in both clasg/pes, but only significantly in the extensive reading classes

(t(123) =7.06, p < .001, r = .54 for selifficacy and t(119) .73, p<001, r = .40 for reading interest
Additionally, there was a significant positive relationship between reading interest and reading self
efficacy (r = .52, p < .001).canclusion, extensive reading seems to haymsitive effece y  a (i dzZRSy (i & €
seltbeliefs(selfenhancementiandthis effectis stronger for more specific measures like géffcacy

than for more general measures like reading interests.

Burrows(2012)alsolooked at the impact of differerit2NBE I RAy 3 Ay G SNBSy-GA2ya 3
efficacyin his dissertational thesi®Vith 322 Japanese students, his study is the largest presented here.
The participant were divided imo extensive, intensive, egling strategy and extensive/strategy
groups. Three times over the course, the students answered questionnaires on reading
comprehension, reading sedfficacy, perceived utility of extensive reading, perceived utility of reading
strategies and sawges of reading sekfficacy. His studgroduced three major results concerning the
relationship of selefficacy and reading interventions: First, participants in the reading strategy and
combined reading strategyextensive reading groups had significantly highereafi€acy gains than
in the other two groups. Second, there was a positive relationship between gains in reading
comprehension and gains in selffficacy. Third, the reading amount was not related &ng in sel
efficacy.There are somespectsthat make it difficulto deduct assumptions from these results for my
study. Firstit is difficult to sayin how far these results are generalizable and transferable to European
studentssinced ! aA 'y Odzf G dzNBa KIFI BFFAOS DR] SMIlYyOIHIRSEXMND 65 &
(Burrows, 2012, B4). Second, the questionnaire used in this study was developed by the author
himself and also piloted, but there is no information on the piloting procedure and results. Therefore,
it is unclear ifinternal consistency and divergent and convergent validity of the-efitfacy
guestionnaire is sufficient and in what way the sefficacy measured relates to other scales and

concepts. Third, intensive eading was only used as a control group, where students learned
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vocabulary, read the same text aloud well assileny and then completed exercises. This is very
different from the intensive reading interventioim my study. Despite these pointde results of
Burrows (2012)eliver some first hints at which possible effects and relationships can be expected in
this study Burrowsdid not findsignificant gainsf self-efficacyfor the extensiveandintensive reading
groups. Yet, results show that all groups improved their mearesfitfacy. The mean sedffficacy @
extensive reading in the prest was nossignificantly higher than in the other groups, but also
increased from T1 to T2 to about the same level as the strategies grobpsefore, the question
whether extensive reading has a positive influence oneféifacy remains unanswered after these

results, but positive effects are possible.

McLean and Poulsho¢R018)measured the effect of three different reading interventions on
a0 dzR Sy i a Q-efie®y. Rkiyparticipadits Were 59 Japanese-fiestr EFL learners at university
(age 1819) studying at the Department of Economics. Except for 5 students, thigiparits were all
males.The students were divided into three groups: (1) the word target group, who were instructed
to read at least 2 500 words per week outside of class, (2) the sustained silent reading (SSR) group,
who neededo read 15 minutes a week in class and one book per wegside of schooand (3) the
comparison group, who were instructed to read one book per wagkide of schoolEnglish reading
selfefficacy (RSE) was measured usirggnstrument developed bBurrows(2012)in his dissertation.
In paired sample testsfor each grouponly the wordtarget group showed a significant increase in
RSE (t (18) = 3.78, p = .04dditionally, he numberof wordsread during thenterventionsdid not
correlate significantly with the RSE results (p = .08, r = M@&)ean and PoulshodR018)do not
discuss these results in detail, but mention that the word target group experienced more extrinsic
motivationthat was then internalized, according to the se#termination theory, and lead to higher
selfefficacy. Unfortunately, they donot provide evidence or reasoning, why they can make these
assumptions.| assume that one reason whyicLean and Poulshodibund different resultsthan
Burrows(2012)might lie in the nature of the reading the students engaged in. The RSE scales used in
GKAA adGdzReé Fal audRSyidta Kz2g ¢Sttt (GKSe& osbrigh S@S
lyrics, subtitles in American movies, a party invitation, an article in a newspapérso on.(See
Burrows, 2012, p. 470Yhe word target group was the only group theds not instructed to read a
book per week and was therefore more free in their choice of text and maybe engaged in a wider range
of reading material As already mentioned when defining sefficacy, this selbelief construct is
commonly usedn atask specifiavay, as in this case. Therefgrebelieveit would be interesting to
reflect on whatspecificseltefficacy the RSE scales measyie my opinionthey assesthe perceived
ability of coping withvarious text types. You would only expect to fipek-post effects, ifstudents
have the chance to experience and practice reading different iexiise reading programs, whidb

a large extentlependson the corpus used.
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Reading Attitudes
Park(2020)used the concept of reading attitudes in themodel byvan Schooten and Glopper

(2002) to investigate the influence of intensive and extensive reading interventions on reading
attitudes.Reading attitudessagain a different belief conceptshichmeansmovingeven fartheraway

from selfconceptthan already done withseltefficacy Yet,these few studies represent the next
related studies available in the fietd seltbeliefs and reading intervention$hus,| would at least like

to briefly presentthem.

Van Schooten and Glopp&002)base their reading attitude model on the Model of Planned
Behavior (MPBYistinguishing betweefive 02 Y L2 y Sy (1ayY O2 3 Reading gdblesteitii A (i dzR ¢
literature is a good way to relax yourself 186)JOF FSOGA DS UGV AYIAARS A ¥ ik $ 8B &
adolescent literaturé ¢ LJ®ubjecgive tormé A A §oodistudent should be devoted to adolescent
literature£ 6 LIJP My T O 3X LISNOS A DR likeSKreéadddaidsderit litetatuns thatR £ £ A |
really like, but | do not know what books there are and which | would @njpy 6 LJ® My y o FyR 06
AYyGSyGAR2 yBKAfYA]] SA GacQa | I22R ARSI G2 oNRAy3 | 62N]
waiting room or if | travel by traih p. 18). The difference to selfoncept and seléfficacy ison the
one handobvious for thecognitive attitude which irvolves general opinions. The other components
on the other handshow a stronger relation to selfeliefs: The affective attitude items could in some
cases reflect the affective component of the sebhcept. The perceived behavioral contiod
behavioralintentions could reflect personal implications and reactions of the cognitive-seifcept,
So3d GKS (K2dAKG a O2anlabt dsdRat réa@lingRdolestand lidratazR($oyial a L
seltconcept), thereforeto improve | should use time in waiting rooms or on the train for reading
00SKIFGA2NI f \ag gaadterdzhy GléppdRad2) found that ®gnition, affect and
intentions influence the time Dutch secondary students (grade9Y sperd reading adolescent
literature, whereasthe subjective norm and theperceivedbehavioralcontrol hardly influence the

reading behaviar

The bridge between these L1 attitudes and L2 reading attitudes was builaimashitg2004)
whoinvestigatedhe relationship between L1 and L2 reading attitudes of Japanese learners of English
For this purposeshe developed a questionnaire differentiating between two components: an affective
d feel anxious if | ddd know all the word< (p. 7)and a cognitivedl think reading many books is
advantageous to getting ajab. 0 LJd y 0 2y S® 2 KSNBla GKS O023yAiAgdS
beliefs invay { OK22 4GSy | yR Df 2 LRIINIIAE SO If B a15IS MENEI i KBS
These questionnaires were presented to 59 Japanese university students that rated the different
statemens for their Japanese L1 and their English L2. Factor analyses of the two scales showed that
the items loadedat two subfactors for each scale, both for L1 and é@nfort and anxiety for the

anxiety statements and value and spHrception for the cognitive statement€orrelations of these
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scales revealed that attitudes correlated positivebut descriptive statistics showed that these
attitudes were more positive for L1 reading than for L2 reading. Additionally, proficiency does not seem
to have an influence on reading attitudes. When looking at the impact of these attitudes on extensive
reading, operationalized as the number of pagead during anextensive readingprogram, only
comfort and seHperception significantly correlated with the number of pages reénashitg42004)
concludes on the basis of these results tladiitude seems toaffect & (i dzR &xfeiisiv€reading
performance, but since this is not a pigosttest design it is difficult to sayhether the amountof
reading is a consequence of the reading attitudesvbether the reading attitudes were already a

consequence of previous, pexperimental, experiences and part of a reciprocal process.

Park(2020)used an adapted version dfamashita'§2004)scales in his study on the impact of
reading interventions on reading attitudebsle investigatedhe influence of readingnterventionson
reading attitudeswith 73 Korean school students (age-1%). He found that extensive reading,
compared to intensive reading interventions, increapeditivereading attitudesHe wasalsoable to
confirm the results that proficiency levelgd not have a significant influence on the development of

reading attitudes.

Conclusions
Sudies from the psychological field on the effects of ®elhcept and seléfficacy on academic

performance arewell establishedput they donot investigate concrete pedagogic interventions, let

alone L2 reading intervention3 herefore, it is only possible tassumefrom general effectsand

theories which effects might be found for L2 reading interventionthis study There araghe studies

presented aboven relationshig between reading interventions and selfficacy or reading attitudes,

but it isdifficult to relate these to the established psychological field or even to each dtaek(2020)
forexampleg NP GS GoiB8KS Y2RSt ¢l a aStSOGSR 06SOFdAaS Al
attitude utilizing the threeRA YSy aA 2yl f NBIF RAY 3 | { GvaiiSthosendadl YS g 2 |
Glopper(2002) whom he is referring to, not only use a figenensional model in their study, but also

conduct treir study with Dutch L1 studentand their L1 reading?arkdoes not mention why this can

be transferred to L2 reading. He furthermore statdmt ¢ § KS OdzZNNBy i addzReé | RIL
OHnNnANUO AYyaldNdzySyids gKAOK A& TFANXYEE& 3INRAdn¥RSR AY
RAYSyaArz2ylt FTNIYSg2N] 2F NBFRAYy3a GGAGdAdZRRSE 0 LI
mentioned above, | found major d&rences in the operationalization of the two scales used in these

studies Furthermore, Yamashita(2004)does not seem to perceive hecalesasWI N dzy RS RQ A Y
Schooten and GloppgR002) as this modl is not even mentioned in her paper. These two examples

unfortunately are nothe onlyexamplesof inconsistencies in previous resealsiee alsd\ation and
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Waring(2020)a SOG A2y a 2y WL Y adeF FAAOASY (0 KnSS LZANNIA yAR h YRS
Moreover, sudies on extensive reading are often conducted in Asia, therefmgchological concepts

and their effectanight not be comparable to those in Euroféis study will contribute to the field by

analyzing the reciprocalelationship of selconcept and language/reading skill development for

different reading interventiongn the Europearcontexts

2.4 SummaryResearch Question and Hypothese

Reading is a complex process involving various skills and processes (see section 2.2.2 and 2.2.3).
L1 reading experience and L2 language competence add cotggethe L2 reading process (see
section 2.2.4). In this study the students participate in extensive reading interventions (see section
2.3.2), where they simply read as much as possible, and intensive reading interventions (see section
2.3.1), where tleir readingisaccompanied by a portfolio with language and comprehension tasks and
exercises. Istands to reason that these interventions involve different forms of reading, consequently
influencing the reading process and comprehengiodifferent waysThe following table summarizes
differences between intensive and extensive reading interventions on the basis of cognitive and

motivationaltheories.

Table2.2 Intensive vs. Extensive Reading

Intensive Reading Interventions | Extensive Reading Interventions Sections
1 same reading material, all books of the library available to all students 23.1
1 students chose their bookaedividually and worked/read at their own pace 2.3.2
9 dictionary available 1 no dictionary available
1  worksheetfor each book 1 no additional tasks 234
1 evaluationof the bools (evaluation sheet) 1 no evaluation of the books 2.3.4
1 pizza party as eeward 1 norewards 2.3.4
1 individual assistance efeakstudentswho need 1 only explanations or help when students 234
helpwith their portfolios come with questions o
Implications for thefollowing cognitive and motivational differences:
1 implicit® (reading) and explicit (e.g. vocabulary 1 only implicit L2 learning
tasks) L2 learning
1 reason for reading/goal: understanding the story,| 1 reason for reading/goal: pleasure and 221
finding the information necessary tmlvethe task understanding 2.2.3
1 students need to apply and learn reading skills ar] §  students might apply skills and strategies t
strategies by filling in theasks generate an understanding of the text, but 291
this is neither guided nor enforced by o
additional tasks
1 less reading = less reading practice becafdgne | I maximum reading = maximum reading
needed for exercises practice (= important for developing 299
automatic and rapid lower level processing -
skills)
I mplicit L2 learning oOinvolves learning processing skills and | an
information that is | earned, andGrabe, 2008 p80es on extensive amounts
VoExplicit learning, unlike implicit learning, involvags conscious

knowl edge that a r €abee2009jp$l)f ocusing on. o
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1 students receive feedback and are challenged if | §  students can develop a wrong text model ¢ 29245
their text model understanding of the text is corre the text withoutrealizing this no correction o
1 reading, but also writing is skilled 1 only reading is skilled 2344
9 additional, feedbacked tasks give opportunity to | § reading being its own reward is emphasize
show an reflect on what has been learngd and students do not have to fill in tasks 235.1
stronger fit to performancepproach goal stronger fit to learning goal orientation or R
orientation performanceavoid goal orientation
1 learning goal orientation positively impacts improvement through reading interventions to a strong: 2351

focus on skitdevelopment and a deeper engagement in the learning process

1 selfconcept is more stable with agle can still be influenced and developed to a positive-seticept
at this early agéy both interventionsprovide thepossibility to make individual and criterial 2352
comparisons, instead of strong social comparisons, to develop a (positive) Englisinsejbt

Moreover, section 2.3.4.6 presented general and reading models that focus on motivational
aspects influencing the reading process and section 2.3.5 focused on howrigoahtion and sel
concept can influence reading (achievement) and vice versa. The follaidgegam (figure 2.11)
depicts the variables assessed in this stadd their possible relationshipn the basis of the models
and thesesliscussed.
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Figure2.11Impact of Factors in this Study
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The L2 reading process with all its facetis ihe center of this impact model. Goals and self
concept, L1 reading and L2 language experience and the reading interventions are expected to
influence the reading processon the one hand directly and on the other hand as an interaction
(expectancy xalue theory). If and what impact L1 reading experience and/or L2 language competence
have on L2 reading processes is addressed by the language Threshold and Interdependence
Hypothesis. In total, a successful leading practice then leads to a higher reading and language
competence. Moreover, seffoncept (and maybe also goals) does not only influence language
competence, but could also be influenced by growing language competence due to successful reading
interventions (reciprocal effects modelJhe entire model is set in a social and cultural context that

influences the different variables, in this case in Germany with English as the L2 language to be learned

In this study | am going to analyze the direct effect of different reading interventions (intensive
vs. extensive)ifferent goal orientations and setfoncepts L2 language competence and L1 reading
experience a L2 language and reading competence (green boxes in the m@ddCOVA and
MANCOVA analyseAdditionally, | am also going to analyze ttedationship of the psychological
factors and competence gain (correlations) atickct effects ofthe reading interventions on self
concept and goal orientatio score gain (MANCOVAs).oidover, the model suggests possible
interactions betweenthese psychological and cognitive factors and the reading intervention type
(moderation analyseskinally, | will analyze to what extent significant factors impact language and

reading proficiency gairhierarchical regression analysis with significant factors of previous analyses).

On the basis of thedifferences between intensive and extensive reading and various
motivational and cognitive factors influencing the reading proatissussed up to nowl repeat my

hypothessthat have been developed in the previous sectibese:

1) Both, L1 reading experience (measured as arselbrt of L1 books read per week) and L2 language
experience (measured as scores in language tests at T1) will be significantly associated with the
competence gain for students in the English language testsragrade improvement.

a. For the students in the neEnglish intervention groups, | expect L1 reading experience
and L2 language proficiency both to have a positive impact on the competence gain.

b. For students that receive additional training, especially for the reading interventions, | do
not expect these effects to be as high or significant, or even negative.

2) LYRSLISyRSyiGte 2F (KS AyidiSyaragsS 2N SEGSyairdsS NB
in the pre and posttests is positively related to the number of years of English they have had at

primary school.
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3)

4)

5)

6)

7)

8)

Students participating in thextensivereading intervention will perform better in the fictional and
non-fictional reading comprehension test than students in thiensivereading intervention, who

will perform better in the cloze testnd the preposition test.

In the extensive reading intervention students will prefer reading books where they can draw on
background knowledge to understand them, whereas this will not show as strongly for intensive
reading.

Goal orientation moderates the effect of the reading interventions: Students who have a stronger
learning goal orientation profit more from the extensive reading intervention (higher competence

gain) than students with a higher performanapproach goal aeentation, who profit more from

the intensive reading intervention (higher competence gain). These effects are due to a better fit

2F GKS Gral d2 GKS addzRSydQa YzuAag@Sao

[ SENYyAY3 3F2Ff 2NASYydFdAz2y KlFa Fy 2@SNIff LkRaai
different language tests. This effect is independent of the intervention group type.

9y 3dftAaK ONBIRAYIO AYUISNBSylGAzya oAff-cokckppS | LI
(selfconcept gain), whereasnehy 3f A a K Ay G SNBSyiGA2ya oAttt KIF @GS |
English sel€oncept.

{ G dzR S y-Goac@pt at $he Peginning of the interventions (T1) will correlate significantly
positively with their test score gains and significantly negatively with their average grade
difference (meaning a positive relationship of smfhcept and grael improvement due to lower

grades being better than higher grades). This effect is independent of the experimental group the

students are in.

This chapter gave an overview of factors involvei@ensive and extensive reading against the

backcloth of different research perspectives and theoretical approaches. As presemngxibus

research on L2»>aensive reading is sparce and has concentrated on Asianthecdkfore, mostly

logographicor syllabicL1 and English L2 constellations and/or developing countries. Moreover, most

research is focused on university students (see section 2.3IR)study of this dissertationwill

contribute tothe research field oéxtensiveand intensiveeading in lesgxplored populationsin the

following | will present the design and results of the study.
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3 Project Description

Literacy is the ticket of entry into our society,
it is the currency by which social and economic positions are waged,
and it is thecentral purpose of early schooling.
(Bialystok, 2001, 4.52)

3.1 Participantsand Missing Data

In total 3645" and 6" grade students from a German GraranSchoolparticipated in this
study. Thestudentswere between 9 and 12 years oltME10.49; SD=0.5543.1% of the studentgre
male and 52.2% femalé 62.2% of the students repaetl that they started learning English in first
grade, 24.4% in second grade, 8.7% in third grade, 3.2% in fourth grade and 1.5%d#mirthey
did not have any Englidassonsat their primary schoolSince the content and déip of English lessons
at primary schools is very different, the students were additionally asKetley had already read
words or sentences in those lessons, whiehs affirmed by 80.3% of the student87.1% of the
students reporéd to engage irL1reading during their free timeThisnumberisin line with previous
research of the KIMstudies(Medienpadagogischer Forschungsverbund Siudwest, 20&8) 17% of
the students reporedto never read. Therefore, in this aspect, the students in this population seem to
be quite representativeTable3.1 gives an overview of the distribution of the participants across the

different intervention groups?

Not all cases of the subsamplesTiable3.1 add up to N=364 due to missing data. As a matter
of fact, only 244 (67%) of the data setsere complete, but since not every scale is needed for every
analysis, the complete cases for the analyses in ghidy are higher. For the items on language
proficiency, 314 (86%) data set®re complete. For the psychologic scales, 284 (78%) data sets and
for grades 360 (99%) data seisre complete. Therefore, the large amount of missing data is not due
to a high dropout rate or missing tests, but rather due timgle missing items in some scaéherever
possible the missing data of the psychological scalesaggregated according to the instructions in

the manuals, increasing the ratio of complete data sets.

The composition of the intervention groups was randomjaeadonsequencthe distribution of
gender, migration background and pkaowledge is about equal across all intervention groups, as

table 3.1 shows.

"Some students did not report their gender or drew a box | abeled
add up to 100%.

21 n this paper the term ointervention groupso6 is used as a hypei
experimental groups Oextensive reading intervention groupdé and Oi
60nebmg i sh intervention groupdé and oO0other English intervention gr
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Table3.1: Participants divided binterventiongroups

n (%) n (%)
no 23 (21.9)
English in primary school*
yes 82 (78.1)
non-English intervention boy 50 (47.2)
gender 111 (30.5)
(control group) girl 56 (52.8)
no 81(77.1)
migration background**
yes 24 (22.9)
no 21 (16.8)
English in primary school*
yes 104 (83.2)
other English intervention boy 54 (43.5)
gender 131 (36.0)
(control group) girl 70 (56.5)
no 89 (71.2)
migrationbackground**
yes 36 (28.8)
no 6 (15.8)
English in primary school*
yes 32 (84.2)
extensive reading intervention boy 18 (46.2)
gender 40 (11.0)
(experimental group) girl 21 (53.8)
no 32 (84.2)
migration background**
yes 6(15.8)
no 9 (22.0)
English in primary school*
yes 32 (78.0)
intensive reading intervention
boy 19 (46.3)
grade 5 gender 42 (11.5)
girl 22 (53.7)
(experimental group)
no 27 (67.5)
migration background**
yes 13 (32.5)
no 9 (24.3)
English in primary school*
yes 28 (75.7)
intensivereading intervention
boy 16 (43.2)
grade 6 gender 40 (11.0)
girl 21 (56.8)
(experimental group)
no 26 (70.3)
migration background**
yes 11 (29.7)

*Hast du in der Grundschule sch@virter oder Satze auf Englisch egn?
**Sprecht ihr in der Familie noch eine andere Sprache aufer Deutsch?



