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Although previous studies have addressed affective aspects of second language 

(L2) reading, little research has explored the full range of emotions that readers 

experience as they read texts in a second language. This study aimed to fill this gap by 

exploring the emotional responses of Korean adolescent learners as they read English 

short stories.  

To explore L2 readers’ emotional responses, I used a thinking aloud method 

during reading to describe the process by which L2 readers’ emotional responses 

occurred. I also conducted interviews before and after reading to identify individual and 

situational sources for L2 readers’ emotional responses. The literature on reader response 

criticism guided my exploration into these readers’ literary emotions, and control value 

theory of academic emotions informed me about L2 readers’ task-related emotions. 
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Socio-constructivist perspectives informed my interpretation of L2 readers’ emotional 

responses as influenced by the individual and contextual milieu throughout the process.  

Participants, 35 Korean high school students, were interviewed before they read a 

literary story, produced a thinking alout verbal protocol as they read the text, and were 

interviewed again after the text reading. This sequence was repeated two more times. In 

full, each participant read one story in Korean (L1 text) and two English short stories. 

Data were analyzed using the constant comparison methods of grounded theory. 

Findings indicated that L2 readers’ emotional responses varied across the 

languages of the stories along with their adaptation of reading stance (either aesthetic or 

efferent). The emotions experienced by L2 readers were powerful in alerting their agency 

by directing their attention and orienting their reading responses, eventually shaping the 

quality of their L2 literary reading. Regarding individual and contextual influences on 

readers’ emotional response to L2 texts, L2 reading ability seemed to be the primary 

factor, imposing a threshold point to the literal comprehension of the text. An additional 

source of the contrast between those who entered into an aesthetic stance in L2 reading 

and those who displayed an efferent stance seemed to be the degree to which readers 

attested to an inclination to enjoy narrative stories even in their first language. 
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CHAPTER 1. INTRODUCTION 

Anyone who has ever visited a classroom knows that learning is full of emotional 

expressions: laughs, frowns, yawns, sighs, tapping, and sometimes curses and tears. The 

second and foreign language (L2) classroom is no exception. It is a place where students 

experience a full range of emotions in their efforts to learn a new language and culture 

(e.g., Benesch, 2013; Dewaele, 2010; Pavlenko, 2005). L2 learners come to class with 

hearts as well as minds, and emotions always mesh with their learning endeavors. This 

holds true particularly for L2 reading, where L2 learners’ self-concepts and world views 

are questioned and challenged when they try to make meaning out of foreign texts (e.g., 

Fenner, 2001; Jimenez, Garcia, & Pearson, 1996; Saito, Horwitz, & Garza, 1999).   

In response to these complications, L2 reading researchers have had a sustained 

interest in affective aspects of L2 reading, as represented in such constructs as L2 reading 

anxiety (e.g., Brantmeier, 2005; Saito et al., 1999; Sellers, 2000) and L2 reading 

motivation (e.g., Mori, 2002; Takase, 2007). However, these studies are concerned with 

emotions as individual learner traits, addressing a limited range of emotions. There is 

relatively little research investigating the full range of emotions as an on-going 

phenomenon associated with the L2 reading experience; see Krasny and Sadoski (2008) 

and Steffensen, Goetz, and Cheng (1999) as exceptions. This study aimed to extend this 

line of research by exploring Korean adolescents’ emotional experiences during their 

interaction with English literary texts in comparison with their responses to Korean 

literary texts.  
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BACKGROUND 

Despite a considerable body of literature dedicated to emotions, there is still much 

dispute about what emotions are. Some scholars say that emotions are biologically innate, 

unconscious, and discrete (e.g., Ekman & Davidson, 1994; Panksepp, 2000, 2007; Izard, 

2007). Others say that emotions are culturally nurtured and acquired responses, and result 

from consciously appraised perceptions (e.g., Barret, 2006; Russell & Barrett, 1999). 

Because this division seems to be caused by different research traditions rather than 

representing the nature of emotions themselves (e.g., Newton, 2014; Pavlenko, 2005; 

Schnall, 2011), I will not weigh in on this dispute but use relevant literature from both 

sides in order to describe the authentic nature of emotions in L2 reading.   

Regarding the distinction among affect, emotion, mood, and feeling, I will follow 

the general consensus in the area. Affect is an umbrella term for the generic perception of 

“how I feel” and comprises both emotion and mood (Russell, 2003; Barrett, 2009).  

Emotions are differentiated from moods in terms of three dimensions: intensity, object, 

and duration. Specifically, emotions occur toward an object and are intense and 

temporary, whereas moods are not targeted to a specific object and are less intense with 

longer duration; feelings are used to represent an experience of affective states with more 

physiological basis and include hunger, thirst, and warmth (Frijda, 2008, 2009; Newton, 

2014; Russell, 2003; Schnall, 2011). Thus, some feelings can be affective such as 

emotions and moods whereas others are non-affective such as hunger, thirst, and warmth. 

Based on these distinctions, I will use emotion as an interchangeable term with affect and 
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feeling with some differentiation in scope, whereas emotion is to be distinguished from 

mood.  

A vigorous scholarship exists about emotions in psychology because emotions are 

inherently connected to human well-being (e.g., Frijda, 2008; Gross & John, 2003; 

Lazarus, 1991). Findings imply that emotions have a fundamental influence on the 

learning process due to their reciprocal relationship with cognition. For instance, 

emotions influence memory: people remember what they read and see in congruence with 

their emotions (e.g., Bower, 1981; Bower, Gilligang, & Monteiro, 1981). Emotions are 

also involved in imagery (e.g., Bywaters, Andrade, & Turpin, 2004), reasoning (e.g., 

Palfai & Slovey, 1993; Schwarz & Bless, 1991; Schwarz, 2002), creative thinking (e.g., 

Newton, 2014), and mental representations (e.g., Bohn-Gettler & Rapp, 2011; Ferraro, 

King, Ronning, Pekarski, & Risan, 2003). A tentative conclusion from the above studies 

is that positive emotions promote relevant and creative thinking, and global and flexible 

methods of problem-solving, whereas negative emotions are associated with focused, 

analytical, and critical attention, and cautious and systematic ways of solving problems.  

