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This study investigated the effects of varying text difficulty on L2 reading attitudes and reading comprehension. To provide the optimal challenge for L2 reading, comprehensible input hypothesis postulates that choosing text slightly harder than the learner's current level will enhance reading comprehension. Fifty‐four freshmen from one university in central Taiwan were randomly divided into two groups. Students in the ‘i − 1’ group were given level 3 and level 4 Oxford Graded Readers while students in the ‘i + 1’ group were provided with level 5 and level 6. Quantitative data were obtained via the English Placement Exam and the Reading Attitudes Survey. Results from the pretest and posttest of the Reading Attitudes Survey suggest that the i − 1 group has gained significantly in reading attitudes, whereas no difference in reading attitude was identified with the i + 1 group. Results also indicate that varied difficulty levels of reading text did not significantly affect participants' reading comprehension.
Reading abilities and the attitudes towards reading among youth have undergone substantial changes as more and more youth rely on the Internet for searching and exchanging information. Hastily browsing through Internet texts is a more predominate type of reading than engaging themselves into an in‐depth processing of the written information among these young people. Nevertheless, in‐depth processing of the written text with sound comprehension is paramount in further developing their analytical and critical thinking skills. Therefore, in spite of the change in the preferred reading mode among young people, reading teachers and researchers are in constant quest of reading activities to cultivate students' positive reading attitudes and subsequently enhance their reading comprehension. To this end, extensive reading (ER) has been identified as one of the most effective strategies. ER refers to reading large quantities of materials for pleasure on a frequent and regular basis. Reading materials can range from short stories and novels, newspaper and magazine articles to professional reading (Hedge, [ 9] ).
Extensive reading is widely implemented in language classrooms because it is instrumental in motivating students to read and reach higher language proficiency (Day & Bamford, [ 5] ; Krashen, [ 15] ). In addition, ESL teachers (Hafiz & Tudor, [ 7] ) have also employed the idea of ER in their language courses and have examined its influences on language learning. A growing number of educators in the EFL context (Iwahori, [ 12] ; Jackson, [ 13] ; Lee, [ 16] ; Leung, [ 17] ; Takase, [ 29] ) carried out ER in their language classrooms and investigated its potential effects. The results from this line of inquiry indicate that ER contributes substantially to general language proficiency (Iwahori, [ 12] ; Jackson, [ 13] ), reading comprehension (Hitosugi & Day, [ 10] ; Leung, [ 17] ; Takase, [ 29] ), vocabulary (Lee, [ 16] ; Leung, [ 17] ; Pigada & Schmitt, [ 25] ), writing skills (Hafiz & Tudor, [ 7] ), reading fluency (Iwahori, [ 12] ; Takase, [ 29] ) and grammar (Pigada & Schmitt, [ 25] ). Moreover, researchers found that ER enhanced learners' reading attitudes and reading habits (Chua, [ 3] ; Gardiner, [ 6] ; Hall, [ 8] ).
Many studies have reported the positive impact of ER, and yet, this approach is still not widely adopted in EFL classrooms. Studies have pointed out several hindrances in implementing ER programmes, such as choosing the texts with optimal difficulty level, sustaining students' interest in reading for a longer period, promoting positive attitudes towards reading and appropriating supplementary reading schemes (Davis, [ 4] ; Urquhart & Weir, [ 31] ). This study, therefore, aimed to examine the differentiating effects of i − 1 and i + 1 reading materials, if any, on EFL students' reading attitudes and reading comprehension.
Review of literature
Noticing the important role reading plays in language learning and development, ER is implemented in both language arts and English as second/foreign language classrooms. Many studies conducted with a wide range of learners and in a variety of settings have yielded positive results. The current study mainly focuses on relating ER with reading comprehension and reading attitudes. This literature review section, therefore, will begin with the definition of ER and continue with its effects on reading attitudes and reading comprehension development of language learners.
Extensive reading
Not only language arts teachers but also ESL/EFL teachers regard ER as a crucial element for language development and widely incorporate ER into their classroom practice. In addition to the term ‘extensive reading’, Krashen ([ 15] ) called it ‘Pleasure Reading’ or ‘Free Voluntary Reading’ to convey the same idea defined by Davis ([ 4] ). ‘An extensive reading program is a supplementary class library scheme, attached to an English course, in which pupils are given the time, encouragement, and materials to read pleasurably, at their own level, as many books as they can, without the pressures of testing or marks’ (Davis, [ 4] , p. 329). Along the lines of the aforementioned definition, Day and Bamford ([ 5] ) delineated 10 characteristics for ER:
Students read as much as possible.
A variety of materials on a wide range of topics is available.
Students select what they want to read.
The purposes of reading are usually related to pleasure, information and general understanding.
Reading is its own reward.
Reading materials are well within the linguistic competence of the students.
Reading is individual and silent.
Reading speed is usually faster rather than slower.
Teachers orient students to the goals of the programme, explain the methodology, keep track of what each student reads and guide students on getting the most out of the programme.
The teacher is a role model of a reader for students.
(Day and Bamford, [ 5] , p.7–8)
Davis' definition and Day and Bamford's delineation suggest that taking part in ER provides learners with ample language input, the opportunities to choose reading texts, and the chance to experience pleasure. Unlike intensive reading, which emphasises decoding skills and focuses on comprehension of the text, ER centres on readers' prolonged engagement in reading activities. One of the most frequently cited theoretical underpinnings for ER is Krashen's Input Hypothesis, which states that sufficient exposure to comprehensible input is indispensible for language learners to acquire the language. Comprehensible input denotes the kind of input that is a little bit beyond the learner's current language level and is usually symbolised with the expression, ‘i + 1’ (Krashen, [ 14] ; Mitchell & Myles, [ 21] ). ‘i’ refers to the current language ability of the learner, whereas ‘1’ indicates the input that is slightly challenging for learners' current language ability. Krashen asserts that i + 1 is the prerequisite condition for language acquisition to take place (Krashen, [ 14] ). This theory highlights the importance of input as well as the comprehensibility of the input.
However, Day and Bamford ([ 5] ) hold a different perspective on the optimal difficulty level of the input. As far as ER is concerned, they believe it is beneficial to provide language learners with input that is slightly below the learners' current language level. In other words, instead of ‘i + 1’, Day and Bamford ([ 5] ) see ‘i − 1’ as the learners' ‘comfort zone’ where language learners can quickly build up their reading confidence and reading fluency. They also pointed out that reading books with ease at the beginning helps language learners build sight words and high‐frequency vocabulary.
Comparing Krashen's ‘i + 1’ hypothesis with Day and Bamford's ‘i − 1’ statement, two principles can be derived. First, language input plays a crucial role in language learning and providing language learners with ample access to input is important. Secondly, not only the quantity of input matters but also the quality is important. The quality of input mainly concerns how comprehensible the input is to the intended learners. Nevertheless, the dispute between ‘i + 1’ and ‘i − 1’ remains unsolved. That is the rationale behind this study.
Reading attitude
Reading attitude is a complex construct. Smith ([ 28] ) defined it as ‘a state of mind, accompanied by feelings and emotions that makes reading more or less probable’ (p. 215). Mizokawa and Krening ([ 22] ) proposed that reading attitudes are manifested in three domains: affect, behaviour and cognition, abbreviated as the ‘ABCs’ of reading attitudes. Affective domain refers to learners' like or dislike of reading. Additionally, a learners' preference for a certain kind of reading material is taken into account and becomes part of the affect domain. The second domain is behaviour, which pertains to the actions and behaviours that may promote or impede reading. It is from the learners' behaviour that their attitudes towards reading can be inferred. The third domain is cognition, which refers to learners' personal and evaluative beliefs about reading.