3.2 Design

3.2.1 Intervention Groups and Control Groups

The interventionsvere integrated into an individal assistance program thgenerallytakes
placein the second half of grade 5 and the first half of grade #he grammar schobwhere this study
wasconducted The assistance prograisintegrated into the school curriculum and tintable. The
program consists od variety ofcourses that helgtudentsto either catch upor give them additional
inputin their main courses, or to engage in a topic not represented in the core curriciherstudents
participate inthree courses in grade 5 and three in gradedch course is taugi®0 Minutes per week
for six weeks, adding up #ototal of 540 minutes for each course. Tiheensive and extensiveeading
intervention were two of these courses. Other coursedfered are: Advanced English, English
Foundation, AdvwacedMath, Math Foundation, Essay \ting (German), Spelling (German), Muend
Dance, Roboticsjugglingand Badminton Thegroup sizes vary between 10 20 students and are alll
taught by teachers with the corresponding subjectsaughtthe reading interventionsThe English

reading coursesvere designed and integratedtmthe program for the purpose of this study.

The teacherwho organizes th individual assistance progranassigns the students to the
different classes at the beginning of easthool semesterAs a guidance for her decision, she asks the
students anaheir teachers to name preferencéar certain courseslo ensure an unbiased and mixed
student sample foeachreading interventiorgroup, the studentsvere not able to choose the reading
intervention, theywere randomly assigned to this coursk.wasonly decisive, if the student and
parents had approvetb the participation in the study whichwasthe case for almost all students
Furthermore, the teacher assigning the students was advised to assign students of different proficiency
and from different classes to randomize possible effects of confoundingolesidike interest, English

proficiency, motivation, effects of the main English class oE&hglistieacher.

The various intervention groups of the individual assistance programbedivided intothree

resp. four main groups; the type of group is the main independent variable cdttidy:

1. ExperimentalGroup: students that receigkthe reading intervention in one of the trimesters and
had non-English classes in the other trimesters (figare 3.1 student 1)

2. Control Group 1(other English intervention)students hat took part in either the Advanced
Englishor the English FoundatioroGrse in one of the trimesters and ndtnglish courses in the
other trimesters (sedigure 3.1 student 2)

3. Conrol Group 2 (nonEnglish intervention) students thatneither took part in the reading
intervention, nor another English class throughout the three trimesters fijgeee 3.1 student3)

4. Mixed Group: students thatvere part of the intervention group and another English class (see

figure 3.1 student4).
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Trimester 1 Trimester 2 Trimester 3 >

Student 1 advanced maths _ spelling

Student 2 English foundation maths faundation essay writing

Student3 juggling essay writing music and dance

Student 4 maths foundation advanced English _

Figure3.1 Example of possible combinations for students.

3.2.2 Interventiors
3.2.2.1 Extensive Reading

Followingthe different principles and suggestions for running an extensive reading program (see
chapter 2.2)studentsof the extensive reading interventionere introduced to the idea of extensive
reading in the first lesson: Thayere advised to read as amy English bookasthey can.Theywere
shown how to check if booksere at the right level andissured that they @ not have to understand
everything. They should freely choose what they veatb read andweretold that theywould neither
have to pass test or answer comprehension tasks, nor be rewarded for their readirgonly rule
was that they hal to read quietly on their ownDuring the student@reading, the teacher heful
students choose their books, t&l#tto students about what they lhjust read, or at in the class and

read quietly one of the library boskerself.

The students borroed and returred every book that they chose with alibrary software even
if they only read it in clasmaking it possible to keep track of their amount of reading and their reading
habits not only for the teacher, but also for the studerntemselvesDictionarieswere not provided
to help with vocabularybut the studentscould ask questions, ithere was somethingthey dd not
understand No exercisesvere provided and theravasno guidedreading With a length of 90 minutes
andassuminga reading speed of about 100 words per minute, the studentsghanty of time to reach

the recommended minimum amount of 5 500 words per weeking this course.

3.2.2.2 Intensive Reading

To keep as m@nyvariables as constargs possibldetween the two interventionsstudentsof
the intensive reading interventiowere also able to choose their books freely from ts@me range of
books but ha different tasks towvork onin a portfoliofor each oftheir chosen booksThe cover page
of the portfoliowasa bookshelfmotivating studentsa color in books they have reddee figure 3.2)

It should createa feeling of pride for every book thi@vere able to collect in thereThe next sectiof
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the portfoliois for new vocabularfsee figure 3.3)The studentsawuld either fill in the vocabulary pages
on their own as thy encounéred new words, or theyhad tasks on their worksheetshere they hal to
write down new vocabularjor this section The students hdito look up the German translath on

their own and also makeew sentencsusing the new word.

The next section ithe portfolio are tasks that the students needlito complete after finishing a
book. My aimwhen designinghe taskswas to createvorksheetswhere the students need to closely
engage and work with the reading material, lamé still free in choice concerning their reading material,
andto some extentlso the tasks they want to sohaadthe speedin which they have to finish. Weé
createdmatching task sheetfor everylibrary book that consisted of three comprehension and three
language tasks¢see figurs 3.4 and 3.5. The taskgangefrom simple comprehension questions to
creative tasks like writing an own story. The studemse able to choose which task(s) theyamted to
do, as long as they completat leastone langage and one comprehension taskherefore, they ha
a freedom of choice which book they walto read and which tasks they wattto engage inAfter
completing a bookstudentsneeded to fill in an evaluation sheebn the bookand the tasks, giving

feedbackon why they chos¢his book and how they perceived the taslsee figure 3.5

My Bookshelf

Color in one book for each book that you have read.
Mol fir jedes Buch dos dv gelesen host el Buck an.

Figure3.2 Bookshelf from Arda, Grade 6

13| would like to thank my student assistant Phylicia Weitlauff at this point, who was an extraordinary help in developing all the
different work sheets for every single book of my 386 library books and coding thousands of tests.
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English Word: B German Word:

J Hhe +

on e

Figure3.3 Vocabulary Section from Inka, Grade 5

FRD Reading Projekt v Forderung

Biff, Chip & Kipper: Floppy and the Bone | 249 |

‘Comprehension Tasks

Chounuegslmofmemawmgmhmdnmmrn.

@ Answer the page 21. Write

@ Answer the questions with complete sentences:
Auhat doss flogpy want 1o have?
‘@ihere does Floppy run with the bane?
Sihere and why does he siap?
Lywhat happens after Floppy falls im0 the river?

3. Write a different ending to the story (from page 15 on}! Write at least five
sentences. Draw a picture for each sentence, like in the book.

Language Tasks

Chose at least one of the following tosks ond onswer it.

1. Floppy likes the bone. Can you think of ather things that he fikes? Make a
list. Look up words that you den't know,

@ Look at the sentence on page 17, What does the word too mean? What is
‘the difference between to, fwo and too? You can explain it in German.

@ Write down questions about the text. Start with "Where did..”

Put this sheet together with your answers in your portfolio.
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Figure3.4 Tasks from Emma, Grade 6
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Figure3.5 Tasks from Florian, Grade 6
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FAD Reading Projekt

Individuelle Forderung

1

Bilcherbewertung vom Buch

QL i (o./ Kloaec: Supee  olat

kchfanddasBuch el -0 Leich
wel__teln  alMee  Geredancion  lale
rﬂ\r\ r\\‘r‘\—\"‘g. ) coh raer (nn

2. Ich fand die Fragen zu dem Buch %elm"‘ ‘I-P el 28 =

5

6.

wiisie  _balb et bt coaren

. Wenn ich das Buch bewerten miisste, wiirde ich die Note 2, -3 gebe,
,
wilee ni'eh =pandgegol o ey

. Schwer an dem Buch fand ich, nfl('f}? 71723.

. Leicht an dem Buch fand ich 1| |2 £,

. Auf einer Skala von 0-10 (0 am leichtesten, 10 am schwersten) hat das Buch
die Schwierigkeit ()15 und die Aufgaben haben die Schwierigkeit /| .

FRD Reading Projekt Individuelle Forderung

Blicherbewertung vom Buch
The (ocd Loge

1. lch fand dasBuch _— 12\ L ' aut
< —J N

weil 22, foonend “oack | + g

cang liekh,  Liebhe e Riaeled)
2. Ich fand die Fragen zu demBuch | &'\
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3. Wenn ich das Buch bewerten miisste, wiirde ich die Note ,-\-_t -+ gebe,
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4. Schwer an dem Buch fand ich__= F.\(}.Ckr Warfen

b

Leicht an dem Buch fand ich_cx. | | [=7=Y (‘._\QC&Q e

o

Auf einer Skala von 0-10 (0 am leichtesten, 10 am schwersten) hat das Buch
die Schwierigkeit _~ _und die Aufgaben haben die Schwierigkeit (7 .

FRD Reading Projekt Individuelle Férderung
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Figure3.6 Evaluation from Lili, Grade 6
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A teacher traineeadditionally assistedhe studentsduring the task¥. After every lesson, |
collected, correctecindfeedbackedhe portfoliosof the students(see figure 3.¥ At the beginning of
each lesson, the students speat least 15 minutes going through the feedback and makorgections,

beforethey were allowed to go oreading the next books or completitige next task.
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Dol reaww v into Yne adr,

Figure3.7 Corrections for Fenna, Grade 5

To achievanore acceptance for the corrections and the feedback, the correctiare made in
green instead of red andilly corrector correctedanswerswere rewardedwith a stamp. If the students
managel to collect acertan numberof stamps the groupwasgranted a pizza party in the last lesson.
Just as in the extensive reading intervention, theisding amount and preferenagere tracked with

the library progran(see section 3.2.3)

3.2.2.3 CtherInterventiors

The otherEnglish coursesere not always taught by the sameachersiherefore, the content
of the lessons var The content of the English interventions for the advanced grovgscreative
writing, grammar revision at a highégvel and understanding thefavorite English song¥he English
foundation group focuse primarily on grammar topics using additional material provided by the

school book publishers and explanations on the board.

In the German courses, pupils also wentkvith material provided byschoolbook publishers

mostly binders vith diagnosic tests and then additional exercise material. For more spelling practice

4| thank Luis Flaig, my former student who was doing a voluntary social year at our school during the time of the study. Luis
was a great help during the intervention sessions and also jumped in running the library in the breaks when | was not there.
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the students also wate small dictations, for essay practice the student®isrinteresting stories on
topics like friendship or ghosts. The teachakedto the studentsaboutwhat the structure of a story
should bdike and what stylistic devices and language they should Tise roboticcourse worledwith
Calliope mini, a small computer with only one circuit board used in education. With the help of a digital
learning coursethe studentsengagel in the first steps of programmindJnfortunately,| did rot

receivefeedback on the content dhe other courses.

3.2.3 English Books and Library

The basic material for theeadinginterventionswasa collection of 38® y 3t A 4K OKAf RNBY
and easy readers (saection9 for afull bibliography) chose the books with the aim to reflect a wide
range oftext types and interests, therefore the book collection does not only include easy readers
from German schodbook publishers for L2 learners, but also a wide range of books originally aimed
at L1 beginning readers. Whereas the easy readers are longer stories with more text but very controlled
vocabulary and grammar, the British and American Isdok L1 children havdess text and many
supporting picturesbut are usually more complex concerning vocabulary and grammar. Adding
numerous original British and American books to the library alsdettgossible to widen the range
of topics from the typical easy reader stories about family and friendship or small adventures-to non
fictional books about animals, culturessientific topics or biographies.additionally wanted some
books that were much easier than the easy readers for L2 beginners, so that also weak snittents
limited vocabulary could engage in the reading processgaintonfidence in reading by experiencing
that theywere able to read an entire book, even if it is very short @asy In my search for suitable
books, turned to baby board books and very short easy readers for L1 first readdisse the British
FYR ! YSNAOIFIY OKAfRNBYyQa 0221a o0& @ASgAyaAndiKS 02
recommendation®n Amazon

The bookavere kept in a cabinet in the school foyer (see figure 3.8) studentsof this study,
independently of the intervention group theyere in, were able to borrow books during the break,
wereallowed to take them home andereable to return them either duringie breaks or into a letter
boxat the cabinet. | &pt track of the lending behavior with the library softwareBiSlio from Paidsoft
Each studentwasequipped with a library card with barcode and each bookith a barcodeas well
A laptop with the program and a USB barcode scanmere kept in the cabinet. The bookwere
displayedin thematic boxesbecausestudents pulling out angroperly laying back books kept on a
shelfdid not work outin the first weekand it was easr to move the boxes up to the classroom each

week for the eadinglessons
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3.3 Pre and Posttest
3.3.1 Procedure

Every six weeks, directly before and after each new intervention period, -4ppsttest was
conducted with all students participating in the stug@ge table 3.2)All students wrote the test at the
same time, during a class where the students were in their normal classes and supervised by a teacher
who had lesson at that timaVith a standardized information shedte teachers were informed to
keep the students focused on the test, prevent copying and to not answer any questibelp.The
teachersdid not know who participated in whitinterventiongroup, nor wee they informed in detail
what the survey or the study was abowYithin the frame of the 9@ninute lesson,here was no time
limit on the test and the students were given enough time to finish. The few students who did not have
parental permission to participate in the study were kept busy with math tasks. As a reward, the

students received a small sweet tredtea finishing the test.

Table 3.2 gives an overview of the intervention groups for esiglveek period. Tests were
administered before and after these classes for all students. There were two tests after 2017/2 (3)
andbefore2017/1 (1) due to the summer holidays. The same holds for 2017/1 (3) and 2018/2 (1) due
to the Christmas holiday$:or class 5 e additional classes started in the second half of the school
year, after the Christmas holidays. The reading interventions were taught as extensive reading. After
the summer holidays these students enterétigiade and had additional classes in the first half of the
school year, this time the reading intervention was taught as an intensive reading intervention. It was
made sure that students who had already participatedrirextensivereadingclassdid not participate
again in the intensive reading clagster Christmas the newsgraders started again with additional

classes, this time taught as intensive reading classes.

15 meaning year 2017, semester two, intervention period three




Table3.2 Overview of the different interventiogroups and tests conducted

Year/Semestel| Class Number of Groups (Numberf Students)
(Trimester)
Extensive| Intensive [ Other Engl.| Other Interv.

Taoct 1

2017/2 (1) 5 118 - 2 (21) 8(84)
Test 2

2017/2 (2) 5 115 - 2 (15) 8(93)
Taoct 2

2017/2 (3) 5 113 - 2(17) 8(93)

Test4 and 5

2017/1 (1) 6 - 113 1(12) 8(99)
Test 6

2017/1 (2) 6 - 113 1(12) 8(99)
Test 7

2017/1 (3) 6 - 115 1(10) 8(99)

e

2018/2 (1) 5 - 1149 2 (25) 7(77)
Tact 10

2018/2 (2) 5 - 1149 2(20) 7(82)
Toct 11

201872 (3) 5 - 1 (14) 1(11) 8(91)
Test 12

To ensure datanonymity after the survey, but allow data synchronization, the tests were
SHdA LIISR 6AGK | LI NOAOALI YOG ydzYoSNI I yR GKS &0 dzRS
the test, the students rippedfbtheir name leaving only their anonymous participant number on the
test. Thus, the digitalized dataand the stored questionnaires dwt containthed G dzZRSYy 1 Q& y I YS &

3.3.2 Test Structure

Each ést consistd of a cloze test, &ictional anda nonictional readingcomprehension ad a
prepositionexercise. | designefur parallelversions of these language proficiency tests, because it
would have beemuite likely to have large retest effects if the studehg&lfilledin the same test every
six weeks. Moreovesomestudentstalk about tests anéxchange their answers aftgards and some
do not, which mighthaveled to strong biases of the results of the followitests if thesehad been
identical. The psychological scales SELLMO and SESSKahkpeet of the fist and last test of each
intervention semester, because fillingthe scales each time would lead to redundancy and probably
inaccurate results due to a loss of motivation for answering the questions conscientiously. The rest of
the information on demographic data, media consumption and reading preferences were intggrate
into tests thatdid not have a lot of itemalready. The following table (3.3jives an overview of the
content of each test. The content and construction of the different test partsoeibxplained in the

followingsections
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Table3.3 Combination of test parts

Tests 1 2 3 4|5 6 7 8|9 10 11 12
Cohort 1 Grade § Cohort 1 Grde 6 | Cohort 2 Grade 5

Cloze Test X X X XX X X X| X X X X
Non-Fictional Reading Comprehensi¢c X X X X | X X X X | X X X X
Fictional Reading Comprehension X X X X[ X X X X[ X X X X
Preposition Exercise X X X XX X X X| X X X X
SELLMO X X | X X | X X
SESSKO X X | X X | X X
Demographic Data X X

Reading Behavior X X

Media @nsumption X X
Reading Preferences X X

3.3.3 Test Design

When designing the tests fohe students, my main aim wat® compose tests that

1) 6Sad GKS

from test to test

a (i daitl Seyldingoroficiéntyp Bedzblexd@ssess thir competencayain

2) assess the studengbeliefs and motivation concerning the subject English

3) collect informationon further variableghat could play a role when assessing the studénts

competence gain in English

The discussion of what reading is and different reading processes in the previous chapter (see

section2.3) already showd how complex reading is. In how far it is possible to even measure single

skills or strategies is questionablkhalifa &WVeir, 2009) Khalifa and Weif2009)therefore suggest

that one might

be better served by identifying which types of reading are most appropriate to different levels
of proficiency and attempting to ensure by the text selected, the way itemsanstructed,

Iy R

20KSNJ altASyid

LISNF2NXI yOS O2yRAGAZY A

complete such tasks are commensurate with the skilled reading prgped§)
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This is especially relevant when looking at the validity of cloze tests, but of course also for the reading

testsdesigned for this study. | will elaborab@ this issue in théollowing sections.

| decidedto use acloze testto measurea general language proficiency (see section 3.3.3d).
measure reading comprehension,| choseto include a fictional and a noffictional reading
comprehension test (see section 3.3.3.2 and 3.3.3.3), because students are confronted with both text
types in the reading interventions. Additionally,peeposition testwas added to the test sdisee
section 3.3.3.4). Time wise, it would have been impossible to integrate severaltaedifferent
grammatical skills, thereford decidedto test prepositions, beause theappropriate use of
prepositiorsrequires syntactic as welsaemantic knowledge. Prepositicar® a challenging category.
Sometimes they are classified atexical sometimes aafunctional category. Some asemantically
transparent (e.gbook orunderthe table)others arelexicallydetermined (e.gdecide on something
What is more, even if there are lexical equivaleras/@uf, in/in) it is not necessarily the equivalent
which is used in the other language.d.auf dem Tisch, on the tablan Internet, on the interngt
Therefore, extensive input in English is necessarydevelop a notion of whaprepositionshould be
usedwhenL | 8a4dzyS G(GKA& YAEGdNB 2F GSada abvilitesSii A GSNI |

areas relevant for analyzing the benefit of the implemented reading programs.

Language testing and language proficiency cannot be evaluated without tikémgcteristics
of the testtakers into accountKhalifa &WVeir, 2009) Therefore, apart from the standard demographic
data, | additionally collected y F2 NX' I G A 2y | 0<lHzdnceft&n8 goaldriezatdy it Q &

Englisnsee section 3.3.3.5 und 3.3.3.6¢e also section 2.5for further backgrounddetails

3.3.3.1 Cloze Test

The cloze test procedure, originally developed for judging text diffidigylor, 1953)has
developedinto a tool for judgingforeign language proficienap the 1970s(Watanabe & Koyama,
2008) The big benefit of the cloze test procedure is seen in its easy constriiéitken, 1977)but its
validity has been questiomein the following years anidivestigating what a cloze test really measures
has been subject t@xtensiveresearch.Alderson (1979) suggests that the cloze test procedure
measures rathelow-level procesing skills (see secti@?2), because correlation results with grammar
and vocabulary tests (r = .6570) proved to be higher than with reading compeaision tests (r = .58
to .63).Gellert and Elbrg2012)OK | f £ Sy 3S (GKAA&a @GASg o6& aidlidAay3da adkKl
(p. 17), meaning thizsome gaps might only requiparsing of certain semantic and syntactic structures
at a sentence level, whereas other gaps might require inferences beyond sentence level and therefore
a more global understanding. This procedure would call for variable spaced gaps that delete words

demanding a certain amount of comprehension.
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All'in all the reliability and validity of cloze tests has proven to be very heterogeneous in previous
research(Watanabe &oyama, 2008)Oller (1973)reports relatively high correlations between .83
and .89 with thesecond language placement exadCLA ESLPE anthe standardizedEnglish
proficiency test TOEFM/hat is interesting about these results is that the measures for listening
comprehension showed the highest correlations with the cloze test redieilik (1980)explains this
phenomenon with thesimilarity between the cognitive challenges of having to fill in natural gaps in
communicative settings to the gaps in cloze teblis.argues that when listening to a test or taking part
in a conversation, words are lost due to auditivésunderstanding®r a listener might encauter
unknown words. Thesgaps have to be filleth order to understand what is being said areven
thoughone form is oral and the other written, both taskexjuire a general language proficiency. | do
not totally agree with thipoint of view, because gaps can be left empty in a conversation arstiit is
possible to make sense of what is being said, whereas in cloagptetitipants are forced to fill these
gapsto complete the testTaking the research about cloze tests into account, | would argue iz
tests measure a mixture of language competences similartat is necessary in conversations. That
is why | havalecided to include a cloze teftr measuring an overall language proficiency, but to

supplement it with further tests measuring prepositional knowledge and reading comprehension.

