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Abstract

This study was conducted to explore and examine whether there are different motivational
tendencies among Chinese English as a Second Language (ESL) students with different reading
proficiency levels, and the identity transformations they may have experienced during the
process of their ESL learning. A mixed methods approach was applied in this study by collecting
both quantitative and qualitative data. The quantitative results demonstrate statistically
significant differences between two groups of participants (high proficiency vs. low proficiency),
and participants’ reading motivation levels are positively correlated with their previous reading
proficiency levels. Furthermore, the qualitative semi-structured interviews indicate that
participants’ self-perceived motivation toward reading in English is mainly academic, and they
are experiencing a certain level of identity transformation in the process of learning in an
authentic English speaking environment.

Keywords: motivation, reading motivation, reading proficiency, identity, identity transformation,

Chinese ESL students
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Chapter 1

Introduction

Learning a second language is a life-long process that involves efforts both inside the
classroom and outside the classroom. Motivation for learning a second language is perceived to
have great influence on English as a Second Language (ESL) students’ attitudes, investment, and
their learning achievement. Two essential elements that affect attitudes and learning outcomes
are learners’ motivation and their language identity. Therefore, it is of interest to researchers to

investigate the effects of learners’ motivation and language identity on language learning.

1.1 Background and Rationale of the Study

Language learning motivation and its role in the process of second language acquisition is
considered to be of great importance because of the inexorable spread of “global English”.
Dornyei and Ushioda (2009) state:

In short, over the past decades the world traversed by the L2 learner has changed
dramatically -- it is now increasingly characterised by linguistic and sociocultural
diversity and fluidity, where language use, ethnicity, identity and hybridity have
become complex topical issues and the subject of significant attention in sociolinguistic
research (p. 1).

Second Language (L2) Motivation, which can be defined as a learner’s orientation with

regard to the goal of learning a second language, is considered to be crucial in the process of



second language acquisition (Crookes & Schmidt, 1991), because efforts made, desire to learn
and positive attitudes toward learning contribute to a large and meaningful proportion of
language learning achievement (Gardner, 2006). Originally, in this specific study regarding ESL
students’ L2 learning motivation and their language identities that I pursue, I defined this L2
motivation based on the theoretical concept proposed by Gardner and Lambert (1972), which is
the willingness to learn a second language due to a sincere as well as a personal interest in the
culture represented by a particular group of people, because I believe this very interest can lead
to a L2 learner’s persistence and desire of making as much effort as possible to achieve his/her
goal. However, as more and more studies have been conducted relating to motivation, some
researchers realized motivation is a more complex concept which is fluid, situational, and
multiple rather than stable and unitary. Norton (2013) points out, researchers such as Crookes
and Schmidt (1991), Dérnyei and Ushioda (2009) argue that notions proposed by Gardner and
Lambert (1972) should be broadened and reconceptualized, because they “do not capture the
complex relationship between power, identity and language learning...” (Norton, 2013, p. 50).

I still believe that Gardner and Lambert’s (1972) earlier notion of motivation, especially
integrativeness, is the key because it serves as the basis for other researchers’ motivation theories,
such as Dornyei’s (2009) L2 Motivational Self System, and Norton’s concept of Investment.
However, what should be noticed is motivation as a complex concept needs to be seen as fluid,
situational, multiple and related to leaners’ social and language identity (Norton, 2013).

Identity which is related to L2 motivation also plays an important role in language learning,

because it is an “inside the individual” construct which refers to the belonging, to what you have



in common with some people and what differentiates you from others (Weeks, 1990, p. 88).
Identity in the process of language learning is pervasive but invisible. Identity shapes the way we
think, which can in turn have a potential influence on our learning habits and purpose.

Since a reading comprehension course is a very important approach for ESL students to
enhance their English vocabulary knowledge as well as their English proficiency levels, a variety
of studies have been carried out trying to find what can shape students into effective readers
(Komiyama, 2013; Yamashita, 2004, 2007, 2013; Kamhi-Stein, 2003; Mckenna, Kear &
Ellsworth, 1995; Wilhelm, 1994).

A widely held assumption is that students who are highly motivated will generate positive
attitudes toward reading and thus have higher achievement in reading comprehension (Rubin&
Opitz, 2007; Kush, Watkins, Marley & Brookhart, 2005). For example, Cobb (2001) believes
that motivational factors related to attitudes toward reading can influence students’ reading
comprehension achievement. “Children who continue to struggle with reading after grade three
will often develop negative attitudes toward reading, may suffer from low self-esteem, and will

be likely to internalize faulty literacy habits” (p. 155).

1.2 Purpose of the Study

Since it is widely accepted that learners who possess higher levels of motivation are more
likely to be higher achievers of learning a second language (Gardner, 1985), is it also true vice

versa? Since identity in language learning is consider as non-unitary or even contradictory within



a single individual (Norton, 2013), what possible identity transformation may ESL students have
during their learning process?

As an English teacher myself, I have to say that this study is very much based on my own
interest in this particular area of language learning motivation and language identity. Before
coming to Canada to pursue my second master’s degree, I was an English teacher who taught
students reading as well as speaking skills for test of The International English Testing System
(IELTS), and I am now working as a part-time IELTS tutor on my own time. A particular
phenomenon that has caught my attention is ESL students who are now studying in this English
speaking country are very different as I thought before.

Based on my own teaching experience before, I assumed that students who are more
proficient in reading would be more motivated toward their language learning and thus have
better performance in their IELTS tests. However, several students I observed here in Canada can
be perceived as very different compared to the students I taught before when I was back in
China.

For example, as far as I can see, this one particular student E (pseudonym) was highly
motivated for his L2 study despite the fact that he had a very low proficiency level of English
reading (4.5 out of 9.0 in IELTS test). I see him as highly motivated because he would spend
quality time reading materials for his ESL courses at school (a College in southern Ontario,
Canada) as well as books recommended by his home-stay sister as good authentic reading
materials to enhance his English reading proficiency. He was eager to learn the reading skills that

I taught him and willing to practice as much as he could. Therefore, an assumption was held in



my mind that maybe all ESL learners, regardless of their higher previous reading proficiency
level or their relatively lower previous reading proficiency level, are highly motivated when they
are learning L2 in an authentic English speaking environment.

However, what confuses me is why does the positive motivational orientation of E failed to
affect positively on his language attainment? Does it have anything to do with his L2
self-identity (He did mention once that he had difficulty blending in the local community)? Is it
that despite he is highly motivated, he may be motivated differently when compared to other
students with higher reading proficiency level?

These particular questions in my mind have driven me to pursue this study in order to find
proper answers. I speculate that, in this case, a detailed picture of individual experience as an
ESL learner in addition to quantitative data collected may also be helpful to this research topic.

Furthermore, the purpose of this study is actually twofold. First of all, this study is to
explore whether ESL students with different reading proficiency levels will generate different
motivational tendencies for reading in English? Do ESL students with relatively higher level of
reading proficiency possess higher level of reading motivation? Secondly, what possible identity
transformation could ESL students go through during the process of language learning?