Leung ([ 17] ) pointed out that participating in ER for 20 weeks not only enhanced the students' reading comprehension but also promoted participants' positive attitudes towards reading. A similar result was identified in Hitosugi and Day's ([ 10] ) research in which participants in the ER class developed more positive attitudes towards reading Japanese than did their counterparts in the regular class. Chua's ([ 3] ) recent year‐long study investigated the effects of the Sustained Silent Reading (SSR) programme on cultivating first year secondary school students' habits and attitudes towards pleasure reading. The results showed that the SSR programme has a positive effect on cultivating students' attitudes towards pleasure reading.
Dissimilarly, Sheu's ([ 26] ) ER study shows that English learning attitudes of the participants in the graded readers' group remained unchanged. The same study revealed that both the ‘books for native English speaking children’ group's and the control group's mean scores on attitudes towards learning English declined significantly. Furthermore, all participants' attitudes towards reading decreased after the experiment. The researcher concluded that ‘no treatment had a positive effect on students' attitudes towards learning English and reading’ (Sheu, [ 26] , p. 219). Apple's ([ 1] ) study yielded similar results. To investigate the impact of the 3‐month ER programme on 74 participants' attitudes and motivation to read and learn English, the researcher used Gardner's Attitude/Motivation Test Battery with a reduced number of items (from 130 to 25). The analysis of the pretest and posttest of Gardner's Attitude/Motivation Test Battery showed no significant change in students' attitudes.[ 1] In sum, despite the fact that numerous research has been set forth to study the relationship between ER and reading attitudes, the findings remain inconclusive as to whether ER effectively enhances reading attitudes, which calls for more empirical data to shed new light on the potential effects of ER on promoting positive reading attitudes.
Reading comprehension
As previously noted, Krashen ([ 15] ), and Day and Bamford ([ 5] ) asserted the importance of input in language learning. One of the primary sources for language input is through reading. Reading comprehension, thus, is imperative in processing language input. In light of the importance of reading comprehension, researchers and educators continuously endeavour to cultivate and foster language learners' reading comprehension by means of implementing ER. Studies were widely conducted in language arts, ESL/EFL, and foreign language learning contexts to explore the effectiveness of ER in improving reading comprehension.
Conceived in the ESL context, Hafiz and Tudor ([ 7] ) carried out a 3‐month ER intervention with graded readers. The result showed that the experimental group outperformed the control groups in reading comprehension tests. Interestingly, in the pretest, the scores of the experimental group were lower than the two control groups. Nevertheless, after the 3‐month intervention of ER, the situation was reversed. Similarly, Olen and Machet ([ 23] ) conducted a study to determine the effects of ER on primary school students' reading comprehension ability, but the duration of the experiment was longer than that of Hafiz and Tudor's. At the conclusion of the 8‐month experiment, the results indicated that the participants in the ER programme made significant progress in reading comprehension as shown by reading comprehension tests, compared with the participants in traditional reading classes.
For the last two decades, studies were also widely conducted in the EFL context with positive findings (Bell, [ 2] ; Tanaka & Stapleton, [ 30] ; Mason & Krashen, [ 18] ; Sheu, [ 26] ; Yamashita, [ 33] ). Tanaka and Stapleton ([ 30] ) investigated the efficacy of ER in increasing Japanese high school students' English reading comprehension. After a 5‐month treatment, the posttest scores showed that the experimental group outshined the control group given the fact that in the pretest scores, no statistically significant difference was found between the two groups. Mason and Krashen ([ 18] ) explored the effectiveness of motivating reluctant young adult readers to read extensively in English. A semester‐long research project was carried out with 30 college students where the students were given 100 graded readers to choose from and read. At the end of the experiment, the scores of the 100‐item cloze test showed that the experimental group made greater gains than the comparison group in reading comprehension. More recently, Yamashita ([ 33] ) conducted a 15‐week ER research project in which the participants were allowed to choose reading material from 500 English graded readers to read in and out of the class. The significant difference was found in the university freshmen's improvement in reading ability, but not in other language skills.
In foreign language classrooms, teachers and researchers (Hitosugi & Day, [ 10] ; Leung, [ 17] ) were eager to know if ER also works in teaching Japanese as a foreign language. Leung ([ 17] ) analysed her participants' journal entries and concluded that her participants improved in Japanese reading comprehension after 20 weeks of reading extensively in Japanese. Similar results were identified from Hitosugi and Day's ([ 10] ) study. The researchers classified 226 Japanese children's books into six levels and provided the books to students. The students in the experimental group were required to read at least four titles a week. As the project ended, the researchers reported that the participants in ER classrooms made noticeable progress in the traditional reading comprehension test, compared with the participants in the regular language class.
To sum up, it is evident that studies investigating the impact of ER on learners' reading comprehension all generated satisfactory results regardless of languages. However, to the researcher's best knowledge, no study has been conducted in assessing the potential influence of using ‘i − 1’ and ‘i + 1’ graded readers on ESL/EFL college students' reading attitudes and reading comprehension. Therefore, this study was set forth to answer the following three research questions:
Are there any significant differences in reading attitudes between and within ‘i − 1’ and ‘i + 1’ groups after a year of participation in ER, as measured by the Reading Attitudes Survey (RAS)? If so, which group has more positive attitudes towards reading in English?
Are there any significant differences in reading comprehension between and within ‘i − 1’ and ‘i + 1’ groups after a year of participation in ER, as measured by the English Placement Exam (EPE)? If so, which group?
How is ER received by the participants in ‘i − 1’ and ‘i + 1’ groups after a year of participation?
Method
Design
This randomised study used a mixed‐method approach to gather both quantitative and qualitative data from 54 non‐English‐major freshmen to examine the potentially different effects of utilising ‘i + 1’ versus ‘i − 1’ readers on reading attitudes and reading comprehension. Given these goals, ER was first integrated into the Freshman English for Non‐Major (FENM) course. The reading attitudes and English proficiency of the participants were quantitatively measured prior to and after the intervention of ER through the RAS and the EPE. In addition to the quantitative measures, qualitative data were gathered via an open‐ended survey to gain insight into the participants' perceptions of ER. By adopting the mixed‐method approach, it is the researcher's intention that not only the effects of ER can be gauged but also the voices of the participants be heard.
Participants
The recruitment of participants was the result of convenient sampling. Fifty‐four students from two FENM classes taught by the researcher at one university in central Taiwan participated in the study. To protect students' rights as participants and guard the confidentiality of the participants' date, informed consent was secured from 54 participants. Among them, 27 are from the College of Science, whereas 27 are from the College of Social Science. In the very beginning of the study, all the participants were randomly divided into ‘i − 1’ and ‘i + 1’ reading groups. Each class had both ‘i − 1’ and ‘i + 1’ reading groups. There were seven ‘i − 1’ and seven ‘i + 1’ reading groups in total. Each group consisted of four to five students. Table [NaN] lists the distribution of ‘i − 1’ and ‘i + 1’ reading groups across two classes.
The distribution of ‘ i  − 1’ and ‘ i  + 1’ reading groups across Classes A and B
	
