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Abstract 
This action research study focuses on measuring the impact of a Free Voluntary Reading Program on students’ 
active vocabulary use and self-direction in language learning in two different programs of English as a foreign 
language. The impetus for this research came from close observation and a needs analysis that confirmed 
students’ reluctant attitude towards reading, due to deficiency in vocabulary, as well as the limited access to 
books of their interest in the target language. The implementation of the program took place in blended classes in 
two university contexts, with 14 and 11 students respectively. All the students from both universities were 
classified in the A1 level according to the Common European Framework of Reference for Languages and their 
ages ranged from 16-21 years. The data was collected using a pretest and a posttest, students’ diaries, pre and 
post implementation surveys and book reviews. The program attempted to promote extensive reading, 
self-direction, reading habits, vocabulary gain and a more positive attitude towards written stories. 
Keywords: extensive reading, free voluntary reading, vocabulary acquisition, reading habits, autonomy, 
vocabulary strategies.  
1. Introduction 
English is perceived as important to economic, cultural and educational fields in Colombia. Thus, the 
educational community is well aware of the commitment to provide undergraduate students with foreign 
languages skills that will help them succeed in their future professional lives. This importance poses a significant 
challenge to university learners, who need to be proficient in English in order to obtain an adequate academic 
performance and to meet the requirements for graduation. Besides, it is quite common nowadays to find a large 
number of higher education institutions that require students to take subjects and consult literature in English. A 
particularly helpful option is the implementation of extensive reading programs, which motivate students to read 
texts for general understanding and enjoyment, making free voluntary reading an attractive approach to language 
learning, since it provides students with pleasurable and motivating opportunities to see words used in context 
(Thornbury, 2002) and at the same time, to develop autonomy. 
Considering how essential it is to find a way of boosting reading habits in undergraduate students, the present 
study aims at examining the effects of a research project focused on Free Voluntary Reading (FVR hereafter), on 
English as a foreign language (EFL) learners’ active vocabulary acquisition as well as self-direction levels.  
1.1 Setting and Population 
The implementation of this free voluntary reading study, as a way to promote extensive reading, took place in 
two different contexts: a private university outside Bogotá, Colombia (context 1) and a private university located 
in Ibagué, Colombia (context 2). The two groups of participants were composed of undergraduate students from 
different academic programs who shared the same English proficiency level: A1 in agreement with the Common 
European Framework of Reference (CEFR). Both universities require students to reach a B2 level to graduate, 
this means that all the participants needed to advance from basic to independent levels before graduation. The 
students’ ranged from 16 to 21 years old. 
1.2 Problem Statement 
The impetus for this research came from close observation and a needs analysis that confirmed students’ 
reluctant attitude towards reading, due to deficiency in vocabulary as well as the limited access to books of their 
interest in the target language. As a starting point, the researches applied a diagnostic survey to find out students’ 
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initial habits, attitudes and perceptions towards reading (Appendix A). Findings showed that although students 
claimed to be motivated to read in English, they did not do it on a regular basis. Students also reported some 
difficulties they had when reading on their own: lack of vocabulary to understand the text, lack of interest on the 
available books in English and a perceived difficulty to read those books. The data collected in this entry survey 
will be contrasted with the results of an exit survey after the implementation of the study in a further section of 
this paper.  
Based on the problematic stated above, throughout the implementation of a Free Voluntary Reading Program in 
combination with vocabulary learning strategies instruction (Guessing Meaning from Context and Dictionary 
Use) in a blended environment, the study aims to answer the following question:  
How does the implementation of a Free Voluntary Reading Program in combination with vocabulary learning 
strategies, affect active vocabulary acquisition and self-direction in language learning in A1 EFL learners? 
Correspondingly, the study intends to:  
• measure to what extent the implementation improves students’ immediate use of active vocabulary and 
word retention. 
• examine the correlation between self-directedness (Independence from teacher/translator and strategies use) 
and vocabulary acquisition.  
• assess students’ improvement in free voluntary reading habits such as frequency of reading and reading 
interest after the implementation.  
Before discussing how these questions and objectives were addressed, it is essential to review first the theoretical 
constructs that guided this study.  
2. Theoretical Framework 
2.1 Free Voluntary Reading 
Krashen (2004), probably the most avid advocate of Free Voluntary Reading (FVR), defines it as “reading 
because you want to, no book report, no questions at the end of the chapter. FVR means putting down a book 
you don’t like and choosing another one instead” (p. 10). FVR, also known as reading for pleasure, has been 
demonstrated to have a profound impact on the development of a language learner’s cognitive processes 
concerning other language skills. For instance, those students who read more also demonstrate better writing 
skills (Krashen, 2004). Furthermore, learners who read extensively also improve their grammatical competence 
(Lee, Krashen, & Gribbons, 1996). Krashen (2004) also mentioned that FVR is the source of competences in 
reading, vocabulary, spelling and writing style, among other benefits. 
2.2 The Effectiveness of Reading for Vocabulary Learning 
The enormous influence of reading on vocabulary knowledge has been reported abundantly. For instance, Hu 
and Nation (2000) affirm that vocabulary and reading comprehension have two major effects; one is the effect of 
vocabulary knowledge on reading comprehension and the other is the effect of reading comprehension on 
vocabulary growth. Although both effects are equally significant and closely related, this paper focuses 
especially on the second one, where vocabulary growth takes place while reading for pleasure.  
Moreover, particularly interesting to the purposes of this study, literature shows that reading enhances 
vocabulary and spelling skills (Lee, Krashen, & Tse, 1997; Cho, Park, & Krashen, 2008). Similarly, Liu and 
Zhang (2018) analyzed the effectiveness of extensive reading on vocabulary learning in EFL environments, 
Results proved the significantly positive effect that extensive reading can have on English vocabulary learning. 
Hu and Nation (2000) also affirm that when the learner controls the reading skills, reading becomes a mean of 
vocabulary growth. Hence, for controlling the reading skills, the reader needs to solve the issues blocking 
comprehension in order to start their vocabulary acquisition process through reading new words. For students to 
solve the issues that arise, training learners on vocabulary meta-cognitive strategies may play a central role. 
2.3 Use of Active Vocabulary 
Once the student knows a word, He/she can better understand it by reading it in context or using it in oral or 
written production, this is evidence of more active vocabulary use (The British Council, 2008). In this study, 
researchers measured the number of words students used when writing reviews, after seeing them in context 
when reading.  
Laufer and Hulstijn (As cited in Laufer, 2001) propose a motivational–cognitive construct of involvement, in 
which they include the component of “the need”. The authors state:  