It is hoped this study will contribute to the understanding of the reading motivational
tendencies and the possible identity transformation of ESL students with different reading

proficiency levels.



1.3 Significance of the Study

This study should be considered important for researchers as well as teachers for the
following reasons. First of all, the multitude of literature on reading motivation were focused on
first language (L1) learners (Guthrie et al., 2007; Wang & Guthrie, 2004; Lau & Chan, 2003;
Gottfried, 1990), there is relatively few of them that touched L2 learners, especially Chinese
learners in ESL program before undergraduate study. This study contributes to the existing
literature by focusing on the perceptions of Chinese ESL students about their language learning
experiences.

Secondly, former studies on reading motivation were designed to determine whether learners
with higher language proficiency level are more likely to become higher achievers in reading
comprehension, few were conducted to examine whether it is still true when it is reversed, that is
to say, whether learners with higher proficiency level will generate higher level of motivation.
This study is designed to determine whether Chinese ESL learners’ reading motivation levels are
positively correlated with their previous English reading proficiency levels while studying in an
authentic learning environment.

Furthermore, by linking motivation to identity, this study explores how specific needs,
desires of ESL learners determine their investment, and affect their motivational tendencies in
learning the target language; how those factors may have an influence on their identity

transformation in the process of target language learning.



1.4 Structure of the Thesis

This thesis consists of five chapters. After this introduction chapter, I present the literature
review in the second chapter. Chapter three focuses on methodological approach, both
quantitative and qualitative, used for this study. In chapter four, findings are presented separately:
quantitative findings are demonstrated by statistical reports obtained through SPSS 24; while
qualitative data are divided into two parts. In the first part, I provide summaries of five out of
seven participants first, then I elaborate on the rest two special cases by each theme generated
from qualitative data. The discussion section is the fifth and last chapter of this thesis, which
includes conclusions, implications, limitation of the study, and recommendations for further

research.



Chapter 2
Literature Review

2.1 L2 Motivation and Identity

In the context of globalization, learning a second language, especially English, has become
a requirement under almost all circumstances, such as for academic purposes or for future
employment after graduation. There are a variety of factors that affect second language learning
achievement, such as motivation, attitudes, self-confidence, self-efficacy, personality variables,
and learning strategies. Among these factors, motivation is considered to be of utmost
importance. For example, it is widely accepted that learners who possess higher levels of
motivation are considered as more likely to become higher achievers of learning a second
language (Gardner, 1985).

In the socio-educational model of Gardner (1985), motivation and attitudes are seen as the
core. Gardner (1985) argues that motivation and attitudes are interrelated, and learners need to be
consistently motivated in the process of L2 acquisition. He believes that positive attitudes toward
a learning situation can affect the level of motivation and this motivation contributes greatly to
L2 learning achievement.

Motivation as a commitment to learning the target language in general is classified into two
essential elements -- instrumental and integrative. Instrumental motivation is often referred to as
the desire to learn a second language for utilitarian purpose, such as meeting the requirements for
school or employment, while integrative motivation references the desire to successfully

integrate with the target language community. Both of them can be the reasons that ESL learners



are motivated to make persistent efforts to improve their language proficiency levels.

Similarly, research specified with L1 learners’ reading motivation suggest that motivation
constructs are multidimensional, which are generally divided into intrinsic motivation and
extrinsic motivation (Deci & Ryan, 1985). Deci and Ryan (1985) point out that on the one hand,
“intrinsically motivated behaviours are engaged in for their own sake - for the pleasure and
satisfaction derived from their performance...” (p. 328). On the other hand, extrinsic motivation
is “performed not out of interest but because they are believed to be instrumental to some
separable consequence” (p. 328). Unlike Gardner and Lambert’s (1972) notions of integrative
motivation and instrumental motivation, intrinsic motivation and extrinsic motivation are
overlapping and complementary rather than antagonistic.

According to Wang and Guthrie (2004), intrinsic reading motivation includes Curiosity,
Involvement, and Preference for Challenge, which can be perceived as related to a learner’s
personal interest and pleasure reading experience, while extrinsic motivation is associated with
Competition, Compliance, Recognition for Reading, Grades, and Social, which means a learner
is reading for school requirements or for social communication with others. The reading
motivation constructs developed to study L1 readers were found very well applied to the
interpretation of the motivation tendencies of L2 learners, and it has been revised by Komiyama
(2013) into a five-dimensional model of motivation constructs that are specific to L2 learners.
Therefore, in this study, I will utilize the multidimensional constructs of motivation suggested by
Komiyama (2013) to investigate the relationship between ESL students’ motivational tendencies

and their reading proficiency levels.
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In terms of identity, there is no doubt that identity plays an important role in second
language learning process. The identities of L2 learners “are deeply connected to their status as
members of distinct but interrelated communities in which bilingualism (as opposed to
monolingualism) is the norm” (Ricento, 2005, p. 906). Learners who struggle to integrate into L1
communities are influenced by their own multiple identities.

Wenger (1998) proposes five ways to view identities:

“Identity as negotiated experience. We define who we are by the ways we experience
ourselves through participation as well as by the ways we and other reify ourselves”
(p.149).

“Identity as community membership. We define who we are by the familiar and the
unfamiliar” (p.149).

“Identity as learning trajectory. We define who we are by where we have been and
where we are going” (p. 149).

“Identity as nexus of multimembership. We define who we are by the ways we
reconcile our various forms of membership into one identity” (p.149).

“Identity as a relation between the local and the global. We define who we are by
negotiating local ways of belonging to broader constellations and of manifesting broader
styles and discourses” (p.149)

Davies and Harre (1990) point out that “human beings are characterized both by continuous
personal identity and by discontinuous personal diversity” (p. 46). As ESL learners, identities

will inevitably influence the way we are thinking as well as the way we are learning. Identity is
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therefore an important concept in this study.

The reason identity is an important concept in this study is that it is closely related to
integrative orientation in L2 motivation because it means that a L2 learner “...must be willing to
identify with members of another ethnolinguistic group and take on very subtle aspects of their
behavior” (Gardner & Lambert, 1972, p. 135). However, identity is no longer a stable construct
in the 21% century due to the process of globalization. As Norton (2000) points out, identity is
how a person negotiates and renegotiates his/her relationship to the larger social world, and this
relationship is changing over time and space. That is why Dornyei (2005) proposes a new
perspective of L2 Self based on the psychological theory of “possible selves” that indicates how
individuals associate themselves with “what they might become, what they would like to become,
and what they are afraid of becoming” (Markus & Nurius, 1987, p. 157).

By combining the two key concepts (motivation and language identity) of learning L2
together, Dornyei (2005) outlines a new approach to L2 learning motivation with a Self
framework. After several years of empirical studies, he proposes a new theory in the book of
Motivation, Language Ildentity and the L2 Self in 2009 -- the L2 Motivation Self System. This
theory provides a brand new perspective to L2 motivation researchers.