Despite this explicit relationship between emotion and cognition, emotions are 

usually neglected in academic settings probably because they are regarded as subjective, 

irrational, and unrelated to thinking (Pons, Rosnay, & Cuisinier, 2010). After Pekrun, 

Goetz, Titz, and Perry’s (2002) call for more attention to emotions in learning, a 

substantial number of studies in educational journals have addressed emotional 

experiences in the classroom in recent years. Researchers have provided empirical 
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evidence that a full range of emotions are involved in learning, and that emotions mediate 

the relationship between motivation and achievement by significantly relating to 

cognitive resources, learning strategies, and self-regulation processes (e.g., Meyer & 

Turner, 2007; Pekrun et al., 2002; Pekrun, Elliot, & Maier, 2006, 2009; Schutz & DeCuir, 

2002). These findings were found to be consistent in different contexts and cultures (e.g., 

Do & Schallert, 2004; Gullone, Hughes, King, & Tonge, 2010; Järvenoja & Järvelä, 

2005; Schallert, Reed, & Turner, 2004; Turner, Husman, & Schallert, 2002; Villavicencio 

& Bernardo, 2013).  

The most recent research on emotions and learning is responsive to a call for 

methodological sophistication and alterations, and has explored emotions not as an 

individual phenomenon but as a socio-cultural event with more context- and process-

oriented approaches (e.g., Pekrun, 2006; Pintrich, 1999; Schutz & DeCuir, 2002; Schutz, 

Hong, Cross, & Osbon, 2006; Zambylas, 2011). This study aimed to contribute to this 

line of research by investigating the emotional experiences of Korean adolescent learners 

during their reading of English literary texts. I used a think-aloud task to trace the online 

process of emotional experiences in L2 reading and conducted interviews to probe into 

individual and contextual factors that related emotions to the reading experience.  

STATEMENT OF PROBLEM 

My interest in emotions in L2 reading started when I tried to look for some 

recommendations for how to improve standard English classes in Korea, including mine. 

Due to the washback effects of the English test on the College Entrance Exam and 
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English proficiency tests for the job market, English instruction in secondary schools in 

Korea has emphasized an “objective” understanding of English texts (Choi, 2008; Li, 

1998). Korean adolescent learners usually read English texts in order to find single 

correct answers for comprehension questions. Based on suggestions from the extant 

literature (e.g., Benesch, 2013; Dutro, 2008; Ivey &Johnston, 2013; Lysaker & Miller, 

2013; Rosenblatt, 1978; Schallert & Martin, 2003; Worthy, Chamberlain, Peterson, & 

Shih, 2012), this status quo appears problematic: reading for a single right answer 

disempowers readers by depriving them of agency and authority in their own authentic 

meaning making response. 

This predicament of English reading in Korea is complicated by the symbolic 

status of the English language in Korea. As a country in the “Expanding Circle” (Kachru, 

1985), where English has an acquired cultural or commercial significance, South Korea 

has developed a syndrome that some have called “English fever” (Kang, 2008; Lawrence, 

2012; Park, 2009). School instruction accounts for only 23% of the total cost spent by 

Koreans for English instruction; three times that amount, more than $20 billion annually, 

is spent by Korean parents to send their children to Hakwon, intensive classes focusing 

on cramming, to provide them private tutoring, and to send them to English-speaking 

countries (Kim, 2008). English is commonly perceived to be “the single most important 

tool” in Korea to succeed in school and later professional careers (Kang, 2012, p. 29). 

Consequently, preoccupied with “the single most important tool,” English teachers and 

learners have been blind to the problems of standardized English instructions, in which 
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teachers, including me, believe we can equip students with uniform skills of English in 

efficient ways.  

However, though English means tools for life in the future, the uniform English 

reading lessons do not seem to connect with the lives of Korean adolescents. It is hardly 

worth discussing a person’s future without talking about their past and present lives. Here 

is the dilemma: Whatever symbolic significance English imposes on their future, reading 

in English becomes meaningless when students are not allowed to make personal 

meanings and connections during reading and forced to respond in assigned ways (e.g., 

Bleich, 1975; Dutro, 2008; Holland, 1975; Ivey &Johnston, 2013; Ronsenblatt, 1978; 

Schallert & Martin, 2003; Wilhelm, 1997; Worthy et al., 2012). In other words, students 

stop using the English language for authentic purposes in their personal lives when they 

are taught that a single correct response to a text is all that is allowed.  

RESEARCH PURPOSE AND RATIONALE 

This study attends to this plight in L2 reading in Korea by looking at the potential 

benefits of using and managing the emotional resources of readers. Emotions are often 

viewed as an integral part of reading engagement, and it is empirically well-documented 

in the first language (L1) reading field that personal and emotional involvement enhances 

reading engagement and converges with comprehension, particularly in literary reading 

(e.g., Dijkstra, Zwaan, Graesser, & Magliano, 1994; Kneepkens & Zwaan, 1994; Komeda 

& Kusumi, 2006; Miall & Kuiken, 1999, 2002; Sadoski, 1984; Sadoski & Goetz, 1985; 

Schallert, 1980). Although some studies have examined this explicit relevance with L2 
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readers (e.g., Krasny & Sadoski, 2008; Steffensen, 1999), emotional resources remain 

relatively understudied in L2 reading scholarship, compared with attention to cognitive 

and motivational resources. Thus, I designed this study to extend previous efforts to 

explore L2 readers’ emotions so as to gain some insight to disrupt the status quo in the 

regimented English classes in Korea as well as in other countries.  

This idea is also in line with the Korea Ministry of Education (2011) in its most 

currently mandated English curriculum. Addressing five guidelines for English teaching, 

the mandate holds that “English teachers should consider the cognitive and affective 

aspects of learners in balanced ways to help them to grow as well-rounded individuals” 

(p. 15, 21, 160). In addition, there is a growing interest in L2 learners’ emotions as a way 

to deal with the lack of agency and authority in L2 users (e.g., Benesch, 2013; Dewaele, 

2010; Pavlenko, 2005). The argument here is that we should help L2 learners see their 

endeavors as more than a cold, intellectual enterprise by addressing emotional aspects of 

L2 learning and use. Thus, attending to L2 readers’ emotions is a responsive movement 

to contemporary foci of inquiry from L2 teaching in Korea and the “affective turn” 

(Pavlenko, 2013) from L2 learning research as well.  

