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ABSTRACT

Extensive reading is an approach to reading instruction whose objective is to develop reading
comprehension and fluency in a free, friendly, and motivating environment (Tudor and Hafiz,
2005; Day and Bamford, 1998; Nation & Waring, 2020). It has been used to teach and encourage
learning of foreign languages by students around the world. Many researchers have pointed out
the importance of analyzing reading as a skill from various sources and perspectives (Nafa, 2022;
Tracey & Morrow, 2017). This enriches the idea of considering reading as an interconnected ability
that considers comprehension, fluency, and vocabulary. The purpose of this research is to
implement a case study about the perceived effectiveness on reading comprehension by beginner
students of Chinese as a Foreign Language in a private school in central Mexico. This study
examines the data from comprehension and fluency assessment in reading Chinese, as well as
information about opinions and attitudes towards the use of the extensive reading approach. The
results from this study show the relevance of applying extensive reading to enhance reading skills
related to word recognition and vocabulary as well as contextualizing fluency and comprehension
in reading.
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CHAPTER |

Introduction

The purpose of this paper is to study the effectiveness of using extensive reading to enhance reading
comprehension, specifically in terms of retrieval of information and inferencing, by language
students who are practicing the reading skill in Chinese as a Foreign Language (CFL). Chinese is a
language that differs from western languages, for instance, in the use of lexical tones and
logographic characters, which pose difficulties for the learner (Li and Yang, 2018). Those differences
can make the study of CFL challenging, specifically when practicing reading skill. This research uses
a qualitative approach and a descriptive methodology, and it is focused on students that are
practicing reading in CFL as a basic user, which means A1 level according to the Common European

Framework of Reference for Languages.

Extensive reading is an approach that involves learners to independently read a large
number of texts at the proper level for them (Nation and Waring, 2020). They read independently
as their level of proficiency may differ from their classmates, and they read silently as the reading
speed is relevant to read as much as the learner can. Other types of this technique include using
graded readers, which are books that are written with rigorous vocabulary control and with concern
of other aspects impacting comprehensibility, for instance grammatical difficulty, sentence
complexity, use of illustrations, and simplicity of plot. They are designed to cover specific levels
within the CEFRL (Nation and Waring, 2020). Graded readers are relevant in extensive reading
because realia or authentic material might not always meet the needs of the learners and might
impact negatively on the reader’s motivation. Moreover, graded readers deal with other factors as

context and cognitive levels of the text (Jacobs, 2012). Those factors are relevant when designing



reading practice exercises, vocabulary acquisition, or reading comprehension tasks. Many studies

value the link between context and the practice of reading (Samah and Jusoff, 2008).

Extensive reading has been used to develop learners’ abilities in reading, comprehension,
and vocabulary acquisition in foreign language classes. Although the majority of the Extensive
Reading (ER) research and material have been conducted in EFL teaching, in general, their principles
can be applied in teaching reading in FL classrooms to some extent (Day, 2015). One of those
languages recently focusing on the use of ER is Mandarin Chinese, an ancient language dating back
more than three thousand years, whose evolution, from logographic and ideographic roots, has
resulted in a language with unique characteristics, which uses a character-based writing system with
tonal pronunciation and variations geographical areas within the Chinese territory itself. Also, it is
the first language in the world with the largest number of speakers. As of 2011 an estimated 40
million people have studied Chinese as a foreign language (Jiang and Cohen, 2012). Additionally, the
growing expansion of Chinese interests in important areas (such as economics and trade) has made
this language one of a growing demand in Mexico, for instance, one of the Confucius Institutes in

Mexico reported that in 2019 they had 1200 students enrolled (UNAM, 2019).

In this chapter, the main topics of the research are introduced; the rationale of the topic
selection provides reasons for having chosen the topic and the need for the research; the
significance of the study intends to focus on the importance of this study and the possible impact in
the field, as well as how the readers might be benefitted. Finally, the context of the research
provides information about the participants and their background. Furthermore, the aim of the

study introduces the objectives and the research questions from the research.



1.1 Rationale of the topic selection

This study is developed to examine the effectiveness of an extensive reading approach by Mexican
CFL students. It aims to comprehend how extensive reading can be used to improve learners’
abilities in reading, specifically in reading comprehension. As one of the abilities that are needed to
learn a foreign language, reading poses a challenge to learners, especially when studying one that
is very different from their native language. For instance, reading in Chinese requires a word
segmentation processing component not present in alphabetic languages (Shen, 2018). The
problem remains in the necessity to understand CFL learners’ when practicing Chinese reading and
the need to suggest and provide techniques to enhance learners’ ability to read in Chinese. There
are many techniques and approaches designed to cope with the reading process in foreign language
teaching, from lexicon to cognitive bases (Cao, 2018). Nevertheless, it remains the need to study
each in particular contexts and demonstrate their usefulness or the lack of it. Accordingly, the focus
of the research might offer benefits to the audience of the study and the ones involved in the field,

which are enlisted in the significance of the study.

1.2 Significance of the Study

Through the thorough examination of the extensive reading approach by CFL students and the
analysis of the process that a learner experiences when tackling reading, this study clarifies how a
specific approach as Extensive Reading helps the learner when practicing this skill. It is observed
that, as Luo et al. (2013) suggest, it is most relevant to notice the specific characteristics of Chinese
as a more visual language with the intention of comprehending the learner’s needs. Moreover,
unlike learning English or any other western language, the writing system precisely uses both brain
hemispheres (Cao, 2010). Those features of Chinese involve unique and essential requirements to

understand the reading practice. In this concern, this research will provide insights on the usefulness



of applying an approach as extensive reading to improve reading comprehension in CFL Mexican
learners. Through the assessment made by this study, the institution where this research takes place
might manage CFL programs that can effectively help students to progress in their reading skill
learning. Moreover, this study can help to create programs that include techniques and materials

to enhance CFL reading comprehension.

Additionally, students will be benefited from this research as it aims to provide an approach
to improve their reading skills in CFL. As for future researchers, this study will contain evidence and
information of CFL characteristics and an approach to develop reading skills. Therefore, the result
of this research can be used for future discussions on CFL acquisition, skills and the development of

instructional material.

1.3 Context of the research

This research is conducted with students from CPI (Professional Centre for Languages), a private
language school with fourteen years of activities in Puebla City (CPla, n. d.). This school offers
courses at different levels to learn English, German, French, Korean, Japanese, and Chinese. Their
objectives include leading the teaching of foreign languages through teaching techniques, teaching
materials and effective teachers (CPlb n. d.). The research is aimed to be conducted in this specific
context due to prior knowledge of the teaching strategies used in this school, the ease of the

location, and the possibility of a close approach to the participants.

1.4 Aim of the study

This study seeks to examine the insights of using the extensive reading approach with CFL Mexican

students. Specifically, this research is concerned with the development of the reading skill, and their



effects on reading comprehension in order to analyze the effectiveness of this approach in both

their understanding and their reading fluency rates.

1.5 Objectives

These objectives are intended to fill the gaps identified by the research and to describe the expected

achievements within the topic of study:

e Identify the characteristics of the reading skill in the CFL learning process by the Mexican
student-participants in this study.

e Examine the results of applying Extensive Reading approach to enhance reading
comprehension.

1.6 Research questions

The present study will be guided by the following questions:

e What are the characteristics of CFL learning, specifically regarding the development of the
reading skill by Mexican students?

e |s the extensive reading approach effective to enhance the reading skill in Mexican CFL
students? If so, in what sense?

1.7 Conclusion

Researching the usefulness of the extensive reading approach as well as the unique characteristics
of reading in Chinese might benefit the design of curriculum and creation of material to tackle
difficulties that a CFL student faces when practicing this skill. Moreover, exploring the use of
extensive reading can provide an understanding about the learner’s skills needed at an early level,
which can be of great importance as this is the beginning of the student’s path to comprehend a

truly different language.



CHAPTER Il

Literature Review

This section presents the theoretical framework and the review of the state of the art related to the
research topic. The purpose is to provide a general idea towards a particular approach: the use of
extensive reading, its background, the adjacent concepts and its constituent elements. In general, a

review that covers the most relevant aspects of reading as a skill and its learning is proposed.

2.1 Reading

Many definitions of reading can be found depending on different models and theories. Although it
is commonly defined as a process of receiving and interpreting information encoded in language
form via the medium of print (Urquhart & Weir, 1998), several definitions include social and
cognitive frameworks. Moreover, reading involves different purposes and various processes. Grabe

& Yamashita (2022) enlisted the processes associated with reading as follows.

Firstly, (1) reading is a rapid process as it is related to fluency and rate speed. We read 250
to 300 words per minute on average; (2) it is also an efficient process as it involves many processing
skills that must work together: word recognition, meaning formation, syntactic parsing, inferencing,
critical evaluation and linking to previous knowledge; (3) reading is also a comprehending process
as involves understanding based on previous knowledge; (4) it is an interactive process because it
implies the contribution of cognitive skills in a non-linear way; (5) it can be considered as an strategic
process, due to the need of using strategies to reach comprehension; (6) it is a flexible purpose (7)
and a purposeful process, as reading comprises an action with a further objective; (8) it is an
evaluative (9) and a learning process that relies on procedures to assess knowledge acquisition.

Finally, (10) as a linguistic process, it entails the understanding of language within a specific context.



The first two processes are related to what is considered as fluent reading, a way of reading
that involves word recognition, meaning formation, and inferencing. It is worth to note that, while
reading is a comprehending process, reading and comprehension are not the same: other skills such
as listening and speaking involve comprehension. Reading is interactive because it involves the
author and the reader. Moreover, it combines the many cognitive processes of a reader. It is
strategic due to the use of skills to infer, anticipate meaning, organize and summarize information
(Grabe & Yamashita, 2022). Tracey & Morrow (2017) point out the need to consider reading through
many “lenses”. Each one of these perspectives referred back to models and theories from learning
processes. They propose early, behavioral, constructivist, developmental, physiological, affective,

social learning, and cognitive lenses.

2.1.1 Early Lenses

Some educational theories that arose before the 20th century treated reading mostly from the
Mental Discipline theory, Associationism, Unfoldment theory, and Structuralism. Mental discipline
theory considered the mind similar to a muscle that was prone to be exercised and strengthened
(Bigge and Shermis, 1992), while Associationism remarked on the connections between things as a
way to learn (Sternberg, 1996). Unfoldment theory, developed by Johan Pestalozzi, states that it is
necessary to raise the need of curiosity, providing a stimulating environment and the possibility to
play (McKenna, 2010). Finally, Structuralism (the first major school in psychology) seeks to explain
learning through the study of perceptual processes, for instance, letter and word recognition,

legibility of print, and span of attention (Richards, 2009).

2.1.2 Behavioral Lenses

Behaviorism states that behavior is the result of a person’s or organism’s response to stimuli, these

stimuli can be manipulated to change an individual’s behavior. The most representative theories



inside behaviorism are Classical Conditioning Theory, shaped by Ivan Pavlov; Connectionism,
presented by Edward Thorndike; and Operant Conditioning Theory, created by B. F. Skinner
(Richards, 2009). This theoretical perspective affected the field of reading in several ways, for
instance, the design of reading materials, the assessment of the reading process, reading instruction
procedure, and how to understand reading (Hiebert and Raphael, 1996). Behaviorism separated the
reading task in sub parts: vocabulary, comprehension, visual discrimination, auditory discrimination,
progression during reading (left-to-right). This interpretation originated the subskills approach
where reading was broken down in multiple pieces and mastering these elements was the
importance of reading instruction. For instance, each element in an exercise requires a response
that must be followed by immediate feedback. Right answers received reinforcing feedback and
wrong answers needed more attempts until the student’s response was right. Learning to read

became a process that needed the master of skills divided in sub skills (Hiebert and Raphael, 1996).

Furthermore, reading instruction was affected by behaviorism by influencing educators to
focus on reading skills and giving information about them to students in an approach called ‘direct
instruction’. This procedure first required understanding of those skills by teachers and then they
proceeded to teach them directly. Their principles were based on the teacher’s unique responsibility
for children’s learning, the ability to identify what a student is struggling to learn, proposing ways to
face individual differences, the focus on how carefully those skills are taught to secure effective
learning of them, and finally, providing feedback on what they learn and their identified difficulties
(Kame’enui et al., 1997). The behavioral approach is closely related to the use of extensive reading,
as the latter aims to reach reading understanding far from an action-immediate feedback
procedure. Extensive reading seeks to be a long-term reading strategy for enjoyment, fluency and

interest without having any assessment or productive tasks (Hafiz and Tudor, 2005).



2.1.3 Constructivist Lenses

Tracey & Morrow (2017) add Constructivism theory among the viewpoints on reading and define it
as a perspective on learning that highlights the active construction of knowledge by people. This
theory states the conception that learning can happen without observable indicators, that learning
often results from a kind of hypothesis testing, and that the procedure of generating inferences is
essential to the learning process. Constructivism has also been employed in the study of reading as
an explanation for the way in which readers construct or understand messages during the reading
process. Six constructivist theories can be identified regarding the reading process: Inquiry Learning,
Schema Theory, Transactional/Reader Response Theory, Psycholinguistic Theory, Whole Language
Theory, and Metacognitive Theory. Dewey (1916) established Inquiry Learning by underscoring the
significance of problem solving, social collaboration, and motivation, centered on interest and
curiosity in learning. Secondly, Bartlett (1932) and Anderson and Pearson (1984) proposed Schema
Theory by conceptualizing the manner in which knowledge is organized in the brain and examined
the implications of that organization for learning and reading. Rosenblatt (1978) suggested
Transactional/Reader Response Theory that expands the application of Schema Theory by claiming
that all readers have unique responses to reading because of the unique nature of their background
schemata. Psycholinguistic Theory stresses the role of language in the reading process, and Whole
Language Theory uses that information as the foundation of a philosophy of literacy learning and
instruction for students. Finally, Metacognitive Theory stresses the importance of specific types of
mental engagement during the reading process to build accurate comprehension experiences. All
of these theories assume that individuals are active in the construction of their own knowledge,
moreover, these theories hold current importance for both classroom instruction and research.
Therefore, a constructivist approach gets closer to the foundations of extensive reading, as learners

are encouraged to actively build their knowledge. Paulson and Bruder (1976) stated that in extensive



reading, reading learners complete tasks on their own with no help or guidance due to the objective
of learning reading by reading. This implies that in this research learners are considered active
subjects in their learning process; it encourages students to practice outside class and is aimed to

create an environment where reading is beyond homework.