It could be argued thagven simple texts could still beddlifficult for beginning learners in's
and 6" grade butcloze testresults seem to be rather independent of the text difficu{@ller, 1973)
Alderson(1979)evenshowed in his researcthat increasing difficulty of cloze tests also lednl an

increasingcorrelation betweercloze testesultsand other proficiency tests.

Further validity issues liklhe impact of the deletion pattern and different scoring methais
the G S avdiditgwereanalyzedn previous researcth metaanalysis oWatanabe and Koyan{2008)
showed that rational deletion patternwariabl spaced; only words are omitted that require a certain
amount of understanding of the texhad a higher reliability than random deletion pattsrfevery r
th word), which is in line wittGellert and Elbrg2012) When usingarandom deletion patten, tests
usingthe deletion ofevery seventh word were more reliable to those omitting every tenth or twelfth
word. A rational deletion pattern would have been difficult for designing parallel tekesefore,
deleting every seventh word is the deletion pattern thapted for when designing the cloze tests for
this study.This also made it possible to adapt already established cloze tests that used this deletion

pattern.

When comparing scoring methodslozentropy® produced results with the highest reliability,

but is difficult to assess. Therefommost studies included in the me&nalysis used either the AC

16 Watanabe and Koyama (2008, p110:0 For cl ozentropy scoring (CE), afrequencypus of answe
each answer on the corpus is calculated. Then, this information is crosschecked by administering the same cloze test to
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scoring method (any acceptable answer is counted) or the EX method (only the original deleted word
is counted). Even though results do not seem to differ significé@tlgr, 1973)the AC scoring method
is perceived to be faire(Watanabe &oyama, 2008)The AC methot the scoring method used in

this study.

To design paralletloze tests, in a first step chose ten different texts of presumably similar
difficulty. They were mainly adapted from school books férafid 6" grade that the students did not
know, because they were taken from older versions of their book or from another publisher. School
book texts were chosen because it is likely that the vocabulary and grammar knowhegdgied to
comprehend the textsis similar and therefore dssumed that the cloze testemave about the same
difficulty. n asecond stepevery 7 word in the texts was omittedcontracted word were counted
as one wordAdditionally, if the gap was a hame (see second gap), which was not possible to guess
from context and needed for further comprehension, the nexird was omitted.Some texts were

shortened, so that each text had exactly 25 gae®, figure 3.9) for an example.

Da hat wohl jemand ein paar Worter vergessen...