Need is moderate when it is imposed by an external agent, and strong when it is intrinsically 
motivated – that is, self-imposed by the learners. For example, a moderate need occurs when 
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the teacher asks the student to fill a word in a sentence, while a strong need occurs when the 
learner decides to look up a word in an L1–L2 dictionary during composition writing. (p. 50) 

Based on this definition, the researchers attempted to create “a strong need”; by writing reviews, students needed 
to use actively the vocabulary encountered in graded readers. 
2.4 Graded Readers 
For reading comprehension and vocabulary learning to take place, learners must know 98 percent of the running 
words in advance (Hu & Nation, 2000). Hence, graded readers are major means of learning from input, since 
they contain controlled vocabulary according to student’s’ English proficiency levels; that is why Liu and Zhang 
(2018) suggested that teachers should adopt graded readers as extensive reading books. Research has also shown 
that those students with access to books interest to them tend to read more and better (Krashen, 2004; McQuillan, 
1998). Therefore, a more powerful way to motivate students to read more is by offering them a wide range of 
books within their proficiency level: graded readers. Besides, if the comprehension of the text is interrupted, few 
new words can be learned through guessing from context (Nation, 2001). That is, texts must be adapted to the 
learners’ level, and students must be provided with profitable strategies to overcome any vocabulary issue that 
could block understanding.  
2.5 Guessing Approach and Dictionary Use 
As mentioned above, guessing based on context is one of the main strategies for boosting vocabulary learning 
through reading comprehension. Vocabulary can be learnt incidentally by meeting new words in context. 
Edwards (2009) says that when a new word is seen in context, students can notice how the new item works 
grammatically and, in this way, the word will be easier to remember. Thornbury (2002) agrees that words in 
context provide learners with the opportunity to appreciate not only their meaning but also their usual 
environments, such as their collocations or grammatical structures. Krashen and Terrell (2000) argue that 
‘memorized’ or ‘drilled’ vocabulary is not stored in long-term memory; this is why it is important to give a 
context when learning new words. The authors above assert that this strategy permits students to learn 
vocabulary without the teacher’s assistance; in this way, students are self-empowered and become more 
autonomous. 
Still, it is important to mention that the vocabulary guessing approach is not adequate in all the cases. Laufer and 
Yano (2001) argue that guessing is not always a trustworthy strategy as the contextual cues may be confusing 
and may not be sufficient at times, so it is necessary to reinforce the reading sessions with a second strategy like 
dictionary use. However, students might have serious difficulties when reading if they do not manage the skill of 
using a dictionary correctly (Clarke & Nation, 1980; Boonmoh, 2012). The authors recommend that in the case 
of encountering non-guessable words, which are necessary for the comprehension of the text, learners should 
look up the unknown vocabulary in a dictionary. To do so, the authors suggest to look up the word in a dictionary 
and to choose, between the varieties of meanings given, the one that fits the context better. 
Consequently, the guessing from context approach and dictionary use complement each other, since the 
dictionary is recommended as a second step in cases where the context does not offer enough information to 
guess the word. These strategies also provide students with skills to carry on reading sessions without the 
assistance of the teacher or the translator; by reading freely, students are expected to show vocabulary growth 
and to become more self-directed. 
2.6 Self-Direction in Language Learning 
Giving students the opportunity to make their own decisions is essential for the success of self-guided reading 
programs. Griffiths (2008) asserts that self-directed learning fosters successful language learning by allowing 
students to become more autonomous. The importance of self-direction is well noted by Hiemstra (1994) who 
remarks, “Learners will need to become very self-directed throughout their lives just to cope with the enormity 
of information available to them” (p. 6). Reading might also contribute to the improvement of autonomy, as it 
was found in a study carried out at five public institutions in Colombia (Mendieta et al., 2015). Besides, Krashen 
(2004) also explains how reading freely promotes autonomy, ¨when second language acquirers read for pleasure, 
they can continue to improve in their second language without classes, without teachers, without study, and even 
without people to converse with” (p. 147). This means that a free voluntary reading program suggests that 
learners will not only improve in the instructional sessions, but also will continue improving without the 
teachers’ guidance. 
3. Methodology  
Action research was chosen to achieve the objectives of this study. In action research the researcher can assume a 