2.1.4 Developmental Lenses

Developmental perspective is concerned with children’s literacy development. Some of the theories
that have been used to explain it are described as follows. The first one is Piaget’s Theory of
Cognitive Development (Piaget & Inhelder, 1969). In this theory, Piaget proposed that the quality of
children’s thinking changes over time; Piaget’s Theory of Cognitive Development can be utilized to
recognize the learning stages through which learners’ progress as they mature and their connection
to literacy achievement. Maturation Theory (Morphett & Washburne, 1931) supports the notion
that literacy instruction should be postponed until children are 6% years old, allegedly the age at
which kids would be most successful at learning to read. Refuting that theory, Holdaway’s (1979)
Theory of Literacy Development proposes that literacy development begins much earlier, at home,
and is established by meaningful learning experiences. Holdaway designed some activities, for
instance, the use of big books and shared reading to assist educators reproduce the types of early
literacy experiences found in the homes of talented readers. Stage Models of Reading explain the
stages through which children grow in the development of their word identification skills. On the
other hand, Emergent Literacy Theory defines a broader set of abilities (than the Stage Models) and
clarifies how these skills improve from birth onward. Lastly, Family Literacy Theory centers on the
distinctive role of the home and parents in children’s development of literacy. The developmental
approach supports the use of the material in extensive reading. The concern on the reading
experiences is shown in the use of graded readers as it is acknowledged that learners can be grouped

into different levels of proficiency. As Stage models propose, learners go through scaffolded levels



where different skills can be identified. Similarly, extensive reading states that a big amount of
reading material is needed to ensure skills development, and those readings must be supported
with the use of level-designed material. Otherwise, if unsimplified texts or realia is used, learners
would need a vocabulary of at least 5,000 words or 9,000 if they want to cover it at 98% (Nation,
2006). These theories have dealt with the notion of a scaffolded or differentiated process when
learning reading. Extensive reading acknowledges these concepts and provides a framework to use
specific materials. Therefore, this study assumes the relevance of a scaffolded approach and,

consequently, the research is structured following the use of level-designed readings.

2.1.5 Physiological Lenses

Expanding their perspectives around the act and process of reading, Tracey & Morrow (2017)
include the relationship concerning physiological needs and literacy achievement. For instance,
Maslow’s Hierarchy of Needs (Maslow, 1943, 1954) indicated a predominant model showing the
connection between physiological needs and academic achievement. Chopra and Tanzi (2012)
presented a model of the triune brain illustrating its physical evolution, and biologically confirmed
the theoretical primacy of physiological requirements. Their work examined the specific
physiological needs of nutrition, sleep, and exercise and the connections between adequate
nutrition and healthy brain function were emphasized. Likewise, the Sleep-Dependent Memory
Consolidation Theory shows that sufficient amounts of sleep are required for learning to happen.
The Exercise Hypothesis describes the benefits of exercise for academic achievement, cognitive
control, memory, brain structure, and brain function. These theories and the related research
indicate that physiological demands have a substantial role in brain function and academic
achievement, with repercussions for literacy. Even though the principles of extensive reading
pointed out by Day and Bamford (1998) do not explicitly mention the body wellness as a requisite

for the development of the reading skill, they remark that “Reading is individual and silent, at the

10



student’s own pace, and outside class, done when and where the student chooses” (Day and
Bamford, 1998, as cited by Nafa, 2022, p. 137). Clearly, having the opportunity to choose when and
where to read allows the student to select a part of the day when they feel rested and far from the

worries of the day and. Therefore, they are able to pay attention and focus on the reading activity.

2.1.6 Affective Lenses

This perspective is concerned with the link between affect and literacy learning. Theories such as
Attachment Theory and Engagement Theory state that emotions, feelings, and effects can have a
result on the learning process. As Maslow’s Hierarchy of Needs presented them, these can be over
physiological needs but below achievement demands in academic contexts. The work of Chopra and
Tanzi (2012) also provide support for placing emotions in an important part of learning: as in the
Physiological Lenses, the evolution of the brain showed that the area that manages emotions, the
limbic system, is related to both physiological needs and higher levels of cognitive functioning.
Furthermore, Attachment Theory (Bowlby, 1969) suggests that interpersonal attachment has
repercussions for literacy learning. For instance, the relationship between teachers and students
can be the catalyzer for literacy achievements. Engagement Theory emphasizes the ways in which
the emotions of curiosity and engagement are associated with motivation and academic success:
engaged readers are mentally active, and they use metacognitive tactics to build their
comprehension of the conceptual content of texts (Guthrie, 2004). Lastly, Affective Neuroscience
highlights the affective dimension intrinsic in literacy learning, which has been demonstrated by
neuroscientific developments that show that knowledge and emotion are not separated. Instead,
the brain networks supporting emotion, learning, and memory are profoundly interconnected
(Immordino-Yang, 2015). The Affective approach judges relevant to consider the feelings involved
in the process of learning, extensive reading is close to this idea by giving the learner a complete

sense of freedom when choosing what and when to read. Other principles of extensive reading

11



include experimenting pleasure as one of its purposes, and the teacher is placed as a role model and
an active member of the classroom. Therefore, extensive reading relies on an effective level of
engagement with the reading process. In this study, the research stage considers the motivation
and feelings of the participant by gathering their beliefs in a survey after having experienced an
extensive reading approach to reading. By acknowledging the participant’s perceptions and feelings
in this study, it is stated that emotions and engagement play an important role in learning reading

skills.

2.1.7 Social Learning Lenses

Considering the process of reading, Tracey & Morrow (2017) also included social learning, which
emphasizes the vital role of social interaction when developing knowledge and learning. They also
underscore the importance of social influences and social interaction on literacy learning. Some of
these theories include the social learning viewpoint of Sociolinguistics Theory (Bernstein, 1972) that
stresses the significance of oral language in literacy learning and the crucial role of social interaction
in all literacy achievement. Socio-Cultural Theory (Bronfenbrenner, 1979) underlines the effects of
communities and cultures on types of interaction and on students’ learning. Additionally, Social
Constructivism (Vygotsky, 1978) defines how knowledge is built within individuals as a consequence
of social interaction. Social Learning Theory (Bandura, 1986) focuses on the fundamental role of
modeling in human learning. Critical Literacy Theory (Freire, 1970) analyzes how literacy and literacy
instruction can mean vehicles of power to ameliorate social inequalities. Critical Race Theory
(Ladson-Billings, 1998) is similar to Critical Literacy Theory but underscores the dimension of race,
while Multiliteracies Theory contemplates multimodal aspects of literacy learning (Lankshear &
Knobel, 2003; New London Group, 1996). All these theories share the common vision that literacy
learning is social in nature, however, each one highlights a different aspect of it. These theories

emphasize the social nature of learning. An extensive reading program does not really consider

12



having social activities to learn or develop reading skills because it considers the act of reading as a
silent, personal activity (Nation & Waring, 2020). However, it can be complemented with other
classroom practices such as the use of literacy centers in the classroom, shared readings, paired
reading, guided reading, literature circles, morning meetings, and e-mail pals (Tracey & Morrow,
2017). Even though this research does not aim to study reading skills specifically in social interaction
environments, it does acknowledge the importance of developing an extensive reading program in
a context that involves student-student and teacher-student interactions. It is relevant to state that
other variants of extensive reading include more interaction between participants and examiners;
however, for the purposes of this study it is only noted as a potential complement for further

investigation.

All the previous “lenses” on reading help to understand how an act as reading has been
considered through time and different theories. These approaches go beyond receiving and
interpreting a written message and bear in mind the reader context, not only from a cognitive level
but in an affective and physiological way. Such approaches have been effectively used in research
regarding measuring reading comprehension. Nafa (2022) has also differentiated models, theories,
and purposes for reading as a general framework. They derived techniques and strategies. Richards
et al. (1992, cited in Hong, 2013, p. 2) propose five types of strategies in reading. These techniques
are common ground for teachers that are in charge of teaching reading. They are 1) Skimming, 2)
Scanning, 3) Search reading, 4) careful reading, and 5) browsing reading. Each one of these
techniques aim for a specific purpose, from getting general understanding to identifying specific
information. Extensive reading has been designed as a strategy that combines the principles of a
careful reading with the understanding of some approaches or “lenses” listed by Tracey and Morrow
(2017). These theories and techniques provide a wider understanding of what it means to learn

reading from an historic perspective to a skill-focused and contextual approach. This research
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recognizes the importance of the theoretical background to the design and implementation of an
extensive reading approach, without a clear knowledge of these theories it would be difficult to
understand both its foundations and limits. For instance, the developmental theory states the need
of applying a scaffolded approach, thus the extensive reading embraces it by providing the use of
graded readers; the Attachment Theory and the Engagement Theory give a more comprehensive
appreciation of the contextual insights happening around learning reading. Specifically, this study is
based on the advantages that extensive reading can provide as an approach to learn reading in
foreign languages. The theoretical framework also works for the purpose of this research as it
focuses on how Spanish speaking students learn reading in Chinese, a procedure that implies areas

such as cognitive, affective, behavioural, and developmental processes.

2.2 Extensive reading

Extensive reading is a strategy that relies on the previous research of reading and goes far from a
simple technique to be an approach that embraces the complexity of learning, for instance, through
emotions, social practices, or physiological awareness. It can be traced back to 1917 and has been
proposed both as a technique and an approach for a great number of researchers. Many of those
studies have stated with some differences what is now known as extensive reading with different
names. For instance, Krashen, 1985, and Vaughan, 1982, as cited by Ouahiani, 2015, p.13, proposed
the “Uninterrupted Sustained Silent Reading”, and Hill & Holden (1995) coined the term “Free

Voluntary Reading”.

Tudor and Hafiz (2005) describe extensive reading as an enduring strategy for amusement,
fluency, and interest without having any assessment or productive task. Paulson and Bruder (1976)
defined the objective of extensive reading as “to learn reading by reading”. Lately, extensive reading

has been used as an approach in teaching second and foreign languages. It is considered to be a way

14



for understanding longer texts and developing independent readers (Reynolds and Perin, 2009). It
also allows readers to read a variety of texts at their own pace, concentrating on the main ideas,
and these features enable positive attitudes towards reading as they become autonomous learners
(Long & Richards, 1971). Furthermore, Krashen (1993) declares that extensive reading reinforces
language development, idea generation and developed knowledge. Day and Bamford (1998)

provided ten guiding principles for carrying out extensive reading processes:

1- Students read as much as possible, perhaps in and definitely out of the classroom.

2- A variety of materials on a wide range of topics is available so as to encourage reading for

different reasons and in different ways.

3- Students select what they want to read and have the freedom to stop reading material

that fails to interest them.

4- The purposes of reading are usually related to pleasure, information, and general
understanding. These purposes are determined by the nature of the material and the

interest of the student.

5- Reading is its own reward. There are few or no follow-up exercises after reading.

6- Reading materials are well within the linguistic competence of the students in terms of
vocabulary and grammar. Dictionaries are rarely used while reading because constant

stopping to look up words makes fluent reading difficult.

7- Reading is individual and silent, at the student’s own pace, and outside class, done when

and where the student chooses.

8- Reading speed is usually faster rather than slower as students read books and other

material they find easily understandable.
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9- Teachers orient students to the goals of the program, explain the methodology, keep

track of what each student reads, and guide students in getting the most out of the program.

10- The teacher is a role model of a reader for students — an active member of the classroom
reading community, demonstrating what it means to be a reader and the rewards of being

a reader.

These principles enable a wide range of effects on language proficiency. First, it improves reading
fluency and reading comprehension. Second, it improves language knowledge as learners become
familiar with words and grammar. This helps learners with further reading, allowing them to use
that knowledge in the other skills of listening, writing, and speaking. Third, learners enjoy what they
read and come to value the skill of reading. Fourth, they gain new knowledge about the world
through reading (Nation & Waring, 2020). The present study acknowledges these principles,
specifically: by providing a set of varied reading material in Chinese that can be easily accessed
online (points 1 and 2) and with no constraints on what material to choose or organize them in a

specific order (point 3).

2.3 Reading comprehension in a foreign language

Reading comprehension is an intricate task, which involves the arrangement of several distinct
cognitive skills and abilities. It is dependent on satisfactory word reading: readers cannot
understand a text if they cannot decode the words in it. It also depends on good language
understanding, which demands comprehension of the individual words and sentences.
Nevertheless, comprehension requires the comprehender to combine the sense of those words and
sentences into a significant whole and that is only achievable through the building of an appropriate
mental model, which is a mental representation created from information in the real, or an

imagined, world (Oakhill et al. 2015). Consequently, reading comprehension is closely related to
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reading skills, which permit reading ability. Understanding these skills is pivotal to recognize the

complexity of reading (Jiang & Grabe, 2019).