Representing one of the early investigations of emotions in L2 reading, I proposed 

that investigating the emotional experience of L2 literary reading could be a good starting 

place for the following reasons. First, studies of emotions in the L1 literary genre are 

relatively advanced and thus could provide a secure ground on which this study could set 

out. Next, emotions are an integral part of literary reading and inherently interwoven with 
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other reading responses (e.g., Goetz, Sadoski, Stowe, Fetsco, & Kemp, 1993; Miall & 

Kuiken, 1994 a, b, 2002; Oatley, 1999 a; Rosenblatt, 1978; Thomson, 1987; Wilhelm, 

1997). Thus, I assumed that the literary genre would provide a fertile context to observe 

how emotions of L2 readers work and co-occur with other reading responses. Lastly, the 

role of emotions in L1 literary reading is relatively consistent with its findings of the 

positive effects of emotional engagement in reading (e.g., Dijkstra et al., 1994; Goetz et 

al., 1993; Komeda & Kusumi, 2006; Miall & Kuiken, 1994 a, b, 2002; Miall, 2006). 

Informed by the L1 reading field, I thus saw the literary genre to be a relevant area to 

look into to gain some knowledge about how emotional resources of L2 readers may 

enrich or affect their reading experiences.  

Hence, in this study, I explored L2 reader’s emotions in tandem with other 

reading responses focused on narrative reading. Although respecting emotional resources 

in L2 literary reading could enhance reading engagement, we cannot be sure how to help 

students use and manage their emotional resources for their reading goals without 

understanding the interplay between emotional responses and other cognitive responses. 

In order to track the interplay between emotional and non-emotional responses in 

reading, this study focused on explicating the process and contextual factors relevant to 

L2 readers’ responses to the text. Thus, I explored L2 readers’ emotions in the process of 

reading with contextual aspects in mind with a goal to provide guiding information about 

how the dry and cold reading practice in many L2 classrooms could be replaced with a 

more personal and warm engagement with the text.  
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THEORETICAL FRAMEWORKS 

To pursue the inquiry into readers’ emotional responses in L2 literary reading, I 

was guided by theories from the field of L1 reading, educational research, and L2 

reading. To explore literary emotions caused by aesthetic reading experience, I was 

oriented by reader response criticism, a theoretical approach that claims that the reader 

has agency in reading and determines the meaning of the text. Specifically, Rosenblatt’s 

(1978; 1988; 1993) Transactional Theory guided me to regard the L2 reading process as 

a transaction at a macro level, where reading experience is mutually defined and shaped 

by the reader and the text. At a micro level exploration, I used Whilem’s (1997) 

evocative, connective, and reflective dimensions to interpret emotions associated with 

specific aspects of the L2 reading process.   

Control - value theory (Pekrun, 2006) was another theoretical framework that 

helped me handle the full range of emotions aroused in the L2 reading process, where 

readers often suffer from “task-related emotions” caused by limited L2 linguistic 

resources, unlike L1 texts. Because a text base level of comprehension of the text does 

not automatically occur with L2 texts, L2 readers experience task-related emotions with 

L2 texts. Control-value theory guided me to explore the process by which these task-

related emotions arise and affect other reading responses. According to control-value 

theory, these task-related emotions derive from self-perceived appraisals over aspects of 

control over outcomes and valuing of the given task. Thus, I addressed these task-related 
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emotions in L2 literary reading with a consideration of readers’ appraisals over this 

control and valuing of reading narrative texts.    

I was also influenced by a socio-constructivist point of view echoed by the 

“affective turn” in L2 research in general (e.g., Benesch, 2013; Dewaele, 2010; Pavlenko, 

2005). This growing trend confirms that emotions in L2 learning are socio-culturally 

constructed and experienced. Acknowledging the fleeting and temporary nature of 

emotions, L2 researchers view emotions as socially situated rather than individually 

determined, influenced substantially by L2 learning context. Specifically, I accepted 

Pavlenko’s (2005) argument that emotions change across languages: L2 users feel 

different emotions from L1 users though they are using the same language. I found 

Dewaele’s (2010) implication also meaningful, that L2 learner’s “socialization” history 

may act to determine the varied emotionality of L2. Accordingly, I relied on socio-

constructivist views to explore how L2 readers’ emotional responses are shifting across 

their languages.  

RESEARCH QUESTIONS 

With the practical demand from L2 reading classrooms and theoretical guidance 

from the literature, I explored the emotions of L2 readers when they were reading L2 

literary texts as compared with L1 literary text. A think-aloud protocol was used to track 

down the on-going process of emotional responses, and interviews were also conducted 

to probe into individual and contextual sources for the emotional responses. The 



11 

 

following guiding questions guided me in my inquiry into the emotional aspects 

associated with L2 literary reading.  

The overarching question for this exploratory qualitative study was: How do 

emotions occur and contribute to meaning making process of L2 literary texts as 

compared with L1 literary texts? To pursue this inquiry into the data, the following sub-

questions oriented me in the exploration of L2 reader’s emotional responses:  

1) What is the process through which readers experience emotions when reading 

L2 literary texts? How does this process differ when these same readers read L1 literary 

texts?   

2) How are individual and situational (contextual) factors before and after reading 

related to readers' emotional responses during reading? Are these similar or different 

between L1 and L2 literary reading? Why? 

THE OUTLINE OF CHAPTERS 

 This dissertation is organized in the following way. Chapter 1 has 

introduced the study with a brief explanation of background context, study purpose, 

rationale, and research questions. Chapter 2 overviews the relevant literature that guided 

me in exploring the data as well as research designs from the fields of education, L1 

literary reading, and L2 learning. Chapter 3 describes the research design, participants, 

data collection, and data analysis of the study. Chapter 4 explains the findings of how 

emotions interacted with other reading responses in L2 reading. Chapter 5 presents a 

discussion of the significant findings of this study in the context of existing literature.  
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CHAPTER 2. LITERATURE REVIEW 

This chapter reviews the body of literature guiding this study to pursue the 

overarching research question: How do emotions occur and contribute to the meaning 

making process of L2 literary texts in comparison with that of L1 literary texts? This 

review is organized into three major sections. The first section reflects on emotion 

research in the field of education and its implications for L2 readers’ emotions. The 

second section is an overview of claims by L1 literary reading studies about readers’ 

emotions while reading and their implications for L2 readers’ emotions in L2 narrative 

reading. The final section reviews suggestions from the L2 research area itself about the 

relationships between L2 learners’ emotions and L2 development.  

EMOTIONS IN EDUCATION  

Emotion has been one of the most salient topics in educational research since the 

turn of the twenty-first century. Before moving on to this growing body of scholarship, it 

is worth noting where this current trend originated to understand how emotions came into 

our focus.  