double role: as the teacher leading the lessons and the person applying the study. Action research is particularly 
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useful and meaningful in the educational context, as it provides educators with the opportunity to identify and 
deal with specific situations in the classroom through direct observation, as it is conducted on-site through 
methods common to qualitative research (McKernan & McKernan, 2013). However, using a mixed methods 
approach allows the generation and testing of theory, the answering of complex research questions as well as the 
corroboration of findings (DeCuir-Gunby, 2008). That is why, the researchers decided to collect data in two 
different types: qualitative and quantitative.  
The data was collected from different sources and in different moments as explained in the following sections.  
3.1 Data Collection Instruments 
Instruments were applied as follows:  
3.1.1 Pretest and Posttest 
Two of the instruments used before and after the pedagogical implementation were a pretest and a posttest. Both 
tests consisted of a 1200-word text, chosen according to the students’ CEFR level. The students were allotted 20 
minutes to read the text and then, they were given 20 more minutes to write a review about it. Results of studies 
are more reliable if the same test version is used in the pretest and in the posttest (Liu & Zhang, 2018). 
Consequently, considering validity purposes, the teachers applied the same test at the beginning and at the end of 
the intervention, participants had to follow an established protocol for this purpose: all students had to complete 
the task in the given time, they were requested to work individually and they could not use any external help. 
The posttest was applied 11 weeks after the beginning of the implementation. These instruments were used to 
assess students’ active vocabulary use at the beginning and at the end of the study. 
3.1.2 Students’ Diaries 
Students’ diaries are an effective tool to gather rich participant-focused data that provides clear insights into the 
perception of usefulness that students have about the implementation. According to Somekh and Lewin (2005), 
diaries provide information directly from the writer’s perspective. In fact, students’ diaries allow the researchers 
to “determine the antecedents, correlates, and consequences of daily experiences” (Bolger, Davis, & Rafaeli, 
2003, p. 586). The information gathered from the diaries used in this study was central for collecting qualitative 
data about the learners’ practical application of the strategies, the issues they faced, the procedures they used to 
solve them and the processes that the learners carried out before, during and after reading. Therefore, the 
researchers were able to pinpoint interesting characteristics and trends about students’ self-confidence, 
motivation to use the strategies, strategy implementation and reading progress.  
Students were provided with a sample template diary to be completed during their independent reading sessions, 
they were suggested to keep record of the actions and mental processes that took place during their autonomous 
reading time. Students gave information about the strategies they used before, during and after the FVR session; 
issues related to vocabulary they faced and solutions given. If any word was guessed by context, students shared 
the context clue that helped them to understand, and a list of new vocabulary learned (Appendix B). 
3.1.3 Pre and Post Implementation Surveys 
In order to learn about the students’ reading habits, self-direction and motivation levels, the researchers designed 
and administered pre and post surveys. The first part of the surveys included questions that inquired whether the 
students read voluntarily, how often they read and which factors they found to be more challenging when reading 
in English. The second part of the surveys contained questions about the students’ levels of self-direction and 
motivation; whether they could understand a text without the help of a teacher and how interested they felt about 
reading in English after the implementation. Finally, the surveys asked about the aspects that the students 
thought would help them improve their reading skills. The pre implementation survey was also used as a needs 
analysis, which was the starting point of this study (Appendix A). 
3.1.4 Book Reviews 
Participants were asked to read at least three books during the implementation, although some read up to seven 
books. Students wrote three reviews, about three graded readers, in three different moments. The researchers 
used these book reviews to measure students’ active vocabulary use. Researchers gave students a model of a 
review at the beginning of the implementation for them to see the parts of a review; but during the assessment, 
the emphasis given was vocabulary use. Since the project did not focused on rhetorical structure, neither 
researchers nor students focused on reviews form.  
A summary of the data collection instruments is given in the table below (Table 1). 
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Table 1. Data collection instruments and implementation stages 
Instrument Purpose
Diagnostic 
survey 