The L2 Motivation Self System has broadened the scope of L2 motivation research by
proposing a new focus on the individual’s self which is an explicit utilization of psychological
theory of the self. Based on the fact that the traditional self-concept is seen as deriving from an
individual’s past experiences, Dornyei draws on Markus and Nurius’s (1987) notion, which

moves beyond past or present to the future, that possible selves are an individual’s ideas of “what



12

they might become, what they would like to become, and what they are afraid of becoming”
(Markus & Nurius, 1987, p. 157).
The three central components of the L2 Motivation Self System are ideal self, ought-to self
and L2 Learning Experience:
(1) Ideal L2 Self, which is the L2-specific facet of one’s “ideal self”: if the person we would
like to become speaks an L2, the “ideal self” is a powerful motivator to learn the L2 because
of the desire to reduce the discrepancy between our actual and ideal selves. Traditional
integrative and internalized instrumental motives would typically belong to this component.
(2) Ought-to L2 Self, which concerns the attributes that one believes one ought to possess
to meet expectations and to avoid possible negative outcomes. This dimension corresponds
to Higgins’s ought self and thus to the more extrinsic (i.e. Less internalized) types of
instrumental motives.
(3) L2 Learning Experience, which concerns situated, “executive” motives related to the
immediate learning environment and experience (e.g. The impact of the teacher, the
curriculum, the peer group, the experience of success). This component is conceptualized at
a different level from the two self-guides and future research will hopefully elaborate on the
self aspects of this bottom-up process (Dornyei, 2009, p. 29).
Studies have been conducted by different researchers to test this system, for example, a
comparative study was carried out by Taguchi et al. (2009) among Japanese, Chinese and Iranian
learners of English. The total number of participants was nearly 5000. Three versions of a

questionnaire were applied to participants from each country, and the questionnaire was divided
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into two parts (the first part included items to measure attitudes and motivation of English
learning; the second part consisted of questions about the learners’ background information).
Other than the comparative results from the three countries in this article, a very important
finding is that the L2 Motivation Self System has been confirmed to be of great validity. Other
research also made the same conclusion about the validity of L2 Motivation Self System (Csizer
and Kormos, 2009; Ryan, 2009; Yashima, 2009; Al-Shehri, 2009).

However, despite the fact that researchers agree that L2 motivation plays a crucial role in L2
learning process, research findings are not always consistent about the positive relationship
between high motivation, positive attitudes and learners’ achievement.

On the one hand, research in this field have shown high L2 motivation can have a positive
impact on learners’ performance and achievement (such as Dornyei, 2001; Gardner, 1985;
Gliksman, 1976). On the other hand, researchers like Oller et al. (1977) had found the opposite
result in their study with Mexican women in California. They argued that negative feelings
toward L2 learning might lead to the fact that learners can be more motivated to overcome their
difficulties during learning, which will enhance their learning outcomes.

In terms of reading motivation, it is of interest to researchers because motivation regarding
to the aspect of reading can be related to specific language skills. Reading motivation in this
study can be described as both intrinsic and extrinsic motives which drive learners for their
reading activities and achievement (Wang & Guthrie, 2004).

Different motivational factors or components have been proposed by scholars like Wigfield

and Guthrie (1995), they divided motivation in to three main categories: firstly, competency and
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reading efficacy which are related to reading challenge, confidence and work avoidance.
Secondly, achievement values and goals that are identified as intrinsic motivation and extrinsic
motivation. Finally, social aspects of reading that are associated with social communication and
compliance. Based on these motivational components, they suggested an eleven-dimension
model of reading motivation. In 2004, Wang and Guthrie revised the eleven-dimension model to
an eight-dimension model which retained only factors related to intrinsic and extrinsic
motivation. As discussed in the introduction part, intrinsic reading motivation includes Curiosity,
Involvement, and Preference for Challenge, which can be perceived as related to a learner’s
personal interest and pleasure reading experience, while extrinsic motivation is associated with
Competition, Compliance, Recognition for Reading, Grades, and Social, which means a learner
is reading for school requirements or for social communication with others (Wang & Guthrie,
2004).

A research study specified to L2 reading was carried out by Komiyama (2013). By pointing
out that research on L2 reading motivation was relatively little in contrast with the expansive
inquiry on L1 reading motivation, she suggested the need for a revised version of reading
motivation model based on the eight-dimensional model of Motivation for Reading
Questionnaire (MRQ) proposed by Wang and Guthrie (2004) to interpret reading motivation
constructs of L1 learners. Komiyama developed a revised version of Motivation for Reading in
English Questionnaire (MREQ) that was specific to L2 learners. Three phases were carried out to
adjust the questionnaire so that it could fit the unique situations for L2 learners. Finally, a revised

version of five-dimension model of MREQ which included 44 items was built to identify the
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main factors affecting L2 reading motivation. The five factors include Intrinsic Motivation,
Extrinsic Drive to Excel, Extrinsic Academic Compliance, Extrinsic Test Compliance and
Extrinsic Social Sharing. The finding based on this L2 reading motivation scale was that there
was not enough evidence to support or deny the assumption of positive relationship between
intrinsic motivation and reading achievement. Komiyama (2013) also pointed out in the article
that the major limitation in this study was the lack of research of this MREQ on adult ESL

students.

2.2 Motivation and Attitudes toward Reading

Reading as an essential part of language learning process can contribute not only to
academic achievement, but also personal development. Attitude which is perceived as closely
interrelated to learning motivation is considered to play a very crucial role in promoting students
into a higher language proficiency level.

Studies show that reading comprehension goals can be achieved through the utilization of
different reading strategies, such as anticipation guides, question-answer relationship (QAR), and
H-map graphic organizers. As is stated by Tankersley (2003): “effective readers know how to
apply decoding skills to recognize words quickly and efficiently. Effective readers have good
vocabularies in relation to their age and show high word recognition. Effective readers possess
strong fluency skills” (p. 1). Therefore, strategy use and high level of motivation are closely

related to students’ success (Zimmerman, 1989).
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However, the use of strategy is not always sufficient for a good reading process. Other
factors such as positive attitudes toward reading can be considered as a high level of motivation
which will increase students’ reading success. A powerful desire for reading can be as crucial as
the utilization of reading skills (Tuckman, 1999). Even though reading comprehension involves
various factors including previous knowledge, aims, cognitive and metacognitive processes,
motivation which is related to attitude toward reading is a significant element because students
who have positive attitudes and enjoy reading are likely to make more effort to comprehend their
reading materials (Pressley & Afflerbach, 1995).

Rousseau (1762), the great philosopher, once pointed out as long as the readers have
adequate motivation, any method of teaching reading would be effective. It has been observed
that emotional response to reading is the main reason that a person likes to read, and also the
primary reason someone does not read (Smith, 1988).