Emotions in motivation theories  

It was motivation researchers that recognized the existence of emotions in 

learning, represented by the move to make cognition “hot” with affective experiences 

often explained as a consequence of motivation (e.g., Linnenbrink & Pintrich, 2002; 

Pekrun et al, 2002; Pintrich, Marx & Boyle, 1993; Sinatra, 2005; Schallert et al., 2004).  

For example, learners who are motivated to master and improve their performance are 
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more likely to experience positive emotions such as hope, excitement, interest, joy, and 

confidence whereas learners who are motivated to demonstrate their ability to others feel 

more anxious, embarrassed, bored, and shameful in their learning process (Linnenbrink & 

Pintrich, 2002; Pekrun et al., 2006; Maehr, 2001). Turner and Schallert (2001), Turner et 

al. (2002) and Schallert et al. (2004) explored this interplay between motivation and 

emotions as a more reciprocal and dynamic process, wherein emotions (shame) not only 

result from motivational resources but also guide learners to manage their goals, 

resilience strategies, and volitional control over their academic performances. Thus, these 

studies imply that L2 readers’ goals and causal attribution tendency may contribute to 

emotions in L2 reading and, furthermore, through reciprocal and dynamic relationships, 

L2 readers may change their goals, strategies, and efforts as a response to their emotional 

experiences.  

Emotions in control-value theory 

Following the awareness of emotions in motivation research, Pekrun and his 

colleagues (Pekrun et al., 2002; Pekrun, 2006) explicitly examined achievement 

emotionsa full range of emotions pertaining to academic activities. Achievement 

emotions are defined as students’ emotions “directly tied to achievement activities or 

achievement outcomes” and differentiated by three dimensions: valence (positive vs. 

negative), focus (activity vs. outcome), and activation (activating vs. deactivating; 

Pekrun, 2006, p. 317). For instance, pride is a positive activating emotion toward 

achievement outcomes whereas boredom is a negative deactivating emotion that is 
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experienced during achievement activities. Eventually, Pekrun and colleagues (Pekrun, 

2006) proposed their control-value theory, an integrative framework where emotions 

function in relation to their antecedents and consequences in academic contexts.   

According to control-value theory, two types of self-perceived appraisals over a 

task determine emotional experiences in learning: (1) subjective control and (2) 

subjective value over an achievement situation. Subjective control indicates the 

perception of a learning agent’s control over achievement activities and outcomes, and 

subjective value refers to the perceived valence of achievement activities and outcomes.  

Subjective control consists of causal expectancy and causal attribution: causal expectancy 

means a prospective appraisal over the effect of current effort on future performance 

whereas causal attribution refers to a retrospective appraisal of the causes of past 

performance (Pekrun, 2006; Pekrun & Perry, 2014). Therefore, learners’ emotional 

experiences in an achievement situation are influenced by their perceived control and 

value over the achievement situation. Table 2.1 summarizes achievement emotions in 

control-value theory.   
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Table 2.1 Achievement emotions in control-value theory adapted from Pekrun (2006) 

Focus              Appraisal Emotions 

  Value Control   

Activity   Positive  High Enjoyment 

   Low Frustration  

  Negative High  Anger 

   Low Frustration 

  None High / Low Boredom 

Outcome Prospective Positive  High / medium Anticipatory Joy, Hope 

   Low Hopelessness 

  Negative High / medium Anticipatory relief, 

Anxiety 

   Low Hopelessness 

 Retrospective Positive  Self Pride 

   Irrelevant or other  Joy, Gratitude 

  Negative Self  Shame 

   Irrelevant or other  Sadness, Anger  

 

The implication from control-value theory is that emotional experiences of L2 

readers are categorized into activity emotions experienced during the achievement task 

and outcome emotions experienced after the task. These activity and outcome emotions 

are aroused by students’ self-perception of control and value over a given task. Thus, I 

assumed that it would be meaningful to explore not only the emotions aroused during 

reading but also the emotions experienced after reading.   

One thing to address about Pekrun’s (2006) achievement emotions is that activity 

emotions were assumed to be qualitatively different from literary emotions evoked during 

reading. More specifically, literary emotions are aroused by readers’ interaction with 

narrative texts (e.g., Krasny & Sadoski, 2008; Miall & Kuiken, 2002; Oatley, 1999 b; 
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Steffensen et al., 1999) whereas activity emotions are activated by readers’ appraisals of 

the given task (e.g., Pekrun, 2006; Pekrun & Perry, 2014). That is, activity emotions can 

be meta-emotions during reading that readers experience as a result of their own 

evaluation of emotional experiences with literary texts. Thus, the L2 readers in my study 

were expected to experience two primary types of emotions, literary emotions and task-

related emotions in narrative reading.  

EMOTIONS IN L1 READING 

Whereas inquiry into emotions has been a recent movement in the education field, 

readers’ emotions received early attention in L1 literary reading in tandem with reader 

response criticism, thriving in the 1970s and 80s. Here I consider the implications of 

reader response research for L2 readers’ emotional response.  

Reader response criticism 

Reader response criticism began in the 1960s and 70s to counter the 

traditionalists’ and the New Critical formalists’ neglect of the reader (e.g., Rosenblatt, 

1985; Tompkins, 1980). Whereas formalistic theories focused on the text and the author, 

reader response criticism placed the reader at the core of the reading experience, 

portraying the reader as an active agent who imparts meanings to the text. In reader 

response theory, the text is no longer perceived as closed but open to the reader, whereby 

reading becomes a unique, subjective, and private experience and readers’ affective 

responses account for an integral part of reading experience (Mailloux, 1990; Rosenblatt, 

1978; Tompkins, 1980; Thomson, 1987).  
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According to Mailloux (1990), perspectives in reader response criticism can be 

seen as having undergone three turns. First, Bleich’s subjective criticism (1975) and 

Holland’s transactive criticism (1975) empowered readers to make subjective 

symbolization of the text with their own “identity themes.” Every reader can experience 

the text differently even to the extent that the text disappears within unique and 

idiosyncratic interpretations. The second turn in reader-response theory tried to amend 

the extreme subjectivity of the first turn. The text guides the reader’s response, and the 

reader, as gap-filler, infers the character’s thoughts and feelings, using clues from the text 