2.3.1 Word recognition

It involves an interaction of activated orthographic, phonological, and semantic and syntactic
processes. Training in phonological recognition and letter-sound associations predicts later reading
improvement among children and beginning readers (Ehri 2006; Wagner, Piasta & Torgesen, 2006).
The automatization of letter-sound interactions is the foundation of all alphabetic reading and also
supports syllabic reading systems. Just as Chinese combines information from the phonetic radical
contained by characters to facilitate word recognition and uses phonological evidence at the point

of lexical access (Chow, McBride-Chang & Burgess 2005; He, Wang & Anderson, 2005).

2.3.2 Vocabulary knowledge

Fluent readers have an extensive knowledge about recognizing vocabulary and that is related to
their reading ability: an accepted figure is that high school graduates from the U.S. know 40,000
words on average (Stahl & Nagy, 2006). This mastering of vocabulary is also related to reading
comprehension in a second or foreign language, where some studies by Laufer (1992) and Qian
(2002) show a relationship between vocabulary and reading. It is desirable to understand a good
range of words to become fluent in a foreign or second language, although some authors indicate
different quantities of vocabulary, for example Nation (2001) estimates 8,000 word families for

reasonably fluent comprehension and a need of 2,000 words to begin in a vocabulary instruction.

2.3.3 Morphology, Syntax, and Discourse Knowledge

Following Jiang and Grabe (2019), morphological, syntactic and discourse understanding are closely

related to reading comprehension. Morphological knowledge is related to having the awareness of
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word parts which can have an impact on reading development and word recognition (Stahl & Nagy,
2006). On the other hand, understanding grammar and, therefore, syntax, help to comprehend
reading as their understanding is associated with comprehension abilities (Shiotsu, 2010). Finally,
discourse knowledge is also integrated into reading comprehension as discourse markers,
organizational patterns and discourse structures can help to reach a better awareness of text
structuring and, in doing so, also help less skilled readers (Chung, 2000). Jiang and Grabe (2019)
remark the need of, firstly, having this instruction as consistent and continual; secondly, the texts
used for reading must be used for other purposes to identify the importance of discourse patterns;
and, lastly, students must be able to communicate to teachers and classmates the discourse

organization they have identified.

2.3.4 Comprehension processing

When a reader builds a semantic network of ideas taken from a text a model of comprehension is
created (Jiang & Grabe, 2019). It is also backed by background knowledge, inferencing, and attitudes
to text information, creating a situation model of Comprehension (Kintsch & Rawson, 2005). This
model emerged from the network of ideas that helps to identify the essence of the text, then, the
reader decides if it is necessary, relevant, appropriate, and useful; there is a work of interpretation
to decide what means to the readers themselves, and that information is stored in long-term
memory. Comprehension processing enables the ability to recognize main ideas through an

interpretation procedure (Grabe 2009).

2.3.5 Extended Exposure

Studies on reading comprehension have shown an increased ability when students are given an

extended exposure to print over long periods of time (Stanovich 2000, Guthrie et al. 2004).
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Introducing extensive reading in foreign and second language instruction is not recent but fairly
unexplored. Elley (2000) stated that a program where students read consistently over a long time
helped them to develop reading comprehension and other reading skills, however, this was only
achieved by the long duration of the study. Jiang and Grabe (2019) allude to the requirement of
motivation to reach a successful extensive reading approach; the need of convincing students of the
benefits of extensive reading and to be encouraged to read at every reasonable opportunity with

level-appropriate reading material.

2.3.6 Fluency

Some studies have shown a correlation between training on word recognition and recognizing other
words faster than previous attempts, even though reading comprehension has limited benefits from
this instruction (Martin-Chang & Levy, 2006). In second and foreign language teaching there is not a
lot of evidence to support the relationship between oral reading and comprehension, however
Gorsuch and Taguchi (2008) have shown a significantly better performance on reading
comprehension by students in a reading fluency training program. Their research points out the
need for fluency practice on a regular basis. This is also true for repeated reading practice (Rasinski,
Blachowitz & Lems 2006; Rasinski 2010) where the student reads aloud short passages until a set

rate of reading speed is achieved.

2.3.7 Motivation

Even though research on motivation has limited studies focused on reading skills, some of them
have shown that motivated readers are prone to read more and thus improving reading

comprehension (Guthrie, Wigfield & Metsala 1999). Jiang and Grabe (2019) propose that teachers
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might play an important role to encourage students to read. Moreover, emotional support from

teachers and the curriculum can help readers to overcome reading development drawbacks.

2.4 Chinese as a foreign language

The Chinese language can be traced back to more than three thousand years ago. It is an old and
rich language whose evolution has influenced all of Asia and nearby countries. Its origin and
development are not entirely clear: explanations range from myths and legends to written evidence
found in oracular bones and ancient turtle’s shells. There is proof that Chinese writing was invented
before or during the Neolithic period, following the Xia Dynasty (2100-1600 BC), generated by a

need of the ruler's social classes to reassure their dominance (Rovira, 2010).

= N W A W,
I
I

First tone Second tone Third tone Fourth tone

Fig. 1. Tones in spoken Chinese on a five-level scale. Diagram designed by Li (2020).

Chinese is a tonal language and is mostly formed by a syllabic and disyllabic structure. There are a
lot of homophones in Chinese, thus, to convey different meanings, it uses different tones. Mandarin
Chinese (the standard in mainland China) consists of five tones, four with different intonation (Fig.
1) and a fifth in a neutral sound (Li, 2020). The first tone is high and flat; the second tone is a rising
tone, close to the intonation of a question; the third one is a falling raising tone; the fourth tone is
a falling one, short and fast; finally, the neutral tone is expressed without any particular emphasis

(Noble, 2018).
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Chinese writing has some essential aspects: in the internal structure of the characters (the
basic unit of Chinese writing) we can identify seven basic strokes and the variants that are produced
from them. Each one of these strokes have a respective order and a specific direction (Fig. 2). The

basic ones include horizontal (f#/f# héng), vertical (2¥/%% shu), down-left sweep (#iil pi&), down-

right sweep ({4 na), bent (§T zhé), hook (£3/%f) gbu), and dot (A5%/Ef dia” n) (Li 2020).

wan ﬂ'%: < gou 'i@ shu E‘

Fig. 2. Basic strokes that form every character in modern Chinese. They are depicted in the 7K
(water) character. 8 strokes of 7k.png, Public Domain. (Wikimedia commons, 2020).

Each character in the Chinese script can be recognized through the use of radicals. Radicals are a
group of recognizable elements in each character, which give it either a meaning or a phonetic value
(Chen et al, 2013). There are many radicals, but the most common barely exceed a hundred (Zhang,
2007). Each of the radicals has a meaning that rests on the pictographic and ideographic roots of

21



Chinese, and they have meanings or correspondences with elements or basic representations of
nature or everyday life. This can be observed in the radicals ‘sun’, ‘moon’, ‘water’, ‘mouth’, ‘wood’,

‘fire’, ‘hand’, ‘person’, ‘woman’, ‘son’, etc. (Figure. 3).

Radicals Sample characters

i ‘water’ ] hé ‘river’ HE yan ‘to submerge’ ) ké ‘thirsty’
4 ‘hand’ {& zhi ‘finger’ {1 da ‘to hit’ 1 zhé to fold’
i_ ‘walk’ i21/3% bidn ‘edge’ I8/ dd to arrive’  WL/IEL yuan ‘far’

Fig. 3. Examples of radicals (‘water’, ‘hand’, and ‘walk’) in sample characters. (Li, 2020).

Moreover, radicals can be found in specific parts of the characters, for instance: at the left, top, and
right. They can also be built with more than one radical, conveying meaning or phonetic information
(Zhang, 2007). Orton & Scrimgeour (2019) have mentioned that an approach to just noticing,
discriminating, and remembering structural patterns creates a way into literacy from a starting line
(Fig. 4). This impacts recognition skills, as Chinese is different from an alphabet based language and
reading characters requires dissimilar eye movements than those from linear strings of Roman

alphabets.

Fig. 4. Pattern perception training figures for Chinese characters. Radicals are constituent elements
in these patterns. Exercise cards by Orton & Scrimgeour (2019).
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Finally, another important feature of the Chinese language that is related to its instruction as a
second or foreign language is the use of vocabulary lists or groups. The introduction of Chinese
characters to a basic level student can be directed according to various criteria. One of them is based
on the learning of the most common vocabulary, and is oriented towards teaching the basic
components that create a sentence, among which are pronouns, some verbs, interrogative forms,
adjectives and adverbs. Another criterion employed to categorize characters is based on the
vocabulary lists designed by the Chinese Ministry of Education, the HANBAN, which regulates the
certification exam to certify the knowledge of the Chinese language, the HSK (Hanyu Shuiping
Kaoshi, SX1B7K%E13). According to these lists, the basic level consists of 150 characters and
corresponds to level Al of the Common European Framework of Reference for Languages. Each
subsequent level is made up of more characters, assuming that the student, as he advances in the
knowledge of the Chinese language, must master all those characters. Vocabulary progression levels

range from 150 to 6,000 characters.
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ﬁﬁlﬁl&

Pinyin Part of Speech
A
a [ T : ' o
b g | & l v I to like, to love I 12
B
N j bo num cight S (notes)
o - babo 7 n il;limr 9 Il
5 boéhiz) n cup, glass 8
E S 7 ' bén V m 1 a measure word for books 10
S g.-ﬁ_ bu kéaqi you're welcome. don't mention i 2
+ by adv. no, not 2
C
¥ | n dish, cuisine 6
?,:: f n teb b
!
vE, al v to ecat b
AL F hiziché n taxi, cab )
D
v ' dé dianhud to make a phone call 13
X adj (ofage) old 5
49 | d part used after an altribute 4

Fig. 5. Vocabulary list from the HSK (Hanyu Shuiping Kdoshi, )X 127K %), Level 1. Excerpt taken
from Liping (2013).

2.5 CFL in Mexico

The Ministry of Education in China is in charge of regulating and providing support to the Confucius
Centers around the world. In those centers, thousands of students are prepared and taught not only
Chinese language but culture and certification test preparation. In Mexico, there are five institutes:
two in Mexico City, one in the state of Chihuahua, one in the state of Nuevo Leon, and one in the
state of Yucatan. This means that Mexico has the most institutes in Latinamerica and only behind
Spain in Spanish speaking countries (Arsovska, 2012). The first institute was created in 2004 in Seoul,
Korea, and only two years later an institute was created in Mexico, the first in the region. This project
has grown to such an extent that there are Confucius institutes in 120 countries and 440 institutes

have been installed so far by 2014 (Acosta 2014).
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Fig. 6. Students from Instituto Cultural Chino Huaxia, A. C. This was the first Confucius Institute
established in Mexico (Zhou, 2012).

Some of the problems that CFL in Mexico face are desertion, teaching methods, and curriculum
design. It has been acknowledged that repeating the same patterns of instruction from China to
foreign students does not necessarily work in Mexican schools. Traditional teaching where
repetition, memorization, and a teacher-centered focus does not have an impact on Mexican
students who are notimmersed in Chinese culture (Acosta, n.d.). Several solutions have been drawn
from first-hand experiences by teachers and researchers from those centers. Acosta (n.d) mentions
the use of a Culture-based approach, better teacher training, and specific teaching material for
Mexican students. This research aims to study the possible relevance of a solution focused on the
development of reading skills in Chinese. By recognizing the need of creating and testing approaches
to teach Chinese in a specific context, a study using extensive reading is proposed in the following

chapters.
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CHAPTER Il

Research methodology

3.1 Methodology

For this study, a qualitative research approach is applied. Whereas quantitative research implies
studying data that can be measured and that can be expressed in terms of quantity, qualitative deals
with subjective evaluation of attitudes, opinions and behaviour (Kothari, 2004). In this study, a
gualitative method case study was employed to gather data for a general interpretation and
examine it in a specific context. This qualitative study design was carried out centered on its
pertinence and effectiveness for this research. Specifically, a case study design should be
contemplated when: (a) the focus of the study is to answer “how” and “why” enquiries; (b) you
cannot manipulate the conduct of those involved in the research; (c) it is aimed to cover contextual
conditions because it is believed that they are relevant to the phenomenon under investigation; or
(d) the limits are not clear between the phenomenon and context (Yin, 2018). According to Kothari
(2004) a case study method is a form of qualitative analysis where careful and complete observation
of an individual or a situation or an institution is done. Each and every aspect of the unit is

researched in thorough detail to generalizations and inferences from case data.

In a comprehensive study, Yin (2018) sets a procedure methodology to develop and
complete case study research. This starts with a planning of how to use this method, followed by
the design of the research, the preparation of the data gathering, collecting the information (and
returning to the design stage, as this is an iterative process), analyzing the data, sharing the results,
and returning to the preparation stage (Fig. 7). This study tries to meet the iterations, as it is meant
to have continuous feedback from the reading tasks assessment and the opinions of the

participants.
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Doing Case Study Research: > ‘\‘\

A Linear but Iterative Process /
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Figure 7. The process of a Case Study research (Yin 2018).

Different terms have been used to categorize case studies. On one hand, Yin (2018) classifies case
studies as explanatory, exploratory, or descriptive. He also distinguishes between single, holistic
case studies and multiple-case studies. On the other hand, Stake (1995) characterizes case studies
as intrinsic, instrumental, or collective. For the purpose of this study, this research is identified as
an explanatory (Yin 2018) and an instrumental case study type Stake (1995). An explanatory case
study type seeks to explain causal links in real-life interventions too complex for experimental
strategies, and these explanations might link program implementations with program effects. An
instrumental case study type gives insight into an issue or helps to refine a theory. The case is
studied in depth, scrutinized, and thoroughly detailed, pursuing an external interest (Stake 1995,

cited by Baxter & Jack 2008).
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Research area

Examples

Sample study

Lexical e.g. vocabulary; grammar 1. A quantitative study on the relationship
between percentage of words known
in a text and reading comprehension.
(Schmitt, Jiang & Grabe 2011).