Unten findest du einen Text, bei dem jedes 7. Wort fehlt. Ergénze das Wort, das

deiner Meinung nach am besten in die Liicke passt. In jede Liicke passt nur ein
Wort.

~~~~~~~~~~~~~~~~~~~~~~

Bill and Ben are cats. Every __ #z:s  after breakfast | open the door __7or-

them. Then Billand Bengo st

The Shock Team

It's 7.45 on Wednesday night. Mr Mrs Hanson aren't at home. Mr
Green, only guest at the big hotel, out too. Jack is alone in
room. Suddenly he hears a strange . He stops and

listens. Yes, there's noise again. He goes to the and

Figure3.9 Cloze Test

In a third step, the tests were piloted with a group of sixth grade studéngmp was considered

answered correctly (= 1 point) if the word mageammatical and lexicaense in the context of the

native speakers and compiling those responses. The answers are, finally, weightedccording to a logarithm of the frequency
of each response. 6 Thi s DpK Datnell(la70)e was devel oped by
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text, even if it was not a match to the original versidhe following figure (3.1@ives an overview of
all correct and incorrect solutions provided by students for one of the cloze teftes. checking the
parallel test reliability in a final step, the four tests with the highest reliability were chosen for the study

(see chapter 3.3.4.2 for further detail)

Gap Mot Accepted
1 and Green, Hznsan, Bill
The Shock Team 2 but, is, out, are, have, at, has
It's 7.45 on Wednesday night. Mr (1) Mrs Hanson aren't at ? s he's 29, he, for, her, Wies.
. 4 the, his out, room, art, her
home. Mr Green, (2) only guest at the big hotel, (3)
5 day, big, too
out too. Jack is alone in (4) room. Suddenly he hears a
& a out, day, got, for
: !
strange (5) _ . He stops and listens. Yes, there's (6) 7 p——— P ————
noise again. He goes to the (7) and looks down. 8 r——— the, wear, cur, and
Outside room three, (8) a man in black jeans and (9) 9 ] out, one,
black sweatshirt. Room number three is (10) 10 M., the & for, in, fram
Green’s room. Jack can't see his (11) , but he looks very " 1S, 100, 63, g000, beautiul number, 2n, 5
. 12 goes is, has, out, are, go,
scary. He (12) to room three and tries the (13)
13 for, number, roem, lunch, cool
'Hmmm," Jack thinks, 'it's locked. Maybe (14) don't have to
14 he, is, day, yes
ot
call the police. = " pm—
(15) next day at lunch Jack tells (16) friends & his are, for, out, 3, he's, this,
. 17 have got, are, out, can, room
about the scary visitor. 'You (17) to tell your parents,'
18 yes Mom, out, but, I'm, write, hello,
Ananda says. (18) ' ' Dan says, 'vou have to phone (19)
19 the to, out, a
police. You have to tell Mr (20) .'"'No,' Jack tells
20 Green, Hansen and, 3, suddenly
them. 'You see, (21) think this is about Mr Green.' (22) n A —
do you mean, about Mr Green?' (23) asks. 'l n What =nd, out, but, room, oh
think maybe he's a (24) ' Jack says. 'Or a bank robber, (25) L] ne, eut, and, raam, na, yes,
is planning something. dog, ten, day, planning, great, biue,
25 is, are, what, it, that, this, for

text adapted fromHarger and Schwaf2013)p. 65

Figure3.10 Cloze Test Solutions

3.3.3.2 NonFictional Reading Comprehension

The nonfictional reading comprehensions were adaptiedm TeeVee (2016)The texs were
designed to beabout 100words long with four multiple abice and two open comprehension
guestions. Theeomprehension questions were translated from the English original into German, to
ensure that the students did not fail to answer a question due to poor comprehension of the question
but rather because they did not understand the text. Additionathe students really hé to
understand the contento answer theGermanquestons and ould notjust look for an Englistnswer
in the text Open questionsvere addedto the test afer a first piloting of tharanslated originatest
versions failedthese vere phrasedin English Furthermore, some wordsin the textwere replaced

with less difficult synonymd hefollowing figure(3.11)shows the introductory exampline students
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were given in their testsTo check if the different compreheion tests designed are really parallel,
they were piloted with students who did not participate in the studgd chapter 3.3.4.2 for further
detail)

Wusstest du schon...?

Rechts findest du einen kurzen Text mit sechs Fragen. Bei jeder Frage ist nur eine
Antwortmdglichkeit richtig. Lies den Text genau und kreuze jeweils die richtige
Antwortmdglichkeit bei den Fragen 1 bis 4 an. Schreibe bei Aufgabe 5 und 6 die
richtige Antwort auf die Linie. Diese muss kein ganzer Satz sein, sondern kann
auch nur ein Wort sein.

Beispiel:

A dog is a mammal. That means when its babies are born, they are alive and don’t have to

hatch from eggs first, like birds. Dogs have descended from wolves.

1) Sdugetiere sind... 2) Hunde...

a) Tiere, die Eier legen. a) stammen von den Wdlfen ab.

b) Tiere, die aus Eiern schllpfen. b) legen viele Eier.

c) Tiere, die ihre Kinder lebend zur Welt bringen. c) sind keine Saugetiere.

d) besondere Hunde. d) stammen von den Végeln ab.
1) What kind of animal is a dog? a mamnnal

Figure3.11 Nonictional reading comprehension

3.3.3.3 Fictional Reading Comprehension

Thefictional reading omprehensiortaskswere designed by adapting texts of similar difficulty
from different reading comprehension worksheetsr teachers The texs were shortened or
lengthened to bel50 to 200 words long. W@ true/false statements (three true and two falsegre
invented for each test. The students were additionally asked to correct thedalsaments.Each test
could earn7 points- five for the correct selection of true dalse and one @int for each correction of
the false answes. The tests were piloted beforehand to ensure thhey are parallel (see chapter
3.3.4.2. Thefollowing figure(3.12)shows the example the students were/gn in their tests as an

introduction.
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Worum geht es in dem Text?

Auf den folgenden Seiten findest du zwei Texte mit jeweils 5 Aussagen.
Entscheide, ob die Aussagen richtig (true) oder falsch (false) sind. Falls die
Aussage falsch ist korrigiere den Satz und schreibe ihn richtig auf die Linie.

Beispiel:

Hi Beth!

Would you like to go shopping on Saturday? | want to buy some new shoes.
Let’s meet outside the bank. Then we can go to the shopping mall.

Love

Helen xx

1) Helen wants to go shopping on the weekend..

xtrue o false:

2) Helen wants to meet outside the mall.

. [ 2, A Ee Fn g 2ot nietciale e ham e
otrue xfalse: Helem wants o meet putsiag the bank

Figure3.12 Fictional reading comprehension

3.3.3.4 Prepositions

To design four parallel preposition testssingldongtest with 107 items; gap filling exercises
(see figure 3L3) - was designed andiven toa group of studats that did not participaten the study
to fill in. To ensure that the students were not tested on their ability to diffeiaetprepositionsfrom
other words but to use them correctly, a box containing the prepositions eed fill in the gaps was

provided

In a first step, the item difficulty of each item was calculated by dividing the number of
participants that answered the item correctly by the number of total participants. Items that were
extremely easy>.9 or difficult(<.1)were omitted, the rest of the items were then divided into three
difficulty levels. In a second step, the items of different difficulty levels were distributed across four
teststo an equal number, leaving each test with 20 items: three with low difficulty, nine with medium
difficulty and eight with high difficulty. In a third step the four resulting tests were checked for parallel
test reliability (see chapte3.3.4.9.
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Jemand hat die Prapositionen vergessen!

Unten findest du Satze, in denen jeweils die Praposition fehlt. Erganze die
Praposition. Der Kasten auf der Seite ist eine Hilfe fir dich. Hier stehen die
Worter, die du einsetzen kannst. Manche Warter brauchst du mehrfach, auch
wenn sie nur einmal im Kasten stehen, manche vielleicht gar nicht.

Beispiel:

1. lam writing this __on _ the computer.
2. This flight goes to Washington DC_in _ the USA.

Figure3.13 Preposition Test

3.3.3.5 Psychological Scal&SELLMO and SESSKO
TheSELLMO (Skalen zur Erfassung der LedhLeistungsotiviation) scalesvere developed by

scale ranging from 1 (strongly disagree) to 5 (strongly agree).

The SESSK8k@len zur Erfassung dehulischerSelbstkonzepts) were developed 8ghone et

7 translation: For me school is about getting new ideas.
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1. my wall, there are many picture postcards.
2. Whoisthe person __ this picture?
3. Mybirthdayis _ 29th February. Preposition Help
4. I'lseeyou _ Christmas. above after at before
5. lgotaletter _ my friend Beth. below by  for  from
6. Let'smeet  the afternoon, not at night. about over to until
7. Thecatissitting  the wall. with into of on in
8. Donotopenthetin __ aknifel
9. Yourroomis___ thesecond floor.

Spinath et al(2012)to measure studeni@oal orientation. Thee consist ofour scales: learning goal
orientation, performanceapproach goal orientation, performaneessoid goal orientation and work
avoidance. The target groud the scalesre students from third gradeip to wniversity students. The
average time needetbr the test issupposedo be 715 minutes.To fill in the scales, the student need

to rate 31 itemge.qg.In der Schule geht es mir darum neue Ideen zu bekonkiama fivepoint Likert

al. (2012) to measure studen@selfconcept. These scales also consist of four individual scales
measuring the student®elfconcept on the basis of the threeference standards (social, criterial and

individual) and one scale without reference (absolute). The seadslso aimed at students from grade




3 onwardup touniversity students andccording to the authorgieed around 715 Minutes tobefilled

in. In 22 items, the students needed to rate their abilitid$he frame of reference is framed by the
phrasing of the item, ey OK 1 Fyy AY 9y 3fAaOKdzy i SNNAOK(G B Sy A3aSN
or Ich komme mit den Aufgaben im Bsghunterricht schlechterurechtl £ & F NNfeSzMechkt f SA OK
als friher!® The original SESSKO items are actually only ptda®e school in gaeral and were

rephrased for English lessons in particular for this study by substitatisghoolwith in the English

lessondor each item.

Thedivergent and convergemnalidity of both scalewas shown by the authors and sghialf and
retest reliability is givensee the manuals(Schone et al., 2012; Spinath et al., 201®) detailed

descriptions reporting results of internal consistency and factor analyses.

3.3.3.6 Further Questions

Demographic Data
The students were askedine questions concerning their persainbackground The first

guestionaskedabout their genderandthe secondquestiontheir age Question three, four and five

are about their English language experiences at primary schmohow many years they learned
English there, when they started and if they had already read words or sentences in English. Question
six asks if they speak another language apart from German at home aaavifich one. The last
guestions are about their migration background, asking if their parents (mom and dad) or they
themselves were born in another country. The followingdistwsthe original German questis the

students were asked:

1) Ich bin ein Wdzy 3 S aNROKSY

2)Wie alt bistdu?  Jahre

3) Wie viele Jahre hast du in der Grundschule Englisch gelernt? _ Jahre
4) In welcher Klasse hast du begonnen Englisch zu lernen? _ Klasse

5) Hast du in der Grundschule schon Woérter oder Séatze auf Englisch gelesen?
WI bSAY

6) Sprecht ihr in der Familie noch eine andere Sprache aul3er Deutsch?

bSAY WE Y gSyy 2F3 ¢St OKSK Yyypuygyyyy
7) Ist deine Mutter in Deutschland geboren? Wl bSAyY
Btranslation: In Englisch class | can do less @ more than my cl ass
¥transl ation: Compared to before, I cope better & worse with the t
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8) Ist dein Vater in Deutschland geboren? WI bSAyY
9) Bist du in Deutschland geboren? W bSAY

Reading Behaviour
The students were also askethe questionsabout their reading behawr. The first question is

how many books they themselves own and the second quesibow many books their family owns.
The third question asks how many English books they own and the fourth question howEmgirsh
booksc except for those from the English library at schotthey have read so far. Questions five and
six ask if their parents read in their free time and if yes how often. Questiewen and eighare the

same questioaabout theirownreading and question nine asks what they like to read, when they read.

These are the nine questions in their original German wording:

1) Wie viele Blicher besitzt du? Falls du es nicht genau weifl3t, so ungefahr. Biicher
2) Wie viele Bicher gibt es in eurer Familie (so ungefahr)? Bucher
3) Wie viele englische Bicher besitzt du? Bicher

4) Wie viele englische Blcher haki - aul3er denen aus der englischen Bibliothek in der Schuike
jetzt gelesen? Bucher

5) Lesen deine Eltern in ihrer Freizeit Blcher? WI bSAY

6) Wenn ja, an wie vieleTagen in der Woche lesen sie in ihren Bichern?

-Mrlag -foTage 5-6 Tage 2SRSy ¢ 3
7) Liest du in deiner Freizeit? Wi bSAY
8) Falls ja, wie viele Stunden in der Woche liest du? Stunde

9) Was liest du? (Du kannst auch mehrere Sachen ankreuzen)

. NOKSNJ “BSAGAOKNATOSY I 2YA0Oa

Media Consumption
The students were also asked about their additional media consumpgtiosee if there were
additional sources of English input, apart from bodksey were asked about watchimigleos in English
(question one) playing English video games (question two), chatting with English speakingsfriend
(question three) or otheactivities not mentioned in the first questionshey were also asked to name

the hours a week they spent with these activities.

These are the four questions in their original German wording:
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1) Schaustlu in deiner Freizeit englische Videos im Internet (z.B. auf Youtube)?

Wi Falls ja, wie BeleyGtunden in der Woche? Stunden

2) Spielst duenglische Videospiele in deiner Freizeit?

WI Falls ja, wie BeleyStunden in der Woche spielst du? Stunden

3) Chattest du in deiner Freizeit mit anderen Leuten auf der Welt auf Englisch?
Wt Falls ja, wie BeleyGtunden in der Woche chattest du? Stunden
4) Gibt es sonst noch etwas, was du regelmafiig auf Englisch machst?

WEZ yNYEAOK vy wyyyy
Falls ja, wie viele Stunden in der Woche? Stunden

Reading Preferences
To find out what books the students preferred reading, they wereeddk help improve the

English library andssist vihen deciding which books should be bought next by rating the following

aspects.

In einem Buch tamir wichtig das< Ly F 06221 A0 A& AYLERNII YD
X AOK FftS8S 21 NISNI OSNAMSKSdzyRSNAGI YR Fff GKS g2
X es viele Bilder hat. X Al KFa F t2d 27F LAOGdANEB
X RAS {NGTS {1dz2NJ &AyR® Xthe sentences are short.

X RAS {NGTS Sigla tNyaISNIBKS RIEYy(iSyodSa INB f2y3o
X RA {OKNA TGO 3INRG AaldaX GKS F2yd Aa o0A3o

X RIaad RAS DSEOKAOK(GS &aIIywSyaRi 2ANBi dh & SEOAGAYy IO
X das Buch kurz ist. X 0KS 06221 A& aK2NIo

w»

X das Buch lang ist. X GKS 0221 Aa tz2y3o

X Sa YSKNBNBE . NOKSNJI I dz&X RISKNS $e3S alkBES franore Gebies.

X Ay RSY . dzOK 21 NI SNJ NoxXS NEKSSINKarieaMB/mikawn 2vérds.

X Ay RSY . dzZOK | dzOK ! dzF 3¢ oiSKyS alBiionshesks tahétBxii 4 A Y R O

X Ay RSY . dzOK ydz2NJ RAS DSEOKAOKGS dzyR {1 SAYyS
zusétzlichen Aufgaben sind. X y20 FRRAGAZ2YIf GFralao
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3.3.4 Quality Criteria of Test and Measurement Theory

The previous sections haverovided a first overview of the tests anduestionnairesthe
students had to fill in regularly. THellowing sectionselaborate on themeasures | tooko meet the
three main quality criteria objectivity, reliability and validignd seven further quality criterifor the

four tests that were designed for this study.

3.3.4.1 Objectivity
A test is objective, if it is independent of the test administrator and the evali{obsbrugger
& Kelava, 2012)

Obijectivity of applicationwas ensured by standardizing thestructions for students and
teachers. All the instructions needédnonymization procedure, test structurptocedure time and
importance)were presented to every student in written form at the beginning of the test and with
example questions before each taskhe teachers supervising the tests also received a written
instruction, where they were advised to prohibit cheating, to read the first page of the test together
with the students and to not answemy questions. Moreovethe students took the tesin a subject
where they were in their homeroom class composition and not during the individual assistance
program. Thereforgstudents of alexperimentaland control groups took the test in the same setting
and since the teachers did not know which student participated in which prograsstitingis a

doubleblind design.

Obijectivity of analysis is also granted due to clear criteria feetmarking the tests. Since the
majority of the tess consisted ofmultiple-choice questions and Likerscales, only few parts were
prone to error and needed detailed attentiamoncerning grading criteria. While correctitige cloze
tests, we madelists of solutions that we accepted and of those that we declineduasuitable
solutions to ensure a coherent grading across estThis also holds for the open reading
comprehension questiorand the preposition gap filling exercis&ince marking an answer as wrong
or right was not always straight forward, the answer key was revised and discussed in a team after
grading a first set of tests. If the Likert scales were not clearly ticked (more than one step ticked or

marked in betweernwo steps) the item was left out.

3.3.4.2 Reliability
A test is reliable if it is exact and free of systematic measurement givimssbrugger &elava,
2012) The tess$ in this study consists of various subtests that have to be addressed separately

concerning this criterion
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Since he language proficiency test pangere all develped for this studytheir reliability had
to be verified first. Thaim was thedevelopmentof different test versionsf similar itemgitem twins)
of the same difficultyStudents that did not participate in the study wersked to complete these test
versionsg one group for each test typeto check to what extent the variation of scores within one
student is constant across the test versions (parallel tesalvdity). In practice, this means #t the
test versions are run with the same sample and the results of the different tests are then correlated:

Rel(x) = Corr fxxg), with . and xbeing results of the parallel tes{soosbrugger &elava, 2012)

To prevent students from copying and to eliminate possible sequence effects, the order of the
test versionsvasvaried from test to testmeaning thateach student received a different order of the
test versionsTable 3.4 3.9summarize the correlations for the parallel test analysithese different

test versions

Table3.4 Parallel test reliability of cloze test versions

1) ) ®3) 4) (®) (6) @) ®)

(1) A Cool Newriend
(Derkow Disselbeck & Schwarz, 1997)
(2) A Pirate Story
31 1
(Derkow Disselbeck &chwarz, 1997)
(3) A Day in the Life of Jack Hanson
.18 .68** 1
(Harger &Schwarz, 2013)
(4) A Day in the Life of Bill andrBe
A3 A43* .24 1
(Harger& Schwarz, 2013)
(5) The Saturday Match
58** 57 44* 62% 1
(Derkow Disselbeck &hwarz, 1997)
(6) | Hate Sport
.62*  50** 16 BoF 78 1
(Harger &Schwarz, 2013)
(7) White Rabbit
bS1x  e0**  .33* .60** 70 75 1
(Dolch, Dolch, & Patterson, 1961)
(8) The Shock Team
A8 59+ 39* bB7 65 67 48 1
(Harger &Schwarz, 2013)

N =26 *p < .05; **p < .01, test versions used for parallel tests prirntebold

As the correlation results of the cloze test versionsaible 3.4 above show, four tests have
almost acceptable correlations &el> .80 (Evers, 2001)The Saturday Match, | Hate Sport, White
Rabbitand The Shock Teansome othe results are slightly beloRel= .8, but sinceN=26is very

small and the results are all highly significant this is not very problematic. Additionally, the average
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points achieved on each of the four test versions was calculated. Thedesonwith the highest

average was used imst one, tre one with the lowest average tast four.

The result of the nodfictional reading comprehensionagnot sufficient for the first trial and
therefore adjustments were made to the tests and new test versions were created and retested until
the reliability was acceptable. Table 36mmarizes the results of the first trial in the first line and the
second trial in the second lin&esultsin the first trialwere far from acceptable many testshad a
correlation near zero, some even had negative correlation, only few correlations were significant at
all. The first test versiongonsisting obnly four multiple-choice questions per versipwere revised,
complemented by two additional open answer questions, and retested with a different group. The
results (second linen each rowof table 35), are better for some tests, but ngbodenough to attain
the four necessary parallel tests. Therefore, only the tesfwrosyand Globewere retained, new tests

were created and taken into a third round with again another group of studeatsi¢ 3.6.

Table3.5 Parallel test reliability of nefictional reading comprehension versionarid 2

@ @ ©) 4 ®) (6) ™ 8 © (10)
(1) Flowers 1

(TeeVee, 2016)

(2) Marco Polo A40*

(TeeVee2016) .10 '

(3) Leprosy .23 -.07

(TeeVee, 2016) -.01 .05 !

(4) Week A5% 28 51+

(TeeVee, 2016) A4A1* .04 -.36* !

(5) Dead Sea -.16 -17 .34* 12

(TeeVee, 2016) .05 .05 -.04 -.00 !

(6) Globe A42* A3 .25 .20 31

(TeeVee, 2016) .04 .07 .64** .29 -.05 '

(7) Senses 15 .02 A4 .19 .32 -.10

(TeeVee, 2016) -.08 12 .38* .20 -43* 37* !

(8) Seasons A3 .14 A7 A46** .06 -.00 .14

(TeeVee, 2016) .26 .16 .04 .30 -.04 -15 -14 !

(9) Gravitation -.16 .23 =17 .03 19 -.08 .06 -01 1
(TeeVee, 2016) .29 -.03 -.32 .25 -.01 -.10 -11 .15

(10) Molecules .05 .03 37* .16 .24 .27 .50** S1x* .05 1
(TeeVee, 2016) .09 .19 .B65** 12 13 .27 .26 A1 -13

N =28and N = 23*p < .05; **p < .01acceptable resultprinted bold
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Table3.6 Parallel test reliability of nefictional reading comprehension versions 3

@ ) ® (4) () (6) @) 8) ©

(1) Planets

1
(TeeVee, 2016)
(2) Meteor

A45* 1

(TeeVee, 2016)

(3) Heat
.64** .32 1
(TeeVee, 2016)

(4) wind
.56** 46* 70** 1
(TeeVee, 2016)

(5) Leprosy
.62** .62** .60** 71 1
(TeeVee, 2016)

(6) Warmth
B1** .50* 55** 56** .39 1
(TeeVee, 2016)

(7)Globe
A il 58** .62** B1** .66** .55** 1
(TeeVee, 2016)

(8) Animals

A4* A1* 21 31 A2* .56** .58** 1
(TeeVee, 2016)
(9) Birds

46* 14 .33 .32 .35* .33 .39* .62** 1

(TeeVee, 2016)

N =24 *p < .05; **p < .01; test versions used fmarallel tests printed bold

Most of the results of the third versions of the ndictional reading comprehension were
significant (table &) andwith Rel> .8 acceptable for the analysis of grouifference(Evers, 2001)
The matches with the highest pairwise correlatidfsat, Wind, Leprossgnd Globewere chosen as

components for the four tests.

The fictional reading comprehensions also proved difficult at fixsit all tess correlated
significantly and only a few tests had an accefsdtighcorrelation (see table 3)7Possible candidates
would have beedob Offer, Mail from Mikeand Taking Trainbuta fourth candidatedid not fit. Strange
Walkfor example correlated well withob OffeandMail from Mikebut not with Taking TrainAdding
further questions asdone for the nonfictional reading comprehensigmvas not an option because
the texts are quite short and it was difficult to come up with furthgritablequestions. Additionally,

difficulty analysi® of the different versionshowed hat some texts seemed to be more difficult than

20 Analyzed by calculating the item difficulty (number of participants who answered the item correctly / number of total
participants)
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others were. To achieve a mixture of easy and difficult questions and a balanced difficulty across the
versions, two texts each were matched and a second correlation was calculatecheitombined

results (see table 3)8

Table3.7 Parallel test relibility of fictional reading comprehensiaingle versions

@ ) ®) (4) ©) (6) ™ 8) © (10)

(1) Peter Parker

1
(Edwards, 2014)
(2) A Bad Day
43* 1
(Edwards, 2014)
(3) Mail from Greta
.28 A3 1
(Edwards, 2014)
(4) Job Offer
21 .56** .56** 1
(Edwards, 2014)
(5) Mail from Mike
.25 .46* .33 61** 1
(Edwards, 2014)
(6) Taking the Train
.29 40* .68** .65** .58** 1
(Quinault &Baumgartner, 1991)
(7) Kates Kite
A1 .26 A8 .68** .27 .66** 1
(Beile, 1996)
(8) Bonzo the Dog
.32 .59** .02 .29 .26 .18 21 1
(Beile, 1996)
(9) Strange Walk
-01 .50* .53 .62** .63+ A4* A42*% .27 1
(own creation)
(10) Letter about Mexico
.05 .30 .01 .23 .08 .18 .36* 21 .30 1

(own creation)

N = 24; *p < .05; **p < .01; acceptable results printed bold

Table3.8 Parallel test reliability of fictionakading comprehension matched versions

@) @) ®3) (4) ®)

(1) Mail from Greta & Bonzo the Dog 1

(2) Mail from Mike & Kates Kite 53** 1

(3) Taking Train & Strange Walk .63** .85** 1

(4) A Bad Day & Job Offer TR 73 v ]

(5) Peter Parker & Letter about Mexico A2* .34 31 .45* 1

N = 24; *p < .05; **p < .01; acceptable results printed bold
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All pairwise correlations of the first four combinations are significant and high. Even though the
first and second combination do not correlate abd®el=.60, the correlation is still highly significant
and withRel= .53only slightly belowRel= .6Q Thefirst four combinations of the test versions were

therefore used for the four tests.

The validation of the correlations of the ppostion test versions (see section 3.3.34 how

these were designed) also sh@eceptable results (see table 3.9

Table3.9 Parallel test reliability of preposition test versions

1) ) @) 4

(1) Version 1 1

(2) Version 2 .65** 1

(3) Version 3 .66** .60* 1

(4) Version 4 .68** .68** .65** 1

N =24; *p < .05; *p < .01

All'in all, the results of the pilot ruof the language proficiency tesshow a sufficient parallel
test reliability for analyzing group differencesikél> .60(Evers, 2001)Therefore it can be assumed
that the test versions are parallel and of the same difficuliyeyshould thus,lead to the same result

when taken by the same person.

To ensure similar test conditions across all-ed posttests, all tests took place in the third
and fourth lesson of the dayMoreover,all tests had the same instructions and example questions

The students were rewarded with sweets after every test.

3.3.4.3 Validity

A test is valid if the test really measures what it is designed to megbloesbrugger &elava,
2012) This is a very important quality criterion, because a test can be objective and reliable without
being valid Weir (2005)developed a framework for conceylizing reading test validityde names
five forms of validity that need to be assessed when designing a test: context validity, thaesed
validity, scoring validity, consequential validity and criteriefated validity(see figure3.14 onthe
nex page. Test taker characteristics influence the setting of the tasks and the demand for the task
(content validity), but alsanternal processes of the test takers while taking the task (thémsed
validity). Choices made at theses stages influence the scoring methods needed to assess the test
(scoring validity), which theeagain influencehe interpretation of the scores (consequential validity)

and their vale (criterionrelated validity).
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Some of the five validities in this framework rather resemble other quality criteria in content
and aim when using the structure of the three main and seven other quality criteria structure. Scoring
validity, consequential validity and criterigrlated vdidity corresponds to issues discussed in the
previous reliability and following standardization and fairness sections. | used the terminology of the
ten quality criteriaas for example described by Moosbrugger and Kelava (2ot 2)e superstructure