(Iser, 1978). The argument is that “informed readers” (Fish, 1970) have the literary 

competence, the ability to experience the text correctly with constraints from the text. The 

third turn in reader response theory addressed issues of social and historical contexts of 

the reader’s interpretations. Reading conventions such as genres, themes, and metaphors 

were seen as embedded in social and historical contexts, and so the criteria for literary 

competence would vary across reader communities. Thus, readers’ responses, including 

affective responses, are socially-constructed and constrained by “an interpretive 

community” (Fish, 1970) to which readers belong, guiding the ways of reading and 

interpreting the text. In brief, the reader response criticism implies that an L2 reader’s 

emotions are shaped and experienced by three influences: the reader’s subjectivity, 

textual guidance, and culturally constructed orientations.  
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Transactional theory 

Rosenblatt (1978, 1988, 1993) viewed reader-response criticism as the pendulum 

swing of a dualistic view between objectivity and subjectivity and proposed her 

transactional theory in order to transcend the dualistic paradigm. In transactional theory, 

the reader and the text are not established before a reading event but their nature is 

shaped and defined by each other in the act of reading. A transaction refers to the 

ongoing process of reading, the dynamic relationships between the reader and the text 

conditioned by the particular time and environment (Rosenblatt, 1985). The outcome of 

this transaction is called the poem, which readers produce by living through the text 

(Rosenblatt, 1978, 1988). Rosenblatt (1978) said this poem is created and owned by 

readers because “Not the words, as uttered sounds or inked marks on a page, constitute 

the poem, but the structured responses to them” (p. 14). Thus, reading becomes an event, 

an experiential incident occurred to the reader at a particular point of his/her history.  

However, reading does not always become an event. An event occurs only when 

readers have aesthetic transactions with the text (Rosenblatt, 1978, 1988, 1993). 

Rosenblatt (1978) used two concepts on the continuum to explain how readers transact 

with the text: efferent vs. aesthetic. Readers with an efferent stance read the text to obtain 

information for practical purposes, so their transaction experience is focused on the 

public and objective understanding of the text. By contrast, readers with an aesthetic 

stance explore the text not only to understand the text but also to “live through” the text, 

an intense experience of the text, valuing “what happens during the actual reading event” 
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(Rosenblatt, 1978, p. 24). Thus, aesthetic transactions are essential to make reading an 

event, which is crystalized as a poem.  

Regarding the reader’s adoption of an aesthetic and efferent stance, Rosenblatt 

(1978, 1988) suggested the process of “selection and synthesis” in which readers 

modulate their interest about the specific details of their reading experiences: readers with 

an aesthetic stance focus on making a “living through” experience with the text by 

attending to all the potential thoughts and feelings evoked by the text whereas readers 

with an efferent stance use the text for some outside public purpose and attend to the 

public meaning of the text for objective understanding (Rosenblatt, 1978). Thus, the 

transactional theory implies that L2 readers may experience a different range of emotions 

according to which reading stance they adopt and the quality of their emotional responses 

may vary depending on which aspects of the text they attend to.  

Types and dimensions of reader response  

With the theoretical understanding of reader response criticism and transactional 

theory as backdrop, researchers empirically examined the types of reader response and 

the process of how readers transact with the text. Thompson (1987) investigated the 

reading responses of 51 secondary school students using a written questionnaire and 

interviews along with observations and established a developmental model for the reader 

response to literary works. Thompson suggested six developmental stages with specific 

reading strategies: unreflective interest in action, empathizing, analogizing between 

literature and the real world, reflecting significance, reviewing the work of the author’s 
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creation, conscious consideration of the relationships between self as a reader, the author, 

and the text. Langer (1990) explored the process of meaning making according to 

readers’ stances, implementing thinking aloud protocols with 36 adolescent readers and 

described four recursive reading stances that constitute the whole reading process of 

literary and expository texts: being out and stepping into an envisionment, being in and 

moving through an envisionment, stepping back and rethinking what one knows, and 

stepping out and objectifying the experience.   

Based on the works of previous researchers, Wilhelm (1997) carried out his 

classroom action research, collecting a variety of data from observations, interviews, 

conferences, teacher journals, literary letters, think-aloud protocols, and symbolic story 

representations for more than one year. These data led him to suggest ten types of reader 

responses to literary works and three dimensions of the reading process by which to 

categorize them (see Table 2.2. for a summary). The above three studies imply that L2 

reader’s emotional responses could be sorted into diverse types of emotions and 

categorized into the stages and dimensions in the process, interacting with other reading 

responses in reciprocal relationships.  
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Table 2.2. Types and dimensions of reader responses suggested by Wilhelm (1997) 

Dimension Types of reading responses 

Evocative 

 

Entering the story world: thinking about what the reading will be like  

Showing interest: forming expectations about story action 

Relating to characters: making judgments about the characters 

Seeing the story world: noticing clues for creating mental images 

Connective 
Elaborating the story world: filling in the story gaps 

Connecting literature to life: thinking about situations in readers’ lives  

Reflective 

Considering significance: considering the meaning of events and 

behaviors 

Recognizing conventions: noticing the conventions readers should 

respond to 

Recognizing transactions: recognizing the author’s voice to make 

meanings  

Evaluating the author, and the reader: considering the author’s agenda  

Readers’ emotions in the 1980s and 90s 

Based on the implications from reader response criticism, including transactional 

theory, and their research, more direct and explicit attention was given to readers’ 

affective responses in literary reading studies of the 1980s and 90s. This empirical 

interest in affective aspects of reading began as a reflective movement against the 

cognitive preoccupation of L1 reading researchers.   

Literary texts, the most likely text genre for emotional engagement, were often 

used to study readers’ emotions by exploring the effect of text properties on the reader’s 

affective responses. Brewer and Ohtsuka (1988) reported that structural properties of the 
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text such as suspense, surprise, and curiosity predicted a curve of affective response of 

readers, supporting their “structural affect theory” (Brewer & Lichtenstein, 1982). This 

result was extended by Dijkstra et al. (1994) when they examined how the structural 

properties interacted with other aspects of literary texts and found that suspense was 

negatively related to literary devices but positively associated with imagery and 

plausibility. Similarly, Sadoski and Goetz and their colleagues’ (Sadoski & Goetz, 1985; 

Sadoski et al., 1988; Sadoski et al., 1993; Sadoski et al., 2000; Sadoski, 1985, 2001) 

found a high correlation between mental imagery, affective ratings, and mental 

representations of the plot, implying the convergence in reader responses. Furthermore, 

Zwaan (1991, 1994) reported that readers read a text slowly and had better recall of 

surface discourse when they expect to read literary texts, suggesting the activation of 

genre specific schema.  