	Class A
	Class B

	‘i − 1’
	Group 1
	Group 2
	Group 3
	
	Group 1
	Group 2
	Group 3
	Group 4

	‘i + 1’
	Group 1
	Group 2
	Group 3
	Group 4
	Group 1
	Group 2
	Group 3
	


These participants were placed in a high‐level FENM class as a result of their score on the EPE. FENM is a required course for the entire freshman population at this university. The goals of the FENM course are to encourage students to practice English in a non‐threatening environment, increase their confidence in speaking English, improve their English proficiency and apply what they have learned about English in real‐life communication. For example, reading goals are to be accomplished by both intensive reading and ER. Intensive reading refers to the reading based on textbooks, whereas ER pertains to reading six to eight English novels or simplified readers by the students themselves for the sake of pleasure outside the class.
Implementation of the current study
To find out whether reading English novels with varied challenge levels would have any impact on participants' reading attitudes and reading comprehension, students within the same FENM class were randomly assigned into ‘i − 1’ and ‘i + 1’ reading groups. At the onset of the study, two independent samples t‐tests were conducted with the participants' EPE and RAS scores to establish that there was no significant difference in reading attitudes and reading comprehension between ‘i − 1’ and ‘i + 1’groups. The results indicated that in terms of reading attitudes and reading comprehension (Sig = .911, and Sig. = .249, respectively), the two groups (‘i + 1’ versus ‘i − 1’) were at the same baseline.
This study chose the Oxford Bookworms series as the reading materials for its various genres and its graded system. Based on the headwords, grammar, word counts, syntax and the balance between given and new information, the Oxford Bookworms series classifies books into seven levels ranging from starter to Level 6. For the present study, Level 4 was considered entry level given the fact that the participants were placed in a high‐intermediate level FENM class where the students usually can comfortably handle 1,400‐headword novels. Consequently, 16 titles from the Level 3 through Level 6 readers were adopted for ER implementation.
To compensate for the impracticality of pinpointing the exact place of ‘i’ for the current participants as a cohort, this study endeavoured to establish a discriminatory reading level between ‘i − 1’ and ‘i + 1’ groups. Therefore, in the first semester, all participants in ‘i − 1’ groups read four books at Level 3 ( 1,000 headwords) while participants in ‘i + 1’ groups read four books at Level 5 (1,800 headwords). Subsequently, in the second semester, participants in ‘i − 1’ groups read one book at Level 3 and three books at Level 4 (1,400 headwords) whereas participants in ‘i + 1’ groups read four books at Level 6 (2,500 headwords). After grouping and reading materials were set, a brief introduction of ER, the reading schedule and the guidelines for keeping the reading log were provided to the participants.
Data collection
This study aimed to explore the effects of using ‘i − 1’ and ‘i + 1’ graded readers on college freshmen's reading attitudes and reading comprehension. Data were gathered from the following three means: the EPE, the RAS questionnaire, and an open‐ended survey.
The EPE is made up of 60 multiple‐choice questions with three sections, including grammar (20%), reading (40%) and listening (20%). The reliability coefficient of the EPE tested via split‐half method was r = 0.88. The EPE has adequate content validity. Because the reading section is the primary focus of the current study, the validity of the reading section is explained. According to Hughes (2003, as cited in Sims, [27] ), both macro questions (generalisation from specific texts) and micro questions (focusing directly on specific sentences or portions) should be included in a reading exam. In line with this view, the reading section of the EPE is comprised of both macro and micro questions.
A revised version of the RAS[ 2] consists of 26 questionnaire items pertaining to students' reading attitudes in three domains: affective, behavioural, and cognitive. The finalised RAS (see Appendix A) consists of 10 items for affective domain, 9 items for behavioural domain, and 7 items written under the cognitive domain. For each questionnaire item, the respondent rated his/her response by indicating to what extent he/she agreed or disagreed with the statement on a scale from 1 (absolutely disagree) to 4 (strongly agree). The sum of the averaged scores from the three domains forms the individual RAS score indicating the participant's overall reading attitudes. To establish the reliability of the RAS, the survey was sent to the other 70 FENM students with 68 returned for reliability coefficient analysis. The obtained reliability coefficient refers to Cronbach's Alpha of.91. Since the overall reliability reached a satisfactory level, the questionnaire with 26 items was distributed to the target participants to detect any changes within and between the ‘i + 1’ versus ‘i − 1’ groups' reading attitudes before and after the intervention of ER. An open‐ended survey was distributed to students at the end of the school year to gain in‐depth understandings of their perceptions about ER. The entire survey is available in Appendix B.
Data Analysis Procedures
At the outset of the study, two independent samples t‐tests were employed to find out if there was any significant difference in the participants' reading comprehension between the two groups. At the end of the study, besides descriptive statistics from the pretests and the posttests of RAS and EPE, mixed ANOVAs were performed first to examine whether there were significant interaction effects between time and group from RAS and EPE. The main effects of time and text difficulty were also examined. Independent samples t‐tests were conducted as follow‐up tests to examine the simple main effects of group on the pretests and the posttest from RAS and EPE, respectively. Paired samples t‐tests were performed to further follow up on the simple main effects of time on reading attitudes and reading comprehension for both the ‘i + 1’ and the ‘i − 1’groups. For all of the t‐tests, effect sizes were calculated as Cohen's ds to indicate practical significance. Besides quantitative data, written responses from the open‐ended survey were coded and analysed to tap into the participants' perception of ER.
Results
Quantitative data from the RAS and the EPE were analysed to identify the potential effects of using ‘i + 1’ versus ‘i − 1’ graded readers on participants' reading attitudes and reading comprehension. In addition to quantitative analysis, qualitative data were collected through the open‐ended survey in an attempt to understand the ways in which the participants made sense of ER. In the following sections, three major findings will be presented as tentative answers to the three research questions, accompanied by discussion.
The reading attitudes of the ‘i − 1’ group, as measured by the RAS, were enhanced whereas the reading attitudes of the ‘i + 1’ group remained the same after the study.
To know whether the ‘i − 1’ group's and the ‘i + 1’ group's reading attitudes changed after a year of ER intervention, the mean scores of the pre‐RAS and post‐RAS were compared. Table [NaN] illustrates the ‘i − 1’ group's and the ‘i + 1’ group's responses to the RAS before and after the study. It provides a summary of the mean scores and standard deviations of the overall and the three domains in the pre‐RAS and post‐RAS scores for both groups. Table [NaN] indicates that the ‘i − 1’ group's attitudes were boosted in all three domains, and their general reading attitudes became more positive as well. However, when comparing the mean scores of the ‘i + 1’ group's pre‐RAS and post‐RAS, the slight downward trends were identified in the overall reading attitudes, the affective domain and the behavioural domain. In other words, after a year of ER intervention, the ‘i + 1’ group's responses increased only in the cognitive domain. The overall reading attitudes of the ‘i − 1’ group became more positive while those of the ‘i + 1’ group remained unchanged at the conclusion of this study. Similar patterns are found in the affective and behavioural domains. In other words, the ‘i − 1’ group became more positive in the two domains whereas the ‘i + 1’ group did not. However, both the ‘i − 1’ and the ‘i + 1’ group scored higher in the cognitive domain, compared with the pretest scores from the RAS. Moreover, for the ‘i − 1’ group's reading attitudes, the reliabilities of the pretest and posttest were calculated. The results indicate satisfactory reliabilities (Cronbach'sα = 0.908 for the pretest and 0.891 for the posttest). For the ‘i + 1’ group, the results reveal that the reliabilities for both pretest and posttest were satisfactory (Cronbach's α = 0.838 for the pretest and 0.862 for the posttest).
Means and standard deviations of responses of ‘ i  − 1’ and ‘ i  + 1’ groups to RAS before and after study
	