Research indicate that students’ attitudes toward reading is an essential factor that affects
their reading performance, which proves there is a link between attitude and achievement
(Walberg & Tsai, 1985; Purves & Beach, 1972). It is supported by scholars that students with
positive attitudes toward reading comprehension are more likely to be successful readers
(Gibbson, 2003; Forman et al., 1998; Marshal, 1992; Smith, 1992). As educators or future
educators, it is necessary for us to understand the importance of attitudes in developing effective
readers, because studies show that positive attitudes toward reading comprehension not only
have an effect on students’ learning, but also on teaching. As Schooten and Gloopper (2002) state:

“educators have been interested in attitudes because of their possible impact on learning, and
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while attitudes have not been convincingly linked to achievement, they have been long
considered an important outcome of education” (p. 172). Therefore, students’ motivation and
attitudes toward reading are perceived as having an effect on reading education. According to
Dornyei (2001), there may be a causative relationship between motivation and L2 achievement,
that is to say successful L2 learners are more likely to possess higher level of motivation,
because learners with higher language proficiency are more likely to develop motivational
intensity.

The reason that there are relatively fewer studies focused on the important role played by
students’ motivation with regard to attitudes is that it is difficult to conceptualize, measure and
address instructionally (McKenna & Kear, 1990). Therefore, there is an important question to ask:
what is reading attitude?

The term reading attitude has been defined by researchers in different ways. For instance,
Matthewson (1994) postulates in his model of reading, attitude is a major factor which attributes
to one’s intention to read. However, this definition is considered to be flawed on some level,
because it is not able to explain the long-term influence of attitudes on reading comprehension.
McKenna et al. (1995) point out that although attitude, intention and subjective norms could
affect the initial decision to read, they are all contingent upon many other factors.

McKenna et al. (1995) suggest three concepts that are related to the theoretical models of
general attitudes and reading attitude development, which are affect, cognition and conation.
Affect involves one’s feelings and emotional evaluation; cognition includes one’s beliefs and

subjective evaluation; and conation is related to one’s behavioral intentions.
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Harris (2009) once pointed out the importance of beliefs among the five dimensions of
attitudes toward reading. According to Harris, beliefs are closely “...related to ability and to the
perception of the value of reading in a specific social context” (p. 9). That means students who
have frustrating reading experiences or whose peers do not think reading is important tend to be
unmotivated and have negative attitudes toward reading.

In a quantitative study conducted by Min-Hsun Chiang (2015), fifty-four University
freshmen from Taiwan were randomly divided into two groups -- “i+1” group and “i-1” group.
Different levels of difficulty Oxford Graded Readers were provided to these two groups of
participants. Results from pretest and posttest of the Reading Attitudes Survey indicate that even
though all participants declared a large amount of vocabulary gain from this program, more
positive attitudes were gained by “i-1” group, while “i+1” group made no difference in reading

attitudes after the study.

2.3 Language Proficiency

How to improve ESL learners’ language proficiency has always been a central concern to
researchers, language teachers and L2 learners. The reason is fairly simple: improving language
proficiency into a higher level is always the goal for second language acquisition (SLA).

Research findings are contradictory in this area, because most studies have found that ESL
students with higher language proficiency levels were more motivated toward L2 learning and

exerted more effort than the ones with lower language proficiency levels (Sung & Padilla, 1998;
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Coleman, 1995).

A study was carried out by Lee and Schallert (2014) using quantitative data collected from
background questionnaire and language tests, participants in this research were 289 middle
school students in Korea. Results show that language proficiency is the contributor to L2 reading
achievement, and proficiency levels are associated positively with reading attitudes. Furthermore,
there are several factors identified as related to L2 reading attitudes, such as access to books,
length of private instruction, teachers’ encouragement, and participant’s gender.

A similar article written by Mokhtari and Sheorey (1994) examined the relationship
between English proficiency (high vs. low), education (graduate vs. undergraduate) and reading
behavior patterns. A reading habits survey was conducted among 158 international students who
were enrolled in credit-bearing ESL composition classes at a university in the midwestern United
States (undergraduate n=95, graduate n=63). The results indicate that both English proficiency
levels and educational background are strongly related to the reading practices of university ESL
students. Participants of higher English proficiency level are more motivated to spend more time
reading and have better reading habits than the ones with lower English proficiency level.
Findings also show that ESL students in this study are very much interested in improving their
English reading skills.

However, a study conducted by Shaaban and Ghaith (2000) indicates that Lebanese EFL
students in the University Orientation Program show totally opposite attitudes than in the other
studies, which means students with lower language proficiency are more motivated than the ones

with higher language proficiency. There is one flaw that should be noticed in Shaaban and



20

Ghaith’s study, which is that participants in this research are all relatively low-proficiency
learners who do not meet the requirement of English language admission test. Therefore,
findings of the relationship between motivation and proficiency levels in this study may not be

able to generalize into this category.

2.4 Summary

Based on the literature review in this chapter, we can see that in terms of motivation and
attitudes toward reading, a widely held assumption captured by scholars is that students who
have high motivation and positive attitudes toward reading will have higher achievement in
reading comprehension (Rubin& Opitz, 2007; Kush, Watkins, Marley & Brookhart, 2005). For
example, Cobb (2001) believes that attitudes toward reading can influence students’ reading
comprehension achievement. “Children who continue to struggle with reading after grade three
will often develop negative attitudes toward reading, may suffer from low self-esteem, and will
be likely to internalize faulty literacy habits” (p. 155). However, contradictory results were found
in studies carried out in different culture contexts.

Furthermore, the focus of most research have been on the quantitative data that indicate
student’s capacity of reading comprehension rather than qualitative studies related to their
motivation and attitudes toward reading. Studies which do fall into this category are mostly done
to children, adolescents who are under eighteen years old or L1 learners. There are relatively few

studies conducted by researchers on effects of motivation and identity regarding to L2 reading,
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and the relationship between how students are motivated and their reading comprehension levels
based on data collected from adult English learners, especially ESL students who are now
studying in English spoken countries as a preparation for their undergraduate studies.

As has been mentioned above, reading can be beneficial to second language learning, more
attention should be drawn to adult ESL learners, and more studies should be conducted to

explore the perceptions of ESL students with different reading proficiency levels.
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Chapter 3
Methodology

3.1 Overview

In light of Norton’s (2013) identity theory which emphasizes the complex meaning
construction through learners’ social and cultural experience, language learners should not “be
just defined in binary terms as motivated or unmotivated, introverted or extroverted, inhibited or
uninhibited” (Norton, 2013, p.2), because “such affective factors are frequently socially
constructed in inequitable relations of power, changing across time and space, and possibly
coexisting in contradictory ways within a single individual” (Norton, 2013, p.2). Therefore, this
study was conducted to explore and examine whether there are different motivational tendencies
between ESL learners with different reading proficiency levels, and the identity transformations
they may have experienced during the process of their L2 learning.

Based on the purpose set at the begging of this study, research questions were as listed as
followed:
1. Are Chinese ESL students with different reading proficiency levels motivated differently?
2. What are the factors that affect the reading motivation of Chinese ESL students with different
reading proficiency levels?
3. What are their self-identified motivations and how the process of learning ESL in an authentic
English speaking environment affects Chinese ESL students’ identity?