In a similar vein, Miall (1988, 1995, 2006) and Miall and Kuiken (1994 b, 1999, 

2001, 2002) investigated the relationship between stylistic features of the literary text and 

readers’ affective response and found a significant correlation between the foregrounding 

feature and readers’ ratings for strikingness and affects, which resulted in longer reading 

time. Moreover, Miall and Kuiken (1994 a, b, 2002) contended that the “literariness” of 

the text invited readers to experience the process of “defamiliarization,” where readers 

transform their perspectives on familiar objects and the world by looking at the 

unfamiliar aspects of them with feelings of “wonder,” implying that newly aroused 

emotions during reading mediate perspective change in readers  “self-transformation”.  
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Eventually, Kneepkens and Zwaan (1994) argued for merging cognitive and 

affective aspects of reading and proposed a framework to encompass affective aspects of 

literary reading into a contemporary model of comprehension and memory. In their 

framework, emotions guide and support literary reading through the process called 

“cognitive tuning,” where emotions direct readers’ attention and provide a backup to 

build a coherent mental representation when there are few textual clues. This position is 

consistent with Oatley’s (1999 a, b) argument that readers’ affective response is the 

primary force for “meeting of minds,” a dialogic event between the reader and the text.   

The implication from the above studies is that features of the text will affect L2 

reader’s affective responses: the discourse structure, plot, stylistic features, and other 

characteristics of the literary text will shape the affective aspects of L2 reading, 

interwoven with readers’ genre-specific expectations for literary texts. This emotional 

response will function to help readers by orienting their cognitive responses, a new 

perspective on the world and life. Besides, there were several themes consistently 

emerged from the studies on readers’ emotions in the 1980s and 90s. First, readers’ 

emotions play an active role in the reading process. For instance, Miall and Kuiken (1994 

b, 1999, 2001, 2002) argued that emotions exert self-modifying powers that engineer 

“self-transformation” during reading by alerting readers’ attention to new and unfamiliar 

aspects of the world.  

Second, emotions are a multifaceted construct, differentiated into different 

emotions. Research with literary texts has distinguished reader emotion from character 
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emotion; character emotion is experienced by the character in the story in specific events 

(e.g., Dijkstra, et al., 1994; Tan, 1994). Reader emotion is what the reader experience 

while reading the story and are classified into fiction and artefact emotions: the former is 

aroused by events in a fictional world whereas the latter is the consequence of the 

author’s stylistic writing and fiction emotions (e.g., Dijkstra, et al., 1994; Kneepkens & 

Zwaan, 1994). Lastly, emotions are deeply associated with a reader’s life history, prior 

knowledge, and related experiences. Research with literary texts shows that a reader’s 

affective response is inherently embedded in his or her autobiographical memories about 

associated experiences (e.g., Miall & Kuiken, 1994 a, b; Dijkstra et al., 1994; Komeda & 

Kusumi, 2006; Komeda, Kawasaki, Tsunemi, & Kusumi, 2009). Thus, the 1980s and 90s 

research on emotions in literary reading suggests that emotions are multifaceted and play 

an active role in the meaning making process, interacting with prior experiences of 

readers.   

Readers’ emotions in the 2000s  

Much of the earlier work investigated readers’ emotions as an individual 

phenomenon in a cognitive tradition, but, in the 2000s, researchers have increasingly 

used socio-cultural perspectives to posit that readers’ emotions are culturally situated and 

socially constructed (e.g., Dutro, 2008; Gee, 2001, 2002; Trainor, 2008). These views 

attest to the fact that readers construct situated meanings from a text using their own 

cultural models and become emotionally involved through representations of cultural 

experiences (Gee, 2001, 2002; Trainor, 2008). Thus, readers’ emotions are not solely 
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individual but originate from the institutional practices and social relations invited by the 

text.  

Although there has been little discussion of readers’ emotions, a handful of 

studies have addressed readers’ emotions under diverse primary interests. Lysaker, 

Tonge, Gauson, and Miller (2011) and Lysaker and Miller (2013) portrayed reading as a 

dialogic event of self, in which readers develop as a whole person by developing their 

social imagination — the ability to infer others’ thoughts, feelings, and intentions during 

relational interactions with literary texts. In a similar vein, Dutro (2008) textualized 

trauma as a response to the literature and proposed that students reach a deeper level of 

connection and engagement by testimonying and witnessing difficult life experiences and 

unresolved emotions stirred up by a literary text.  

Ivey and Johnston (2013) explored students’ perceptions of the engaged reading 

process and potential outcomes and noted that students become emotionally satisfied, 

happy, after engaged reading, where literary reading is meaningful and relevant to their 

personal lives. Additionally, Worthy, Consalvo, Bogard, and Russell (2012) suggested 

that reading lessons help students with negative socio-historical reputations re-story their 

identities and histories, supporting culturally and emotionally responsive reading class. 

Trainor (2008) examined emotioned racism among white adolescents, arguing that 

emotioned racism is collectively experienced through discourse practices in schooling 

because beliefs are constructed by affective experiences.  
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In these studies, several themes emerged about emotions. First, literary reading is 

an emotion-filled experience (e.g., Ivey &Johnston, 2013; Lysaker et al., 2011; Lysaker 

& Miler, 2013; Dutro, 2008) in which emotions seem to mediate the reader’s 

transactional and dialogic relations with the text. Readers experience emotions when they 

live through the literary text affectively and literary reading becomes an affective 

experience. Second, social aspects of emotions are emphasized and utilized (e.g., Dutro, 

2008; Ivey &Johnston, 2013; Lysaker et al., 2011; Worthy et al., 2012). Dutro (2014) 

portrayed the reading class as a space for testimony and witness wherein students can 

develop the awareness of difference with empathy for difficult aspects of their lives. 

Lysaker et al. (2011) argued students could develop their social abilities through 

relationally oriented reading and discussion wherein students make psychologically 

oriented explanations about the literary text. Worthy et al. (2012) suggested how reading 

teachers create a community for students to talk about their multiple perspectives in 

open-ended dialogues.  