of the section 3.3.4 and will therefore point to other sections when following the framework of Weir
(2005) in this section on validity. When presenting how validity issues were faced in this study, | am
going to focus on the two reading comprehensions amel preposition test. Since validity issues of
cloze tests are rather specific and controversial, these have already been discussed in the cloze test
section (see 3.3.3.1). The psychological scales are standardized scales and have been validated and
discussed in the manual by the authors of the scales and will therefore not be discussed here (see

section 3.3.3.5 for further information).

TestTaker Characteristics
When designing a test, thephysical/physiological, psychological and experimental

characteristics of candidates need to be taken into accdiiialifa &WNeir, 2009; Weir, 2005)The
students participatig in thisstudy did not suffer from any severe physical or physiological impairments
that had the potential to influence the results of the test. It is uncleéastudents suffered from
dyslexiabut since the group sizes are large and patrticipants were randomized, | expect students with
undiagnosed dyslexito be distribued equally over the interventiogroups. Additionally, it is not
preventable that some students with shetgrm ailments like a cold or a hdache participated in the
tests, but these effects are probably equally distributeatross the intervention groups as waltd

therefore neglectable

The same holds for psychological influences, like a recent divorce of the parents, death of a pet
or fight with a friend that might influence the results, but were not possible to control. As for
psychological traits like motivation, the students were assa with the SELLMO scdlpinath et al.,
2012)measuring goabrientation and the SESSKO scéfxhone et al., 201 easuringselfconcept
The moderation effect ofraits, that seemto be stronglyrelated toacademic achievementaerethen

taken into accounais moderatorsvhen analyzing the results of the language tests.

Not only psychological, but also experimental factors, like educatahural background,
preparation and exam experience can influence the result os{@dtalifa &WVeir, 2009) Since all the
students are in the same grade, at the same school, these factors are already controlled for by the
cohort choice for this study. Additionally, ttetudents of the experimental groups derived from

different classes, randomizing teacher and experience effects. The students were advised that no
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preparation was necessary for the testnd since the results had no consequences for the students

the pressure to achieve well on the testasquite low.

Cognitive Validitgr TheoryBased Validity
Cognitive or theornbasedvalidity is an aspect of what is callednstruct validityin other

frameworks It means thatthe testQd NX |j dzhdE Yh&oh agnitive processes that are
necessary to fulfill the tagikhalifa &\eir, 2009) Here, the first question at stakie whether reading

can be broka down into different subskills or components that can be tested individuallyhmther

it is a unitary process of course with different aspects to it, but not divisible. This discussioniigyna
presented in chapter 2, but in total the current perspective is that when investigating the reading
process as a cognitive performance it can be useful to break it down into different steps and
compaents Whether this is useful and legitimateshen testing reading comprehensiois rather
controversial(Grabe & Stoller, 2020; Weir, 2005; WeiK&alifa, 2008)There is for example no
sufficient enpirical evidence fronfactorial analy®s that reading can be assessed with different
independent subskillKhalifa &Veir, 2009) According tdKhalifa and Weif2009) instead of focusing

on different subskillsthe focus when designing reading tests should therefore be on the analysis of

the processes necessary to fulfill the given task atttege arein line with the test takers proficiency.

Weir (2005)differentiates between four different reading types goals each involving different
skills and strategie¢see left box in figure 2.6 of chapter Fince the texts used for my reading
comprehension tests are very shotgsting skimming ad scanningstrategiesis not possible. The
students expectablyalso do not have enough reading practiard language competenda their
second language t@ven use these strategies. Additionally, when reading books in English or
understanding texts in theischool booksit is not the aim that they skim a text to get an overview or
scan for information, they should read their text and understand what they are readlithg learning
stage they are atlt could be possible though that the students use search reading strategies after
having read the text for the first time, to find answers to the comprehension questions. Much more
dominant in the everyday demands of the stundigis careful reading, on a global, as well as a local
level. This matches the skitlsquiredin the reading comprehensionssts. Especially in the intensive
readng interventions, students haatanalyze certain structures, translate words they did not know
or mimic the structure of the text in an own text, which involves a local understanding. In the extensive
reading interventions, students hatd developan accurate comprehension of the text to understand
what they were reading, even though the focus was not on understanding detail, but ratheia g
understanding. Focusing dhese strategies ges hand in hand with the developmaeitstage the

students in % and 6" gradeare still very occupied with lowevel processingadditionally short t&ts
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are more likely to be read using careful reading and bottgrprocessing strategig¢&halifa &Weir,
2009)

Urguhart and Wei2014)expanded their reading model with a goal setter (chooses the reading
type suitable for the text and task) and a monitprovides feedback abouhe reading process)see
alsofigure 2.6. Since the students know that they have to understand the texhe test | assume
that students rely on global careful reading strategies when reading the text (goal setter) and if this
becomes difficult at times try to use local reading strategies to iderfofyexample key words or
structures, to restore global comprehension (monitor). Thevhen reading the comprehension
guestions, they can either answer them remembering what they have, @allave to go back using
search reading (goal setter) to find the correct answer. All in all, the language tests in thimstictly
the reading types expected from the students in everyday situations at school, but are of different
formats to ensure that a variety of skills and strategies are assessed. The cloze test and preposition
test represent indirectdsktypes, whereas the multiplehoice, truefalse and short answer formats

represent direct task types.

Context Validity
Context alidity is also an aspect of construct validity R RSAONAR6Sa G0 KS | LILINE

the linguistic and content demands of the text to be processed, and the features of the task setting
that impact on task completiagn(Khalifa &Weir, 2009, p81), which can be achieved by making the

test as authentic and clear as possipléeir, 2005)

Concerning the task settinthe rubric should be clear, unambiguous and easier than the tasks
itself. Adlitionally, one should questiorf it could be reasonable to use the students L1 in the
instructions, instead of the goal language of the language(Wsir, 2005) The rulsics of the language
tests in this study were therefore kept short, using onh2 ¥epresentative example(s). The
understanding and cleaess of the rulic was ensuredby questioning students of the same grade
that did not participate in the studyeforehand on their understandabilityrhe language of the tasks
was phrased in German since the studeichievemens on the tasks should not be influenced by
difficulties in understanding the instructions and understanding what the purpose of theitagkse
reading tasks mirror closely what the students were expected to learn in the reading interventions,

namely to read and understand unknown texts

Using multiplechoice formats when assessing reading comprehension is critidis®@use
these response for@its are proscribed to only test recognition. They are ad8d to bequite restricted
to assessing compleseading techniques and therefore reldfie processing Additionally, correct

answers by guessing need to be taken into acc@Wrdir, 2005) These arguments have their eligibility,
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but | also have to take the English level of my students as beginning leamteergccount Many
students at this early stage are inhibited when they have to produce an oral or written output in English
and expecting this competence when assessing reading comprehengiamely only what the
students have understoodwould, in my opinion strongly bias the results in this case. Nevertheless,

| wantedto address these undisputable disadvantages, by taking some measures. | therefore decided
on phrasing thanultiple-choice questions of the nefictional reading comprehension in German to
prevent the students from searching for the womfthe questions and answers in the textd finding

the correct answemwithout having understood the text. By answering the question in their first
language, they need to establish a concept of their English reading first. Furthermore, | added two
short answer questions that had to be answered in English tosotgly rely on multiplechoice
guestions. The noffictional readiy comprehension questions were phrased in English and only
required a truefalse decision. To meet problems here, students were reguio correct wrong

statements.

The order of the testwaskept constant over all test periods. | decided to start with the cloze
test and place the prepositional exercise between the reading comprehensions to give the students at
least a little diversion between the tests. | also assumed the students to be cognitively exhdtested a
filling in the language teés ard perceived the psychological scales to be less demanding, moving these
to the end. The students did not have any time pressure when completing thg sesthat speed

would not bias the results.

Thedemand on the material itself asthat the texts should match the studelt@ading level
and experienceTherefore the texts were adapted from older school books, reading books or exercises
that the studentsalsoencounter in this form in their school books or when reading books from the
library. Ofcourse,no texts were taken from books that the students could potentially already know
The English level of the students did not make it possibluse longer texts. Table B.fives an
overview of thescope and content of the texts usedleir (2005)questions if a number of small texts
with about 250 words is enough to see if students are able to cope with a larger amount of reading, as
it is for example requirechiacademic studies. | agree, additionally assume for my tests that most
students canot cope with dargeramount d text as that used in the test (about 600 words in total
for cloze test and reading comprehensions together), especially not without a largeodtapte due
to a too excessive demand and theref@®ssof motivation Results would not be reliable anymore.
Additionally, one longer text would not have made it possible to test different text types, strategies

and topics (see also tabB.10.

Of course, the dowaside of using these shorter texts is that skimming acanningcannot be

testedexplicitlyand the tests are limited to testing careful reading and maybe searching for detail, as
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described in the previous section. Nevertheless, | do not see this as a reliability issue, because exactly
this kind of reading is what the students need to learn and engage in at this early stage of learning
English (see also chapter 2 on learning to raathe L2 and reading strategies). Therefore, the test
characteristics match the studerfi®ading level Additionally the topics of the cloze test and fictional

reading comprehension are broad and should be of interest to both boys and girls.

The texts and questions of the ndigtional reading comprehension, in contrast, were designed

to be as specific as possible so that students would not be able to understand the text and answer the
guestions with common knowledge. Of course, difficult stifee vocabulary should not stand in the

way of comprehension at this stage, therefore words that proved to be too difficult but essential for
understanding in the piloting studies were either substituted with an easier alternative, explained in
bracketsor translated. Moreover, especially because phrasing-fictional reading comprehension
guestions would again involve using scientific vocabulary, the German phrasing ensured that it is not
the student €bmprehension of the questions but of the text that was tested and again increased

validity.

Table3.10 Words and Content of the Test Versions

Test cloze test non-fictional reading fictional reading comprehension
Version comprehension
1 188words, TTR f .51 116words TTRF .67 144wordsand179words
mystery storyabout a team Leprosy TTR for both partg .58
of children watching a letter about a holiday in Spaeand
strange quest at a hotel a dog reporting about his day
2 183words TTR .39 110words TTR .52 174wordsand 183words
tale about a rabbitvho experiment description about TTR for both parts  ®p n
wants to find a friend the earth as a globe e-Mail about working on a farm for the
summerand astory about a girl flying ¢
kite
3 186words TTR .40 89words TTR .65 177wordsand219words
boy talking about how much movement of air due to heatinc TTR for both partE  ®p m
he hates sports and cooling of thesarth adialogue on a train ridand areport
about incidents when taking a walk
4 171words TTR .52 99words TTR .63 206wordsand194words

report about going to a
football match with an

integrated love story

swelling and shrinking of steel
bridges through temperature

changes

TTR for both parts .50

adiary entry about a shopping trip
gone wrongand astory about a
climbing adventure and the contents ¢

a phone call

21 type-token-ratio (TTR) =
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Scoringvalidity
Scoring validity requests the scoring of a test to be religKlealifa &Veir, 2009) Scoring

validity in thisframeworkis, as already mentioned, very similar to the concept of reliability and has
already been discussed in the previous section. | will therefore only briefly summarize and point to
some aspects here. The sample in this study is quite large with adtoprout rate, allowing
possibilities of various randomization that have been discussed in the previous sections. The tests were
pretested andgiven to experts to judge the clearness of instructions, readability and layout. Especially
the layout, acceptability and recognition valuere boosted by printing the test as an A5 booklet.
Instructions on the front page, for the different tesasd theexample items wergof course kept
constant for every test versiorA first version of the solutions was examined for correctness by
language expertsThe first scorings, especially of the cldest and open answer questiongere
performed twicein cogeration with my student assistambd achieve a consent on what answers are
considered as correct and every correctd wrong answer for each item was supplemented in the
original answer key. Since anonymity was guaranteed to the students, the booklets neither contained
information on the studer® name, nor on the interventiogroup they belonged to. This information

was merged in the data table at a latevipt, after all test resukt had beenput in on the basis of the

anonymity number

Whereas parallel test reliability was designed to be acceptatlerrial consistency provetb

be an issuePost eliability analysis of the full survey revealed only moderate reliabilities for the

fIy3dzZZ 3S GSaday hgNByaop FRMNA (KSLIKINBeR@E Af vxy (Sai

dcp F2NJ GKS FAOGA2Yy It NBIF RAY A hA26¥ aiNde Kdfigianal2z y |y
reading comprehensn, exceptfor test 2 withh = .11. Leaving the last value aside for now, it is
jdzSaGdA2ylFotS AF / NRyol OKQa ! f LIKI of thése tests. FBse R G
I NPy ol OKQa ive fo thiKrnumbkerdf iténfS ynéckl&Field, 2018)Therefore,t is no surprise

that the preposition test has the highest values with 20 items, followed by the fictional reading
comprehension with 10 items and the ndigtional reading comprehension with 6 items. Second, as
already discussed above, reading competeirxcamultifacetedconstruct and therefore not all items
contribute to measuring one single construbtevertheless, the an-fictional reading comprehension

scores area bigger problem. Thet@rnal consistency result is far from acceptable and not in line with

the results of the other test Unfortunately, test twas used for judging the competence gain of the

first and of the second inteention period, fortunatelyit is not used for judging the competence gain

of the entire semesterits flaws therefore only become significant when looking at the direct effects,

but not the delayed effectsl will take these results into account anéfer backto them when

discussing the results of the study in chapter 5.
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Consequential Validity
Tests are taken fapecific purposg and thesgurposes could have major consequences on the

lives of the participants, especially if results do not meet the quality criteria. Since the tests were only
designed for this study and therefore only used in this context, this validity issaelyof minor
importancein this study The students neither receive a result of their test, nor is it recorded or used
for individual assessmenstill, when taking into account that deducted results of this study might

influence further research, views and educational policies on this ttpicissue isvorth discussing.

Aspects concerning the tests fairness, beneficagpropriatenessand forgeryresistanceare

discussed in the followingectionson further quality criteria and not in this section on validity

CriterionRelated Validity
It can be assumed that tés with reading comprehension questions measure reading

competenceand fill in the blank preposition exercisesasureprepositional knowledgeThus,no

concurrentvalidation was pdbrmed with the language tests.

The criterionrelated validation of the psychological scalesuch more relevant in this context
and is reported and discussed in the corresponding manudis. scales show convergent and

divergent validity.

3.3.4.4 Further Quality Criteria

Scaling
For the data analys | want to run, the scales the dependent variableseed to have at least

an interval scale level. Thenguage testmeet this criteriondue to the point system for each correct

answer and a zero line they are even ratio scaled.

The scale level of the Likestales of the psychological tests then again proves to be more
difficult. On the onéhand,you can argue that the steps between ttéferent answeroptions are not
necessarily equal intervals and therefore the scale only meets ordinal scale criteria. On the other hand,
this classification would lead to tremendous additional effort and complexity when analyzing the
scales That is why.ikertscalesare often tacitly, classified as metric scaled. Experts have not come to
a conalision on this discussion with reasonable arguments for and against each classification on both
sides(Richard Williams, 2019)n this studythe Likertscaled items will be treated asterval scaled

variables.
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Standardization
The SELLMO di$ESSKO scalee normed by the authors for different age grouphccording

to the German DIMorm 33430, normed tests have to be reevaluated every 8 years. The latest version

and standard tables are from 2012 fulfilling this norm.

Test Efficiency
Due to a large number of test triaésd participants and a tight financial budget, there was no

possibility of using language tests that had to be gardper use. Suitable free language tests with
enough parallel versions were not available, which is why the language tests were devgepelly
for the purpose of this studyror the psychological scales, only scales that | was granted permission

for to use(SELLMO and SESSKE&F® used. Therefordest cosswere kept at a minimum.

The time that the studentaeeded to fill in the tests was also closely calculated and pretested
to ensure that the testneeded no longer than an average of 60 minutes to fill in, leaving slow students
with 30 minutes of extra timén the 90-minute-long lessors. Questions that only needed tbe

surveyed once we distributed evenly across all prand postests Gee talte 3.3.

For the economization of preparation time, evaluation effort and natural resources in terms of
paper, it would have been much easier to have an online version of the téistsrtunately,this was
not possible for severakasons: De to copyrightregulations,some material could only be used in a
printed version Additionally,over 100 students needetb be tested at the same timavhich is far
beyond mya O K 2dgitaleiuipment and broadband internet capacity; and my experience is that
even though mys" gradestudents might have a high click competency on their smart phone, taking
them to the computer lab to d something can be quite nerwegracking Therefore, over 2000 tests
had to be printed, labeled and stdgd to little booklets by hand and thetorrected and captured

manually, which was not very economic but without alternative.

Benefi and Appropriateness
A test is only benetfial, if it has a practical relevance and if it is more useful than harmful

(Moosbrugger &elava, 2012)The practical relevance in the tests is to evaluate the effectiveness of
different reading intervention types. In the context of English didactics, evaluating which methods
have whateffect onthe studen& 8@nglish competence is important when it comes to teaching

effectively and when deciding how resourcée® ltime and money are invested.

I do not believe that the students had any harm from taking the test, since filling in thedest d

not differ muchfrom filling in a workbook page. The psychological skills also did not have any potential
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of triggering distress. Therefore, in my opinion, the students were not psychologically or physically
overstrained by participating in the test and 90 minutes, the time of one deldsison is an

appropriate time span.

Forgery Resistanemd Fairness
The link between the test content and the texts and tasks students encounter at school are, as

already mentioned, very similar. Therefothe tests have a high face validity, which is prone to be
corrupted by the test takerslo ensure that the studentstill answered the questions as honbsas
possible the studerstwere reminded that the test was anonymoas the beginning of the test
Moreover, they were remmided that the results of the teéswere important and that, even though |
would not trace backesults, they should be committed to the tasknd fill in the information
truthfully. This unfortunately did not turn out as hoped for. | could judge from some of the comments
on the test and answers that some questionnaires were not filled in truthfully. Two students were
excluded from further interentions and from participating in the librarigecause wgas a schooldid

not want to leave the comments that they wrote into the test bookMtthout a reaction, but this was

an exception. Judging fromehvay some questionsave answered, | believe that sonséudents did

not engage in the task§Vhen answering the cloze tests, they were fast at giving up and not answering
anything at all For other taskspnly the multiple-choice questionswere answered. Since | am
controlling my results for motivational factors and since | assume that these students are distributed
evenly across the differenmterventiongroups, | hope that these factors did not influence the results

and took these issues into account when making the decision to exclude multiple outliers (see 3.5.2.1).

As already mentioned in the sections above, the texts and items of the langoaggetence
texts were chosen to appeal to girls as well as boys and therefore | believe the test to be fair concerning
gender. Migration background and sociocultural status could play a role, due to a lack of
cognitive/academic language proficiency (CAR)mmins, 2008and mightnot only oncern the
German and Enghisreading competence, but also background knowledge that might help to
understand the textand test taking streegies. This is a big issue for the entire academic achievement

of educationally alienated children and could not be ruled out but just controlled for in this study.

3.4 Summary oDependent and Independent Variables
Table 3.11 summarizes the variables examined in this study. The main independent variable in
focus are the interventionslhe table shows all possible contrasts, lmumost casesmly reading vs.

Englisi/ non-Englishinterventions and intensive vs. extensive readang of interest and therefore
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reported. Gender and if the studesspeak German and/or another Lthe students L1 leisure reading

(in h) and their language competence in the different language tests at T1 are also independent

variablesg some in the function of covariates, some were tested as moderators.

Table3.11 Summary of Variables

main independent variables
(fixed factor)

intervention group withpossiblecontrasts =

1
English non-English
Intervention intervention
—l q
reading other Englis| Ll
intervention intervetion
——
intensive extensive
reading reading
——

Explorative Analyses of:

additional independent variables
(covariates)
gender
German L1
additional independent variables
(moderators)
leisure reading behavior
L2 language competence (T1)
0 clozetest
0 preposition test
o nonHictional reading
comprehension
o fictional reading
comprehension

goal orientation SELLMPD

dependent variables

overall resultspre-/posttest (direct
and delayed)
subtest resul$ pre/posttest (direct
and delayed)

(o]
(o]
(o]

clozetest
prepositiontest
nonfictional reading
comprehension
fictional reading
comprehension

school grade improvement

o learning goalsl(ernzielorientierung
o performanceapproach orientationAnnahrungs

Leistungszielorientierung

o performance avoid orientatiorMermeidungd_eistungszielorientierung
o work avoidanceArbeitsvermeidunp

selfconceptgain SESSKO
o criterial Kriterial)
0 individual {ndividuel)
o social §ozia)
0 absolut @bsolu)

1 distribution of goabrientations andself-conceptwithin intervention groups befre and after the intervention

1 amount and type of borrowed books

Goal orientation and seffoncept scales weranalyzed as independent variables (main and

interaction effects on language competence) and dependent variables (effect of intervention type on

seltconcept and goal orientation changes from T1 to T4). The gain in the four language tests and a

total score(sum of all four tests) were dependent variables in this study. The dire¢ppsttest result

is the difference between the test taken directly before the intervention and directly after the

intervention (intervention period), whereas the delayed gp®sttest is the difference between the

first and the fourth test (semester period). See also table 3.2 for when which test was taken.
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3.5 Data Analysis
3.5.1 Data Aggregation

To perform analyses with the datsomeitems first had to beaggregated to a single variable or
to variables suitable for performing the desired statistical analysessthe SELLM&hd SESSKO scales,
the manual(Schone et al., 2012; Spinath et al., 204@yises to add up items of subscale®btain a
total score for theself nomore than three items are missindnég manual of the SELLMO scdt&ginath
et al., 2012)suggests calculating the mean of the remaining items and multiplying by the number of
total items of the saleto obtain a total score. The procedure is the sdorehe SESSKO scdlshtne
et al., 2012)except that there is no suggestion to the minimum of items that have to be answered to
perform this procedure. These corrections were performed for data sets with missing Rextiesbility