	Pretest
	Posttest

	
	Affective domain
	Behavioural domain
	Cognitive domain
	Overall
	Affective domain
	Behavioural domain
	Cognitive domain
	Overall

	
	Mean (SD)
	Mean (SD)
	Mean (SD)
	Mean (SD)
	Mean (SD)
	Mean (SD)
	Mean (SD)
	Mean (SD)

	i − 1
	2.60
	2.22
	3.16
	7.98
	2.73
	2.25
	3.27
	8.25

	(n = 27)
	(0.37)
	(0.42)
	(0.40)
	(0.95)
	(0.38)
	(0.31)
	(0.43)
	(0.82)

	i + 1
	2.64
	2.11
	3.21
	7.96
	2.59
	2.07
	3.24
	7.90

	(n = 27)
	(0.28)
	(0.41)
	(0.48)
	(0.88)
	(0.30)
	(0.29)
	(0.42)
	(0.77)


A mixed ANOVA was performed to assess the impact of two discriminatory text difficulty levels (i + 1 vs. i − 1) on participants' scores from the RAS across two time periods (before and after their participation in a year‐long, ER‐integrated English class). There was no significant interaction between difficulty level and time (F( 1, 52) = 2.66, p = .11, partial eta squared = .05), suggesting that over the course of one school year, the changes in scores from the RAS did not differ significantly between the ‘i + 1’ and the ‘i − 1’groups. There was no significant main effect of time (F( 1, 52) = 1.20, p = .28, partial eta squared = .02), suggesting no substantial difference in the RAS scores across two periods. In addition, the main effect of the text difficulty level was not significant (F( 1, 52) = .10, p = .32, partial eta squared = .02), suggesting no difference in the RAS scores of the two text difficulty levels.
Subsequent to a mixed ANOVA, two independent samples t‐tests were conducted as follow‐up tests to examine the simple main effect of group on the pretest and the posttest, respectively. The results show that there were no significant differences between the two groups in the pretest and the posttest of RAS (t = 0.21, p = .83, d = .04 for pretest; t = 1.72, p = .09, d = .33 for posttest), suggesting that both groups started with the similar RAS scores at the onset of the study and ended with non‐significant difference in their post RAS scores.
To further follow up on the simple main effect of time for each group, a paired‐samples t‐test was performed for each group. Table [NaN] compares the result of the paired‐samples t‐test of the ‘i − 1’ group with that of the ‘i + 1’ group. The results show that the participants' RAS scores in the ‘i − 1’ group were considerably increased after a year of ER intervention (t = 2.26, p = .032, d = .43). Nevertheless, a year of ER intervention did not significantly increase the ‘i + 1’ group participants' RAS scores (t = −0.54, p = .595, d = .10).
Comparison of the paired samples t ‐test scores from the RAS between the ‘ i  − 1’ and the ‘ i  + 1’ groups
	