The site of this research was a university in southern Ontario, Canada. This study took place

at the English Language Center of this university, where all the students were, for the most part,
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holding conditional admission to different faculties of the university, meaning they would be able
to start undergraduate or master’s study in this university as long as they could pass all the exams
and meet the required scores at the end of the program, with the exception of those who decided
to give up their conditional offers and apply for other universities. The English Language Center
offers the Academic English Program on site at four levels (High Advanced, Advanced, High
Intermediate, and Intermediate) at which students are taking ESL courses for one to four terms
respectively based on their IELTS scores before entering this program. Each term is sixteen
weeks in length, for up to 26 hours per week. This program is specifically designed for
international students to develop their communicative skills, including reading, writing, listening
and speaking in conjunction with the cultural knowledge that will help students to succeed in
their future demanding academic environment.

The core of this program is to provide international students with an authentic local living
environment where they can better fit in before they actually begin their academic life in Canada,
thus helping the students steadfastly enhance their English language proficiency

at all levels: linguistic, communicative and pragmatic.

3.2 Theoretical Framework

Motivation as a psychological process instead of action itself is considered to be related to
“the direction and magnitude of the human behavior, that is, 1) the choice of a particular action,

2) the persistence with it, and 3) the effort expended on it” (Dornyei, 2001, p. 8). This proves that
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motivation should be perceived as goal-directed behavior (Heckhausen, 1991), which leads to the
learners’ endeavor of achieving their goal.

L2 motivation, which is similar to motivation in general, can be seen as the learners’
orientation with regard to the goal of learning a second language, and is described by Gardner
(2006) as something that contributes to a large and meaningful proportion of language learning
achievement. Gardner and Lambert (1972) point out that L2 motivation can be defined as the
willingness to learn a second language due to a sincere as well as a personal interest in the
culture represented by a particular group of people because this very interest can lead to the
desire of making as much effort as possible to achieve a learner’s goal.

Based on the understanding of Gardner (1985), L2 motivation can be divided into two
categories: integrative motivation and instrumental motivation. These two types of motivation
indicate respectively the desire of the learners to blend into the target language community and
their desire to achieve functional goal of L2 such as higher grades. As in Gardner’s (1985) study
with Anglo French learners, integrative motivation was found to have a positive contribution on
L2 achievement.

Similarly, Deci and Ryan (1985) argued that motivation constructs are multidimensional,
which can generally be divided into intrinsic motivation and extrinsic motivation (Deci & Ryan,
1985). Deci and Ryan (1985) argue that, on the one hand, “intrinsically motivated behaviours are
engaged in for their own sake - for the pleasure and satisfaction derived from their
performance...” (p. 328). On the other hand, extrinsic motivation is “performed not out of interest

but because they are believed to be instrumental to some separable consequence” (p. 328).
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Unlike Gardner and Lambert’s (1972) notions of integrative motivation and instrumental
motivation, intrinsic motivation and extrinsic motivation are overlapping and complementary
rather than antagonistic.

Even though researchers agree that L2 motivation plays an important role in L2
achievement, they argue that motivation might contribute to L2 achievement by affecting other
factors (such as in-class behavior and learning attitude) rather than affect L2 achievement
directly (Gliksman, 1976). Furthermore, Dornyei (2001) suggests that the relationship between
motivation and L2 achievement may occur in the opposite direction than Gardner’s claim, which
means learners with better achievement may be motivated more intensively. Overall, what is
agreed is that there is a causal relationship between motivation and L2 achievement, and it is
equally likely that both motivation can lead to L2 achievement and L2 achievement can lead to
motivation. This study intends to examine whether ESL students with different L2 reading
achievements are motivated differently.

As for reading motivation, Wigfield and Guthrie (1997), based on Deci and Ryan’s (1985)
theory, suggest that motivation to read is multi-dimensional rather than unitary, and they propose
an eleven-dimensional model of reading motivation. Later in 2004, this eleven-dimensional
reading motivation model was revised by Wang and Guthrie to an eight-dimensional model
which contained only the motivational constructs related to intrinsic and extrinsic factors. Since
both of the multi-dimensional reading motivation models were designed for L1 learners, it is
necessary for researchers to create a reading motivation model specific to L2 language learners.

With the goal of developing a reading motivation model for L2 learners, Komiyama (2013)
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revised Wang and Guthrie’s (2004) framework into a five-dimensional model specific to English
as a second language learners. A total number of over 2000 participants have been included in to
Komiyama’s study to examine the reliability of the five-dimensional model of reading
motivation, the five factors include Intrinsic Motivation, Extrinsic Drive to Excel, Extrinsic
Academic Compliance, Extrinsic Test Compliance and Extrinsic Social Sharing. This
five-dimensional model of Motivation for Reading in English Questionnaire (MREQ) will be
utilized to measure L2 learners’ reading motivation tendencies in this study.

Identity as a crucial factor in language learning is considered to be closely related to L2

13

learning because a L2 learner “...must be willing to identify with members of another
ethnolinguistic group and take on very subtle aspects of their behavior” (Gardner & Lambert,
1972, p. 135). As pointed out by Norton (2000), identity is no longer a stable construct in the 21*
century due to the process of globalization because a person’s relation to the larger social world
is changing over time and space.

L2 learners who struggle to integrate into L1 communities are influenced by their multiple
identities, and may feel marginalized because they are “...deeply connected to their status as
members of distinct but interrelated communities in which bilingualism (as opposed to
monolingualism) is the norm” (Ricento, 2005, p. 906). Based on this struggle shared by L2
learners, Dornyei (2009) develops the L2 Motivational Self System by drawing on the
psychological theory of “possible selves” which indicates “what they might become, what they

would like to become, and what they are afraid of becoming” (Markus & Nurius, 1987, p. 157),

and he proposed the essential factors “ideal self”, “ought-to self” and “L2 Learning Experience”
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in his theory.

As Norton (2013) states, identity theory can be deemed as offering language learning “a
comprehensive theory that integrates the individual language learner and the larger social world”
(Norton, 2013, p.2) because learners should not “be just defined in binary terms as motivated or
unmotivated, introverted or extroverted, inhibited or uninhibited” (Norton, 2013, p.2). According
to Norton (2013), “such affective factors are frequently socially constructed in inequitable
relations of power, changing across time and space, and possibly coexisting in contradictory
ways within a single individual” (Norton, 2013, p.2).

In light of identity theory in language learning, the sociological construct of investment is
explored by Norton (2013) as complementary to the psychological construct of motivation in
SLA. The concept of investment suggests the complex relationship between a learner’s identity
and his/her language learning commitment. “A learner may be a highly motivated learner, but
may nevertheless have little investment in the language practices of a given classroom or
community” (Norton, 2013, p.3). A learner who is highly motivated to learn a language may not
necessarily be invested in a given set of language practices. “However, a learner who is invested
in a given set of language practices would most likely to be a motivated language learner”
(Norton, 2013, p.3). That is why the importance of investment is pointed out as an explanatory
construct in the field of language learning (Cummins, 2006).

In order to understand a learner’s investment in the target language, it is necessary that we
understand that his/her access to the target language community is affected one way or another

by the relations of power in the larger social world. Since “Identity, practices and resources are
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mutually constitutive” (Norton, 2013, p.2), the real inquiry is that how and under which
conditions do those learners have opportunities to practice the target language.