Fluency e.g. reading speed; lexical 2. A review of research on fluency in
access; syntactic parsing reading (Grabe 2010).

Discoursal e.g. text structure; rhetorical 3. A quantitative study on effects of text
features; background knowledge  structure on L2 text recall (Chu, Swaffar &

Charney 2002).

Strategic e.g. knowledge of and use of 4. A verbal protocol study of using L1 in 1.2
reading strategies reading (Upton & Lee-Thompson 2001).

Affective e.g. motivation; attitudes 5. A survey study on the effects of

extensive reading on FL reading attitudes
(Yamashita 2013).

Intermodal e.g. relationship between 6. A verbal protocol study on hypermedia
reading & writing, listening or reading strategies (Akyel & Ercetin 2009).
speaking

Sociocultural e.g. home literacy environment; 7. A case study on literacy practices of

educational context

two Puerto Rican families in the US
(Compton-Lilly 2007).

Figure 8. Research areas in L2 reading research. Stevenson (2015) follows a categorization closely
related to the one by Jiang & Grabe (2019) and the analysis proposed by Tracey & Morrow (2017).

This research is aimed to explain the links between the implementation of an extensive reading

program with CFL students to their reading comprehension and attitudes towards the extensive

reading approach as well; it is also aimed to scrutinize the details about the participants. According

to Stevenson (2015) research areas on reading are (1) Lexical, (2) Fluency, (3) Discoursal, (4)

Strategic, (5) Affective, (6) Intermodal, and (7) Sociocultural (Fig. 8). In particular, this study is

focused on fluency and affective areas, having fluency and comprehension analyzed in a pre and a

post stage, whereas attitudes are explored through the use of an interview. It must be noted that

this approach is supported by the assessment of reading as a skill and as a process described in

Chapter 2.
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3.2 Context

This research is conducted in Puebla City, which is located in the central area of Mexico. Puebla is
one of the most populated cities in Mexico and one of the oldest. In this city there is a great offer of
universities, which means they receive students from other states in the vicinity. Therefore, the
academic and cultural offer in Puebla is diverse and plural. This research is conducted in a private
school that offers Chinese among other languages. Their Chinese courses are subdivided into four
general levels of instruction, both online and face-to-face, the classes consist of two to four weekly
hours of instruction. It uses two books: HSK1 Standard Course and Hanyu Jiaocheng and each level

has two sublevels.

3.3 Participants

This study is focused on three participants, one female and two male students whose ages range
from 16 to 22 years old. All of them are students of CFL in a private language school in Puebla city
and they are studying the beginner-elementary levels of CFL. Additionally, they are studying English
at an intermediate level (B1 and B1+). Two of them are studying at college and one is in high school

(See Table 1). Their reasons to study Chinese are related to a desire of applying for a scholarship to

study abroad, getting a better job, for pleasure, and to know more about a foreign culture.

Instruction Time
level studying
Chinese
Participantl Female College 22 Beginner-elementary Nineteen
Learners can exchange basic units months
of information as introductions,
Participant2 Male High School 17 greetings, or small talk. Students Thirteen

can express their likes and dislikes months
and comprehend basic sentence
structures. Communication depends
on repetition and rephrasing.

Thirteen
months

Participant3 Male College 18

Table 1. Characteristics of the participants
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3.4 Research Instrument

3.4.1 Pre-Test and Post-Test

The first stage of this research involves knowing the participants comprehension level and fluency
by applying a pre-test. This test has two phases: the first is aimed to measure fluency whereas the
objective of the second is to get a diagnostic level of the participant’s reading comprehension. In
order to examine the participant’s fluency, a word-per-minute reading speed was conducted using
a graded reader at a beginning level (three times and the average is obtained at the end to assign a
score). As for the reading comprehension diagnostic, another graded reader was used to measure
it (Table 2). The two stages are designed to provide a separate examination before and after the

study with the participants.

Measuring reading comprehension can pose a challenge due to the wide scope that some
researchers include in what is being assessed. Nation and Waring (2020) enlist some examples of
research in reading comprehension that include fluency and general comprehension. The majority
of the previous research uses tests and questionnaires to assess reading comprehension, although
other ways to measure it include cloze tests and oral reading. For instance, De’Ath (2001) designed
a 35-questions test aimed to test reading comprehension in an extensive reading program, which
included multiple-choice sentence completion items. Unlike other investigations where no
substantial difference was found between extensive and intensive reading programs (Al-Homoud
and Schmitt, 2009), Bell (2001) found a significant improvement on reading comprehension by using
three texts: one accompanied by modified cloze, one by true/false items, and another one using

multiple-choice questions.

For the purposes of this study, both the pre-test applied at the initial stage of the research

and the following post-test at the final stage were adapted by assigning a grade to fluency rates and
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a score in the comprehension exercises. Specifically, the pre-test includes an evaluation of
comprehension and fluency. Fluency assessment is based on the research by Hasbrouck & Tindal
(2006) and is meant to identify the participant’s level of fluency (Appendix D). The reading
comprehension part is based on the research from Bell (2001) and includes three parts, each one
with five items and a different structure (Appendix A-B). Additionally, this reading comprehension
assessment integrates questions to elicit more personal responses designed by Nafa (2022). All of
them are designed to cover organizational patterns as designed by the RAND heuristic model (Snow
2002): Spatial Order, Order of Importance, Cause and Effect, Time Order; and a Personal Response.
The texts that are used in all stages come from the graded readers’ collection by publishers
Sinolingua and Mandarin Companion. So far, these steps can also be identified as the Preparing and

Collecting stages of the case study research (See Fig. 7).

3.4.2 Interviews

Burns (2010) enumerates three types of interviews: Structured interviews; Guided, or semi-
structured interviews; and Open-ended, conversational-type interviews. Each one has different
ways of controlling how the data is gathered. A structured interview has more control, as it uses
pre-designed questions. However, for the purpose of this study a guided interview is conducted,
due to the need of getting a common base of answers as well as giving the participants the

opportunity to add more information that might not be considered in the questions.

According to Yin (2019) case study research uses interviews that require to operate on two
levels at the same time: by satisfying the needs of the line of inquiry while at the same time putting
forth friendly, nonthreatening, but also significant questions in the open-ended interviews.
Particularly for this research, items for the interview were based and adapted from the research on

attitudes and perceptions of students in existing extensive reading programs by Fernandez (2009),
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and Kim (2019). Those previous studies focus on identifying student’s opinions on general beliefs,

enjoyment, usefulness, reading skills, and vocabulary enrichment.

The final interview design consisted of ten questions. Even though eight of them are
designed as closed questions, they are meant to be open-ended as they can be followed by an open
question word (Why?/How?) in case the participant does not provide a full answer (See Appendix
C). On average, the interview lasts 10 to 12 minutes long. As mentioned before, the enquiries are
created to draw answers related to opinion, attitudes, beliefs, sense of usefulness, sense of
improvement, and identification of benefits. If a question is not clearly understood, it can be

paraphrased by the interviewer to explain the meaning of the enquiry to the participant.

3.5 Description of the Overall Research Design

The instruments designed for the study were applied as follows. First, the pre-test (aimed to identify
the reading abilities of the learners) involved the use of two books: “My teacher is a Martian” and
"The Legend of the Dragon Boat Festival" (Table 2). These books are graded readers, level-designed
reading material for students at basic levels that have mastered the use of 150 words as the HSK list
for level 1 states. Nevertheless, there are more words in these reading materials that are not part
of the list, which is completely normal in extensive reading material. Although there are many
publishing houses that design graded readers for English instruction, only a few produce material to
read in Chinese. The most popular are Sinolingua, Mandarin Companion, Chinese Breeze, Disney
Learning, and Shi Ji Graded Chinese Readers. In this research, the selection of the readers were
based on the availability, the legibility, and the diversity of material. Sinolingua was chosen for its
legible design and a good range of exercises, translations within the book, and the explanation of
the level. On the other hand, Disney Learning books were preferred over other books because of

the number of words used in the first and second level, which is ideal for starters. Books from
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Mandarin Companion are relevant due to the structure using pinyin (transliteration of chinese
pronunciation). However, there are not many books available from this publishing house. All of
those books are written in English-Chinese, so far, there are no graded readers in Spanish aimed to
develop Chinese reading skills. As the majority of the extensive reading material, English has been

the most used language to design extensive reading material.

The participants were selected from a beginner level class, as it is the aim of this research
to focus on reading development in Chinese at early stages. All of them have been studying Chinese
for more than one year, and one of them has been studying it for almost two years. Their approach
to reading has been limited, as the first instruction in Chinese is heavily related to vocabulary
acquisition, grammar knowledge, and basic communication abilities. The collection of information
has been designed to follow closely as possible the model proposed by Yin (2019) for case studies,
where collection and analysis can return to an iteration to the design step or to the share stage (Fig.

7).

Pre-test stage Reading material Type of assessment .

Words per minute
counting

e Participants read
three times a

Fluency

Book: “My teacher is a
Martian”. Edited by
Mandarin Companion, it different excerpt. The
is a graded reader at the average of words
breakthrough level (150 ) ('3 ‘ ’ correctly read is
characters). calculated and a
score is given.

en

B l.‘_ ek ,r A

My Teacheris L\I artian
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Comprehension e Modified cloze

FMIH S e 153 ey sone

Legend of the True/false i
Book: "The Legend of the Dragon Boat Festival * True/falseitems
Dragon Boat Festival". TR e Multiple-choice
Edited by Sinolingua, it is 22 .
. questions
a graded reader at the Bl s o
R
starter level (150 words). -
-
aniee

Table 2. Reading material used in the pre-test stage to measure fluency and assess reading
comprehension.

Once the results were obtained, a brief introduction about extensive reading approach was given to
the participants. They were informed about the procedure and the best practices to do while
starting this program. An online folder was shared to all the participants, so they could access the
reading material (Table 3). Ten books from Sinolingua and Disney Learning were uploaded to the
folder, although more material could be accessed for the next level to whoever wanted to try
reading them. The students were encouraged to deliver weekly reports to track their advance in
reading. However, this was only optional, as extensive reading clearly states among other

recommendations, that the activities must be voluntary, at home, and favoring a sense of pleasure.

Graded readers

(Banme | | EADE

| .
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Table 3. Graded readers given to students during the extensive reading program.
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The program lasted eight weeks, at the same time classes were held once a week for two hours

each. After those two months of having this reading material, some students delivered reading

reports and every class there were comments about their advance and the participants were

encouraged to express their opinions about the texts. When the period of the program ended, the

post-test stage was applied to the students (Table 4). Finally, as the last procedure, the interview

was conducted online with the three participants. Two of them accepted to be recorded in video

and the three of them authorized the transcription of their answers.

Post-test stage Reading material Type of assessment .

Fluency

Book: “My teacher is a
Martian”. Edited by
Mandarin Companion, it
is a graded reader at the
breakthrough level (150
characters).

Comprehension

Book: "The Legend of the
Dragon Boat Festival".
Edited by Sinolingua, it is
a graded reader at the
starter level (150 words).

)ﬁv _ ‘Y"

en

BAESMENEA

My Teacheris a Martian

Soawe VS oAy Senc

Bao Zheng and the Case
of the Ox's Tongue

[gerizes

Words per minute
counting

Participants read
three times a
different excerpt. The
average of words
correctly read is
calculated and a
score is given.

Modified cloze
True/false items
Multiple-choice

questions

Table 4. Reading material used in the pos-test stage to measure fluency and assessing reading
comprehension after finishing the extensive reading program.
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3.6 Data Analysis

In the first part of the research the diagnostic assessment of fluency was obtained by counting the
right words that the participant could read in an excerpt of the graded reader. This procedure was
repeated three times and then the average of correct words was obtained. Once the average was
clear, a score was assigned to the participant. In the second part of the diagnostic, regarding
comprehension, the results from the exercises were analyzed and described as a general and a
separated count to differentiate the number of right answers in each type of exercise: modified
cloze, multiple choice, and true or false. Even though the use of weekly reports was suggested at
the beginning of the study, they are not considered in the overall analysis. Due to the optional
nature of these reports, the majority of the participants decided not to complete them. Just one
participant delivered reading reports in the first weeks of the study. Class discussions as well as
opinions and impressions about the reading material were not included because of the impossibility

to record them and for not being considered as a crucial part of the scope of this study.

At the end of the program, the post-test was carried out, following the same procedure as
the pre-test: it was conducted online and the participant had the option to accept or reject to be
recorded. The fluency assessment was also measured using a graded reader at a basic level, but with
a different excerpt. The comprehension evaluation was obtained from a different graded reader,
however, the exercises had the same structure: modified cloze, multiple choice, and true or false
items. Finally, the interviews were conducted online, in Spanish, with the same possibility to be
recorded or not. Nevertheless, transcripts were retrieved with the permission of the participants
and an analysis on each question was carried out to find similarities. A frequency and a relevance

study were applied to find the most used ideas and concepts in their responses.
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3.7 Conclusion

Given the nature of the research, a qualitative research approach is the most suitable to the
conditions of the study. Having a close view of case study research has also enriched the approach
of the investigation. It is clear that researching a skill as reading must bear in mind more aspects
during the research process. A case study, whether explanatory, exploratory or descriptive, should
aim to enhance our comprehension of a phenomenon, process, person or group, not to “experiment

and generalize to other populations in the tradition of larger-scale survey research” Pearson (2015).
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CHAPTER IV
Results

4.1 Findings

As a result of the phased application of this research, the diagnostic study consists of identifying the
reading level, and then applying the use of extensive reading with a graded reading program. The
results of this phase are the following. First, information was obtained from the participants

according to the Hasbrouck & Tindal (2006) fluency measurement:

22 12 22 19 2

Participant 1
Participant 2 8 7 6 7 2

Participant 3 18 26 55 33 2
Table 5. Pre-test Reading fluency assessment for "My teacher is a Martian".