Lastly, these studies imply that emotional experience in literary reading helps the 

development of personhood. Lysaker et al. (2008) emphasized reading as a dialogic 

relation of self, in which readers construct and transform themselves through the 

embodied conversation between the voices of the text and the self. Worthy et al. (2012) 

suggested that the dialogue can be an open space for reflective thoughts and feelings by a 

nonjudgmental but responsive teacher. To recapitulate, the 1980s and 90s research on 

readers’ emotions told us that emotions are active in the meaning making process because 
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these multifaceted emotions are connected to personal lives of readers. The implication 

from 21st century research is that literary reading is an affectively lived-through 

experience in which readers share and experience multiple perspectives and reflect and 

transform themselves.  

EMOTIONS IN L2 LEARNING 

With regard to reading in L2, there has been far less research interest in readers’ 

emotions except for anxiety studies and a few replication studies of affective responses in 

L2 literary reading (Krasny & Sadoski, 2008; Steffensen et al., 1999). However, the 

research on affective aspects of L2 learning in general has thrived since Gardner and 

Lambert (1959, 1972) proposed that focusing on only the cognitive aspects of L2 learning 

can not do justice to the complexity of L2 learning and that it should be balanced with 

attention to affective aspects.  

Thus, some L2 researchers have explored non-linguistic and non-cognitive factors 

such as motivation and anxiety to explain the variability in L2 learning success. In 

addition, a strong interest has recently emerged about the emotional aspects of 

bilingualism and multilingualism. Thus, this section provides an overview of studies 

about affective factors in L2 learning and research on emotions of bilingual and 

multilingual users.  

Emotions in L2 reading motivation research 

Starting with L2 motivation research, Gardner and Lambert (1959, 1972) 

introduced two concepts of motivation: integrativeness and instrumentality to explain the 
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individual differences in L2 learning success. Briefly explained, if a student is learning 

L2 with a genuine interest to interact with members of the L2 community, the student 

will be more successful in L2 acquisition; if a student is learning L2 for instrumental 

reasons such as exams and future career, the student will be less successful. However, the 

positive effect of integrative orientation was found to be inconsistent: integrative 

orientation was more frequent and pertinent to learning L2 in the target culture and 

society (Gardner & Lambert, 1972; Masgoret & Gardner, 2003) whereas instrumental 

motivation was more common and conducive to the learner learning the L2 as a foreign 

language (e.g., Au, 1988; Crookes & Schmidt, 1991; Dornyei, 1990).  

The implication of these studies is that L2 reading motivation is likely to be 

embedded in readers’ environments and varies across contexts (e.g., Au, 1988; Dörnyei, 

1990; Ortega, 2014). In other words, L2 learners develop their own motivation that is 

contextualized and adaptive to their sociocultural circumstances. Another implication is 

that intensity of motivation, not only the kind, matters (e.g., Horwitz, 2008; Gardner & 

MacIntyre, 1991). Regardless of whether students read L2 texts for instrumental or 

integrative goals, L2 readers should invest adequate amounts of time and effort to 

advance their reading ability. 

However, some L2 researchers tried to resolve the inadequacy of integrativeness 

and instrumentality in L2 learning by borrowing and integrating motivation theories from 

psychology to L2 learning. For instance, Noels, Pelletier, and Vallerand (2000) and 

Vansteenkiste, Lens, and Deci (2006) approached L2 learning motivation using “self-
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determination theory” in which L2 learning is described using the concepts of intrinsic 

and extrinsic motivations, which are said to originate from the basic human desires for 

competence, autonomy, and relatedness.  

In a similar vein, Dörnyei (2009) employed Markus and Nurius’ (1986) concept 

of possible selves to formulate the L2 Motivational Self System,when he was trying in 

order to provide a more sophisticated model to account for L2 learning variability. The 

basic notion of L2 motivational self-system is that L2 learning is the process of 

developing a new self-concept — approaching new possible selves. For example, if a 

student tries to reduce the discrepancy between the actual self and the ideal self, the 

student is intrinsically motivated; if a student tries to become the ought to self or to avoid 

the feared self, the student is extrinsically motivated.  

Guided by the implications of the above studies, L2 reading motivation has been 

recently addressed in some studies (e.g., Mao, 2011; Mori, 2002; Takase, 2007). Mori 

(2002) made the first attempt by exploring L2 reading motivation with college level 

Japanese learners, using Eccles and expectancy-value theory (Wigfield, 1994; Wigfield & 

Eccles, 2000). Mori (2002) proposed that L2 reading motivation consists of intrinsic 

value, attainment value, extrinsic utility value, and expectancy for success. Similarily, 

Takase (2007) examined the components of L2 reading motivation among Japanese high 

school learners, reporting that intrinsic L1 reading motivation and intrinsic L2 reading 

motivation were significant predictors for L2 reading motivation. In brief, these 

motivation studies in L2 learning in general and L2 reading in particular imply that L2 
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learners become motivated to fulfill their basic human needs and to construct a self-

concept, implying a convergence in motivation between general learning and L2 learning 

and that L2 reading motivation has multiple contributors such as self-perceived efficacy, 

intrinsic and extrinsic value of the task, and L1 reading motivation.  

Emotions in L2 reading anxiety research 

Although motivation researchers regarded the discrepancy between L1 and L2 

selves as an inducement to L2 learning, anxiety researchers recognized this self-

discrepancy as a potential source of anxiety. Horwitz, Horwitz, and Cope (1986) noted 

that L2 learning intimidates a learner’s self-concept, which has been built in using the L1 

when the learner finds that he/she can not sustain the authenticity of the self-image due to 

the limited L2 ability. In a similar vein, Young (1990, 1991) identified a contradictory 

self-image in L2 learning as the source of personal and interpersonal anxiety. 

Onwuegbuzie, Bailey, and Daley (1999) stressed that self-perceived factors such as 

perceived competence and self-worth play a determining role in exacerbating L2 learning 

anxiety. With this divergent perspective about self-discrepancy, L2 anxiety researchers 

charted their own territory of research by attending to the emotionally challenging aspects 

of L2 learning. 