According to the poststructuralist theory of identity, language should be deemed as central
to the analysis of relationship between the individual and the social because language serves to
construct our sense of ourselves -- our subjectivity (Weedon, 1997). The term subjectivity
reminds us that a person’s identity must always be understood in relational terms such as
“subject of a set of relationships (i.e. in a position of power) or object to a set of relationships
(i.e. in a position of reduced power)” (Norton, 2013, p.4). Poststructralism, which is different
from humanist conception that presupposes everyone is unique, “depicts the individual (i.e. The
subject) as diverse, contradictory, dynamic and changing over historical time and social space”
(Norton, 2013, p.4). Through using the target language, language learners are negotiating and
renegotiating who they are and their relationships with the larger social world. That is to say,
they are part of their own identity construction and negotiation.

Since the struggling multiple identities might influence ESL learners’ learning experience
and learning achievement, it is necessary to carry out studies regarding to their possible identity
transformation in the process of language learning with the hope of understanding how language

learners can appropriate more desirable identities with respect to the target language community.

3.3 Research Design

A mixed methods approach was applied in this study by collecting both quantitative and
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qualitative data based on the understanding that ““A mixed methods design is useful to capture the
best of both quantitative and qualitative approaches. For example, a researcher may want to both
generalize the findings to a population and develop a detailed view of the meaning of a
phenomenon or concept for individuals” (Creswell, 2003, p. 22). According to Creswell, a
concurrent triangulation strategy can enhance the quality of research results by collecting both
quantitative and qualitative data in one phase and lead to well validated and substantiated
findings. That is to say, the analysis and interpretation from both quantitative and qualitative data
can support each other and achieve the strengthened research findings.

All research methods have their own strengths and weaknesses, the combination of both
quantitative and qualitative methods can enhance their strengths as well as compensate their
limitations. That means, the complementary strengths of mixed methods research designs have a
better chance of overcoming the weaknesses of quantitative or qualitative method respectively.
As pointed out by Doérney (2009), mixed methods approach “offer a radically different new
strand of research methodology that suits the multilevel analysis of complex issues, because it
allows investigators to obtain data about both the individual and the broader societal context” (p.
242).

First of all, under certain circumstances, invalid and misleading results may be yielded by
quantitative questionnaires if participants understand the questions differently than the
researchers (Kelle, 2006). Such operationalization problems in quantitative surveys can be
reduced when the research is combined with data collected from semi-structured qualitative

interviews. The mutual trust and understanding gained from qualitative interviews can be seen as
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especially helpful for supporting standardized data from quantitative research method because
qualitative data can provide detailed narratives of the participants.

Secondly, the open-ended questions from semi-structured qualitative interviews can
encourage the participants to express their feelings freely and give them an impression of being
taken seriously, which makes it more likely for the participants to develop their own perspectives
that are precious for data collection and research results.

Finally, since the quantitative research design can provide a standardized overview on a
macro-level whereas the qualitative data can be utilized to gain a detailed explanation over the
phenomenon being studied, a mixed-methods research was specifically chosen to conduct this
study with the hope of overcoming the limitations of applying only quantitative or qualitative

research.

3.3.1 Participants

This study consisted of two phases based on a mixed methods approach. The first phase of
the research was conducted through a quantitative questionnaire. In 2013, Komiyama developed
the quantitative questionnaire — Motivation for Reading in English Questionnaire (MREQ) (see
Appendix A). It is a five-dimension model of reading motivation constructs designed specific to
L2 learners, and it is a revised version of Wang and Guthrie’s (2004) eight-dimension model of
Motivation for Reading Questionnaire (MRQ) which was originally designed for L1 learners.
The second phase of the research was carried out through a qualitative semi-structured interview.

I designed all the semi-structured interview questions for this study to explore ESL students’
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self-identified learning motivations, their identity construction, and possible identity
transformation they may have experienced in the process of their ESL learning in an English
speaking country.

The sample size for this study was originally designed to include 40 Chinese ESL students
from any level at the English Language Center of a university in southern Ontario, Canada,
which was almost all the Chinese students at that time. All of them were required to fill out the
questionnaire, of which 10 were chosen randomly to participate in the semi-structured interviews.
The only restriction applied to the sampling was that participants must be Chinese international
students who were over 18 years old and at that time pursuing their ESL study in the English
Language Center of that university. Thirty-seven of the forty potential participants expressed
interest in this study and signed the consent forms. However, only 33 participants completed the
questionnaires, and 7 volunteered to participate in the semi-structured interviews. The procedures
of this study are described as below:

After receiving the ethical approval from the University of Western Ontario for this study on
18™ March, 2016, I started the process of recruiting my participants. I myself am a master’s
student of the Faculty of Education in the university that I attend, which allows me to have
relatively better access to familiarize thoroughly with the research context. Furthermore, my
position as a student did not compromise this study in any way because unlike professors or
administrators, | was unable to impose any influence on the final achievement of the students in
this program. At the very beginning of this study, I intended to ask the instructors in the English

Language Center to help me send out the information letters and consent forms for recruitment,
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then I realized that would be inappropriate because potential participants may be influenced by
the power relationship that their instructors possessed over them. Therefore, I changed my
recruitment method to asking the instructors for 5 to 10 minutes of their time at the beginning or
at the end of their lessons to explain my research purpose myself to all the Chinese students.

Both English and Chinese versions of information letters were sent out while I explained the
research purpose to all potential participants, and consent forms were obtained immediately from
the students who agreed to participate in my study. In the information letters, I clearly stated that
two phases would be included in this research, both quantitative questionnaire and qualitative
interview. I also informed the participants that signing the forms would be considered as consent
to participate in the research. Furthermore, all potential participants were informed that their
participation in this study was optional, meaning whether or not they decided to participate
would have no effect on their academic achievement in this program, and no personal
information would be revealed to the institution. All participants have been assigned randomly
with alphanumeric codes, such as P1, P2... (short for Participant 1, Participant 2...), while I
referred myself as “Z” as in the first letter of my surname.

Furthermore, all participants who participated interviews were sent an email with their
interview transcripts for them to review. I only received the response from one of the seven
participants who said the transcribed data were accurate.

All 33 participants were divided into two groups: Group A (Low Reading Proficiency Level
group, n=18) and Group B (High Reading Proficiency Level group, n=15) according to their

International English Language Testing System (IELTS) ( this includes separate tests for English
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listening, reading, writing and speaking, scores of which range from 0 to 9.0, 9.0 is the highest)
reading scores before they entered the program in this university, namely their past reading
achievement.

Participants who had 6.0 or less IELTS reading scores and who did not attend IELTS or Test
of English as a Foreign Language (TOFEL) before were categorized into Group A, meaning they
were in the low reading proficiency level group, while participants who had 6.5 or over IELTS
reading scores were put into Group B, meaning they were considered as readers with relatively
high proficiency level. IELTS reading score 6.5 was set as a dividing line between the two
groups in this study because the English language proficiency requirements for admission to
Undergraduate study at this university is a IELTS minimum overall band score of 6.5 with no
part less than 6.0. If a participant has achieved a 6.5 reading score in the IELTS test, he/she could
be considered as having met the requirement for academic reading as an undergraduate student.
Therefore, I decided to set 6.5 as a dividing line that participants were sorted into different
groups.