The participants obtained a grade 2, under percentile 50, which means they are below the average
of correct words per minute on that grade (See Reading Grade-level Comparison Chart, Appendix
D). Therefore, all of them needed to reinforce their reading abilities and improve their fluency rates.
Having a low score below grade 2 means some problems such as: failing in word identification,

having a wrong pronunciation, a slow response in delivering aloud reading, and comprehension

mistakes.

Multiple choice True or false Modified cloze Total
16
Participant 1 6/6 3/5 3/5 12
Participant 2 1/6 0/5 0/5 1
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Participant 3 3/6 2/5 1/5 6

Table 6. Reading comprehension assessment for "The Legend of the Dragon Boat Festival.
The results shown in the diagnostic assessment lead to identifying strong and weak participants
regarding reading skills. From a total of 16 points only one got 12 (which is the participant with more
time of instruction). The rest of the participants achieved half of the points and one only got the
correct answer. It is, after all, expected to see results as these in a first approach. These scores serve

as a first identification of abilities and possible opportunities to enhance reading instruction.

Post- test results:

27 18 20 22 2

Participant 1
Participant 2 6 8 9 8 2

Participant 3 28 28 45 33 2

Table 7. Post-test Reading fluency assessment for "My teacher is a Martian"
The assessment of fluency after the conclusion of the extensive reading program showed no
significant variance if compared to the first diagnosis. Only one participant shows a minor

improvement, but on average remains at the same level as before.

Multiple choice True or false Modified cloze

Participant 1 6/6 4/5 4/5 14
Participant 2 2/6 1/5 1/5 4
Participant 3 3/6 2/5 2/5 7

Table 8. Reading comprehension assessment for "Bao Zheng and the Case of the Ox's Tongue".
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As for the comprehension post-assessment, no significant changes were identified in the
participant’s performance. This might be due to many reasons: the shortness of the program and

the lack of previous exercises or continued practice in or out the classroom.

4.1.1 Interviews

In order to gather the participants' attitudes and perceptions about the program, the interviews
were conducted after the conclusion of the instruction period. These are excerpts of the
participants’ responses, separated by questions. Whenever possible, responses were edited to
make them more coherent: some repetitions were omitted and punctuation marks were added. Full

transcripts of the interviews can be consulted in Appendix E.

Question 1. What is your opinion about Extensive Reading?

“... I think it has very good content. (...) It doesn't give you the ideas directly, (...) you not only develop
your comprehension skills like any another reading, but as apart from that it gives you a value that
is to try to understand what is being understood, not to try to understand certain phrases or
expressions.”

“... l was able to assume the meaning of the words. Although | did feel that there was little variety
in the case of Disney (books). In the case of the others that you sent us, there was a lot of vocabulary
in those, but it was more difficult for me to be able to search for them. The truth is that | think it

served me more to reaffirm the knowledge that | already had before than to meet new ones because
as | was trying to understand the reading more than to remember the characters.”

In question one, the aim was to obtain a general opinion about the approach. While extensive
reading was explained before, this question was intended to look at the participant’s opinions after
the program. The responses pointed out the significance of the content and the meaning, thus,
focusing on the stories. Another opinion included the structure of the readings and a comparison
between the two publishing houses. Moreover, the relevance was identified in the reaffirmation of

previous knowledge and the availability of the material.
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Question 2. Did you find it useful? Why?/How?

“To a certain extent it is useful because you already put into practice, more in practice your
interpretation of the (grammar) structures, so also in the vocabulary part | feel that it is very good,
analyzing because you are analysing, you are reading and analysing.”

“It was quite useful, especially for that, to reaffirm the, um, characters that | already had well.
Because | already had an idea of them. And, in some cases, to see how it was combined with
another.”

Question number two aims to identify the perception of usefulness of extensive reading by the

participants. Overall, the responses show a sense of importance given to the approach. Not only did

they mention vocabulary acquisition as an advantage but also grammar structures and syntax.

Question 3. Did you enjoy reading graded readers? Why?/How?

“Yes, | like it very much. At first it is complicated, because it is there, they are characters. It's not
Spanish, but when you start to understand the first part or the first paragraph, it kind of catches your
attention, that one already understood it, the fact of having it already is like it already got your
attention and then it goes like that It is giving a lot of curiosity about how it is going to end or what
it is going to end in.”

“.. but it gave me great satisfaction to be able to understand him because | didn't think | was
capable, it kind of gave me confidence.”

In this question, participants were asked to share their emotional perception around reading in
Chinese with graded readers. In general, the sense of a rewarding experience, the feeling of
progression made them enjoy reading. Engagement due to understanding, and satisfaction due to

progression seems to be the key to be encouraged to continue reading.

Question 4. Did it help you improve your reading skills? Why?/How?

“It did help me a lot in trying to activate the interpretation of the characters. In other words, knowing
them, (...) that they were synchronizing them in my reading more quickly... it helped me a lot in that
part of practicing, that is, going back again because perhaps the intonation and repeating it again
until it sounded nice and understandable .”

“Yes, | think, especially because of confidence. (...) like knowing that | am no longer blank and that if
| stop a bit to analyze the characters, | can understand the reading.”
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“..because from not reading anything, there was this opportunity to review these readings, | think
that it does have the capacity to help people read more.”

Question 4 has the objective to understand whether the participants perceived a change in their
reading skills or not. Fluency was mentioned as an important feature of continued reading practice.

Again, a sense of confidence helped to motivate one participant to keep reading.

Question 5. Did it help you learn vocabulary? Why?/How?

“A lot, too much, because there were words that are used in different contexts, in different situations,
(...) In other words, it seemed like something interesting. (...) | feel that having sentences or rather
the words of the vocabulary in real sentences, like yes, yes, it helps you more, aha, this interpreting,
memorizing them faster.”

“..new characters were recognized, | managed to recognize them. But very elaborate characters or
that had very advanced meanings, | don't know. (...) But there were other characters that were
combined with others that | already knew, and those implied another idea. And in those cases, well
yes, | did learn more vocabulary, but rather when it came to joining the characters”

“Yes, | think so, because there were good words that we had already seen in other topics, but apart
from those words, there were new words that, for example, | did not know.“

Question 5 is aimed to focus on one feature: vocabulary. The participants mentioned the importance
of context and the use of a specific word within that context. Interpretation and memorization were
regarded as important when reading. Character recognition was also mentioned by using characters

that are joined to create a new idea or meaning.

Question 6. Did it help you develop a habit for autonomous reading? Why?/How? In what way?

“Yes, (...) | feel that this was my motivation to read, or rather to risk reading a bigger book, that is,
another text with more vocabulary.”

"To be honest no. Since | didn't feel they were obligatory, | didn't give them as much importance
either, which made me relax a lot (...). But in my case | have never been much of a reader. So, as in
itself, doing readings is very difficult for me. Then don't get into a habit."

“I don't know, | think not really because | didn't make a habit of it. Sometimes, well, it did make me
curious to review the readings, but I think that as such a habit, well, | don't think so."
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Question 6 is about perceptions related to the beginning of a possible reading habit. Answers were
different, for one participant it was clear that a habit was formed as a routine, mostly because of
motivation. However, the other participants stated that it did not change to become a habit. One

reason might be the lack of a habit of reading in their native language.

Question 7. What other benefits do you think reading graded readers give to you? Why?/How?

“It helps you, it has its added value that it gives to your life. They give you a contribution to your life,
secondly, in a matter of Mandarin Chinese, it would be the vocabulary. | feel that even though they
are stories, not so, shall we say, real, they are fictitious, however, their vocabulary | feel is rooted in
your daily life. So there are words that | feel that you would usually use, so in vocabulary it will help
you a lot, it will also help you a lot with this.”

“I think that they are useful above all to remember or see well how all the characters that we had
been occupying are occupied. Because seeing them just spread out like that can't give you an idea
of how they deal with each other, but | think having all the basic characters together can give you a
better idea of how they deal with each one of them."

“.. I think that certain aspects of Chinese culture can also be taken care of, there can be stories that
talk about their myths or their legends, | think it is good that they include vocabulary.”

Question number seven is designed to acknowledge any other perceived benefits the participants
might have identified during the program. A perception of a relevance beyond classroom or

instruction is noted. Also, the importance of noticing the use of vocabulary already taught in classes.

Cultural topics were regarded as important, too.

Question 8. If reading graded readers became optional, do you think you would read books?

Why?

“.. it is not like you usually have a book and read it completely, but they are quite digestible texts,
that is, they are not so heavy. And that is like it also captures a lot of people's attention that it is not
a long, long text, but that it has interesting content.”

“Perhaps not at first, if the teacher came and told me, take this reading, you can read them

whenever you feel like it. | think that at first | wouldn't dare to touch them, because | would see them
as very out of my level."
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“I don't know, because if they were optional maybe | wouldn't have the same need to read them. |
think that if they are like, for example, homework or some activities that have to do with the class,
maybe yes, but in reality | think it would be difficult to continue reading if it is optional.”

Question eight refers back to one principle of extensive reading: readings must be optional and the
student chooses when and how much to read. In this question, responses were different, while a
participant declared to be interested because this material is easy to read and it provides contextual
information, other participants stated that it is not likely to continue with this activity on a regular

basis, in part due to a possible change of level.

Question 9. Do you think reading graded readers is related to Chinese learning? Why?/How?

“..it is also being implemented in topics that | feel are of interest, they are creative and, above all,
the structure, the design, what | had mentioned before, the design is very good, the images help you
a lot to define what the context is.”

“I think that for any other language, especially because it happens to me a lot with English too, this,
that when | try to read a book with words, well, not complicated, but rather at an average level,
many times | have to have the translator to the side to search, | did not understand this word, | have
to go to the translator and that takes up a lot of time.”

“... yes because since they are divided by levels, then when learning a new language it may be better
to read a book that is at your level.”

Question 9 is aimed to identify on what extent the participants relate the use of graded readers to
learning Chinese (in opposition to other languages). Content, structure, and design are mentioned
as positive features of these books. Another participant suggested that they can be suitable to learn
other languages, and the fact that these are level-designed material helps to avoid consulting a

dictionary with so much more frequency.

Question 10. What assessment type do you think is most adequate for graded readers?

Why?/How?

“For you to develop your speaking skills, knowing how to express a point of view could be an open-
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ended question, to see your vocabulary could be an optional question. (...) and what | saw a lot in
this book, where he handled a sentence and said, complete it because, obviously, it was part of a
dialogue, of a reading.”

“And the speed exercise, | think that | did feel like a real test because like wanting to say all the
words | can, it made me realize how much | remembered the words and their pronunciation and also,
how much, this one could remember its meaning, so | think that test was the one | felt was most
effective.”

“..I had to go back to the text to revise and that made me sometimes have to go to the dictionary. |

think the exercise that was to measure the words was a bit difficult (...) but | think that at least when
reading and when doing the exercises it is very important to know if you are making progress or not.”

Finally, question 10 asks about participants’ opinion about the assessment of the reading activity.
As mentioned earlier in Chapter 3, the items used to diagnose reading comprehension were multiple
choice, modified cloze, and true/false exercises. One participant mentioned that modified cloze
exercises were harder because comprehension was crucial to answer them. Sometimes, it was
necessary to return to the right page and re read to get the main idea. Additionally, another student
mentioned the fluency diagnosis as a “real test”, which required comprehension as well as correct

pronunciation.

4.2 Answers to Research Questions

The first research question inquired about the characteristics of CFL learning, specifically regarding
the development of the reading skill by Mexican students. In regard of this, some specific features

arose in the collected information:

a) Character recognition
b) Syllable identification (expressed in syntax and pronunciation)

c) Vocabulary in an appropriate level (use of standardized lists of words)

In the first part, character recognition played an important role in the first steps of reading. As

Chinese writing is completely different from the Spanish alphabet, students need to learn the
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meaning of each word within their level. Previous knowledge was necessary: the use of radicals and
their identification as an element of a single character. Furthermore, it was crucial to have all the
material designed according to the HSK 1 vocabulary list, that way it could easily complement the

content in the reading with grammar, syntax, use of synonymes, etc.

The second question wondered if the extensive reading approach was effective to enhance
the reading skill in Mexican CFL students, and in what sense. Even though the results on the fluency
rates did not show significant variance in their performance, it does not necessarily mean that
extensive reading was inefficient. The participant’s perception about the use of graded readers
acknowledged the ease and approachable way to learn reading by using specific-graded material.
Topics around reading were present in the interviews, for instance, the feeling of fulfilment and a

sense of achievement might be pivotal to understand learners’ motives to read.

4.3 Discussion

It is undeniable that much more information and further research is needed to achieve a global and
more concise picture of using extensive reading when learning a foreign language. Nevertheless, the
use of extensive reading was well accepted and proved to be a friendly way to introduce and build
the learning of the reading skill in CFL. Vocabulary acquisition, character recognition, radical
identification, and basic grammar structures can be of use in an extensive reading program, running

in a parallel way.