-Identify the learners’ attitudes, needs, strengths and weaknesses.

First review -Assess students’ active vocabulary use before the implementation.
Students’ 
diaries 

-Record students’ behaviors.
-Gather information about the implementation of the strategies, reading process and general 
attitude towards the reading process. 

Book reviews -Measure students’ reading progress and active vocabulary use along the implementation. 
Post survey -Re-assess the learners’ attitudes, needs, strengths and weaknesses after the implementation.
Final review -Contrast students’ active vocabulary use before and after the program.  
 
3.2 Pedagogical Intervention 
When designing the Free Voluntary Reading intervention, the researchers took into account the information 
revealed in the needs analysis, such as the necessity of having access to varied texts. This needs analysis arose 
from the pre implementation survey, and was later compared with the results after the implementation, more 
details are given in a section below. Then, the researches designed a web page 
(http://mariorendon86.wixsite.com/thereadingproject) in which they provided learners with a list of 100 graded 
readers, besides, they shared there the PowerPoint presentations used in class, and some activities for a further 
practice of the strategies. Participants were asked to pick a graded reader from the provided list every two weeks. 
The lessons designed guided learners through the discovery of the two target strategies: Guessing Approach and 
Dictionary Use. The researchers designed nine lesson plans that lasted 1 hour each. At the end of each lesson, an 
e-learning game (quizzes or kahoot) tested the students’ understanding of the new strategies and assessed the 
lesson objective. These games helped the researchers to identify probable adjustments in the implementation and 
to provide students with feedback. When students did not get good results in the games, it meant that the 
objective was not reached, so a new lesson had to be taught in order to make the strategies clearer. In this way, 
the continuous improvement cycle of action research was carried out.  
The implementation took place during the first academic semester in 2016 as shown in the timeline below 
(Figure 1). According to Liu and Zhang (2018), one semester (3-4 months) is the most appropriate length for 
extensive reading practices.  