Furthermore, the reason for not dividing them into groups by their current levels in this
program is they were placed in different levels based on their IELTS overall band scores instead
of only reading scores. Since my study were focused on their reading proficiency, I finally

decided to put them into different groups only by their reading proficiency levels.

3.3.2 Data Collection

The original design was to include 40 students into this research, which was almost all the
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Chinese students who were studying in the English Language Center at that time. However, only
37 students were interested in the study and agreed to participate. All of the 37 participants
signed the consent forms and left their email addresses as contact information. Four participants
who signed the consent forms never responded my email or neither did they finished the online
questionnaire. I waited for their responses until June 5", 2016, and I realized that I had to move
on, or I would not be able to finish my thesis in time. Since the only way for me to contact them
was through the email addresses they left on the consent form and most of them went back to
China for summer vacation after finishing this program, I was unable to collect the last 4
questionnaires. Therefore, only 33 questionnaires were obtained from the participants, of whom
7 volunteered to attend the interviews.

Quantitative Data

The first two research questions were answered through the quantitative questionnaire. Due
to the fact that participants were from different classes and had different course schedules, it was
hard to make an arrangement for them to complete the questionnaire at the same time, thus
participants were asked to complete the questionnaire on their own time through an online survey
that I established by using Google Forms.

The quantitative data in this study, as mentioned earlier, were collected based on the
utilization of the Motivation for Reading in English Questionnaire (MREQ) (see Appendix A)
developed by Komiyama (2013). This questionnaire is a five-dimension model of reading
motivation constructs which was designed specific to L2 learners, and it is a revised version of

Wang and Guthrie’s (2004) eight-dimension model of Motivation for Reading Questionnaire
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which was originally designed for L1 learners. The MREQ was created by Komiyama (2013) to
measure the intrinsic and extrinsic motivation factors that may have an effect on L2 learners’
reading motivation. The questionnaire was developed through three phases, the pilot study, main
study and follow-up study, it was revised from 59 items to 44 items. The reliability and stability
of this five-dimension model was measured and examined by Cronbach’s alpha as well as
confirmatory factor analysis (CFA). The final version of MREQ comprises 44 items related to L2
reading motivation. Participants were required to response to the items on a four-point Likert
scale (4= a lot like me, 3= a little like me, 2= a little different from me, 1= very different from
me).

This questionnaire was utilized to find out what factors motivated ESL students to read the
most. More specifically, it sought to discover whether participants with different English reading
proficiency levels exhibited different motivational tendencies toward ESL reading.

Qualitative Data

The third research question was answered through the analysis of qualitative data. The
qualitative phase of this study was conducted through semi-structured interviews instead of focus
group interview. At the beginning, I intended to apply focus group interview with the hope that
interaction between participants would raise confidence and thus enhance data quality. However,
based on the understanding that Asian students tend to be shy, an individual interview would be a
better choice in this case, because focus group interview may cause silence of some shy
participants, which would have led to time-consuming followed up individual interview. The

reason that I chose semi-structured individual interview instead of structured interview was that
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Appendix B: Letter of Information

Project Title: Motivation, Identity and L2 Reading: Perceptions of Chinese ESL Students in

Canada

Principal Investigator- (D
Student Investigator- (D

Letter of Information
1. Invitation to Participate
You are invited to participate in a research project exploring motivation tendencies and potential
identity issues of ESL students with different reading proficiency levels because of your identity
as international students who are studying in Canada.
2. Purpose of the Letter
The purpose of this letter is to provide you with information required for you to make an
informed decision regarding participation in this study.
3. Purpose of this Study
The purpose of this study is to explore the effects of motivation and identity on ESL students’ L.2
reading and to find out how motivational tendencies and language identity affect ESL students
with different reading proficiency levels. It is hoped this study will contribute to the
understanding of the reading motivational tendencies and the possible identity issues of ESL
students with different reading proficiency levels.
4. Inclusion Criteria

The criteria for participating in this study are:
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- Be a Chinese international ESL student who are studying in-
Y-,
- Be available for completing a questionnaire and an interview at a
mutually convenient location, date and time.

- Consent to participate.
5. Study Procedures
The anticipated number of participants in this study is 40. If you agree to participate, all of you
will be asked to complete a questionnaire and 10 of you (randomly chosen) will be asked to take
part in an interview. You can complete the questionnaire on your own time after school, and the
interview will be arranged in the _ building depending on your choice of
specific place and time. Furthermore, if you agree to participate and sign the consent form, you
will be asked to write down your e-mail address so that the researcher can contact you to pick up
the questionnaire and arrange the interview. The questionnaire is anticipated to require no more
than 30 minutes, and the interview is anticipated to take you 40 to 60 minutes. However, the
specific length of the time will depend on the progress of our communication, and 60 minutes is
the maximum. The interviews will be conducted in Chinese, and the data will be translated into
English afterwards by_ All the interviews will be audio-recorded for data collection
and analysis. You can refuse to allow our communication to be audio-recorded, and_
will transcribe the main content of your response.
6. Possible Risks and Harms

Risks and harms: Private information of participants will be required as data in this research
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study, such as their names, learning experience, daily experience and personal opinions. The
private information may cause participants' fear of privacy exposure. Furthermore, certain
interview questions regarding to learning experience might cause distress after participating.

Followed is a list of relevant support services that participants could access if they feel distressed

after participation:

7. Possible Benefits

Benefits: This research study may help the investigators gain better understanding of the
motivational tendency differences and potential identity issues of ESL students who are studying
in English speaking countries. Furthermore, ESL students with different reading proficiency
levels may benefit from this study because they can improve their learning habits and solve
identity issues that affect their learning achievement.

8. Voluntary Participation

Participation in this study is voluntary. You may refuse to participate, refuse to answer any
questions or withdraw from the study at any time with no effect on your future academic status
or employment.

9. Confidentiality
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Your responses, as well as your participation or non-participation will be kept confidential. All
data collected will remain accessible only to the investigators of this study. There is no way for
any agencies, groups and persons to access to your personal information and responses. If the
results are published, your name and program will not be used. If you choose to withdraw from
this study, your data will be removed and destroyed from our database. Representatives of.
(N 5 i access o you
study-related records to monitor the conduct of the research.

10. Contacts for Further Information

If you require any further information regarding this research project or your participation in the

study you may contact:

.
G

If you have any questions about your rights as a research participant or the conduct of this
study, you may contact (D
11. Publication
If the results of the study are published, your name will not be used. If you would like to receive

a copy of any potential study results, please contact:

12. Consent
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Written Consent Form is included with this letter. If you agree to participate in this study, please
sign it and write down your e-mail address so that the researcher can contact you to pick up the

questionnaire and arrange the interview.