4.4 Conclusion

The use of extensive reading is a good way to approach learners who have not experienced reading
in CFL. The friendly characteristics of this approach makes them a feasible way to introduce reading

habits and ways to practice reading. However, it seems relevant to have an appropriate instruction
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that complements that program with more vocabulary, grammar, and word-recognition exercises.
It is of most importance to acknowledge the fact that a level-designed material can assist in the

understanding of the reading topics even though some drawbacks might be present.
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CHAPTER V

Conclusion

5.1 Research contributions

The objective of this research was to identify the results of the application of an extensive reading
program. One of the greatest discoveries consisted in recognizing the ability of the program to bring
participants closer to the practice of reading skills, in a foreign language learning environment that
is radically different from the native language. In a general sense, the opinions of the participants

consist of a good general impression about the use of extensive reading.

Previous investigations about the effectiveness of extensive reading are multiple. However,
the present study sought to take a different approach by considering the use of extensive reading
in a Mandarin Chinese learning program. It should be noted that there is not much research in this
regard, which provides significant importance to this study. On the other hand, this research
provides an opportunity to begin studying the effectiveness of this approach, always considering a

solid and diverse theoretical perspective of reading, learning and practice.

Again, this study provides a possible line of application of material that uses extensive
reading with Chinese students whose mother tongue is Spanish. Since a gradual and contextualized
exposure of the reader is recommended, possible future efforts to teach and practice this skill can
use extensive reading. It also helps to identify the necessary steps to use this approach in a learning

program.
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5.2 Limitations of the Study

Among the limitations of this research is the scope of the study since it is not possible to generalize
about the effectiveness of a specific material. Graded reading materials were used to measure
fluency and comprehension at an early and later stage, in addition to those read by participants
during the program, so individual assessment is not possible. In other words, the effectiveness of an
individual book is not possible to measure. Furthermore, this study cannot quantitatively confirm
progress in participants' reading fluency measures. Although a fluency diagnosis was made, the
variations cannot indicate a significant advance during the short period of application of the
extensive reading program. Similar studies that report significant progress are conducted over
longer periods of instruction and practice. Finally, this study cannot affirm that extensive reading
should be the only practice in the development of reading skills. During the course of the research,
it became clear that other reading practices can complement the strengthening of reading-related

skills.

5.3 Suggestions for Further Research

Subsequent studies can be designed with larger groups, for a longer observation time. In addition,
an intensive reading technique can complement the acquisition of reading skills. In the future, such
research may use adaptations of the reading material in a digital format that also includes fluency
measurement and reading comprehension questions. Adaptations of the material can be enriched
by the design of its own reading material. It can also be interesting to see if there is a difference if

Spanish is used as the language of instruction in the grade readers.
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5.4 Reflection

During this research it became clear that a study about reading must have clear objectives, due to
the big amount of approaches that can be drawn from multiple perspectives. Having the opportunity
to apply this approach to CFL students helped me to realise how important motivation, attitudes,
and a feel of achievement are. In my opinion, doing these kinds of studies help to understand our
professional activities and they also provide ways to enhance student’s skills. Personally, | consider
reading as an underestimated skill. Reading levels at school are really low in Latinamerica, and
Mexico is one of the countries with the worst rates of reading practices. | believe in the importance
of reading, and | am eager to continue finding ways to make reading a more valuable skill for
students. Moreover, Chinese is a language which | found extremely interesting. Its characteristics
make its writing or speaking something far opposite to our own language. | know that learning
Chinese is a challenge and whoever starts this endeavour will need continuous support. Extensive

reading may help to ease this process.

5.5 Conclusion

This research has explored the idea that an approach to reading must be aware of contextual
information. This case study points out to the need of looking at students' skills in reading as an
opportunity to give a significant, engaging, and fulfilling way to develop their knowledge of a foreign
language. The literature presented in Chapter 1 insists on considering reading as a more complex
phenomenon, than just interpreting written signs. Studying and examining it in context provided a
better understanding of students’ attitudes regarding reading. Despite having no substantial
changes on fluency or comprehension due to the duration of the extensive reading program, some

resourceful insights were obtained. This exploration might continue to seek better practices in CFL
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instruction. Hopefully, a more varied way to design classes in CFL will be as important as in other

languages.

52



REFERENCES

Acosta, J. (2014). El impacto del Instituto Confucio en la ensefianza del chino en México y el mundo.
[The impact of the Confucius Institute on the teaching of Chinese in Mexico and the world]
[PowerPoint slides]. Red ALC-China. https://www.redalc-
china.org/v21/images/seminario/2014/D4/20140527 RED-ALC-

China_Impacto_Instituto_Confucio_ensenanza_chino_Mexico_mundo_Jenny_Acosta.pdf

Acosta, J. (n.d). Aprendizaje del Chino en México,; necesidades, problemas y posibles soluciones.
[Learning Chinese in Mexico; needs, problems and possible solutions] [Lecture notes].
CECHIMEX Facultad de Economia UNAM.
http://www.economia.unam.mx/cechimex/chmxExtras/seminarios/Seminario%20UDUAL-

CECHIMEX/PPT/Eje%20D/D3/Jenny%20Acosta%20Trujillo.pdf

Al-Homoud, F., & Schmitt, N. (2009). Extensive reading in a challenging environment: A comparison
of extensive and intensive reading approaches in Saudi Arabia. Language Teaching

Research, 13, 383-401.

Anderson, R. C., & Pearson, P. D. (1984). A schema—theoretic view of basic processes in reading. In
P. D. Pearson (Ed.), Handbook of reading research (Vol. 1, pp. 185-224). New York:

Longman.

Arsovska, L. (2012). La ensefianza del chino en México. Qué, como y para qué [The teaching of
Chinese in Mexico. What, How and Why] [PowerPoint slides]. CECHIMEX Facultad de
Economia UNAM.
https://dusselpeters.com/CECHIMEX/20120213_La_ense%C3%B1lanza_del_chino_en_Mex

ico_Liljana_Arsovska.pdf

Bandura, A. (1986). Social foundations of thought and action: A social cognitive theory. Englewood

Cliffs, NJ: Prentice-Hall.

Bartlett, F. C. (1932). Remembering: A study in experimental and social psychology. Cambridge, UK:

Cambridge University Press.

Baxter, P. & Jack, S. (2008). Qualitative Case Study Methodology: Study Design and Implementation
for Novice Researchers. The Qualitative Report Volume 13 Number 4 December 2008 544-
559 http://www.nova.edu/ssss/QR/QR13-4/baxter.pdf

53



Bell, T. (2001). Extensive reading: Speed and comprehension. The Reading Matrix, 1(1), 1-13.

Bernstein, B. (1972). A sociolinguistic approach to socialization, with some reference to educability.
In J. Gumperez & D. Hymes (Eds.), Directions in sociolinguistics (pp. 465—497). New York:

Holt, Rinehart & Winston.

Bigge, M. L., & Shermis, S. S. (1992). Learning theories for teachers (5th ed.). New York:

HarperCollins.
Bowlby, J. (1969). Attachment and loss. Vol. 1. Attachment. New York: Basic Books.

Bronfenbrenner, U. (1979). The ecology of human development: Experiments by nature and design.

Cambridge, MA: Harvard University Press.

Cao, F. (2018). Brain mechanisms of Chinese word reading. In H. Pae (Ed.), Writing Systems, Reading
Processes, and Cross-Linguistic Influences Reflections from the Chinese, Japanese and

Korean Languages (137-162). John Benjamins Publishing Company.

Cao, Y. (2010). Enseianza de la escritura china a hispanohablantes: comparacion y reflexiones.
[Teaching Chinese writing to Spanish speakers: comparison and reflections.] México y la

Cuenca del Pacifico, 13(38), 83-92. https://www.redalyc.org/articulo.0a?id=433747496005

Chen, H., Hsu, C., Chang, L. (2013). Using a Radical-Derived Character E-Learning Platform to
Increase Learner Knowledge of Chinese Characters. Language Learning & Technology,
February 2013, Volume 17, Number 1 pp. 89-106.

Chopra, D., & Tanzi, R. E. (2012). Super brain: Unleashing the explosive power of your mind to

maximize health, happiness, and spiritual well-being. New York: Three Rivers Press.

Chow, B., McBridge-Chang, C. & Burgess, S. 2005. Phonological processing skills and early reading
abilities in Hong Kong Chinese kindergartners learning to read English as a second language.

Journal of Educational Psychology 97: 81-87.
Chung, J. (2000). Signals and reading comprehension—theory and practice. System 28: 247-259.

CPl a. (n. d.). Inicio. https://cpidiomas.edu.mx/

CPI b. (n.d.). Oferta educativa. https://cpidiomas.edu.mx/oferta-educativa/

Day, R. (2015). Extending extensive reading. Reading in a Foreign Language, 27(2), 294-301.

54


https://www.redalyc.org/articulo.oa?id=433747496005
https://cpidiomas.edu.mx/
https://cpidiomas.edu.mx/oferta-educativa/

Day, R. R., & Bamford, J. (1998). Extensive Reading in the Second Language Classroom. Cambridge:

Cambridge University Press.

De’Ath, P. (2001). The Niue literacy experiment. International Journal of Educational Research,

35(2), 137-146.
Dewey, J. (1916). Democracy and education. New York: Macmillan.

Ehri, L. 2006. “Alphabetics instruction helps students learn to read”. Handbook of Orthography and
Literacy. Eds. R. Joshi, P. Aaron. Mahwah, NJ: L, Erlbaum. 649-677.

Elley, W. (2000). The potential of book flooding for raising literacy levels. International Review of

Education 46: 233-255.

Facultad de Lenguas. (n. d.). http://www.facultaddelenguas.com/ceu

Freire, P. (1970). Pedagogy of the oppressed. New York: Herder & Herder.

Gaceta UNAM. (2019). Academia. https://www.gaceta.unam.mx/crece-el-interes-por-aprender-

chino/

Gorsuch, G. & Taguchi, E. (2008). Repeated reading for developing reading fluency and reading

comprehension: The case of EFL learners in Vietnam. System 36: 253-78.

Grabe, W. (2009). Reading in a Second Language: Moving from Theory to Practice. New York:

Cambridge University Press.

Grabe, W., & Yamashita, J. (2022). Reading in a Second Language: Moving from Theory to Practice
(2nd ed., Cambridge Applied Linguistics). Cambridge: Cambridge University Press.
doi:10.1017/9781108878944

Guthrie, J. T. (2004). Teaching for literacy engagement. Journal of Literacy Research, 36(1), 1-29.

Guthrie, J., Wigfield, A., Metsala, J. & Cox, K. (1999). Motivational and cognitive predictors of text

comprehension and reading amount. Scientific Studies of Reading 3: 231-256.

Guthrie, J. A. & Wigfield K. Perencevich (eds.) (2004). Motivating Reading Comprehension: Concept-

Oriented Reading Instruction. Mahwah, NJ: L. Erlbaum.

Hasbrouck, J. and Tindal, G.A., 2006. Oral reading fluency norms: A Valuable Assessment Tool for

Reading Teachers. The Reading Teacher, 59(7), pp. 636-644.

55


http://www.facultaddelenguas.com/ceu
https://www.gaceta.unam.mx/crece-el-interes-por-aprender-chino/
https://www.gaceta.unam.mx/crece-el-interes-por-aprender-chino/

He, Y., Wang, Q. & Anderson, R. 2005. Chinese children’s use of subcharacter information about

pronunciation. Journal of Educational Psychology 97: 572-579.

Hill, D. & Holden, S. (1995). Language teaching. 1988 Milan Conference organized by the British

Council. London: Modern English Publications.
Holdaway, D. (1979). The foundations of literacy. Sydney, Australia: Ashton Scholastic.

Hong, N., 2013. Teaching of Skimming at Tertiary Level: Theoretical and Pedagogical Issues.

International Journal of Bilingual and Multilingual Teachers of English, 1, pp. 1-8.

Immordino-Yang, M. H. (2015, May 4). Why emotions are integral to learning: An excerpt from Mary
Helen Immordino-Yang’s new  book. Retrieved June 28, 2022, from

www.kged.org/mindshift/45201/why-emotions-are-integral-to-learning.
Jacobs, G. (2012). Teachers Sourcebook for Extensive Reading. Information Age Publishing.

Jiang, X. and Cohen, A. (2012). A critical review of research on strategies in learning Chinese as both
a second and foreign language. Studies in Second Language Learning and Teaching, 2(1), 9-

43. http://dx.doi.org/10.14746/ssl1t.2012.2.1.2

Kintsch, W. & Rawson, K. (2005). Comprehension. The Science of Reading: A Handbook. Eds. M.
Snowling, C. Hulme. Malden, MA: Blackwell. 209-226.

Kothari, C. R. (2004). Research Methodology. Methods and Techniques. New Age International.

Krashen, S. D. (1993). The case for free voluntary reading. Canadian Modern Language Review 50,

72-82.
Krashen, S. (1985). The Input Hypothesis: Issues and Implications. London: Longman.

Ladson-Billings, G. (1998). Just what is critical race theory and what’s it doing in a nice field like

education? International Journal of Qualitative Studies in Education, 11, 7-24.

Lankshear, C., & Knobel, M. (2003). New literacies. Maidenhead, Bershire, UK: Open University

Press.

Laufer, B. (1992). Reading in a foreign language: How does L2 lexical knowledge interact with the

reader’s general academic ability? Journal of Research in Reading 15: 95-103.

56


http://dx.doi.org/10.14746/ssllt.2012.2.1.2

Li, Y. (2020). The Chinese Writing System in Asia: An Interdisciplinary Perspective (1st ed.). Routledge.
https://doi.org/10.4324/9780429345333

Li, P. and Yang, J. (2018). Neurocognitive approaches to Chinese second language learning. In C. Ke
(Ed.), The Routledge Handbook of Chinese Second Language Acquisition (pp. 11-30).
Routledge.