 
Figure 1. Research study timeline 

4. Data Analysis  
4.1 Use of Active Vocabulary 
In order to determine the effects of the intervention on students’ active vocabulary use, the researchers examined 
the descriptive statistics of the pre and posttests results, which allowed the analysis of the total number of words 
written by the students in each test. This helped the researchers measure any substantial numerical differences 
between the students’ results before and after the intervention. Furthermore, the tests required students to write 
reviews by using complete meaningful sentences. However, since the study did not focus on grammar, all the 
words written by the students were taken into account regardless of grammatical accuracy. Additionally, it must 
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be pointed out that the word count in the posttest excluded any word(s) also used in the pretest, since the purpose 
was to measure the words learned during the implementation (between the pre and posttest). The words had not 
been studied in class, only in students’ reading sessions. 
Moreover, in order to identify a more precise calculation of the students’ lexical retention after the 
implementation, the researchers conducted a data reduction process in which only the total number of verbs, 
adjectives and nouns (VAN count hereafter) written by the students were taken into account. Additionally, the 
data obtained from the VAN count allowed the researchers to conduct a more accurate analysis of the percentage 
gain to better assess to what extent the students’ active vocabulary use had improved as a result of the 
intervention, since only specific parts of speech were considered, and repeated words were excluded. 
4.1.1 Active Vocabulary Use Before and After the Implementation 
It is readily apparent that the results in the posttest were significantly higher than in the pretest as evidenced in 
Table 2 below. The mean, being a measurement that calculates the averages of the students’ scores, shows that 
they wrote over twice as many words after the implementation. The standard deviation, as an indicator of 
dispersion, indicates that there was a wider range among the scores. These results suggest that, even though there 
was growth in active vocabulary use, the gap between those students with better vocabulary retention scores and 
those with lower vocabulary retention scores increased.  
 
Table 2. Descriptive statistics total word count combined contexts 
  Pretest Posttest 
Mean 29,96 71,92
Standard. Deviation 30,90 47,81
Story Word Count 
 
Percentage 

1024
 
2,92% 

 
7,02% 

Percentage gain 4,10%
 
To provide a more elaborate analysis of the students’ lexical retention, Table 3 below presents the descriptive 
statistics regarding the VAN count. For this analysis, it was necessary to sort out the words in each students’ 
reviews, omitting repeated words and parts of speech other than verbs, adjectives and nouns. The same process 
was then carried out with the story used in the pre and posttest which contained a total of 1024 words. In order to 
obtain the VAN count of the story students read, the researchers used an online website called Text Inspector 
(https://textinspector.com), which provided the Token (588) and Type (310) counts, which helped the researchers 
to determine that all the verbs, adjectives and nouns, repeated words excluded, constituted 30,27 percent of all 
the words in the story. 
 
Table 3. Descriptive statistics VAN count combined contexts 
  Pretest Posttest
Media 13,4 17,12
Deviation standard 9,28 7,54
Story VAN 310
VAN percentage 4,32% 5,52%
Percentage gain 1,20%
 
The results obtained from the VAN analysis establish that there was indeed an increase in the number of VAN 
that students were able to write in their after the implementation. 
4.1.2 Delayed Use of Vocabulary  
In order to measure the effect of the study on the students’ delayed use of vocabulary, the researchers measured 
the number of words that the students had written as new vocabulary in their diaries versus the ones used in the 
book reviews. Since the sessions to write the reviews took place without previous notice, those words used both 
in the diaries and in the reviews were considered as acquired by the learners. During the writing time, students 
were not allowed to use their diaries nor any other external help.  
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Students were asked to read at least three books, since the implementation followed the stages of an action 
research project: reflect, plan, act, observe, reflect, and repeat the cycle (Handscomb & MacBeath, 2006), so 
three opportunities to write a review were given. Of note is that some of the students read a larger number of 
books. 
Table 4 below shows the average number of acquired words per book, according to the new words used in their 
reviews. 
 
Table 4. Acquired word count  
 Book 1 Book 2 Book 3 Totals Mean St deviation
Context 1 2 6 5 13 0,92 1,63 
Context 2 4 7 7 18 1,64 1,75 
Combined 6 13 12 32 1,24 1,69 
 
At first glance, it is noticeable that the number of words acquired by the students rose in the second review; 
nevertheless, it did not show any additional improvement in the last assessment. In addition, the tables indicate 
that, although Context 2 obtained higher scores, the difference between contexts was not considerable.  
4.2 Self-Directedness and Vocabulary Acquisition 
4.2.1 Analysis of Self-Directed Behaviors  
Regarding the second objective of the study, which is the correlation between self-directedness and vocabulary 
acquisition, the researchers focused first on finding evidence of students’ autonomy through the analysis of the 
individual themes (strategy use, dictionary use and independence from the teacher) by consulting the students’ 
diaries and the post-implementation survey.  
First, the students’ diaries were examined in order to find evidence of vocabulary learning strategies, with the 
purpose of determining which students had actually applied the strategies taught in class and which had not. The 
students’ diaries were analyzed and transformed into numbers such that if a learner explicitly mentioned the use 
of specific strategies, then a score of “1” was assigned to the student; otherwise, when a student failed to mention 
the use of strategies or referred to the use of translators, a score of “0” was assigned. 
The same process was then carried out with the students’ answers in the post-implementation survey. The two 
questions taken into account were yes/no questions related to dictionary use and dependence on their teacher. In 
this case, when a learner’s answer indicated independence from the dictionary or their teacher, then a score of 
“1” was assigned to the student; otherwise, a score of “0” was assigned. This transformation of the data and its 
dichotomization led to the formation of an inter-respondent matrix of themes (Onwuegbuzie & Johnson, 2003) 
that consisted only of 0s and 1s. This matrix allowed the researchers to calculate the percentages of each theme, 
as shown in Table 5 below. 
 