	
	Mean differences
	SD of mean differences
	Std. error mean
	t
	df
	p

	i − 1 (n = 27)
	Prepost
	0.09
	0.20
	0.04
	2.26*
	26
	<.05

	i + 1 (n = 27)
	Prepost
	−0.03
	0.25
	0.05
	−0.54
	26
	>.05


1 P < .05
In sum, the results imply that using ‘i − 1’ reading materials led to significant improvement in the participants' reading attitudes. On the other hand, using ‘i + 1’ reading materials did not lead to significant changes of the participants' reading attitudes. As for the difference between the two groups, no significant difference was found in the two groups' total RAS scores in the posttest. In addition to reading attitudes, the current study was set forth to detect any significant difference in reading comprehension when the text difficulty is differentiated between the ‘i − 1’ and the ‘i + 1’ groups.
ER contributed profoundly to the enhancement of participants' reading comprehension and general English proficiency. However, reading materials with discriminatory difficulty levels did not yield significant difference in reading comprehension and general English proficiency.
To investigate the effects of varying text difficulty levels on English proficiency in general and reading comprehension in particular, the mean scores of the pre‐EPE and post‐EPE from the ‘i − 1’ and the ‘i + 1’ groups were first presented in Table [NaN] . The table shows that for both groups, their mean scores from the post‐EPE and its reading comprehension sub‐section are higher than those from their pre‐EPE. It can be inferred that the participants in the ‘i − 1’ group and the ‘i + 1’ group made progress in their general English proficiency and reading comprehension after taking part in a year‐long, ER‐integrated English class. A close look at Table [NaN] found that the ‘i − 1’ group started with slightly higher mean scores in the overall EPE and its reading comprehension sub‐section. Nevertheless, at the end of the study, the ‘i + 1’ group's mean scores from the post EPE surpassed those of the ‘i − 1’ group.
Means and standard deviations of the ‘ i  − 1’ group's and the ‘ i  + 1’ group's responses to EPE before and after study
	
	Pretest
	Posttest

	
	Reading comprehension
	General English proficiency
	Reading comprehension
	General English proficiency

	
	Mean (SD)
	Mean (SD)
	Mean (SD)
	Mean (SD)

	i − 1
	29.14
	74.36
	31.36
	78.93

	(n = 27)
	(3.83)
	(4.10)
	(4.42)
	(4.46)

	i + 1
	28
	74.11
	32.15
	79.70

	(n = 27)
	(3.42)
	(4.04)
	(4.11)
	(6.5)


To determine if statistically significant differences existed between the means, two mixed ANOVAs were performed first to examine whether there were significant interaction effects between difficulty level and time on reading comprehension and general English proficiency. The participants' scores on the reading comprehension section of the EPE and the overall EPE were dependent variables. The results show that there were no significant interaction effects for reading comprehension (F( 1, 52) = 2.07, p = .156, partial eta squared = .04) and general English proficiency (F( 1, 52) = .076, p = .784, partial eta squared = .001), suggesting that over the course of one school year, the changes in scores from the reading comprehension and overall English proficiency test did not differ significantly between the ‘i + 1’ and the ‘i − 1’groups. There was a significant main effect of time on reading comprehension and general English proficiency, respectively (F( 1, 52) = 23.44, p < .0005, partial eta squared = .31; F( 1, 52) = 44.50, p < .0005, partial eta squared = .46), with both groups showing an increase in the reading comprehension sub‐scores and the overall EPE scores across the two time periods (Table [NaN] ). Furthermore, the main effect of the differentiated text difficulty was not significant on reading comprehension sub‐scores and overall EPE scores, respectively (F( 1, 52) = .04, p = .84, partial eta squared = .001; F( 1, 52) = .03, p = .86, partial eta squared = .001), suggesting no difference in the effectiveness of two differentiated text difficulty levels with regard to reading comprehension and general English proficiency.
Next, two t‐tests were conducted as follow‐up tests to examine the simple main effect of group on the pretest and the posttest, respectively. The results show that there was no significant difference between the two groups on the pretests (t = 1.17, p = .25, d = .31 for reading comprehension; t = 0.22, p = .82, d = .06 for general English proficiency), suggesting that both the ‘i + 1’ and the ‘i − 1’ groups were at a similar baseline prior to the experiment. The results also indicate no significant difference between the two groups in their EPE posttests (t = 0.69, p = .49, d = .19 for reading comprehension; t = 0.41, p = .68, d = .14 for general English proficiency) after the intervention of ER. In other words, although the ‘i + 1’ group was found to have greater increases in their overall EPE scores and reading comprehension scores, the t‐tests results illustrate that there were no significant differences in their posttest scores between the ‘i − 1’ and ‘i + 1’ groups.
Lastly, paired‐samples t‐tests were performed as follow‐up tests to examine the simple main effect of time for each group. The results suggest that both groups' reading comprehension and general English proficiency were significantly enhanced at the end of this study (t = 2.43, p < .05, d = .47 and t = 3.52, p < .01, d = .68 for ‘i − 1’ group's reading comprehension and general English proficiency, respectively; t = 4.37, p < .01, d = .84 and t = 5.25, p < .01, d = 1.01 for ‘i + 1’ group's reading comprehension and general English proficiency respectively), as displayed in Table [NaN] . Similar results were found with both groups in reading comprehension and general English proficiency. That is, the reading comprehension and the general English proficiency of the ‘i − 1’ and the ‘i + 1’ groups significantly improved after the intervention of ER. Moreover, Cohen's effect size values of the ‘i − 1’ group's paired samples t‐tests are d = .47 and d = .68 for reading comprehension and general English proficiency, respectively, suggesting moderate practical significance. As for the ‘i + 1’ group, Cohen's effect size values calculated from its paired samples t‐tests are d = .84 and d = 1.01 for reading comprehension and general English proficiency, respectively, suggesting high practical significance.
Paired samples t ‐tests of the ‘ i  − 1’ group's and the ‘ i  + 1’ group's prescore and postscores from the reading section of the EPE and the overall EPE
	