This letter is yours to keep for future reference.
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Consent Form
Project Title: Motivation, Identity and L2 Reading: Perceptions of Chinese ESL Students in

Canada

Principal Investigator- (D
Student Investigator- (D

I have read the Letter of Information, have had the nature of the study explained to me and I

agree to participate in the interview. All questions have been answered to my satisfaction.

Participant’s Name:

Participant’s Signature:

E-mail Address:

Date:

Person Obtaining Informed Consent:

Signature:

Date:
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Appendix C: Motivation for Reading in English Questionnaire (MREQ)

1. I like reading in English to learn something new about people and things that interest me.
@A lot like me @ little like me @ little different from me @Jery different from me
2. I like reading a lot of interesting things in English.

@A lot like me @ little like me @ little different from me @Jery different from me
3. I feel happy when I read about something interesting in English.

(A lot like me (A little like me (3N little different from me (4WVery different from me
4. When the topic is interesting, I am willing to read difficult English materials.

(A lot like me (A little like me (3N little different from me (4Very different from me
5. It’s fun for me to read about something I like in English.

(A lot like me (A little like me (3N little different from me (4WVery different from me
6. It is hard for me to stop reading in English when the topic is interesting.

(A lot like me (A little like me (3N little different from me (4WVery different from me
7. I like reading about new things in English.

(A lot like me (A little like me (3N little different from me (4WVery different from me
8. I enjoy reading when I learn complex ideas from English materials.

(A lot like me (A little like me (3N little different from me (4WVery different from me
9. I like it when the topic of an English reading makes me think a little more.

(A lot like me (A little like me (3N little different from me (4WVery different from me

10. I like challenging myself while reading in English.
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(A lot like me (A little like me (3N little different from me (4WVery different from me

11. I enjoy reading good, long stories in English.

@A lot like me @ little like me @ little different from me @Jery different from me

12. T like hard, challenging English readings.

@A lot like me @ little like me @ little different from me @Jery different from me

13. When an assignment is interesting, I can read difficult English materials more easily.
@A lot like me @ little like me @ little different from me @Jery different from me

14. When I am reading about an interesting topic in English, I sometimes lose track of time.
(A lot like me (A little like me (3N little different from me (4WVery different from me

15. When my teacher or friends tell me something interesting, I might read more about it in
English.

(A lot like me (A little like me (3N little different from me (4WVery different from me

16. I enjoy reading in English to learn what is going on in the Canada and in the world.

(A lot like me (A little like me (3N little different from me (4WVery different from me

17. 1 am willing to work hard to read better than my friends in English.

(A lot like me (A little like me (3N little different from me (4Very different from me

18. I like being the only student who knows an answer about something we read in English.
(A lot like me (A little like me (3N little different from me (4Very different from me

19. I like my teacher to say that I read well in English.

(A lot like me (A little like me (3N little different from me (4Very different from me

20. When I complete English reading assignments for class, I try to get more answers correct
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than my classmates.

@A lot like me @ little like me @ little different from me @Jery different from me

21. When I read in English, I like to finish my reading assignments before other students.

@A lot like me @ little like me @ little different from me @Jery different from me

22. 1 like my friends to tell me that I am a good English reader.

@A lot like me @ little like me @ little different from me @Jery different from me

23. I want to be the best at reading in English.

(A lot like me (A little like me (3N little different from me (4Very different from me

24. When some classmates read English better than me, I want to read more English materials.
(A lot like me (A little like me (3N little different from me (4WVery different from me

25. 1 like it when my teacher asks me to read English aloud in class.

(A lot like me (A little like me (3N little different from me (4WVery different from me

26. I like to get positive comments about my English reading.

(A lot like me (A little like me (3N little different from me (4WVery different from me

27. When I read in English, I often think about how well I read compared to others.

(A lot like me (A little like me (3N little different from me (4WVery different from me

28. I practice reading in English because I feel good when I answer teachers’ questions correctly
in class.

(A lot like me (A little like me (3N little different from me (4Very different from me

29. I feel happy when my friends ask me for help with their English reading assignments.

(A lot like me (A little like me (3N little different from me (4WVery different from me
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30. Finishing English reading assignments on time is very important for me.

@A lot like me @ little like me @ little different from me @Jery different from me

31. I usually try to finish my English reading assignments on time.

@A lot like me @ little like me @ little different from me @Jery different from me

32. It is important for me to receive a good grade in my English reading course.

(A lot like me (A little like me (3N little different from me (4WVery different from me

33. I do my English reading assignments exactly as the teacher tells me to do them.

(A lot like me (A little like me (3N little different from me (4WVery different from me

34. I 'look forward to finding out my grades in English

reading.

(A lot like me (A little like me (3N little different from me (4WVery different from me

35. I want to read in English to improve my grades.

(A lot like me (A little like me (3N little different from me (4WVery different from me

36. I work harder on English reading assignments when they are graded.

(A lot like me (A little like me (3N little different from me (4Very different from me

37. I try to read in English because I need a good score on tests like TOEFL, Michigan, IELTS,
etc.

(A lot like me (A little like me (3N little different from me (4WVery different from me

38. I try to read in English because I like seeing my reading score improve on tests like TOEFL,
Michigan, IELTS, etc.

(A lot like me (A little like me (3N little different from me (4WVery different from me
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39. 1 practice reading in English because I want a higher reading score than my friends and
classmates on tests like TOEFL, Michigan, IELTS, etc.

@A lot like me @ little like me @ little different from me @Jery different from me
40. I practice reading in English because I need to do well in my future classes.

@A lot like me @ little like me @ little different from me @Jery different from me
41. I enjoy telling my friends about the things I read in English materials.

(A lot like me (A little like me (3N little different from me (4WVery different from me
42. My friends and I like to share what we read in English.

(A lot like me (A little like me (3N little different from me (4Very different from me
43. 1 like talking with my friends about what I read in English.

(A lot like me (A little like me (3N little different from me (4WVery different from me
44. 1 like joining class discussions about what I read in English.

(A lot like me (A little like me (3N little different from me (4Very different from me
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Appendix D: Interview Questions
1. Tell me about your experience with English learning in general before you came to Canada.
2. Tell me about the reason that you chose to further your study abroad. Is it out of your won
willingness or is it out of other reasons, such as parents’ suggestion/pressure, career needs, or for
immigration to Canada?
3. Do you want to make friends with local people inside or outside class? Why?
4. Do you ever feel that it was hard for you to integrate with local communities or it was hard for
you to deal with the culture differences here in Canada? If so, how? And what reason(s) do you
think it is/they are? If not, why?
5. Do you like reading in general? Why?
6. Do you like reading in English? Why?
7. Do you read for fun or just for academic reasons?
8. Do you read in English other than academic materials after class? Why?
9. Do you always finish the readings for class every time or do you choose not to read them and
just listen to the teachers’ instruction in class?
10. Have you ever encountered any difficulties in reading in English? If so, please describe them,
such as vocabulary, grammar, sentence structure, etc.
11. Do you think your recent reading scores in class have something to do with your English
proficiency level before you came to Canada?
12. What do you think is/are the reason(s) that you are making progress or being lagged further

behind in reading in English here in this program?
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