Liping, J. (2013). Standard Course HSK 1. Beijing Language and Culture University Press.
Long, M. & Richards, J. (1971/1987). Methodology in TESOL. Boston: Heinle & Heinle Publishers.

Luo, Y., Chen, X., Deacon, H., Zhang, J. & Yin, L. (2013). The Role of Visual Processing in Learning to
Read Chinese Characters. Scientific  Studies of Reading, 17(1), 22-40.
http://dx.doi.org/10.1080/10888438.2012.689790

Martin-Chang, S. & Levy, B. (2006). Word reading fluency: A transfer appropriate processing account
of fluency transfer. Reading and Writing 19: 517-542.

Maslow, A. H. (1943). A theory of human motivation. Psychological Review, 50, 370-396.
Maslow, A. H. (1954). Motivation and personality. New York: Harper & Collins.

McKenna, M. K. (2010). Pestalozzi revisited: Hope and caution for modern education. Journal of

Philosophy and History of Education, 60, 121-125.

Morphett, M. V., & Washburne, C. (1931). When should children begin to read? Elementary School
Journal, 31, 496-508.

Nafa, M. (2022). A broad guide to reading and comprehension. Cambridge Scholars Publishing.

Nation, I. S. P. (2001). Learning Vocabulary in Another Language. New York: Cambridge University

Press.
Nation, P. and Waring, R. (2020). Teaching Extensive Reading in Another Language. Routledge.
Noble, P. (2018). Learn Mandarin Chinese. Collins.

Oakhill, J., Cain, K. & Elbro, C. (2015). Understanding and teaching reading comprehension.
Routledge.

57


http://dx.doi.org/10.1080/10888438.2012.689790

Orton, J. & Scrimgeour, A. (2019). Teaching Chinese as a Second Language. The way of the learner.

Routledge.

Ouahiani, B., 2015. Extensive Reading in EFL Classroom: An Approach to Reading and Vocabulary

Instruction. Doctorate. Abou Baker Belkaid University of Tlemecen.

Paulson, C. and Bruder, M., 1976. Teaching English as a Second Language; Techniques and
Procedures, pp.160-205. New Jersey: Prentice Hall.

Pearson, C. (2015). Case Studies. In B. Paltridge, & A. Phakiti (Eds.), Research methods in applied

linguistics. (pp. 100-111). Bloomsbury.

Piaget, J., & Inhelder, B. (1969). The psychology of the child (H. Weaver, Trans.). New York: Basic

Books.

Qian, D. (2002). Investigating the relationship between vocabulary knowledge and academic reading

performance: An assessment perspective. Language Learning 52: 513-536.

Rasinski, T. (2010). The Fluent Reader: Oral Reading Strategies for Building Word Recognition,

Fluency, and Comprehension (2nd ed.) New York: Scholastic Books.

Rasinski, T., Blachowitz C. & Lems K. (eds.) (2006). Fluency Instruction: Research-Based Best

Practices. New York: Guilford.

Reynolds, G.A. and Perin, D., 2009. A Comparison of Text Structure and Self-regulated Writing
Strategies for Composing from sources by Middle School Students. Reading Psychology,
30(3), pp. 265-300.

Richards, G. (2009). Putting psychology in its place: Critical historical perspectives (3rd ed.).
Hoboken, NJ: Taylor & Francis.

Rosenblatt, L. M. (1978). The reader, the text, the poem: The transactional theory of literacy work.

Carbondale: Southern Illinois University Press.
Rovira, S (2010). Lengua y escritura chinas. [Chinese language and writing.] Bellaterra.

Samah, H. S., Jusoff, H. K. (2008). Teaching Comprehension Skills using Context —Based Texts in
Second Language Learning at Tertiary Level. International Education Studies, 1(4), 118-123.

https://doi.org/10.5539/ies.vin4p118

58



Shen, H. (2018). Chinese as a second language reading: lexical access and text comprehension. In C.
Ke (Ed.), The Routledge Handbook of Chinese Second Language Acquisition (pp. 134-150).

Routledge.
Shiotsu, T. (2010). Components of L2 Reading. Cambridge, UK: Cambridge University Press.

Snow, C., 2002. Reading for Understanding Toward an R&D Program in Reading Comprehension.

Santa Monica: RAND.
Sternberg, R. J. (1996). Cognitive psychology. Fort Worth, TX: Holt, Rinehart, & Winston.
Stahl, S. & Nagy, W. (2006). Teaching Word Meanings. Mahwah, NJ: L. Erlbaum.
Stake, R. E. (1995). The art of case study research. Thousand Oaks, CA: Sage.

Stanovich, K. (2000). Progress in Understanding Reading: Scientific Foundations and New Frontiers.

New York: Guilford Press.

Stevenson, M. (2015). Researching Reading. In B. Paltridge, & A. Phakiti (Eds.), Research methods in

applied linguistics. (pp. 242—-256). Bloomsbury.

Tracey D. & Morrow. L., (2017). Lenses on Reading. An Introduction to Theories and Models. The

Guilford Press.

Tudor, I. and Hafiz, F., 2005. Extensive Reading as a Means of Input to L2 Learning. Journal of

Research in Reading, 12(2), pp. 164-178.

Urquhart, A.H., & Weir, C. J. (1998). Reading in a second language: Process, product and practice.

London: Longman.

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological processes.
Cambridge, MA: MIT Press.

Wagner, R., Piasta, S. & Torgesen, J. (2006). Learning to read. Handbook of Psycholinguistics (2nd
ed.). Eds. M. Traxler, M. A. Gernsbacher. San Diego, CA: Academic Press. 1111-1142.

Wikimedia commons. (2020). File:8 strokes of 7K-zh.svg. File.
https://commons.wikimedia.org/w/index.php?curid=9464115

Yin, R. (2018). Case Study Research and Applications: Design and Methods. SAGE Publications.

59



Zhang, P. (2007). Los radicales chinos mds comunes. [The most common Chinese radicals.] China:
Sinolingua.

Zhou, L. (2012). El idioma chino. La lengua del futuro [Chinese language. The language of the future.]
[PowerPoint slides]. CECHIMEX Facultad de Economia UNAM.
https://dusselpeters.com/CECHIMEX/20120213_El_idioma_chino_la_lengua_del_futuro_L
ingyan_Zhou.pdf

60



Appendix A: Pre-test

Text: “The Legend of the Dragon Boat Festival”
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MODIFIED CLOZE
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1 What specific person, place, thing or event is described?

2 What are the important details?

3 Did anything in the text remind you of anything in your own life?

4 If you could talk to the author, what would you ask about or comment on?

5 What parts of the plot were the most significant to you and why?

63



Appendix B: Post-test
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MODIFIED CLOZE

LR ANIGEG, bz, SEHRAHH o
R INEGOPN oS Y SIBT= REE 79t o /N

3. bER = NECRIRE, WA AR AR T H,
4. WPRER TR« RN, K =453k 1

5K =Wl T, B! AR REABA,

1 What specific person, place, thing or event is described?

2 What are the important details?

3 Did anything in the text remind you of anything in your own life?

4 If you could talk to the author, what would you ask about or comment on?

5 What parts of the plot were the most significant to you and why?
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Appendix C

Interview

Age:

Gender:

1. What is your opinion about Extensive Reading?

2. Didyou find it useful? Why?/How?

3. Did you enjoy reading graded readers? Why?/How?

4. Did it help you improve your reading skills? Why?/How?

5. Did it help you learn vocabulary? Why?/How?

6. Did it help you develop a habit for autonomous reading? Why?/How? In what way?

7. What other benefits do you think reading graded readers give to you? Why?/How?

8. If reading graded readers became optional, do you think you would read books? Why?

9. Do you think reading graded readers is related to Chinese learning? Why?/How?

10. What assessment type do you think is most adequate for graded readers? Why?/How?
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Appendix D

Oral Reading Fluency Data (Hasbrouck & Tindal, 2006)

Reading Grade-Level Comparison Chart
Oral reading Fluency Lexile Level DRA Level
Grade WCPM WCPM | WCPM | Below Grade Above
Level | Precentile | Beginning| Med. End Level Grade Level| Grade Level | Beginning] Med. End
Kinder. A&l 28&3 <
20 81 111
75 47 82
1st 50 23 53 99 & below 100-259 300 & above 6,8 10,12,14 16
25 12 28
10 6 15
20 106 125 142
75 79 100 117
2nd 50 51 72 89 299 & below 300-499 500 & above 18 20,24 28
25 25 42 61
10 11 18 31
S0 128 146 162
75 99 120 137
3rd 50 71 92 107 499 & below 500-599 600 & above 28-30 34 38
25 44 62 78
10 21 36 48
90 145 166 180
75 119 139 152
4th 50 94 112 123 599 & below 600-699 700 & above 40-44
25 68 87 98
10 45 61 72
20 166 182 194
75 139 156 168
Sth 50 110 127 139 699 & below 700-799 800 & above 50
25 85 99 109
10 61 74 83
90 177 195 204
75 153 167 177
6th 50 127 140 150 799 & below 800-84% 850 & above 60
25 98 111 122
10 68 82 93
90 180 195 202
75 156 165 177
7th 50 128 136 150 849 & below 850-899 900 & above 70
25 102 109 123
10 79 88 98
S0 185 199 199
75 161 177 177
8th 50 133 151 151 899 & below 900-99 1000 & above 80
25 106 124 124
10 77 a7 97
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Appendix E

Transcripts

Question 1. What is your opinion about Extensive Reading?

Participant 1.

Bueno, pues a mi punto de vista creo que tiene muy buen contenido. Primero que nada el
contenido es muy bueno, no te da las ideas directamente, pero si te lo hace de una manera,
digamos en sentido figurado, es lo que me gustan de las lecturas, que no solamente vas
desarrollando tu habilidad de comprension como cualquier otra lectura, sino como que aparte de
eso te da un valor que es el de tratar de comprender lo que se da a entender, no sea tratar de que
comprender ciertas frases o expresiones o ciertas historias que lo hacen como de manera ficticia,
pero que quieren dar un mensaje real, o sea, es como, como decirlo, tratar de interpretar dos
idiomas diferentes la primera estd el idioma chino, que es el que vas a traducir al espafiol y de
paso estds traduciendo la filosofia de ese texto, o sea, es decir que me agrada eso, que tengan
como que esa no sé como se le dice, como si como esa filosofia de transmitirlo, no de manera
directa y clara, sino tratar de usar ejemplos ficticios, historias ficticias, como lo eran los del, como
se llama, del ave, digo, del rey, de que es importante valorar el tiempo con tu familia y siempre
tener un espacio porque pues a veces por no enfocarte en cuestiones profesionales como del
trabajo, te olvidas de lo verdaderamente importante que es la familia, entonces ahi daba ejemplo
la historia del rey, que por ser asi los olvido en parte a su hija, entonces su hija desaparecio é¢no?,
o seaq, y es lo que puede pasar realmente que en un momento que tu llegas a desconcentrarte de
tu familia pueden pasar muchas cosas. Entonces siento que eso me gusta mucho. De esos textos,
aparte del vocabulario que te maneja, no solamente te lo dan, sino también te va dando el
significado, la escritura. Y sobre todo, como que son palabras que a lo mejor convencionalmente
si las usas, de hecho. La mayoria de las que yo encontré en las lecturas son de las que usas, o sea,
te complementa mds tu vocabulario y no es tan complicado de entender, o sea, el mismo contexto
te ayuda a entender esas palabras.

Participant 2.

Pues me parecié muy curioso, sobre todo porque muchas de las palabras en el caso de los cuentos
si las entendia, pero mds bien por como los dibujitos como que lo relacionaba mucho a cémo se
veian y a la imagen. Entonces pude asumir el significado de las palabras. Aunque si senti que habia
poca variedad en el caso de los de Disney. En el caso de los otros que nos envio, en esos si habia
mucho vocabulario, pero se me dificultaba mds el poderlos buscar. La verdad creo que mds bien
me sirvié como para reafirmar los conocimientos que ya tenia previamente antes que para este
de conocer nuevos porque como estaba para intentar entender mds la lectura que a recordar los
caracteres. Entonces a mi me pasé mucho eso de no aprendérmelos sino a intentar entender la
lectura y darle sequimiento.

Participant 3.

Bueno creo que es una buena forma de introducir a alguien hacia la lectura, creo que hay material
que puede ayudar para que los que estamos aprendiendo un idioma podamos entrar a la lectura
porque a veces no hay suficiente material, creo que es una buena manera de practicar la lectura
a veces no es tan importante porque bueno en mi caso no tengo el hdbito de leer asi que puede
resultar un poco dificil al principio.
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Question 2. Did you find it useful? Why?/How?

Participant 1.

En todos los sentidos. Si, en vocabulario si. O sea, definitivamente si me gusté mucho también. No
te manejan estructuras muy complicadas. Yo creo que si lo que tienes que manejar son las
estructuras bdsicas, lo comprendes entonces. Hasta cierto punto es util porque ya pones en
prdctica, mds en prdctica tu interpretacion sobre las estructuras, entonces también en la parte de
vocabulario siento que es muy bueno, el analizar porque vas analizando, vas leyendo y analizando
no solamente el comprenderlo en la traduccion al espafiol, sino también vas tratando como de
usar tu Iégica como lo que pasaba en las preguntas de la chica, que algunas eran de racional, de
ajd, de Iégica. O sea, tienes que razonar la situacion del escenario y es lo que hacia este libro,
entonces te maneja mucho eso. Se trata como que de romper ese paradigma que muchos tenemos
desde solamente a interpretar cosas bdsicas como un hola, buenos dias, écomo estds? Sino que ya
va mds alld. Entonces en vocabulario si y en gramdtica también.