	
	Mean differences
	SD of mean differences
	Std. error mean
	t
	df
	p

	i − 1
	Reading comprehension
	2.21
	4.82
	0.91
	2.43
	26
	<.05

	(n = 27)
	English proficiency
	4.57
	6.87
	1.30
	3.52
	26
	<.01

	i + 1
	Reading comprehension
	4.15
	4.93
	0.95
	4.37
	26
	<.001

	(n = 27)
	English proficiency
	5.59
	5.54
	1.07
	5.25
	26
	<.001


· 2 p < .05
· 3 p < .01
· 4 p < .001
In brief, implementing ER with either ‘i − 1’ or ‘i + 1’ reading materials contributed profoundly to the gains in the participants' general English proficiency and reading comprehension. However, different difficulty levels of reading materials did not yield significant difference in the participants' English proficiency and reading comprehension. In light of the benefits measured by the RAS and the EPE, it is equally important to tap into the participants' own opinions regarding this ER intervention.
There is no considerable difference in the participants' perception of ER between the ‘i + 1’ and ‘i − 1’ groups.
To find out if the ‘i + 1’ group and the ‘i − 1’ group would respond dissimilarly to the implementation of a year‐long ER requirement embedded in their freshman English course, an open‐ended question survey was administered to 54 participants, followed by phone interviews and email correspondences to clarify some of the written responses. Content analysis of the survey responses found no substantial differences between the two groups, and yet, some subtle differences were deduced from the commonalities.
Regardless of the varied difficulty levels of the novels they read, most participants affirmed the effects of ER on enhancing their confidence in tackling English texts and improving their reading fluency, which positively boosts their attitudes towards reading English novels. The most prevailing reasons given by the 47 participants who considered the programme helpful in cultivating positive reading attitudes include: they were not afraid of reading English novels after taking part in ER; they no longer saw English reading a daunting and insipid task; and they saw an enhancement in their reading fluency and confidence. For instance, George mentioned, ‘I considered reading English novels boring in the past. But after being part of this program, I found it interesting.’ Melody noticed improvement in tackling unfamiliar words as she explained, ‘Before I would stop and look up the dictionary definition whenever I saw unknown vocabulary. But now I can guess the meaning of the vocabulary from the context.’ Furthermore, Ashley contended how ER has helped her read faster with greater comprehension as she elaborated after her initial response, ‘It was difficult in the beginning, but as I kept pressing on instead of giving up, I found myself reading much faster.’
Aside from the majority view, a few students rejected or felt ambivalent about the positive effects of ER on reading attitudes. Twelve out of 54 replied ‘No’ or ‘not really’ to the positive attitudes question. Among these twelve respondents, seven were from the ‘i + 1’ group while five were from the ‘i − 1’ group. Some disagreements with the association between ER and the enhanced positive attitudes from the ‘i + 1’ group include the following: ER makes English even more distasteful; ER is ineffective in improving English; and ER makes studying English de‐motivating when the reading materials are difficult to understand. One male student from the ‘i + 1’ group wrote, ‘English novels make me dislike English even more because they are so hard to understand; thus, ER is an ineffective way to better my attitudes.’ For those from the ‘i − 1’ group that claimed no attitudinal change in English reading, a confessed lack of commitment to finishing the reading assignments was cited. A student who has been reading ‘i − 1’ novels admitted that ‘I have never paid serious attention to finishing the assigned novel chapters, thus, I don't really know if ER has helped promote my reading attitudes.’
Both the ‘i + 1’ and the ‘i − 1’ group attributed unknown vocabulary items, uninteresting novel content, complicated plots and heavy weekly reading assignments as obstructions to full engagement in the ER programme. Owen expressed his frustration and said, ‘I became impatient easily when I had to look up words in the dictionary constantly in order to understand the storyline.’ When asked what the teacher can do to help them overcome the obstacles during reading, there were twice as many participants from the ‘i + 1’ group that indicated their desire for teacher intervention to facilitate the reading process. Winnie from the ‘i + 1’ group suggested, ‘I would like to see the teacher guide us through the novel to help us understand the background and the characters.’ Also from the ‘i + 1’ group, Bernice asserted that the reading passage would be more accessible if the teacher could provide a summary or have some discussion questions to guide the reading. In addition to requesting teacher support alongside their ER, the participants from both groups wanted to have freedom to choose the novels for their ER. The participants believed choosing novels of interest would help them sustain engagement in ER even when they met challenges during reading. After hearing about the participants' struggles, it is equally important to learn about what the participants have gained from partaking in ER.
Nearly half of the participants from both groups declared that they had acquired a large amount of vocabulary from ER. As stated by the participants, ‘I learned more vocabulary from it,’ ‘I learned a lot of vocabulary that I didn't know before,’ and ‘Reading English novels extensively has apparently increased my word bank.’ Other benefits identified include gaining culture knowledge from ER, advancing their writing ability, developing reading fluency and enhancing reading comprehension. For example, Tina stated, ‘Through extensive reading, I can know something that I didn't know before.’ Gabriel described, ‘I know more about other cultures via reading a variety of novels.’ Moreover, some explained how ER has improved their English writing noticeably with statements such as ‘I can write more fluently now after participating in the ER program’ and ‘My writing ability is improved as I don't feel that struggling when I write.’ In light of these explicitly recognised benefits, the participants were asked projection question regarding their desire to continue with ER when the course concludes.
Except for three students from the ‘i + 1’ group, the majority of the participants stated that they would keep reading even after the course concluded. The most common rationale for continuing to read extensively in English is that ER is effective in maintaining and enhancing their English ability. Patrick elaborated, ‘If I don't keep reading English novels or articles, I will gradually lose my English ability. That's why some students retain good English ability when they just come back from foreign countries, but soon their English ability declines.’ As for those who objected to their continuous engagement in ER, their reasons varied from personal preference to learning effectiveness. For example, James just admitted, ‘No, I won't continue ER for I am tired of reading difficult stuff.’ Jessica contended her point of view by stating, ‘Instead of reading extensively, I will rather focus on grammar or memorize more vocabulary items. I think the latter is much more effective than ER in improving my English.’
To sum up, regardless of the text difficulty levels of their novels, the majority of the participants found ER helpful in sharpening their reading skills, boosting their reading confidence and promoting their favourable attitudes towards reading English novels. The participants as a whole recognised various advantages of ER, such as expanded vocabulary, elevated reading speed, enhanced reading comprehension and broadened cultural understanding. The subtle differences are only manifested in the request for teacher guidance and the continuity for ER. There are more participants from the ‘i + 1’ group suggesting teacher intervention as they navigate through the novels. None of the participants from the ‘i − 1’ group declared their discontinuity with ER as the course concluded. Instead, they unanimously indicated their desire to keep up with ER in English.
Discussion
The present study shows that the reading attitudes of the ‘i − 1’ group increased significantly after a year of participation in ER. No significant difference was identified with the ‘i + 1’ group before and after the study. Also, there was no significant difference between the two groups after the study. The findings from the current study are partially congruent with the previous ones. The enhanced reading attitudes identified with the ‘i − 1’ group bear some resemblance with the previous studies (Chua, [ 3] ; Hitosugi & Day, [ 10] ; Leung, [ 17] ) in that reading ‘i − 1’ materials helped enhance positive reading attitudes towards reading. As for the findings from the ‘i + 1’ group, their unchanged reading attitudes are consistent with some other researchers (Apple, [ 1] ; Sheu, [ 26] ).
The descriptive statistics of pre‐RAS and post‐RAS saw consistent rising means in the post scores across three domains for the ‘i − 1’ group. With the ‘i + 1’ group, there is an increase in the cognitive domain but a decrease in the affective and behavioural domains. According to Chua ([ 3] ), ‘The discrepancy between affective and cognitive reactions to reading books for leisure might cause problems for the persistence of the habit of reading books for leisure in the future’ (p. 184). The discrepancy found in the cognitive and the affective domain with the ‘i + 1’ group might contribute to the observed difference in their claimed continuity with ER between the two groups. All three respondents, out of 54 participants, opposed to keeping up their ER after the course ended were from the ‘i + 1’ group whose affective and cognitive reactions to ER went in opposite directions. Nevertheless, the unanimous desire to keep ER at the closure of this English class among the ‘i − 1’ group members might be attributed to the fact that students in the ‘i − 1’ group gradually gained confidence during the process of reading easier novels within their comfort zone (Day and Bamford, [ 5] ). Therefore, this finding supports the idea that for ER, reading ‘i − 1’ materials has a positive effect in students and that positive effect may linger.