Fylrfeaira akK2¢gSR GKFG Ffyzad Fff NBadaidKss BrS NB
SELLMO scales and 88 )X 90 for SESSKO s&|eexcept for two scales: SEIQ Lernziele T1 (=
.58) and SELLMO VermeidusgsstungszieDrientierungT1 (h = .64).Thereliability of these two
scales cannot be impved by leaving out an item.will use the result of these two scales in the

analysis, but these results have to be interpreted carefully.

Raw scoresf the different language proficiency tests also had to be aggregated to competence
gain scores for each semester. This was done in three steps:
1. Due to the different number of total points for the different test parts, not the absolute but the
relative valued Qi ®&éd Q—— M pIkMPiY ) for each test was calculated and

used.This value describes the ratio of points achieved in a specific test in relationship to the total

number of points that could have been achieved on this specifi¢ ¥esichhas two advantages:

First it allowsto compare studerdQ NB & dzf G & 2 F Rsedhrig @B svéragiagitied S a 4 a

results to a total test point score, each subtest delivers the same proportion to the total score,
independent of the number of total pointsf the subtest

2. To ensure that a slight difference in test difficulty or a competence gain of all stugeatsertain
point in the semester wilhot interfere with the esultswhen intervention groups of different
semesters are combined to one intervention groupe test score results were related to the
results of the norEnglish intervention group average (baselgreup or control group for the
same test:

OET T 'DBIQKEG QOAODIOOA (¢ ¢ ORI tcadinmdi QO QORI

A 2 s oA -

TheseO2 NNBOGSR (GSaidi al02NB OFy 06S AYUiSNLINBGSR I

test to the test result of the students who did not have an English intervention on the same test.
If the reading intervention is successfudywould expect this difference to bedr the test before

the intervention and positivdor the test after the itervention, because the student with the
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reading intervention should perform better after the intervention compared to the students
without areadingintervention. This would also be the case, if the seconditdsr example a bit
more difficult, because this would hold for all studegthe baseline group might perform worse
than in the test before, but the students with theadingintervertion should not perform as
poorly as the student without the intervention and the difference would still be positive.
Therefore, this measure is independeaf potential differences in test difficultyvhich is relevant

in the next step.

3. To have a measure for the competence gauming the intervention period that the intervention
took place(periodpy), the results for the test directly after thatervention and directly before the
intervention have to be compared:

WE AN QOIAEEQOE T | QuDIQKES 'Q O£& 1 | QoxdiQEd N pl;Ip
Trivially, this scorgis near0 for the norEnglish intervention and you would expect the results to
be positive for the other intervention groups engaging in English. If thisally the case and
whether differences are significanbr just coincidence or if other factors influence these

differences, will be analyzed with the help of inferential statistics explained further in this chapter.

¢tKS aiddzZRSyGaQ 3INIRSa Ay 9y 3sfbraliss tesisPvocdbiildey f £ & |
tests, oral participation, homework, etc. The combination amanber of these grades differ from
teacher to teacher, except for theumberof class testg two class tests are written each semester.
Thefour class test gradem the year of the interventiowere used to computdhe independent
variable grade The aerage of the two class tests the semester before the intervention were
subtracted from theavergye of the two class testin the semester of the intervention to obtain a

measure for an improvement or dénein grade.

3.5.2 Bias Reduction
3.5.2.1 Outliers

Toidentify possible outliersan analysis of the distribution of thescoresfor cloze test one
showedthat 94.8% of the values lie in a normal range of |z| < 1.98,5% of the values lie in the
potential outlier range 1.96 k7| < 2.58 andl.2% of the values lie in the probable outlier range 2.58 <
| Z < 3.29 Thenumberof values that lie in these ranges are consistent with a normal distribation
about max.1% inthe probable outlier and about ma%% in the potential outlier range and are
therefore tolerable(Field, 2018)Neverthelessthere are twoextremez-scoreg0.6%)with | z] > 3.29.

The results for cloze test two, three and four amnilar andsummarized irmable3.12 below.
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Table3.12 Analysis of OutliersZ-Score Results for Cloze Tests

cloze test 1 cloze test 2 cloze test 3 clozetest 4
n (%) n (%) n (%) n (%)
extreme |z|>3.29 2 (0.6) 3(0.8) 2 (0.6)
probable outlier 2.58 < |zk 3.29 4(1.2) 3(0.8)
potential outliers 1.96 < |z| < 2.58 12 (3.5) 6 (1.7) 11 (3.1) 13 (3.8)
normal range |z| < 1.96 325 (94.8) 345 (97.5) 341 (95.5) 333(96.2)

| analyzedhe distribution of thez-scores, as | did for the cloze tests above in the same manner
for the preposition tests and reading comprehensions (table 8.1&ble 3.15). Again, mosgif the
values lie in a normal range of |z| < 1.96, a small, but acceptabtaber of the values lie in the
potential outlier range 1.96 Kz < 2.58 and probable outlier range 2.5 & < 3.29 and are therefore

unproblematic.Neverthelessthere are nine additional extremescoreg0.6 %)with |zl > 3.29.

Table3.13 Analysis of OutliersZ-Score Results for Néfictional Reading Comprehension

NFRC 1 NFRC 2 NFRC 3 NFRC 4
n (%) n (%) n (%) n (%)
extreme|z|>3.29 1(0.3)
probable outlier 2.58 < |zk 3.29 9 (2.6) 6 (1.7)
potential outliers 1.96 < |z| < 2.58 10 (2.9) 12 (3.4) 5(1.4) 6 (1.7)
normal range |z| < 1.96 324 (94.5) 336 (94.9) 351 (98.3) 340 (98.3)

Table3.14 Analysis of OutliersZ-Score Results for Preposition Test

preptest 1 preptest 2 preptest 3 preptest 4
n (%) n (%) n (%) n (%)
extreme |z|>3.29 2 (0.6) 1(0.3) 1(0.3)
probable outlier 2.58 < |zk 3.29 3(0.9) 4(1.1) 1(0.3)
potential outliers 1.96 < |z| < 2.58 6 (1.7) 9 (2.5) 10 (2.8) 15 (4.3)
normal range |z| < 1.96 332 (96.8) 340 (96.0) 346 (96.9) 330 (95.4)

109




Table3.15 Analysis of OutliersZ-Score Results for Fictional Reading Comprehension

FRC1 FRC2 FRC3 FRC4

n (%) n (%) n (%) n (%)
extreme |z|>3.29 4(1.1)
probable outlier 2.58 < |zk 3.29 2 (0.6) 7 (2.0) 7(1.9)
potential outliers 1.96 < |z| <.58 14 (4.1) 11 (3.1) 4(1.1) 17 (4.9)
normal range |z| < 1.96 329 (95.9) 340 (96.3) 342 (95.8) 322 (93.1)

The same analyses were run for the SELLMO and SE&8&3ee Appendix for resultsjust

as for the language tests, these results were all in all within the acceptable range of the normal

distribution, exceptfor someextreme zscore resultsData sets with extreme-gcores were excluded

from further analysesin total 34 from the nonEnglish intervention grough3 from the other English

intervention, sevenfrom the extensive reading intervention ar@¥4 from the intensive reading

intervention of grade 5 and grade 6. The following boxplots give an overview of the distribution of the

databefore and after the exclusion of the studertd€ven though many data sets were excluded from

future analyses, the boxplstin figure 3.5 show that thesedid not lead to severe changes in

distribution.

The boxplotgfigure 3.15xhow the distribution ofthe language testscoresfor the test taken

directly before and after the intervention. The two diagrams in the first row show the uncorrected and

the two diagrams in the second row the corrected test result differetises section 2.3.1 above). The

two diagrams to the left show the results before outlier analysis and elimination duesdores, the

diagrams to the right the results after outliers were eliminated.

A comparison of the two diagrams on the left to those on the right shows that the exclusion

apparently did not change the distribution of the results, but the number of outhasdecreased.

Thus, the results will probably be more precise and unbiagetilitionally, a comparison of the

diagrams at the top (uncorrected points) to those at the bottom (corrected points) also shows that

these corrections did not lead to major changes in the distribution and did not distort the results.

22 The choice between excluding the data or continuing, knowing that extreme outliers are not excluded, may seem like an option
between bad and worse at first. | opted for bad instead of worse, because ignoring these extreme outliers was not an option
for me: For one, the methods of analyses that | am using are very sensitive to extreme outliers, likely leading to distorted results.
Secondly, having insight in how seriously students sometimes took the tests, outliers due to unwillingness are more likely than
to extreme experimental effects. | do not want these effects of unwillingness to effect my analyses. Thirdly, effects that are now
found, even though N is reduced, are even more reliable. Fourthly, working with fewer dependent variables would of course
lead to less reduction, because the outliers for each scale sum up. The bigger number of atliers in total is therefore not a flaw
of the internal consistency of this study per se, but a result of the design complexity. Fifthly and finally, | ran the main analyses

without excluding outliers, just out of interest, and found very similarresults, maki ng

the oO0cleaneré
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The same holds for the difference between the test points in T1 to T4 (sempstird
difference) depicted in the four diagrams below (figure 3.16 in the same manner as the result for the

intervention period.

3.5.2.2 Checking Assumptions for Analyses

Oneconditionthat needs to be fulfilled when working with models that are based -statistics, is
normality distribution. Of course,this does not refer to the entire sampleach score for each
experimental group needs to be normally distributed. To assess the normal distribution of each of
these scores, | looked at the frequency distributions and probalgtitypability plots p-p-plots). In the
p-p-plots all the data points fall very close to the ideal diag@mal the frequency histogramsave the

shape of a normal distributiorfsee Appendix)Therefore, it seems reasonable to assunoemally
distributed samples on the basis of these resul&dditionally, | checked the data for

heteroscedasticit§ of variancesespecially because the group sizes in my samples are not.equal

If the treatment variable and covariates atenfounded this would reduce the experimental
effect. Thedistribution of the covariates usedare equally distributed across the interventigroups
(see table 3.1), making it reasonable to assume that they are not confounded with the groups and can
be used as covariateadditional nonsignificant results of variance analyses with the covariates as

independent and intervention as dependent variables underline this impression.

Scatterplots and regression lines of the covariates against the language competence gain for
each intervention grouglready hintat the factthat the assumption of homogeneity of regression
slopes, meaning that the relationship of the covariates and language competence gains (dependent
variables) is the same for all intervention groum&nnot be made. Moderation analyses show
significant results of the interaction term of some covariates and group contrasts on language test
gains and grades (see tablesmnderations analyses in the appendix and section 4.5 on moderation
analyses results). This heterogeneity of regression slopes is actually an interestingstgsudirting
hypothess that suggest interaction effects. ANCQVand MANCOV&were therefore also run
without covariates to see if this would lead to significant main effects and the need of more
considerations. This was not the cagdso due to heterogeneity of regression slopes, moderation

analyses were run separate for each covariate and cont@sachieve an overview of possible

2 Checkingheterogeneityof vari ances is important when testing groups to check
with the same variance6 (Field, 2018, p. 237) and therefore conf
unbiased.Homoscedasticity oOmeans that the residuals at each | evel of
2018, p. 387).
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interactions Moreover, herarchical regressioanalygs were runseparatdy for each intervention

type. | will elaborate on this procedure in the following section.

3.5.3 Methodsof Analysis
This study includes variougnables and experimental groups, making it possible to look at
various effects of intensive and extensive reading on different language competencies. In terms of

analyses this of course also leads to large quantities of dataatiedfickled in the following.

Togain first insighinto the performancedevelopmenif the students in the four language tests
first descriptive statistics for theorrected test poingainare calculated for each experimental group.
To gain some more insight into how the individual intervention groups performed over time, diagrams
plotting the average points for each test period {T4)aregenerated. These results are presentetl

describedseparately for each test type in section 4.1.

A second measurthat is takento gain an overviewbut also to check for independencgean
assumption needed to run thénferential statistical analyses is looking at correlations of all
experimental variables. The correlations are rsgparately for the experimental groups ade
presented for the norEnglish, English, extensive and intensive reading intervention groups.
Differences in correlation strength and direction between the different groups can already hint at
possible effects expected in later analyses and are therefore very interesting. The corretations
presented in section 4.2 and divided by correlationsoag the psychological scales and correlations

with language test gains.

Third, main effects ofintervention type on score gains in the language tests and psychological
scales areanalyzedusing analyses ofcovariates(ANCOVAsand multiple analyses of covariates
(MANOVA). In addition to a simple analysis of variance (ANCOVA), covariates are also entered into
the analyses in ANCO¥A MANCOVA is used if more than one outcome variable iszaakityone
model. Total points and gradeamot be entered in the MANCOVA for the subtest resaltd are
therefore run separatelybecause these variablessanbviously not independent of each othd@hese
results are presented in section 4Moreover, goalorientation and seHconcept are also analyzed in

separate MAICOVAand are presented in chapter 4.4.

These analyses only give insight into main effects so far, meaning that we only know if the
intervention group or a demographic or psychological variable directly influence the English
competence gain of the students. But some hypotheses of this study amsememoderation

relationships Therefore,in a burth step,moderation analyses are run using the SPSS add in PROCESS.
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Due to the various variables and heterogeneity of regression slopes issues, these were run as separate

analysesdgnificant results are presented and described in numslaed graphs in section 4.5.

Various main effects and interactisare now analyzedVe therefore know if different variables
or interaction terms of variables influence language competence daum, what is missing is
information about the &tent to which these variables influendanguage competence gaiffhe
statisticalquestion is, how muckariance in the outcome variable (e.g. direct cloze test score gain) is
explained bybiographical variabledf you then addjoal orientation variables how much additional
variance is then exgined, how much more by addingriables on selfonceptandhow much more
by adding variables on initial language competendierarchical regression analyses can give insight
into this question Originally, | wanted to enter group (e.g. intensive vs. extensive reading) in a fourth
step to see how much additional varianceigplained already having accounted for all other factors,
but this plan was discarded after the various crossover effects showed in the moderation analyses.
Adding this last step, wdad have meant integrating various interactions into the regression analyses
and facing heterogeneity of regression slopes issues. | therefore opted for running the hierarchical
regression analyses not as group differences (e.g. one anflysigensive and extensivieeading and
then adding this difference as a variable), but as single analyses for each intervention group (non
English, other English, intensive, extensive). The advantages are obvious: Significant differences
between these groups concernirte influence of various variables and interactions are already
analyzed in the previous steps and are not of interest anymore. It is only of interest how big this effect
is, which carbe analyzednore straightforwardly and cleanemwhen looking at the groups separately.

The results of the hierarchical regression analyses are presented in section 4.6.
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4 Results

From a portfolio, student grade 5: @GS NE ONBIF A GBS F2N¥ 2F aLIStfAyY

The following sections present different effects and links between the dependent and
independent variables of this study, by taking a descriptive and explorative look via diagrams, means
and correlations and by using multivariate statistical approaches ¢setions 3.5.3 for the methods
of analysis)The descriptive results, which are organized by independent variable, are going to be
presented firstThe next part focuses on correlations within and between the psychological scales and
language test resudt This section is followed by the results of the analyses of variance for the language
tests, grade and psychological scales and results of additioodération analyses and hierarchical
regression analyse®if further insights on interaction effects and effect siz€hapter 4 closes with
analyses concerning the reading behavior of the students, presenting and analyzing results of the
guestionnaireon reading preferencesnalyses oWhat kind of books were borrowed from the library

and the number of boks borrowed.

When interpreting the reported numberis the inferential statisticsit is important to keep in
mind that the test scores are not absolute but relative scores, in other witrdpercentage that the
students increased from the pretest to the posttebtoreover, these scoreare corrected using the
non-English intervention group as a baseline (see section 3d.Hetails on procedure These
correctedvalues can be interpreted as the difference of increase betweengme posttest compared
to the control group (nofEnglish intervention group). An average of for examyflel3 for an
intervention group would mean that this grougon average performed13 percenagepointsworse

in the posttest (compared to the pretest) than students in the +tmglish intervention control group.
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4.1 Descriptive Statistics

4.1.1 Total Test Pois

Intervention Groups and
Total Test Results Control Group devided by
Intervention Period
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Figure4.1 Average Total Points for Tests per Experimental Group

The diagram above shows the total poimithe cloze test, the fictional and nefictional
reading comprehensions and the preposition test for each intervention periocexfected,and
intended, the results for the nefnglish intervention stayed constant across all four tests. The results
for the other English interventions (blue lines) are also as expected for the group with the intervention
in period 1(continuous lin€) There is an increase in points between T1 and, T8s is where the
intervention took place and then only a small decreasetween T2, T3 and T&dno intervention
between these tests anymord@n analogugattern showdor the group with theintervention in period
3 (dotted line) but not for the intervention in period @lashed line)Here you can see a large increase
between T1 and Tého intervention at that time}hat then even decreases between T2 and({li@e
of the interventior). The extensive reading and intensive reading intervention results are also partially
surprising: Results increase for the interventions in pficand 2, but daease for period 3When
comparing only T1 and T4 (delayed {jpesttest results), the other English intervention groups (blue
lines) and the intensive reading interventions in grade 6 (pinls)liperformed better in T4 than in T1.

In contrast, theintensive reading intervention group in gradeygl{ow lines) performed worse in T4

than in T1 and the extensive reading intervention groups (blue lines)atiagr constant.
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A look at the descriptivetatisticsshows that theseare slightly contrary tavhat wasexpected
as well. When looking at the tests taken directly before and after the intervegtistndents in the
intensive reading interventianingrade 6 had the highest overall increadeoints(N= 31,M = 0.04;
SD= 0.13), followed by students in the ndnglish interventios(N = 74,M = 0.02;SD= 0.11), then
the extensive reading interventien(N = 32, M = 0.01; SD= 0.10) and the intensive reading
interventionsgrade 5 N = 23,M = 0.01;SD= 0.1). Students in the other English intervent®aven
slightly decreased in pointdl(= 76,M =-0.003;SD= 0.11). When looking at the results of T1 add T
(delayed pre/posttests), only students in the intensive reading interventigrade 6 = 31,M = 0.06;
SD= 0.15 and students in the other English interventsgN = 71,M = 0.03;SD= 0.15) increased their
results, the rest decreasetl& 74,M =-0.004;SD= 0.12 for the norEnglish interventionN = 26,M =
-0.003;SD= 0.13 for the extensive reading intervention aNd= 23,M =-0.06; SD= 0.13 for the

intensive reading intervention in grade 5).

4.1.2 Cloze Test

Cloze Test Results
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Intervention Period
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Figure4.2 AverageCloze TedResultdor Tests per Experimental Group

Just as the results for the total points in the previsestionsshowed some surprising results,
the results for the cloze test (see figuted) are also only partially in line with what one would expect.
Students in the other English intervention in period 2 (dotted blue line) increased their results in the
cloze tests from T1 to T2, where they did not have an intervention and shewed a decrease in
resultsfrom T2 to T3, which is evdawer thanthe results they started. In addition, students in the
extensive reading intervention in period 3 (green dashed line) showed constant results in T1, T2 and

T3, but then failed to hold that level or improuethe test after their intervention (T4All the results
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for the intensive reading interventi@grade 6 (pink lines) are similarly odd. The rest of the groups
achievedbetter results in the tests directly before and after their intervention, but partigfigwsome
unexpected results for the other tests, which | would have expected to stay constdobk at the
delayed pre/posttest results (T1 compared to T4) shows that, even if the lines increase and decrease
in between, thescoresseem to be pproximatelyat the same level. The only exceptioae the
intensive reading intervention in period 8 grade 5 (dotted yellow line) and the extensive reading

intervention in period 3 (dashed green line).

A look at the descriptive statistics for the cloze tests sugprisingas well but also different
from the results for the total pointsin the direct pre/posttests, students in the intensive reading
interventions grade 5 had the highest overall increasdl € 23, M = 007; SD= 0.11), followed by
students in theextensive readingnterventions (N =32, M = 0.aL; SD= 0.15), then thenon-English
interventions (N=74, M = 0.01;SD= 0.16) and the intensive reading interventisgrade6 (N=31, M
= 0.01;SD= 0.18). Students in the other English interventgslightly decreased in pointdlE 76,M =
-0.02; SD= 0.1). When looking at the delaygate-/posttests, only students in the intensive reading
interventionsgrade5 (N=23, M = 0.(; SD= 0.4) and students in th@on-English interventiog(N =
74, M = 0.(L; SD= 0.36) improvedtheir results, the rest decreasedl €31, M =-0.001; SD= 020 for
the intensive reading interventisgrade § N = 26,M =-0.003;SD= 022 for the extensive reading
interventionsandN =71, M =-0.004; SD= 0.1 for the other English interventics).

4.1.3 Preposition Test
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Figure4.3 AveragePreposition TedResultdor Tests per Experimental Group
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The peposition test results are even mooé a mystery than the cloze test results. Only period
2 of the other English intervention group, the extensive reading intervention groupemod 2 and
3 ofthe intensive reading intervention growghow better results for the direct posttest compared to
the direct pretest. The delayed prand posttest result$T1 compared to T4) show increases for the
intensive reading interventiasin grade 6 (pink linefut decreases for grade 5 (yellow lines). The
results for the extensive reading interventions (green lines) and the other English interventions (blue

lines) seem to stay constant from T1 to T4.

The descriptive statistics for the preposition tests differ from the previous rednlthe direct
pre-/posttests, students in the intensive reading interventsongrade 6 had the highest overall
increase = 31,M = 0.06;SD= 0.16), followed by students in the extensive reading intervest{bh
= 32,M = 0.01;SD= 0.17)andthen the nonEnglish interventioa(N= 74,M = 0.01;SD= 0.14).The
points of $udents in the intensive reading interventisingrade 5 and the other English
interventions slightly decreasedN = 76,M =-0.002;SD= 0.14 andN = 23,M =-0.03;SD= 0.14).
When looking at the delayed pvposttests, only students in the intensive reading intervenson
grade 6 N=31,M = 0.07;SD= 0.19) and students in the other English intervensid= 71,M =
0.02;SD= 0.17) increased their results, the rest decread¢d 74,M =-0.002;SD= 0.19 for the non
English interventiog N= 26,M =-0.03;SD= 0.16 for the extensive reading interventsendN = 23,
M =-0.10;SD= 0.12 intensive reading interventiegrade 5).

4.1.4 NonFictional Reading Comprehension Test

Mon-Fictional Reading Comprehension Test Results
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Figure4.4 AverageNonFictional Reading ComprehensRasultdor Tests per Experimental Group
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The lines in figurd.13again show the test results for each intervention group, this time for the
non-fictional reading comprehension groups.contrast to the previous diagrams, it is striking in this
diagram that almost all intervention groups performed woigsethe different teststhan the non
English intervention control groggred line). Students in the intensive reading intervention groups
(pink lines) managed to perform better than the control group in T4, as well as some other intervention
groups, especially those th&iad their intervention in period 1. The results for the directpaed
posttest directly before and after the interventieare again difficult to interpret, because there is no
clear structureor trend visible. Ifone, for example, compar®T3 and T4 for the dashed lines (period
3), you can see an improvement for the extensive reading intervention (green), and decreases for the
other interventions. However, this pattern is different when looking at period 2 (dotted line; T2 and
T3) and perid 1 (straight lines T1 and T2).

Descriptive statistics for the direct pfpost nonictional reading comprehension tesshow
that students in the nofinglish interventioahad the highest overall increasd £ 74,M = 0.06;SD=
0.25), followed by students in the extensive reading intervergidh= 32,M = 0.02;SD= 0.20), then
the intensive reading interventiaingrade 6 N= 31,M = 0.02;SD= 0.27) and the intensive reading
interventions ingrade 5 N = 23,M = 0.004;SD= 0.22)The scores o$tudents in the other English
interventions slightly decreasedN = 76,M =-0.01; SD= 0.26). When looking at the delayed pre
/posttests, students in the intensive reading interventsoimgrade 6 N = 31,M = 0.11;SD= 0.35),
students in the other English interventis(N = 71,M = 0.10;SD= 0.29) and students in the extensive