Table 5. Self-directedness themes frequency rate combined contexts 
DEPENDENCE ON TEACHER 
 Frequency Percent Cumulative percent 
Do not depend 17 68,00% 68% 
Depend 8 32,00% 100
Total 25 100,00%
DEPENDENCE ON TRANSLATOR 
 Frequency Percent Cumulative percent 
Do not depend 22 88,00% 88% 
Depend 3 12,00% 100,00 
Total 25 100,00%
STRATEGY USE 
 Frequency Percent Cumulative percent 
Use 16 64,00% 64,00% 
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No use 9 36,00% 100
Total 25 100,00%
 
According to these percentages, a considerable number of students (8 students, 32%) still saw the teacher as 
necessary to understand a text in English after the implementation. Although 0% of students answer “no” to the 
question: “Do the strategies learnt in class help you understand a text in English without a teacher’s help?” 9 
students answered “sometimes”, which was taken as a degree of dependence on the teacher.  
On the other hand, the number of students who expressed dependence on the translator was rather low, only 3 
students. Interestingly, the number of students who did not show a clear record of strategy use in their diaries 
was virtually the same as those who admitted relying on their teachers for text understanding. The percentages 
regarding translator use were substantially low, and the students who indicated strategy use was over 60%. 
4.2.2 Correlation Between Self-Directedness and Vocabulary Acquisition 
Subsequently, active vocabulary use scores from both contexts computed in a previous stage were added to the 
matrix in order to conduct a canonical correlation analysis (Thompson, 1984). This analysis examined the 
multivariate relationship between the three self-direction themes and the two active vocabulary use scores. This 
procedure was conducted using a special statistical MS Excel ™ extension called XLSTAT. For this particular 
kind of analysis, coefficients with the effect sizes larger than .3 were considered as strong correlation indicators, 
as suggested by Lambert and Durand (1975); the alpha level was set at 0.05. 
Therefore, the results, as shown in Table 6, suggest that there is a strong correlation between the use of incidental 
and intentional vocabulary strategies and active vocabulary use. In other words, those students who applied 
vocabulary-learning strategies during the implementation obtained better results in the vocabulary tests, 
particularly the delayed vocabulary use test. This puts forth the claim that the students who applied 
vocabulary-learning strategies during the reading process were more able to use new vocabulary actively 
sometime after reading the books. Likewise, there is a remarkable correlation between the use of strategies and 
independence from the teacher.  
 
Table 6. Canonical correlation analysis combined contexts 

VARIABLES Pre vs post Journal vs review Independence teacher Independence translator Use of strategy
Pre vs post 1 0,161 0,266 0,256 0,328
Journal vs. diary 0,161 1 0,099 0,054 0,411
Independence teacher 0,266 0,099 1 0,274 0,557
Independence translator 0,256 0,054 0,274 1 0,236
Use of strategy 0,328 0,411 0,557 0,236 1 

*p < .05. 
 