There is no significant difference in the reading attitudes between the ‘i − 1’ group and the ‘i + 1’ group after a year of participation in ER. It is worth mentioning that the ‘i − 1’ group showed more positive attitudes towards English reading, while the ‘i + 1’ group remained the same in their reading attitudes after the study. It is plausible that if the duration of ER intervention was extended to more than a year, a greater difference in reading attitudes might be found between the ‘i − 1’ and ‘i + 1’ groups. Additionally, the increase in reading attitudes of the ‘i − 1’ group confirms Day and Bamford's ([ 5] ) arguments regarding the difficulty level of the input. As mentioned by Day and Bamford ([ 5] ), learners might feel more comfortable when reading ‘i − 1’ reading materials. If they feel comfortable, learners will gradually build up their reading confidence and reading fluency. As the participants become more and more confident and read more and more fluently, they are motivated to spend more time reading extensively. The ‘i − 1’ group's increased mean scores in affective and behavioural domains appear to confirm this argument.
Results of this study indicate that ER significantly enhanced the participants' reading comprehension and general English proficiency regardless of the text difficulty levels. This finding is in line with previous research conducted with various age groups and language backgrounds (Hafiz & Tudor, [ 7] ; Hitosugi & Day, [ 10] ; Lee, [ 16] ; Leung, [ 17] ; Takase, [ 29] ; Walker, [ 32] ). It appears that ER works effectively with college students as well as high school students. Furthermore, the researcher noticed that the duration of the treatment might be less crucial in influencing participants' performance on reading comprehension. Whether the treatment duration is three (Hafiz & Tudor, [ 7] ), five (Tanaka & Stapleton, [ 30] ), six (Mason & Krashen, [ 18] ) or eight (Olen & Machet, [ 23] ) months, participants all made significant progress in reading comprehension. Reading ‘i − 1’ or ‘i + 1’ graded readers, nevertheless, did not make any significant difference in reading comprehension or general language proficiency between the two groups.
With the prevalence of comprehensible input hypothesis, the ‘i + 1’ principle often goes unexamined and gets applied to the development of various language skills. As a result, it seems sceptical at first glance to presume any positive effects of providing ‘i − 1’ materials. This scepticism is hinged upon the assumption that language learners will only make mediocre progress when the input provided is easier than their current proficiency. However, the results of the present study refute such scepticism and show that providing ‘i − 1’ reading materials significantly enhanced language learners' reading comprehension. Therefore, where ER is concerned, the benefits of reading ‘i − 1’ materials should not be overlooked.
In addition, the researcher noticed that the ‘i + 1’ group made almost twice as much increase as the ‘i − 1’ group in their post EPE scores, but no significant differences were found between the two groups. This implies that if the duration of the experiment is extended, more obvious differences in reading comprehension might be identified between the two groups. However, at the conclusion of this study, it is still inconclusive to claim either one is more effective than the other in bringing about progress in reading comprehension.
The results of the present study demonstrate that the majority of participants considered ER enjoyable and satisfactory. They also considered it effective in enlarging their vocabulary bank and promoting their reading comprehension development. Likewise, previous studies (Horst, [ 11] ; Lee, [ 16] ; Leung, [ 17] ; Pigada & Schmitt, [ 25] ) also found that ER leads to greater vocabulary learning. For example, Horst ([ 11] ) found that the participants in his study gained more than half of unfamiliar words through self‐selected reading materials.
When asked about the difficulties the current participants encountered, they voiced the desire to choose the books they wanted to read instead of reading assigned novels. The participants' responses reflected the value of self‐selected materials as indicated by Lee ([ 16] ) who recommended two keys to a successful implementation of ER: access to books and opportunity to choose books. Therefore, it is desirable to allow students freedom in choosing the books for their ER participation. Moreover, time constraints also emerged as a source of problems. Gardiner's ([ 6] ) way of promoting ER might offer a solution. He gave students 10 min per day for in‐class silent reading, which successfully motivated the students to read more outside of class.
Previous studies (Iwahori, [ 12] ; Jackson, [ 13] ) found that ER is advantageous in promoting students' language proficiency. The current participants also noticed their elevated English proficiency as a result of taking part in ER. Furthermore, the participants were asked about the benefits of ER. Benefits identified by the current participants resembled the positive findings from previous studies, including vocabulary acquisition (Horst, [ 11] ; Lee, [ 16] ; Leung, [ 17] ; Pigada & Schmitt, [ 25] ), writing improvement (Hafiz & Tudor, [ 7] ), reading comprehension enhancement (Hafiz & Tudor, [ 7] ; Hitosugi & Day, [ 10] ; Lee, [ 16] ; Leung, [ 17] ; Takase, [ 29] ; Walker, [ 32] ), knowledge enrichment and culture learning (Krashen, [ 15] ).
Pedagogical implication and conclusion
The results indicate that participants who read ‘i − 1’ graded readers developed significantly positive reading attitudes after the ER intervention. No significant difference in the reading attitudes was found with the ‘i + 1’ group at the conclusion of the study. No significant difference in reading attitudes was found between the two groups after the study. Statistical analysis of EPE showed that both the ‘i − 1’ and ‘i + 1’ groups made significant progress in reading comprehension after a year of ER intervention. Nevertheless, no significant difference was found in reading comprehension between the two groups. The majority of participants applauded the inclusion of ER and indicated that ER was advantageous in helping them build reading confidence and increasing reading fluency.
The findings from the current study suggest that as far as ER is concerned in the EFL context, adopting ‘i − 1’ reading materials might be more advantageous in cultivating positive attitudes towards reading although no significant difference was found in the reading attitudes of the participants between the ‘i − 1’ and ‘i + 1’ groups. It is worth noting that an increase in reading attitudes was identified with the ‘i − 1’ group after the study, but no difference was found with the ‘i + 1’ group. Thus, ‘i − 1’ reading materials appear to be more beneficial in promoting students' reading attitudes. In addition, the disparity in the affective reaction and the cognitive reaction to ER found in the ‘i + 1’ group's mean score change before and after the study seemed to impact the participants' persistence with ER, as evident in the ‘i + 1’ group's desire to release themselves from ER. This finding illustrates the multi‐dimensional manifestation of reading attitudes and the essential congruence among dimensions to be positively affecting the continuity of ER. This finding also lends support to the conceptualisation of reading attitudes as a three‐dimensional construct in the EFL context. It is, therefore, probable to say, for ER implementation to have long‐term effects, it is important to take EFL student's affective reaction to ER into account.
The results of the study suggest that ER is effective in enhancing EFL students' general English proficiency and reading comprehension regardless of the challenge levels of the reading materials chosen. The current study also implies that adopting easier or harder novels renders more or less similar results in the participants' English proficiency and reading comprehension. It is recommended that if language teachers aim to help students improve their reading ability, ER is an effective method. Unlike the prevalent theory of adhering to i + 1 input, EFL reading teachers might want to reconsider the merits of adopting i − 1 texts for ER given their specific teaching context. In addition, because this study assigned the reading materials, it is of great interest to know whether the results will be the same if the participants were given the opportunity to choose their own reading materials within their experimental reading levels. The ‘i + 1’ group's yearning for teacher guidance seems to warrant some consideration when ‘i + 1’ reading texts are utilised in EFL context to prevent aversion to ER. Moreover, given the potential interaction effect of reading ability and text coherence on reading comprehension (McNamara et al., [ 19] ; McNamara & Kintsch, [ 20] ; O'Reilly & McNamara, [ 24] ), for future study, more subjects with differentiated reading ability should be recruited to examine if such interaction effect exists and how EFL readers with various reading ability react to differentiated text difficulty.
A Appendix Revised Reading Attitudes Survey
Reading Attitudes Survey (RAS) for Students Studying English as Foreign Language
	