reading interventios (N= 26,M = 0.06;SD= 0.28) increased their test results, the rest decreadéd (
74, M =-0.02;SD= 0.29 for the nofEnglish interventiosand N = 23,M =-0.08; SD= 0.35 for the

intensivereading interventios ingrade 5).

4.1.5 Fictional Reading Comprehension Test

Figure 4.5 shows that between T1 and T2 the straight lines (interventions in period 1) run almost
parallel and all groupbave a competence gain, however, this is not the same for period 2 (dotted
lines; T2 vs. T3) and period 3 (dashed lines; T3 vs. T4). All the results decrease, except the scores of the
students in the intensive reading interventions in grade 5 in periodat€d yellow line) and the

intensive reading interventions in grade 6 in period 3 (dashed pink line).

The descriptive statistics of the fictional reading comprehension are also slightly different to the
other test parts. When looking at the tests taken directly before and after the interventions, students
in the intensive reading interventions in grade &lthe highest overall increasd € 31,M = 0.06;SD
=0.23), followed by students in the other English interventidirs 7{6,M = 0.02,SD= 0.21). The points

of students in the nofEnglish interventions, extensive reading interventions and intensivdimga
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interventions in grade 5 even decreasé&t« 74,M =-0.002;SD= 0.21;N= 32,M =-0.007;SD= 0.32
andN = 23,M =-0.008;SD= 0.23). When looking at the results of T1 and T4 (delayedoostests),
only students in the intensive reading interventions in gradeN6=(31,M = 0.07;SD= 0.23) and
students in the norEnglish interventiondN = 74,M = 0.05;SD= 0.27) increased their results, the rest
decreasedN = 71,M =-0.008;SD= 0.22 for the other English interventiorl$= 26,M =-0.04;SD=
0.26 for the extensive reading interventions aNd 23,M =-0.08;SD= 0.29 for the intensive reading

interventions in grade 5).

Fictional Reading Comprehension Test Results

020

Intervention Groups and
Control Group devided by
Intervention Period

— other non-English intervention

010 other English intervention -
' period 1
) TCLITI - — other English intervention -

.................. g petiod 2
- vy T cther English intervention -
O ¥ period 3

el s e extensive reading intervention
0,00 A ————— ‘—*—-—,’.:__ - period 1
o < o, extensive reading intervention
. = e - period 2
~ ‘ extensive reading intervention
LT - period 3
Y intensive reading intervention
010 grade 5 - period 1
intensive reading intervention
grade 5 - period 2
intensive reading intervention
grade 5 - period 3
intensive reading intervention
020 grace 6 - period 1
intensive reading intervention
grade 6 - period 2
intensive reading intervention
grade 6 - period 3

Average Points (Corrected)

030
T1 T2 T3 T4

Figure4.5 Average Fictional Reading Comprehension Results for Tests per Experimental Group

4.2 Correlations

Correlatiors between all dependent variables of this experiment, divided by groups (see Appendix,
section 10.3.1 for correlation table) include numerous significant and highly significant correlations
that 1 am going to report in the followindn order b give a detailed but still comprehensive and
structured summary of th&916 correlations, | am only going to report significant correlations and
only those where a clear pattern is visible or results are contradictargupport readability,am also
not going to report the correlations in numbe @l correlation results can be extracted from the table

in the appendix.
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4.2.1 Psychological Scales

First, the relationships within the goal orientation and selincept scalesare going to be
presented The four goabrientations andselfconceptsmeasured in T1 highlypositively, correlate
with those in T4Thecorrelations for the students participating in the extensive reading interventions
were not significant for all pairdeverthelessthesepsychologicatonstructs seem to be very stable
over time The few norsignificant correlations for the extensive reading comprehension group could
hint at a change in learning goal orientation, performaaggproach goal orientation angelfconcept
scores dungthe extensive reading interventiegnbut could also be due to internal consistency issues.
The seliconceptscales also correlate highly with each otlpairwise although thisis, again not
always the case for the extensive reading comprehension group. These relationships are a bit more
complex for the goal orientation dimensions: Learning goal orientation correlates positively with
performanceapproach goal orientation, and performane®oid goal orientation correlates positively
with work avoidance. Also, most groups showed a positive relationship between performance
approach and performaneavoid goal orierdtion. Additionally, learning goal orientation is negatively

associated with performance avoid goal orientation and work avoidance.

Second, there are also significant relationships between goal orientation andoseépt:
Learning goal orientation seems to be positively associated with alteetfept scores. This is not as
clear for performanceapproach goal orientation and selbncept: The results are significantly positive
for the English (but noreading) intervention groups, but not significant and negatively correlated for
other groups. Performaneavoid goal orientation and work avoidance seems to be negatively

associated wh selfconcept.

4.2.2 Correlations with Language Test Results

When looking at the correlations of thenprovement points gainedlin the language test, the
results for the intervention periogoints gainand semester periogoints gaincorrelate significantly
positively forall language testén all experimental groups. One exception are the extensive reading
intervention groups that only significantly correlate faon-fictional reading comprehension results
but notfor the other test parts. Agaithis couldhint atexperimental effects. The correlations between
the different test parts logically reveal a strong positive relationship with the points gained irdtcal
to the fact that the total points consist of the summation of the points gained in the test parts.
Correlations between different test partare also interestingEven though there are some small
significant correlations concerning some test parts, these only show fartties, non-reading English
intervention grous. Therefore, there is no hint at an intercorrelation between the different test parts,

supporting the necessity, choice and construct of these language test parts.
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Of special interest are of course the correlations between the scores on the psychological scales
and the points gained on different test parts, since these correlations constitute the basis of the
variance analysis performed and are directly linked to Hypotheses examined in this paper.

Therefore these correlations are reported in more detail in the following:

Learning goal orientation correlates positively with cloze test results for the extensive reading
interventions, but negatively for the intensive reading interventioAlthough these correlations were
not significant for the psychological scales measured in T1 and T4 and the competence gain of the
semester and intervention period, there is a visible pattern in these contrasting correlations. This could
hint at a diffeent effect of the two reading interventions on language proficiency. A similar effect
shows between the gain in cloze test points and work avoidance, which correlate significantly
negatively for the reading intervention groups, but significantly positively for the-Ewaglish
intervention groups. This patteris more visibldor T1 and the intervention period, butan also be

seenfor the scores in T4 and the semester period.

There seems to be a negative relationship betweenaaifcept scores and improvement in the
language tests, which is quite surprising. Not all correlations are significant, but no watkéner
significant or not, all correlations are negative or near zerds fibgative association between self
concept andest performance is manifested when taking the improvement in grade into accélnt:
significant correlations between saibncept and grade improvement are positive, meaning high self
concept scoreare associated with a high positive grade difference, #metefore, a decrease in grade.
There are only four exceptions to this picture: First, the absolutecegi€ept scoren T1 of the non
reading English intervention grogihas a positive significant correlation with néiational reading
comprehension improvement (intervention period). Second, the absolutecselfept score T4 of the
extensive reading intervention grogas a positive significant correlation with the preposition score
improvement 6emester period). Moreover, the ceitial and individual sel€oncept score T4 of the
extensive reading intervention groaphas a positive significant correlation with cloze test
improvement in the intervention period. The effects are interesting, because the change of the
direction of the correlation from T1 (before the reading intervention) to T4 (after the reading
intervention) hint at an effect of the extensive reading interventom the impact of sel€oncept on

language improvement.

4.3 Analyses of Variance

4.3.1 ANCOVA Results for Total Points
An ANCOVA analysis with the intervention grouparasdependent variable, the difference

in total points of the direct preand posttest asa dependent variable and the covariates gender
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migration background (here measured as another language as German as a mother langjuage)
spent with L1 reading angbints in the language subtests at§Howed thathere were no main effects
of the intervention groups on the gain in total points in the language té#tsvever,the covariateof
the points achieved in the nefictional reading comprehension before the interventions (Whs

significantly related to the gain in total poinfg1, 27) =8.04, p<.01, i

8
8

® wThecoefficienti , signaling the direction of the effect, is negative in

this case, thereforglower scores in the nofictional reading comprehension in T1 lead to higher

competence gains on theverall test scores for the direct pyposttests.

These results also showéar the delayed préposttest analysed{1, 197) = 18.5%) < .001,

i 3 8 @, wAdditionally, the covariates other L1

languagecloze test points in Tand fictional reading comprehensions points atiell a significant

effect on the total points (1, 197) =457, p = .04, i  —

™ yR1, 197) = 86, p < .01,i

8

& randF1, 207) = 8.04p < .01, _

@ J. Thel

coefficients were negative for all these effects, but for the cloze test points. Therefore, students who
only speak German at home had higher gains in total points than students who speak another language
(additional to German) at homeMoreover, students who had low scores in the first reading
comprehension tests had higher total point gains, but students hiigfh scores in the first cloze test

also hadhightotal point gains.

Planned contrasts revealed that these results did not differ significantly between the different

intervention groups.

4.3.2 MANCOVA Results for Language Subtests

MANCOVA analgs of the results inthe direct prek LI2 a0 Sadaz dzaAy3d wz2eQa
that there wasalso naosignificantdirect effect of thedifferent intervention on the improvement in the
different language test, but several covariates were significant: the cloze test points {1063,
F(4; 204) 3.20, p = .A4 for the direct preposttest andU = 0.72, F(4; 194) = 35.08, p = .001 for the
delayed, the nonfictional reading comprehension points in T € 0.111, F(4; 204) = 5.66, p < .001
for the direct preposttest andU = 0.76, F(4; 194) = 36.63, p < .001 for the delpybe fictional
reading comprehension points in TA £ 0.68, F(4; 204) = 3.48, p = .@0Bthe direct preposttest and
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U =1.25, F(4; 194) 60.48, p < .001 for the delaygdnd the preposition test points in Tl £ 0.52,
F(4; 194) = 283, p<.001only for the delayed prgosttest)

Furtherseparate univariate analgs on the outcome variablagvealed that thecovariates were
only significantfor the corresponding outcome variabl¢he nonfictional reading comprehension
points in T1 were significantly related to the dir¢Btl;207) = 22.54p < 0.001)and delayedH1;197)
=128.52 p< 0.001nhonictional reading competence gain, the fictional reading comprehension points
in T1 to the direc{H1;207) = 12.00p < 0.001)and delayedH1;197) = 108.67p < 0.001)fictional
reading competence gaiffhe prepositiongest score in T,leven though not showing an overall effect,
was significantly related to the direqf{1;207) = 4.57p = 0.03)and delayed propositiotest score
gain(H1;197) = 55.04p < 0.001) but also to the noffictional reading comprehension gain for the
delayed preposttest (R1;197) = 4.21p = 0.04) Again what isnot in line with these findingds the
cloze test score i1, that was significantly related the preposition test score gain in the direct pre
posttest(H1;207) = 5.67p = 0.02)and to all outcome variables in the delayed jpasttest(H1;197)
= 50.92;p < 0.001 for cloze test gain${1;197) = 9.19;p = 0.003 for norfictional reading
comprehension points gain${1;197) = 20.35p < 0.001 for preposition point gains ai{l;197) =
28.11;p < 0.001 for fictional reading comprehension score gaihst &in the analyses of theotal
point gains, all coefficients for these effects were negative, except for the cloze test effects, these
were positivefor the other language testdHigh effects in the language tests in T1,arerefore,
associated with lower gains in the corresponding-fad posttestsHowever,higher scores in the
cloze test in T1 are associated wihiflgher scores in delayddnguage tespoint gains from preto

posttest.

Additionally, the L1 language was significantly associated tivithdelayed nokictional reading
comprehension score gaif{(1;197) = 4.78p < 0.03) Another or additional L1 than German is
associated with lower gains in thn-fictional reading comprehension scores for telayed pre

posttests.

4.3.3 ANCOVA Results fGrades

ANCOVAesults of theeffects of theintervention groups on gradewjith migration background
(other or additional L1 languagegenderand language competence test results ataBkovariates,
did not show any significant resultsTherefore, the type of intervention did not have a statistically

significant impact on grade improvement.
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4.4 Intervention Effects on Psychological Scales

As reasoned in chapter hereadinginterventions couldnot only have an impact on cognitive
factors like language competence, but alsa motivational factors like selfconcept and goal
orientation. Therefore, thes@sychologicakcales were not only measured at the beginning of the
interventions (T1), but also at thend (T4). This sectiaseals withthe effects of the interventions on

seltconceptand goal orientation in their function as dependent variables.

4.4.1 SeltConcept
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Figure4.6 SelfconceptScore Boxplots T1 vs. T4

The boxplots inifjure 4.6 show thedifferent seltconcept scores before and after the
interventions (T before- blue; T4¢ after - green).Criterial and individuadeltconceptincreased in
the nonEnglish intervention groups, whereas sosiFconceptdecreased and absoluself-concept
stayed about the samé&om T1 to T4 The criterial and sociaeltconceptof the other English
interventions stayedat about thelevel and the individual and absolutseltconceptincreased. The

extensive reading intervention groups increased in critesefconcept but decreased in absolute
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seltconcept individual and sociaelfconceptstayed about constant. Intensive reading interventions
differed between grade 5 and grade @Vhereas individuaselfconceptstayed nearly constant for
both groups, absolute and criteriaklf-conceptincreased for groups in grade but decreased for

groups in grade ;&his was the other way around for socsglifconcept

To investigate these possible differences using inferential statistimslfconceptscore gain
(T4T1) was calculated for eadelfconceptdimension ina first step and anabkedas independent
variables in a MNCOVAA Y | &aS0O2y R & S showedvg sigRificant effedBof thei NP 2 (
intervention type on the increase or decreasesilfconcept U = 0.05, F(4; 218) = 2.51, p = .04.
Separate univariate analgs on the outcome variables using contrasts reveadudghly significant
difference of the studen@Qcriterial selfconcept gain between the students participating in the
extensive and those participating in the intensive reading intervestiprr .A). Whereas thecriterial
selfconceptincreased for the extensive reading interventigroups (N =74; M =1.37, SD 4.97), it
decreased fothe intensive reading interventia(N = 23; M =0.67; SD = 4.59 for grade 5 and N = 31,
M =-0.90; SD = 2.85 for gradg. €orrelation resulthad already hinted at a possiblontrary effect

of these tworeadinginterventiontypeson criterialselfconcept(see section 2).

Additionally, analyses of the covariates showed tigainder significantly influenced the
increase in criterial academselfconcept(F(1; 225) = 3.77; p = .08rls showedsignificantlyhigher

improvementsthan boys.

4.4.2 GoalOrientation Scales

Analogue to seltoncept in the previous section, figure 4.7 shotsxplots of the goal
orientation scores for each dimension before and after the interventiong (fore- blue; T4¢ after
- green). Learning goal orientation seems to stay constant for theEmglish and the other English
intervention groups from T1 to T4, slight increases in the extensive reading interveatidnslight
decreases in the intensive reading intervention groups. Performappeoach goal orientation slightly
decreases for the no&nglish, other English and extensive reading intervention groups, but slightly
increases for the intensive reading imention groups. Performaneavoid goal orientation slightly
increases for the notEnglish intervention groups, stagbout the same for the extensive reading
intervention groups and decreases for the other English and intensive intervention groups. Work
avoidance, whichwill proveto be a strong moderator ithe following section, stayed about the same
for the nonEnglish and other English interventions groups, increased in the extensive reading
intervention groups and decreased in the intensive reading intervention groups.

Analogue to the seltoncept scores, MANCOVA analyses were performed to analyze the effects
2T GKS AYyUSNBSylGAzya 2y 32+t 2NASYGF A2y a02NBac
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the intervention type on an increase or decrease in goal orientation scored).03, F(4; 218) = 1.60,

p = .18. Yet, separate univariate analyses on the outcome variables using contrasts revealed a

AAIYATFAON Yy
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extensive and those participatijnin the intensive reading interventions (p = .05). As the boxplots

already showed, these scores were higher for T4 than T1 for the extensive reading intervention groups

(N =26M = 1.83; SD = 9.96) and lower for the intensive reading interventions (N = 23).85=SD
=5.93 for grade 5 and N = 31; M1:99; SD = 6.72 for grade 6).
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Figure4.7 GoalOrientation Boxplots T1 vs. T4

4.5 Moderation Analyses

Work Avoidance

The previous analyses did not reveal any main effects of the type of reading interventio& on

language test results, but various influences of covariates. Moredweas argued and hypothesized

in chapter 2 that cognitive and motivational factors could influertbe reading interventions

differently and therefore, function as moderators. If these moderation effects work in opposite

directions, so called crossover effects occur, leading to-significant effects of the independent

variables, but to gnificant effects of the interaction term of the independent variailgh the

covariate on the dependent variabl&éhus,additional moderation analyses are necessary to complete
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the picture on the effects in this studyror a better reading, | will not include statistics hefd
moderation analysis resultare summarized irthe tables in the appendjsignificant statistics are
highlighted in greenk-or an interpretation of the results, it is important to keep in mind that these are
the corrected and relative point score gains (see description and example in the introduction to this
chapter).l will demonstrate the interpretation of the diagrams and corrected cloze test gains amga

detail for the first moderation.

Learning goal orientation moderated effects of intensive and extensive reading interventions
on thedirectcloze test results: Whereas students with a high learning goal orienthtiwa a higher
competence gaiimtheir cloze tests results in the extensive reading interventions, the cloze test results
of the students with a lowr learning goal orientation did not increase as much (see figi8e Bhese

effects are opposite for the intensive reading interventions.
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Figure4.8 Interaction Effects oLearningGoal Orientation

These gains always need to be interpreted in relation to the-Boglish reading intervention
groups (base line). In this case, students with a low learning goal orientation achieved an average 10
percent points more in their cloze test directly before aafter participating in an intensive reading
intervention than students in the ne&nglish reading interventions. Students with a high learning goal
orientation performed on average 2 percent points lower in the posttest than students in the non
English rading interventions when participating in the intensive reading interventions. Students who
participated in an extensive reading intervention performed on average about 0.5 percent points less
in the posttest than students in the nefnglish intervention pups when their learning goal

orientation is low, but almost 6 percent points higher when their learning goal orientation is high. The

129



relationship to the norEnglish intervention groups derives from the use of the corrected points score
gains and is important, because the nEnglish interventions are the control groups in this design.
The corrected scores are therefore independent ofmal learning effects and improvements that all
students might have during the school year.

Moderation analyses also showed moderating effects of performaproach goal
orientation on the cloze tests results. Students in the 4Eomglish interventioa with a low
performanceapproachgoal orientation did not increase their results between the dirgore- and
posttest as much as all students in the n&mglish interventions, independently of their goal
orientation scoresYet, studentsof the nonEnglish intervention groupwith a high performance
approachgoalorientation increased their results by 4 percent poinEhese results areontrary for

the reading interventions (see figured}..
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Figure4.9 Interaction Effects of Performan@gproach Goal Orientation on Cloze Test Points

Interactions with performanc@void goal orientations and intervention type did not
significantlyinfluence comprehension score gains, but work avoidanceHdist, itmoderated effects
of the intervention group on the increase in cloze test res@tadents in the notEnglish intervention
groups had ahigherincrease in direct préposttest pointsand the other way around when it was low
This effect was reversed for the reading interventigase figure 410 left). This also showshen
comparingother English interventions tdhe reading intervention groupshut only for low work

avoidance scoresee figure 410 right).

The effect of the reading interventions on grade improvement was also significantly different

to those of the norENglish interventions when taking interactions with smlhcept into account:
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Whereas the grade improvement after the reading interventions was significantly higher than after

other English and ne&nglish interventions when absolute setfncept scores were low, these effects

are reversed for high setfoncept scores (see figureld).
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Moreover,absolute seHconceptmoderated effects on the noictional reading intervention
points gain for students participating in other nosading English interventions compared to the
reading interventions (see figure 4.11). Students with a lowa®itept had a lower point gain when
they were in the other English interventions than when they had taken part in a reading intervention.
Additionally, individual seHconcept moderated effects on the norfictional reading intervention

points gainjn a smilar way(see figure 4.2).
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Figure4.12 Interaction Effect oindividualSeltConceptScores

The effects of intensive and extensive reading interventions on the fictional reading
comprehension points gain, whicre moderated bycriterial selfconcept are interesting as well
(figure4.13): Students with low selfoncept scores achiedea higher improvemen(compared to the
control groups)in fictional reading comprehension scerthan studens in the extensive reading
interventions, who had lower competence gains than the control grolfs high sel€onceptscores
in contrast, the improvemeistof the students in the extensive reading interventiomere higher than
the control group, whereathe studentsin the intensive reading interventi@improved about as

much as the control groups did
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Not only psychological scales moderatedervention effects, cognitive effectshowed
significant interactions with the language competence gamwell Moderation analyss of effectsof
reading behavioon non-fictional reading comprehension score gamsealed that students with a
low private Llreading behavior profited more from the extensive reading intervergibian students
with a high private reading behavior, who did not prafé much The effects were vice versa for the
intensive reading interventiad1 Compared to the control groups, the intensive reading interventions
did not lead to a competence gain for students with a low prilateeading behavior, but improved

the competence of students with a high reading behaysee figure 4.4 |eft).
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Also, the effect of the readinipterventions on the improvement of the English gradeas
significantly moderated by the studemtfYivate reading behavior. Due to the grade scale from 1 to 6
and the calculation of grade difference, stud@ygradeswith a highaverage grade differencgot
worseand with a low difference improved. Therefore, students with less private reading had lower
grade improvementshan the control groupsvhen they were in the intensive reading interventon
and higler grade improvementshan the control groupsn the extensive reading interventisnThis

was vice versa for students with high private reading fsgure 414 righ{.

read
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Figured.15 Interaction Effect of Student'sCloze Test Results at T1
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Initial language competence before the interventions (T1) also moderated the competence
gain of the students. Especially cloze test results in T1 moderated intervention effects (see figures
4.15). The results can be summarized as that students with higle tést scores in T1 have higher
competence score gains when they take part in the reading interventions, whereas students in other
or nonEnglish interventions have low or even negative score gains. These results are reversed for low

cloze test resultni T1.

The cloze test results in T1 also moderate the effect of the intensive and extensive reading
interventions on fictional reading comprehension improvement (see figure 4.15 bottom). Students
with low initial cloze test scores improve more than the contralugs (baseline) in the extensive
reading interventions, but fall below the baseline when they have high initial cloze test scores. This

effect is reversed for the intensive reading interventions.

Nontfictionalreading comprehension test scorasTlalso moderaté the effect of the reading