Such correlation suggests that those students who applied the strategies taught during the study became more 
autonomous. Data contained in the students’ diaries confirm the aforementioned suggestion:  
“I adapted the words to the context of the reading, and I’m now getting a better understanding of the text without 
a using a translator or asking the teacher” (Excerpt No. 1 S7. Students’ diaries).  
“To know the definition of certain words without having to use the dictionary or ask the teacher, I review the 
entire context of the reading, trying to guess what it means” (Excerpt No. 2 S5. Students’ diaries). 
4.3 Free Voluntary Reading Habits 
In order to meet the third objective of the study, the last stage involved the comparison of the students’ answers 
in the post-implementation survey with their answers in the diagnostic survey, regarding whether the 
implementation would produce a positive change on the students’ voluntary reading habits. The researchers 
focused specifically on the questions concerning students’ volition, reading frequency and perceived difficulty to 
read in English.  
Figures 2 and 3 evidence that the students presented an improvement in their disposition towards reading texts in 
English, as well as the frequency at which they do it.  
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Figure 2. Voluntary reading before and after implementation 
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Figure 3. Voluntary reading frequency before and after the implementation 
 
Figure 2 shows a crucially important improvement in the students’ attitude towards reading voluntarily in 
English; the number of students who answered positively after the intervention increased by 62%. Likewise, 
figure 3 shows that there was a notable rise in the number of students who read frequently, which grew fourfold, 
the number of students who read frequently rose by 24%.  
In terms of perceived difficulty, it was revealed that the intervention had a positive effect on most of the students. 
The number of the learners who thought that reading in English was difficult decreased, which represented an 
increase in the number of the students who considered the activity as normal. See Figure 4 below. 
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Figure 4. Pre-and post-implementation perceived difficulty to read in English 
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5. Conclusions and Pedagogical Implications 
5.1 Significance of the Results 
The results of this study revealed that the implementation of a free voluntary reading study supported by 
vocabulary-learning strategy instruction was successful on improving active vocabulary use and vocabulary 
retention. Also, the program helped students to feel more confident and positive about their reading abilities, 
which in turn, brought significant positive changes in the students’ attitudes toward reading in English and their 
reading frequency habits. 
With regards to the students’ active vocabulary use, the noticeable rise of total words written immediately after 
reading the same text that was also used in the diagnostic stage, showed that the participants became more 
confident about their foreign language use. Likewise, a strong correlation among active vocabulary use with the 
use of vocabulary-learning strategies was found. In the same way, results showed a strong correlation among 
vocabulary-learning strategies and self-directed behaviors.  
Similarly, most of the students affirmed that after the implementation they felt more secure in being independent 
readers without the teachers’ help. In the same way, as one of the strategies taught dealt with dictionary use, the 
vast majority of the learners declared that their use of language translators decreased. Therefore, the students are 
now expected to be able to keep track of their learning process and to solve most of the vocabulary issues they 
find when reading by themselves.  
Finally, the study also contributed to the improvement of the students’ motivation towards reading, attitude and 
reading habits, which at the same time support autonomy. On one hand, data demonstrated that the students’ 
attitude towards reading voluntarily in English significantly improved in comparison to the data collected before 
the implementation. Similarly, a large number of the learners announced that they were much more motivated to 
read for pleasure after their participation in this experience; and the data, showing a rise in reading habits, 
confirmed that. Likewise, the frequency of their autonomous reading sessions increased considerably by the end 
of the study due to the implementation, so an improvement in their perceptions regarding the difficulty of the 
skill was found.  
As a conclusion, this research agrees with previous studies that have confirmed the positive impact of reading on 
vocabulary growth. Besides, it adds the component of metacognitive vocabulary-learning strategies to improve 
students´ habits, perceptions and autonomy when reading voluntarily. Similarly, the study adds an analysis with 
encouraging results regarding correlations among active vocabulary use with the use of vocabulary-learning 
strategies, as among vocabulary-learning strategies and self-directed behaviors. 
5.2 Limitations of the Present Study 
The post-implementation survey had to be conducted too soon after completing the intervention, which may 
have made difficult to follow up students’ reading habits. Finally, the researchers were not able to carry out a 
deeper analysis of the long-term effects of the intervention on vocabulary acquisition and reading performance, 
since after the implementation, students continued with their academic process in other groups, with other 
teachers. 
5.3 Further Research 
Linguists have claimed that FVR develops other components of the speech such as grammar, spelling and 
writing (Krashen, 2004; Lee, Krashen, & Gribbons, 1996; Lee, Krashen, & Tse, 1997; Cho, Park, & Krashen, 
2008). Although this paper focuses on vocabulary retention, it would be beneficial to observe the potential 
benefits of this kind of study in other language skills. Moreover, the learners demonstrated that they also 
developed an interest in reading in their native language by participating in this FVR program. For this reason, 
teachers of other areas might find a similar implementation valuable as well.  
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Appendix A. Pre and Post implementation surveys  
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Appendix B. Students’ diaries samples 
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