	Strongly agree
	Agree
	Disagree
	Strongly Disagree

	Part A: Affective domain
	
	
	
	

	1. I like to read in English.
	
	
	
	

	2. I feel relaxed if I read English.
	
	
	
	

	3. I feel excited while reading in English.
	
	
	
	

	4. I like to read English magazines.
	
	
	
	

	5. I like to read English fictions.
	
	
	
	

	6. I feel anxious while reading in English.
	
	
	
	

	7. Reading English is rather tiring to me.
	
	
	
	

	8. Reading in English is boring to me.
	
	
	
	

	9. Reading in English is troublesome.
	
	
	
	

	10. Reading in English is difficult to me.
	
	
	
	

	Part B: Behavioral domain
	
	
	
	

	1. I often read English books to kill time.
	
	
	
	

	2. I often read English books when I have nothing else to do.
	
	
	
	

	3. Even if I am busy, I still spend some time reading in English.
	
	
	
	

	4. I read in English everyday.
	
	
	
	

	5. I often spend many hours per week in English reading.
	
	
	
	

	6. I frequently go to library to check out English books to read.
	
	
	
	

	7. I read only when I am required to do so.
	
	
	
	

	8. I spend more time on Internet than reading English books.
	
	
	
	

	9. I will go to the bookstore to buy some English books to read.
	
	
	
	

	Part C: Cognitive domain
	
	
	
	

	1. I can get a variety of information if I read in English.
	
	
	
	

	2. I can develop reading ability if I read English.
	
	
	
	

	3. I can acquire vocabulary if I read English.
	
	
	
	

	4. Reading in English helps me to improve my English writing ability.
	
	
	
	

	5. I will continue reading even if I encounter some words that I haven't seen before.
	
	
	
	

	6. English reading will help me enhance my analytical ability.
	
	
	
	

	7. English Reading will help me become critical thinker.
	
	
	
	


B Appendix Open‐ended Question Survey
End‐of‐Year Student Survey
Dear Freshman Class,
Congratulations on finishing reading 8 novels throughout this year! You must have felt proud of yourself. After this entire school year of reading extensively, I would like to know what you have thought of this approach. Therefore, I would like you to spend some time thinking about the following questions and responding to the questions as completely as possible. Just try to jot down your true opinions. Your feedback will have no influence on your final grade and will be kept confidential. I appreciate your time and effort in responding to these questions.
After a year‐long participation in extensive reading, do you think you have become more confident in reading English novels? Do you think that now you can read more fluently than before? Please provide some explanations and examples to illustrate your answer. ――――――――
Do you see yourself developing more positive attitudes toward reading English novels as a result of your year‐long engagement in extensive reading? Please explain your response. ――――――――
What are the top three difficulties or problems that you have encountered while tackling various English novels required by this course? What do you expect your instructor to do to help you solve these difficulties or problems? ――――――――
This course is about to end. Do you think you will continue your extensive reading in English materials (nor necessarily novels, they could be magazines, blog articles, news articles, etc)? Why or why not? ――――――――
As you reflect upon this year of reading numerous novels, what have you gained the most from this training? Name three of them. ――――――――――
Do you have any other thoughts regarding this year's ER program? Please feel free to write them down. ――――――――
Footnotes
1 The review of prior work indicates that there was no systematic relationship between text difficulty and attitude.
2 The item construction of the Reading Attitude Survey was based on Mizokawa and Hansen‐Krening's (2000) articles The ABCs of attitudes toward reading: Inquiring about the readers' response. This paper suggests that the readers' attitudes could be inferred by tapping into their affect, behaviour and cognition. From this perspective, items in RAS were also divided into three domains: affective, behavioural and cognitive to establish construct validity.
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