interventions a the fictional and norfictional competence gain (see figure 4.16). Students with high
initial nonictional reading comprehension scores perform worse than the baséimatrol groups)
when theywere in the readingintervention groups, but if their nonfictional reading score is low,
reading interventions lead to higher competence gains than the baséfiten looking athe non
fictional reading competence gain, this result is slightly stronger for the interesging interventios

than for the extensive reading interventian
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Figure4.16 Interaction Effect of Student'sNonFictionalRCResults at T1

Only onemoderation analyss is significant for the time spent learning English at primary schibol
moderates the effectn the direct fictional reading comprehension gagore diagram4.17 depicts
these resultsThe years spent learning English at primary school did not moderate the effects of the
intensive reading interventias) but those of the extensive reading intervention: Students who only

had three years of primary school English lessons did not profit as much from the extensive reading

135



interventions(lower competence score gaittsan control group than those who had more than three

yearsof English lessor(higher competence score gaitigan control group.
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Figure4.17 Interaction Effect of Years Learning English at Primary Schoutmmé& RC

4.6 Regression Analyses

The previous sections have presented resoltsignificant direct and moderation effects o
various variables on L2 language competence test gslifmat is also of interest is which of these
predictors are the most salient, i.e. explain most of the variance of the outcome variables and how
much percent is explained. To sver this questionregression analyses were performed for each
outcome variable (language test gains for direct and delayedpmsttests). Since previous results
have shown that these effects differ between the intervention groups, these analyses were run
separately for eah of these four groups and are presented by intervention grouthe following

sections.

When running regression analyses, there are various fafentering the predictors into the

regression modelSince the aim of these analyses is not to verify a certain model and enter all variables

24 Field (2018) argues for entering the variables hierarchically according to a fixed order deducted by hypotheses and previous
research and the expected effects or by forced entry, entering all variables at once. He is rather distant about stepwise
procedur es wisedaBHhioa bases egrisions about the order in which predictors enter the model on a purely
mat hematical criterion. o6 (p. 398) .
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hierarchically according to hypothesized effects, but just to deliver some additional information on
effect sizes| opted forthe forward methoc?®. In this methodthe predictor that best predicts the
outcome variablei.e. that it has the highest correlation with the outcome varialdeentered first.

This procedure is continued as long as the predictors significantly explain more varianteeafdre,
deliver a better fit of the modelt is importantto keep in mind that the effect sizes caary according

to the order that the predictors are entered in the model, therefpralso tested other procedures
that did not strongly differ in their resulf§ The followingsections and tables present the results of

theseregression analyses.

4.6.1 NonEnglish Interventions

Regression analyses results for the intervention groups that did not have English classes show
that in most cases the language test results in T1 were the main predictors for competence gain in the
corresponding test part: The cloze test results in T1laRr.1% of the variance in competence gains
in the direct pre/posttests and 26% in the delayed phgosttests. The same applies tthe fictional
and nonfictional reading comprehension points in the first t¢§f) and the competence gains in the
direct (9.5% for notiiction and 11.3% for fiction) and delayed (37.5% for-fiotion and 40.4% for
fiction) pre/posttest of the corresponding test tyjgeFor the preposition test, these results only show
for the delayedpre-/posttestsand only explain 9.5% of the variance. The effect is negative in all cases,
meaning that students who initially have low scores on one of the test partstigler improvemerd

(higher competence gain) in those test parts.

Cloze test results in the first test (T1) proved to be a significant predictor for other competence
gains as well: in the delayed ndictional reading comprehension test (additional explanation of 6.5%
of the variance), preposition test (additional expdaion of 17.4% of the variance) and fictional reading
comprehension test (additional explanation of 17.1% of the variance). Ddfélomthe effects of the
corresponding test results in T1 and their gains presented in the first paragraph, the effégmsuize
test results in T1 are all positive, meaning that students with high points in the first cloze test have

higher competence gains in the reading comprehension and preposition tests at the end of the

% Field (2018) is critical about these models due to the danger of overfitting and having too many variables that do not make a
contribution or underfitting and overlooking important predictors. Since main effect and moderations effects have already
been analyzed in the previous sections and significant predictors have already been identified, this is not a problem here.

26 | ran hierarchical analyses in a fixed fashion first, entering biographical, then psychological and then language proficiencyat T1
with a forced entry. The significant predictors were the same. | opted for this version first, because the different models (and
predictors) would have been the same across all the groups and therefore the R%change from model to model could have
been compared directly. | decided against this presentation of the results though, because the presentation and structure of
S0 many variables that were entered and modelstested that did not turn out to be significant did not seem effective to me.
Moreover, since different predictors were significant for different interventions, the R2 -change between the models was based
on different predictors and therefore not comparable anymore. Moreover, entering the predictors in the same fashion for each
intervention group would also not meet the picture that developed in the previous analyses that predictors seem to influence
the outcome variables very differently in the different gro ups.
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semester than students with lower points. Further test results in T1 were also significant predictors

and can be found in table 4.1.

A further significant explanation of variance is delivered by-amiicept score$5.8% of the
direct and 13.9% of the delayed pfgosttests and 3.6% of the nefictional reading comprehensign
Whereas this effect was positive for the social and individualcegl€ept scores, it was negative for
the criterial selfconcept scores: On the one harsudentswho believe that they are better in English
when comparing themselves to othersto previous guations, show higheimprovementin the cloze
tests.On the other hand, students who have a higherial English sel€oncept measured as feeling
to be able to meet the requirements at schobhve a lower competence gain in the cloze tests than

students who feel that they have trouble meeting the requirements.

Moreover, German L1 explains 6.5% of the variance of the delayediatmmal reading
comprehension gaing he effect is negative and speaking another language as an L1 was coded with
1, not speaking it with OTherefore students who speak another language at home have lower
competence gains in the nefictional reading comprehension teghan students wheel1 is German.

All these results and further statistics are summarized in the following table 4.1.
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Table4.1 Regression Analyses Results for{Haglish Interventions

Model 1 Model 2 Model 3 Model 4 Model 5
Variable b SEB | b SEB | b SEB | b SEB | b SEB |
Corrected Total Points Gain (direct = intervention period)
Constant .08 .03
Fictional RC T1 -13  -26 -28
R2=,076; corrR?=.062
F(1,70)=5.73*
Corrected Total Points Gain (delayed = semester period)
Constant .09 .03
Fictional RC T1 -22 .06 -41
R2=.169; corrR?=.157
F(1;70)=14.23**
Corrected Cloze TeBbints Gain (direct = intervention period)
Constant .07 .03 .06 .03 -12 .09
Cloze Test T1 -21 .10 -25 -39 13 .46 -.50 .14 -.60
NontFictional RC T1 .19 .09 .32 .23 .09 .37
Individual SeHConcept .01 .01 27
R2?=.061; corrR?=.048 R2=.116; corrR2=.090 R2=.174; corrR2=.137
NR=.061 ;F(1,70)=4.57* NR=.054 ;F(1;69)=4.25* NR=.058 ;F(1;69)=4.80*
Corrected Cloze Test Points Gain (delayed = semester period)
Constant .13 .03 .09 .03 .05 .04 .23 .09 -13 .09
Cloze Test T1 -44 .09 -51 -.56 .09 -.65 -.66 .10 =77 -.60 11 -70 -.60 .10 -71
Preposition Test T1 .34 12 .32 .33 12 .30 .32 11 .30 .35 .10 .32
Fictional TC T1 .16 .08 .23 .20 .08 .28 17 .08 .24
Criterial SeHConcept -01 .01 -.22 -.03 .01 -.55
Social Sel€oncept .02 .01 47

R2=,260; corrR?=.249 R2=.340; corrR?=.321 R2=.377; corrR?=.349 R2=.413; corrR?=.378
NR=.260;F(1;70)=24.59** NR=.080;F(1;69)=17.77** NR=.037;F(1;68)=13.70** NR=.037;F(1;67)=11.80**

R2=.515; corrR?=.479
NR=.102;F(1;66)=14.04**

Corrected NorFictional Reading Comprehension Points Gain (direct = intervention period)

Constant
Non-Fictional RC T1

.16 .05

-.30 A1 -31
R2=,095; corrR?=.083
F(1;70)=7.39**

Corrected NorFictional Reading Comprehension Points Gain (delayed = semester period)

Constant
Non-Fictional RC T1
Cloze Test T1
German L1

Criterial SeHConcept

.21 .05 .14 .05 .17 .05 .50 .16
-70 11 -.61 -97 .14 -.85 -.98 .14 -.85 -1.02 13 -.89
.54 .19 .35 .58 .19 .37 .76 .20 .49
-15 .07 =21 -15 .06 -.20
-.02 .01 =21

R?=.375; corrR?=.366
NR=.375;F(1;70)=24.59*

R?=.440; corrR?=.424
NR=.065;F(1,69)=27.11**

R2=.482; corrR?=.459
NR=.042;F(1,68)=21.10*

R2=.518; corrR?=.489
NR=.036;F(1;67)=17.99**

Corrected Preposition Test Points Gain (direitttervention period)

no significant predictors

Corrected Preposition Test Points Gain (delayed = semester period)

Constant
Preposition Test T1
Cloze Test T1

.09 .04 .02 .04
-.38 .14 -31 -.65 .14 -.52
.46 12 47

R?=.094; corrR?=.08 R2=.268; cOrrR?=.247
NR=.094;F(1;70)=7.23* NR=.174;F(1;69)=12.62**

Corrected Fictional Reading Comprehension Points Gain (direct = intervention period)

Constant

Fictional RC T1

.13 .05

.31 A1 -34

R2=.113; corrR?=.100
F(1;70)=8.88"

Corrected Fictional Reading Comprehension Points Gain (delayed = semester period)

Constant .32 .05 .25 .05
Fictional RC T1 -76 11 -.64 -1.08 11 -.90
Cloze Test T1 .70 .13 .49
R2=.404; corrR?=.395 R2=.575; corrR?=.563

NR=.404;F(1;70)=47.45** NR=.171;F(1,69)=46.66**
Grade Difference beforafter the Semester

Constant .09 .03 .10 .03
Fictional RC T1 -.23 .06 -42 -16 .07 -29
Non-Fictional RC T1 -12 .06 -27

R?=174; corrR?=163
NR=174F(1;71)=14.98"*

R2=229, cOrR?=206
R=054F(1;70)30.36"

*p < .05. **p < .01.
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4.6.2 OtherEnglishnterventions

Table4.2 Regression Analyses Resultsoitier (nonreading)English Interventions

Model 1 Model 2

Variable b SEB | b SEB |

Corrected Total Points Gaidirfect =intervention period)

Constant .03 .02

Non-Fictional RC T1 -13 .06 -24

R2=.(7, corrR?=.@3
F(1;69)=4.18*

Corrected Total Points Gain (delayed = semester period)

Constant .13 .04 .18 .04
Fictional RC T1 -23 .08 -.35 =27 .08 -42
German L1 -.08 .03 -.28
R?=121; corrR?=107 R2=192 corrR2=167
NR=121; F(164)=8.80** NR=071; F(163)=7.50**

Corrected Cloze Test Points Gain (direct = intervention period)

no significant predictors

Corrected Cloze Test Poiriain (delayed = semester period)

Constant .13 .04 .18 .04
Cloze Test T1 -.38 11 -39 -44 11 -45
German L1 -11 .04 -.30
R2?=151; corrR2=137 R2=236; corrR2=212
NR=151F(164)=11.34** NR=.085,F(163)=0.73"*

CorrectedNon-Fictional RC Points Gain (direct = intervention period)

Constant .13 .05 -43 .18
Non-Fictional RC T1 -53 .14 -41 -.65 .14 -.50
Absolute SelConcept .03 .01 .34
R2=171; corrR2=15 R2=281; corrR2=260
NR=171F(169)=14.22* NR=110F(168)=13.28*

Corrected NorFictional RC Points Gain (delayed = semester period)

Constant .27 .05 .32 .05
NonFictional RC T1 -.64 .14 -.50 -.68 .14 -.53
German L1 -14 .06 -.23
R2=250 corrR2=238 R2=302 corrR2=280
NR=250F(164)=2136** NR=052F(164)=21.36**

Corrected Preposition Test Points Gain (direct = intervention period)

Constant .07 .04 .22 .08
Preposition Test T1 -31 .13 =27 -30 .13 -.26
Primary School English -.04 .02 -.23
R2=074; corrR2=061 R2=129 corrR2=103
NR=074F(169)=5.52** NR=055F(168)=5.03**

Corrected Preposition Test Points Gain (delayed = semester period)

no significant predictors

Corrected Fictional RC Points Gain (direct = intervention period)

Constant -.07 .03

German Reading -01 004  -26

R?=068, corrR?=05
F(1;69)=5.01**

Corrected Fictional RC Points Gain (delayed = semester period)

Constant .24 .05 .22 .05
Fictional RC T1 -.58 A1 -.54 -.69 12 -.64
Non-Fictional RC T1 .26 11 .27
R2=296; corrR?=285 R2=357, corrR?=337
NR=296F(164)=26.97* NR=061F(163)=17.50**

Grade Difference before after Semester

Constant .15 .04

Fictional RC T1 -.29 .08 -41

R2=171; corR?=159
F(1;69)=14.24*

*p < .05. **p < .01.

Comparable tahe nonEnglish classes, the
main predictos explaining the largest amount of
variance in competence gain of the students in the
other English classes were the results of the
corresponding testsat the beginning of the
intervention. | wil) therefore, not go into detail on
these they can be found in table 4.2 on the left.
There are also some effects of other language tests
on the total points and fictional reading
comprehension(RC)points gain(see table 4.2 for

results.

What is nteresting is that German L1 seem
to play a larger role in this group than in the ron
English classes, explaining an additional 7.1% of the
variance in the delayed total points gain, 8.5% in the
delayed cloze test gain and 5.2% in the delayed
fictional RCgain. The directiorf the effectis also
negative, as in the neknglish intervention group,
meaning that students with an L1 other than

German hd lower competence gains in these tests.

German L1 reading is the strongestand
only significant; predictor of the direct fictionaRC
gain, explaining 6.8% of the variantéoreover,this
effect is negative; the more students read in their
L1, the lowertheir competence gain in the fictional
readingRC This effect does not show for the delayed

pre-/posttest.

Primary school English explained an

additional 5.5% of the variance in the direct preposition points gain and absolutecselépt 11% in

the direct nonfictional RCgain.However these results do not show for the delayed gposttests.
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4.6.3 Extensive Reading Interventions

Table4.3 Regression Analyses ResultsHrtensive Readirgterventions

Model 1 Model 2 Other than in the previous two groups, the
Variable b SEB | b SEB i . .
Corrected Total Points Gaidifect = intervention period) Correspondlng Ianguage test reSUItS In Tl dO not turn
Ci .06 .02 . .
consan out to be the strongest predictor in most of the
Fictional RC T1 -14 .06 -.42
R?=173 corrR?=142 . . .
F(1.26)=5. 45" regression analyses run for the extensive reading
Corrected Total Points Gain (delayed = semester period)
Constant 13 o4 21 05 intervention classesYet, this was stillhe case for
Fictional RC T1 -31 .08 -68 -30 .07 -85 . Lo .
Work Avoidance o s .33 the delayed preposition and fiction&Ctest gains
R2=461; corrR?=434 R2=566; corrR?=521 . .
IR=46LF(120=1710" r=tosraig2er - (see table 4.3)What is laffling are the cloze test
CorrectedCloze TesPoints Gaindirect = intervention period)
Constant 14 .05 results in T1 as significantpredictor for fictionalRC
Work Avoidance -.01 .003 -42 . i .
R=174 conRi=142 gain because the effecis negative for the direct
F(126)=5.48*

CorrectedCloze TesPoints Gaindelayed = semester period)

pre-/posttest but positive for the delayed one

Constant -1.05 .37
Learning GO .03 .01 .55
o o206 Contrary to the other two previously

CorrectedNon-Fictional R®oints Gaindirect = intervention period)

discussedlasses, goabrientation, especially work

no significant predictors

CorrectedNon-Fictional R®oints Gaindelayed = semester period) aVOidance, iS a Signiﬁcant pl‘ediCtOI’ in the extensive
no significant predictors
CorrectedPreposition TesPoints Gaindirect =intervention period) reading CIaSSGS, explaining an additional 10.5% of

no significant predictors

the variance in the delayed total point gains and

CorrectedPreposition TesPoints Gaindelayed = semester period)

Constant S 17.5% of the variance in the direct cloze tesbre
Preposition Test T1 -.69 .16 -.70
Rt gains. Students with a high work avoidance have
Corrected Fictional RC Poii@sin (direct = intervention period) . . i i
Constant 2 1 EYREEY) lower competence gains. Learning goal orientation,
Primary School English .12 .04 .54 12 .03 .54 X e Lox X i ~ e 2 A
Cloe Tost T1 i 10 s ANY OZYUNrauz Kla | LE2aAuAgs
R2=287, corrR?=260 R2=415, corrR?=368 .
NR=287,F(126)=10.46" pr-128Fa29885~  Cloze test score gains.
Corrected Fictional RC Points Gain (delayed = semester period)
Constant .36 .05 .31 .05
Fictonal RCT1 401 11 -89 w1 ao Moreover, the years students had learned
Cloze Test T1 A7 .16 .28 H H H
Fern o s oot English in primary school turns out to be the
NR=798F(120)=78.94** NR=063F(124)=58.68**
Grade Difference before after Semester strongest predictor of the direct fictiondRCgain,
Constant 11 .04 .24 .06
Ficional RCTL  -31 09 -57 a1 o8 -ss  explaining 28.7% of the varianc&he more years
Work Avoidance -.01 .003 -.40 . . .
Re=324 conRI=295 sz corezs StUENts had English at primary school, the higher
NR=324F(124)=11.48** NR=160F(124)=10.75*
*p < 05 7p < 0L their competence gain in the direct fictiongIC.
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4.6.4 Intensive Reading Interventions

Table4.4 Regression Analyses Resultslifilensive Readinfpterventions

Model 1 Model 2 Model 3

Variable b SEB | b SEB | b SEB |

Corrected Total Points Gaidirect = intervention period)

Constant .09 .03

Non-Fictional RC T1 -.20 .07 -.38

R2=142, corrR2=122
F(1;45)=7.42**

Corrected Total Points Gain (delayed = semester period)

Constant A1 .03 .24 .07
Fictional RC T1 -.33 .09 -.50 -.38 .09 -57
Work Avoidance -.01 .003 -.27

R2=.247; corrR?=.230 R2=312 corrR?=.82
NR=.247 ;F(1;46)=15.06* NR=066;F(1;45)=4.29*

CorrectedCloze TesPoints Gaindjirect = interventiorperiod)

Constant .58 .23
Learning GO -.02 .01 -.34
R2=113 corrR?=.03
F(145)=5.74*

CorrectedCloze TesPoints Gaindelayed = semester period)

Constant 12 .04

Cloze Test T1 -39 12 -.45

R2=198 corrR?=181
F(146)=1137*

Corrected NorFictional Reading Comprehension Points Gain (direct = intervention period)

Constant .16 .05

Non-Fictional RC T1 -42 .14 -40

R2=159, corrR2=141
F(1;45)=8.54**

Corrected NorFictional Reading Comprehension Points Gain (delayed = semester period)

Constant .30 .07 .13 .08 -.03 .08
Non-Fictional RC T1 -.95 .18 -61 -1.07 17 -.69 -1.02 .15 -.66
Cloze Test T1 72 .21 .38 .87 .19 .46
GermanReading .02 .0 .35

R2=372 corrR?=359 R2=508; corrR2=486 R2=617, corrR?=591
NR=372F(146)=27.28** NR=136F(145)=23.26** NR=109F(144)=23.64**

Corrected Preposition Test Points Gain (direct = intervention period)

nosignificant predictors

Corrected Preposition Test Points Gain (delayed = semester period)

Constant A1 .04 .01 .04 -.16 .08
Preposition Test T1 -47 .15 -41 -84 .15 -73 -.87 .15 -76
Cloze Test T1 .61 13 .60 .60 .13 .59
PrimarySchool English .05 .02 .25

R2=171; corrR2=153 R2=430, corrR2=405 R2=492, conmR2=457
NR=17LF(146)=0.49* R=259F(145)=17.01* NR=06LF(145)=14.18*

Corrected Fictional Reading Comprehension Points Gain (dineterzention period)

no significant predictors

Corrected Fictional Reading Comprehension Points Gain (delayed = semester period)

Constant .27 .07 .20 .06
Fictional RC T1 -.62 13 -.57 -.96 .15 -.88
Cloze Test T1 74 .20 .50

R2=320;, corrR?=305 R2=473 corrR?=450
NR=320F(146)=21.63* NR=154F(145)=13.12+

Grade Difference before after Semester

Constant A1 .03 .24 .07
Non-Fictional RC T1 -.35 .08 -.53 -39 .08 -.59
Work Avoidance -.01 .003 -.26

R2=278, corrR?2=264
NR=278F(151)=19.62**

R2=339, corrR?=313
NR=062F(150)=12.84**

*p < .05. *p < .01

In line with the results in
the previous groups, reading test
results in T1 again are the
strongest predictors of point gasn
in the corresponding delayed
language tests. Alsthe cloze test
result in T1 is a significant positive
predictor of a high gain in other
language tests (see table 4.4 on the

left for detailed results

Just as in the extensive
reading intervention group, work
avoidance is a negative predictor
of the delayed total points gain.
More interesting isthe fact that

learning goal orientation is the
strongest predictor of the cloze
test points gairas wel] explainng

11.3% of the variance, but in this

case tle effect is negative.

Further predictors and the
amount of explained variance are
summarized in table 4.4n the
left.
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4.6.5 Summarizing Regression Analyses Results
All'in all, the points a student achieves in firet test seems to be the strongest predictor of the
increase of points from first to last testhis is not surprising: Students who h&ewer points in the

first test have the largest potential to improve and seem to do so.

Moreover, the cloze test points in T1 seem to predict the improvemenitdents make in the
other languagetests (prepositions and fictional and ndittional reading comprehension). The
direction of the effect is different to the cloze test points gain: The higher the results of the cloze test
are, the higher the improvement in the other language areas. This edfeotseems to be relatively

stable across the different groups.

English at primary school is only a significant predictor in the English classes, but not in-the non
English classeAdditionally the direction otthe effect is different: In the nomeadingclasseshe effect
is negative; studentswho hadlearned English for a shorter amount of tirsleow more improvement
-whereasit is positivein the reading classesstudentwho had learned English for a longer tisteow
a higher improvementThese results seem logical because students who have a better knowledge of
English can profit more from the reading interventions. However, students who have learned English

for a shorter amount of time could feel overwhelmed.

Moreover, work avoidance is only a significant predictor in reading classes. Studenddawith
work avoidance profit les§.he resultfor learning goal orientatiodiffer for the reading intervention
types ¢ students in the extensive reading intervention seem to profit from a high learning goal

orientation, whereas this effect is reversed for the intensive reading intervention.

All'in all the predictors explain a respectable amount of variadoesome cases, the significant
predictors together explain more than 50% of the variance of the outcome variable. Considering that
this study was notarried outin a totally controlled experimental setting, but at school in the field
with many influences leading to possible variance, this is quite a high nuifibeexplained variance

is higher for the delayed préoosttest than for the direct preposttest results.
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4.7 Reading Preferences

4.7.1 Questionnaire

Bei einem Buch ist mir wichtig, dass...

S ’
2 o
162
191 109 13
104195 1941 ] g2 203 195
1 o o189 010172

1: stimmt gar nicht; 2: stimmt eher nicht; 3: wedssch 4: stimmt eher; 5: stimmt genau

N

w
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Figure4.18 Preferred Book Features

¢2 SELX 2NB a0dRSyiaQ LINBFSNByOSa osKSy OK224,.
important for them when making that choice. The answers are presented in figiB ahd are
phrased in the original German phrasing, but will be discussed in English in this paradeeph.
important to students with an average of 5 from 5 points was that they understand all the words in a
book(Q1) that the story is grippin¢Q6) andhat there are more books from the seri¢®9). Most of
the students also want longer samices (Q4/s. Q3 that the sentences are shoitdonger books (Q8
vs. Q7 that the books are shorter) and a translation of the words (Q10). Answers varied concerning the
importance of pictures (Q2)ndtasks for text comprehension (Q11 and Q12 that there are no tasks

and only text). Big letterare not an important asset of a book for most students (Q5).
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Sudents were also askec
what they read in their free time
(see figure 419). The main medium
for reading were books, followec

by comics, magazines and onlin

content and ended with
newspapers. Correlations (se
table 45)

Do you read the following in your

free time?
BOOKS MAGAZINES COMICS NEWSPAPER ONLINE
yes mno

Figure4.19 Text Types Read in FrEiene

Table4.5 Correlation Between Prefed Text Type an@ender / L1 Language

gender language
Bicher(books) 112 -,078
Zeitschriften(magazines) ,027 -,141
Comicgcomics) -372* ,108
Zeitungen(newspaper) -,006 -,078
im Internet (on the mternet) -,172* ,203”

**_Die Korrelation ist auf dem Niveau von 0,01s@tig) signifikant.

*. Die Korrelation ist auf dem Niveau von 0,05s€2tig) signifikant

4.7.2 Books Borrowed
¢2 SadlofAack

y2iArzy

45 show

The correlation results in table

that

children speaking

German as L1 read more magazines

than students with an additional or

other L1 than German. Additionally,

children with another L1 read more

internet content Moreover, the results

show that boys read more comics and

internet content than girls.

27
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books of the library, | ranked the books according to the number of times they were borrowed (see

section 10.1 in the Appendix for a full version). | am only gaingesent the results of the top 113

ranks?’ in more detail in the following; additionallthe results are summarized in the pie chiaelow

(figure 4.20).

27| am not presenting the top 100, but the top 113 because the books on ranks 94 to 113 were all borrowed the same amount

of times.
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Figure4.20 Types of Books Borrowed

The top 18 ranks are dominated by books from B8i#, Chip and Kipper Seriflsvel 14)
written for beginning readers of LAnglish Books from this series make up almost 50 percenhef
top 113 rank. Moreover 47 of the 58iff, Chip and Kippé&ooks in the libraryvere in these top ranks
This series is followed by thedybirdbooks, a similar series also aimed at beginningndlisireaders.
With 29 out of 51Ladybirdbooksin the libraryin the top ranks these make upalmostanother 30
percent d the top 113.

Additionally, further books aimed at beginning readers or children in tBeiglishL1 are
represented in these ranks: all of the fiBreyerStablematesbhooks of thelibrary @pprox. 4%),
different board and childre® books dpprox.9%) and different noffictional books(approx.11%).

Only four Gpprox.4%) of the most popular books are easy readers for beginning L2 readers: three
from the Hueber Verlag and the only book in the ligrénom the Ravensburger Verlagghen looking
at these numbers in reference to the number of boak®ne specifikind available in the libraryit
becomes obvious that easy readevhich areaimed and designed exactly forglnvestigatedearner

group were nothe preferred reading material.

Additionally, to see if there werdifferences inreading preference between intensive and
extensive readers, the following tab#e6 showshow many books were borrowed by which group.
These numbers refer to all books borrowed and aoly the top 113.The absolute score is the total
number of books borrowed from that categoapdthe relative score in %the total score divided by
the number ofbooks borrowed in total. The relative score is still not comparable, because there were

different numbes of books of each category in the library, therefotieis score was again divided by
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