Participant 2.

Si, creo que si. Fue bastante util, sobre todo para eso, para reafirmar los, este, caracteres que ya
tenia bien. Porque ya tenia una idea de ellos. Y, en algunos casos, para ver como se combinaba
con otro.

Participant 3.

Creo que si porque pude revisar unas palabras, algunas ideas que estaban en las lecturas. Creo
que es de utilidad porque bueno tienes ahi las palabras del vocabulario y creo que te ayuda a
avanzar en el idioma.

Question 3. Did you enjoy reading graded readers? Why?/How?

Participant 1.

Si, me gusta mucho. Al principio si es complicado, porque estd ahi, son caracteres. No es espaiiol,
pero cuando empiezas a entender la primera parte o el primer pdrrafo como que eso te llama
mucho la atencion, ese ya lo entendid, el hecho de tenerlo ya es como que ya captd tu atencion y
luego lo va asi como que te va dando mucha curiosidad de como vaya a terminar o en qué va a
terminar. En las vacaciones hubo algunos que me termine en un dia, porque dije, estd interesante
la historia, o sea me gusta mucho esa historia, entonces si. Es entretenido.

Participant 2.

No me llamo, como que no senti ninguna chispa por querer conocer mds. Pero si me causaba
mucha satisfaccion el poder entenderle porque pues no me creia capaz, como que me dio
confianza. Y al mismo tiempo este como que me subia la moral el saber que ya podia leer, aunque
sea un poco.

Participant 3.

Si, creo que fue algo diferente porque pues no habia tenido la oportunidad de realizar otras
lecturas de otro tipo de material asi que me gusto que tuvieran temas mds relacionados como de
la cultura asi que creo que estuvo bien y al menos me hubiese gustado leer o revisar otro material.
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Question 4. Did it help you improve your reading skills? Why?/How?

Participant 1.

Yo siento que si por lo mismo del vocabulario, que algunos son, digamos que diferentes. Si me
ayudd mucho en tratar de activar la interpretacion de los caracteres. O sea conocerlos, como
decirlo, que los fueran sincronizando en mi lectura mds rdpida, o sea, mds apegado como si fuera
el espaiiol, la fluidez del espafiol, lo mismo en el chino mandarin. Entonces siento que me ayudo
mucho en esa parte de practicar, o sea, de regresarme otra vez porque tal vez la entonacion y
volverlo a repetir hasta que sonara bonito y comprensible. Y ahi pues siento que si me ayudd
mucho en eso, mds que nada la agilidad.

Participant 2.

Si, creo que, sobre todo por la confianza. Este, como el saber que ya no estoy en blanco y que si
me detengo un poco a analizar los caracteres, puedo entender la lectura. Este, creo que sobre todo
a eso, me ayudo bastante.

Participant 3.

Creo que si, en ciertos aspectos, porque pues de pasar a no leer nada pues habia esta oportunidad
de revisar estas lecturas creo que pues si tiene como que la capacidad de ayudar a que se lea mds,
no sé si realmente mejoré mi lectura pero al menos tuve este acercamiento.

Question 5. Did it help you learn vocabulary? Why?/How?

Participant 1.

Mucho, demasiado, porque habia palabras que se manejan en diferentes contextos, en diferentes
situaciones, por ejemplo, habia alguna la que recordara, de caerse. No solamente esa pero habia
muchas maneras bien diferentes, como una especie de sindnimos que daban el mismo significado,
la misma connotacion de caerse pero que era diferente. O sea, nos dio como algo interesante. Y
me gusta. Entonces, si te da como que ejemplos como que un como decirlo, un andlisis
comparativo y siento que el tener oraciones o mds bien las palabras del vocabulario en oraciones
reales, como que eso si, si te ayuda mds, ajd este interpretar, memorizarlas mds rdpido.

Participant 2.

Pero, como le comentaba, si se reconocian nuevos caracteres, si los lleque a reconocer. Pero
caracteres muy elaborados o que tuvieran significados como muy avanzados, no sé, como los de
esos que en los libros morados habia palabras como Dragon. Algo asi como maquetas de dragdn,
algo asi. Y esos, pues no, no me los aprendi. Pero habia otros caracteres que se combinaban con
otros que ya conocia, y esos daban a entender otra idea. Y en esos casos, este, pues si como que
si aprendi mds vocabulario, pero mds bien a la hora de unir los caracteres.

Participant 3.

Si, creo que si, porque habia palabras que bueno que ya habiamos visto en otros temas pero aparte
de esas palabras si habia nuevas palabras que por ejemplo yo no conocia, al menos no habia visto
a pesar de que ya habiamos revisado una lista de vocabulario pero en general creo que si 0 mds
palabrasy de hecho hubo algunas que no entendi por completo pero pues me ayudo para al menos
revisarlas.
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Question 6. Did it help you develop a habit for autonomous reading? Why?/How? In what way?

Participant 1.

Si, si, porque al principio me sentia como que con los tests, estos grandes, pero ahora ya es como
mads fdcil, o sea, siento que ese fue mi motivacion a leer, o mds bien de arriesgarme a leer un libro
mds grande, o sea, un texto mds con mds vocabulario. Yo siento que este me me daria mds como
que eso, o sea, me ha dado mds bien ese interés de querer aproximarme a algo mds que a estos
pequefios, pero de mucha utilidad, de mucha motivacion.

Participant 2.

La verdad, no. Como no los sentia obligatorios tampoco les daba, este, como tanta importancia,
este, lo cual pues me relajaba mucho y hacia que muchas veces se me pasara el tiempo. Pero en
mi caso nunca he sido muy lector. Entonces como que de por si el hacer lecturas se me dificulta
mucho. Entonces no llegue a formar un hdbito. Mds bien era de vez en cuando por curiosidad. No,
no creo que haya sido habito.

Participant 3.

No lo sé, creo que no realmente porque no se me hizo un hadbito. A veces pues si me dio curiosidad
de revisar las lecturas pero creo que como tal un hdbito pues no creo, pero puede ser que se
convierta en habito si es que uno toma la costumbre de leer y de revisar nuevo material

Question 7. What other benefits do you think reading graded readers give to you? Why?/How?

Participant 1.

Te ayuda, tiene su valor agregado que te da a tu vida. Te dan una aportacion a tu vida, en segunda,
en cuestion del chino mandarin, seria el vocabulario. Siento que a pesar de que son historias, no
tan digamos, reales, son ficticias, sin embargo, su vocabulario siento que estd arraigado a tu vida
cotidiana. Entonces hay palabras que siento que usualmente las usarias, entonces en vocabulario
te ayudard mucho, también te ayudard mucho a esto. Y trata de centrarte, o sea, sincronizar tu
mente al momento de la lectura tal vez en los caracteres, si en los caracteres o sea buscar mds
tarde y de conocer mds si hay mds casos de los que pueden existir, te abre mds el panorama, la
cosmovision de que existen mds caracteres. Entonces la variedad de los caracteres que presentan
eso, o sea, te ayudardn mucho también a interpretar caracteres y parte del vocabulario e inclusive
de la escritura, porque al verlo dices, pues voy a tratar de analizar sus radicales y todo y ya, o sea,
ya es un, digamos, un cardcter extra a tu vocabulario. Y la gramdtica también.

Participant 2.

Yo creo que si son utiles sobre todo para recordar o ver bien como se ocupan todos los caracteres
que habiamos estado ocupando. Porque el verlos simplemente dispersos como que no puede darte
una idea de como se ocupan, pero creo que el que estén todos los caracteres bdsicos unidos te
puede dar una idea mejor de cdmo se ocupan cada uno de ellos.

Participant 3.
Bueno, creo que uno puede acercarse a las lecturas creo que también se puede hacer cargo de
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ciertos aspectos de la cultura china, puede haber historias que hablan acerca de de sus mitos o de
sus leyendas me parece que estd bien que incluyen vocabulario a un nivel porque con eso ya uno
sabe que se dirige a ciertas personas.

Question 8. If reading graded readers became optional, do you think you would read books?

Why?

Participant 1.

Si, porque son digamos como en primer lugar, son textos que no van, o sea, no es como
comunmente que tenga un libro y leerlo completo, sino son textos bastante digeribles, o sea, no
son tan pesados. Y eso es como que también capta mucho la atencion de las personas, el que no
sea un texto largo, largo, pero que tenga un contenido interesante, y siento que es eso lo que
maneja, es un contenido interesante pero a la vez tampoco es como bdsico y tiene de todo un
poco. Entonces siento que seria muy bueno, que es implementar algo asi en todos los idiomas
porque que te den un ejemplo es como que ay, no, y aparte de eso, la estructura o sea de que se
manejan con las imdgenes, entonces también desarrollar esa habilidad del de ser mds contextual,
entonces siento que es eso.

Participant 2.

Tal vez al principio no, si llegara el profesor y me dijera, toma esta lectura, las puedes leer cuando
creas. Creo que el principio no me atreveria a tocarlas, porque las veria como muy fuera de mi
nivel. Este, tal vez, una vez que vea que pues las lecturas, pues se comprenden bastante bien. Tal
vez en ese momento, ya me pueda plantear el objetivo de entenderlas todas a la perfeccion y pues
este, Aja y como tomarlas de motivacion. Y en ese caso, si las leeria, pero yo creo que al principio
no, no las leeria, sobre todo por lo impactante que puede ser ver todas las letras juntas ahi.

Participant 3.

No lo sé, porque si fueran opcionales tal vez no tendria la misma necesidad de leerlos. Creo que si
son como, por ejemplo, tareas o algunas actividades que tengan que ver con la clase tal vez si pero
en realidad creo que seria dificil sequir leyendo si es que es opcional.

Question 9. Do you think reading graded readers is related to Chinese learning? Why?/How?

Participant 1.

Si, si, por las primeras historias que maneja, creo que la mayoria estamos todos con ese contenido.
Entonces también lo estd implementando en tdpicos que siento que son de interés, son creativos
y, sobre todo, la estructura, el disefio, lo que habia comentado antes el disefio es muy bueno, las
imdgenes te ayudan demasiado a definir cudl es el contexto. Y puedes traducir las oraciones o por
lo menos saber de lo que se estd hablando. Entonces siento que si la verdad, si su estructura estd
muy bien hecha, su disefio es muy bueno.

ue para cualquier otro idioma, sobre todo porque me pasa mucho también con el inglés, este, que

73



cuando intento leer un libro con palabras, pues, no complicadas, sino mds bien a un nivel como
promedio muchas veces tengo que tener el traductor al lado para ir buscando, a esta palabra no
le entendi, tengo que ir al traductor y eso me quita mucho tiempo. Entonces, este como que el
estar buscando tantas veces en el traductor se me quitan las ganas de querer sequir leyendo.
Entonces, yo creo que este tipo de lecturas graduadas puede estar bastante bien para cualquier
otro idioma porque son pocas las palabras que tienes que buscar.

Participant 3.

Pues parece que si porque como estdn divididos por niveles entonces al aprender un nuevo idioma
puede ser que sea mejor leer un libro que estd a tu nivel creo que pueden ayudarnos porque pues
no tienen tantas palabras que uno no conoce.

Question 10. What assessment type do you think is most adequate for graded readers?

Why?/How?

Participant 1.

Para que tu puedas desarrollar tu habilidad de expresion oral, saber como expresar un punto de
vista podria hacer una pregunta abierta, para ver tu vocabulario podria ser, no sé, una pregunta
opcional. Y no sé, o complementar, un ejercicio de complementacion y lo que vi mucho en este
libro, donde te manejaba una oracion y decia, completala porque, pues obviamente era parte de
un didlogo, de una de lectura. Entonces era como de “Ah rayos, no puso atencidon”, me regreso
otra vez a buscarla y ese simple digamos ese detalle, esa actividad de regresarte, entonces ya estd
automdticamente tu cerebro diciendo, es que eso es importante y me estdn pidiendo, entonces lo
tengo que tomar importancia. Y siento que eso te ayuda mucho al vocabulario, a memorizarlo.

Participant 2.

Este, yo hice la que usted nos aplicé de velocidad y otras actividades que habia en los de Disney
que fueron relacionar imdgenes con las palabras. Este, la de relacionar imdgenes con las palabras
si'las senti utiles, sobre todo para palabras, este, que juntas formaban nuevas o que eran palabras
nuevas. Pero muchas veces se repetian entonces como que nada mds era un ejercicio. Y el ejercicio
de velocidad, yo creo que ese si lo senti como una verdadera prueba porque como el querer decir
todas las palabras, este, que pueda, me hacia darme cuenta de qué tanto recordaba las palabras
y su pronunciacion y ademds, qué tanto, este podia recordar su significado, entonces yo creo que
esa prueba fue la que senti mds efectiva.

Participant 3.

No sé si sea por ejemplo con los ejercicios de opcion multiple, completar las oraciones creo que es
todavia un poco complicado tener como que una evaluacion por qué mi caso si fue mds dificil al
contestar los ejercicios porque pues mds bien la lectura no sirvid y al ir a la parte de los ejercicios
pues fue un poco mds necesitaba otro tipo de informacidn entonces tenia que volver al texto para
revisar y eso pues me hacia tener que recurrir algunas veces al diccionario creo que el ejercicio que
fue para medir las palabras pues un poco dificil porque como no habia repasado todos los
caracteres del nivel entonces pues si como que es un poco complicado pero creo que al menos al
leer y al hacer los ejercicios es muy importante para saber si se estd avanzando o no.
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