Although L2 anxiety research had a rocky start in the 1960s and 70s with 

conflicting results, it proceeded more smoothly in the 1990s and 2000s, inspired by 

Horwitz et al.’s (1986) conceptualization of L2 anxiety. As Scovel (1978) noted, the early 

work of L2 learning anxiety reported both a facilitating and debilitating effect of anxiety 
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(e.g., Chastain, 1975). This conundrum about L2 anxiety was resolved when Horwitz et 

al. (1986) defined it as a “situation-specific” anxiety, consisting of communication 

apprehension, test anxiety, and fear of negative evaluation, and developed a reliable 

measurement. Since this pioneering work, L2 anxiety research has reported a consistent 

result about the moderate but negative effect of L2 anxiety on overall L2 achievements 

(Howitz, 2001, 2010). Additionally, researchers have investigated the effect of anxiety in 

specific areas of L2 performance: listening, speaking, reading, and writing (e.g., Aida, 

1994; Cheng, Horwitz, & Schallert, 1999; Philips, 1992; Rodriguez, 1995; Saito & 

Samimy, 1996; Saito et al., 1999).  

Regarding L2 reading anxiety, these studies suggest that L2 reading anxiety is a 

subtle construct that can be confounded with other variables such as proficiency level, 

task types, and other affective factors. For example, Saito et al. (1999) examined the 

validity of L2 reading anxiety, reporting that L2 reading anxiety is distinct and negatively 

associated with L2 reading achievements. A similar result was found in Sellers (2000): a 

negative correlation exists between L2 reading anxiety and L2 comprehension. Young 

(2000) also reported a consistent result: L2 reading anxiety negatively predicts 

comprehension, particularly with linguistically dense texts. However, Brantmeier (2005) 

found a contradictory result with advanced L2 learners: no distinctive L2 reading anxiety 

was detected with L2 reading itself but was detected with regard to post-reading tasks. A 

similar finding appeared in Mills, Pajares, and Harron (2006), where the effect of L2 

reading anxiety vanished when self-efficacy was controlled. In sum, L2 anxiety research 
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suggests that investigating the affective aspects of L2 reading requires a consideration of 

the complications with other reading variables, including reading ability, task types, self-

concept, self-efficacy, and all other self-perceived factors. 

Emotions in replication studies of imagery and affective response 

Although most of the research on the affective aspects of L2 reading was focused 

on individual learner variables such as motivation and anxiety, a few studies have 

focused on emotions and images as non-verbal outcomes of the reading experience. To 

my knowledge, Steffensen et al. (1999) were the first to examine the emotional responses 

of L2 readers when they tested the viability of dual coding theory with L2 readers. Like 

the studies of affective response and imagery in L1 reading (Goetz, Sadoski, Olivarez,  

Calero-Breckheimer, Garner, & Fatemi, 1992; Goetz et al., 1993), Steffensen et al. 

(1999) asked Chinese students reading English as an L2 in an American college to rate 

imagery and emotions evoked by Chinese or English version of the same text and 

examined the similarities and differences across languages. The findings demonstrated 

that L2 readers experience fewer imagery and affective responses with L2 narrative text 

than with L1 texts, varying across individual reader propensity and text features.  

However, Krasny and Sadoski (2008) reported a conflicting result with Canadian 

adolescents reading French as an L2 when they investigated the extent to which the 

limited L2 reading ability may impair non-verbal representation of L2 narrative texts in 

terms of the imagery and affective responses to the text. Results indicated that Canadian 

adolescents showed equivalent ability to construct non-verbal representations with L2 
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narrative texts compared with L1 text and showed little difference in their ratings of 

imagery and affective responses across languages. Krasny and Sadoski explained this 

discrepancy in terms of language interdependence theory (Cummins, 1979) and language 

threshold hypothesis (Clarke, 1980; Lee & Schallert, 1997). Specifically, the Canadian 

bilingual adolescents seemed to have equivalent L2 reading ability to their L1 reading 

ability beyond a threshold level for imagery and affective responses. Thus, they could 

comprehend the text and construct verbal and non-verbal representations of the text with 

little difference across languages. Also, they noted that perhaps Canadian adolescent 

readers and the author of the narrative texts belonged to the same “interpretive 

community,” sharing Western-European perspectives, so that the readers rarely felt the 

cultural and linguistic differences across languages and stories.  

Although these two studies opened up the research on affective aspects of L2 

reading, there are many questions remaining about L2 readers’ emotional responses. 

First, these studies showed some discrepancy in their findings of emotional responses of 

L2 readers, indicating that the relationship between L2 reading ability and emotional 

responses need investigation. Second, both studies examined affective responses of L2 

readers as the ancillary outcome of imagery but did not thoroughly focus on emotional 

responses. Thus, it remains a largely unknown phenomenon worth exploring when we 

consider that affective responses account for an integral part of reading engagement and 

comprehension. Third, the above studies were more directed to looking at general 

patterns of emotional responses based on numerical data. Thus, the underlying process by 
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which emotional responses occur and serve in the meaning making the process of L2 

narrative texts remains unexplored along with a question about contextual influences on 

emotional responses.  

Emotions in L2 learning from socio-constructive views 

In contrast to the above traditions in the 80s and 90s in which L2 researchers 

addressed emotions associated with successful or unsuccessful L2 learning and 

investigated causal relationships, in the 2000s with the influence of the “affective turn” in 

socio-cultural approaches, L2 researchers viewed and explored emotions as socially 

constructed human experiences. They focused on the shifting and unstable aspects of 

emotions, rejecting the dichotomy of emotion as an opposite aspect of cognition. For 

example, Benesch (2013) explored L2 learners’ emotions using the frame of “criticality” 

and showed how L2 pedagogy caring emotions enhance critical engagement in L2 

learning. Regarding the benefits of attending to emotions in L2 learning, Benesch (2013) 

offered the following suggestions: emotions will guide teachers and students about how 

to shape the L2 class on a moment-by-moment basis; emotions will offer L2 researchers a 

new window to interpret L2 learners’ performance and achievement; emotions embody 

the process of constructing L2 subjectivity as a dynamic process rather than a static 

experience; emotions will help learners take critical views about their own and others’ 

perspectives and transform themselves through shifts in perspectives. The implication 

from her book is that emotions signal dissociation with the familiar world and create 

tentative room for the unfamiliar world, whereby L2 learners can be reborn again.  
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Pavlenko (2005) and Dewaele (2010) explored the complexity of emotional 

experiences of L2 users using the lenses of “multilingualism” and “socialization.” They 

collected testimonies of multilingual users by running web questionnaire surveys from 

2001 to 2003 and investigated how multilingual users express their emotions in different 

languages. First, Pavlenko (2005) established the groundwork of emotions in L2 learning 

by merging prototypical scripts of emotions with the concept of multilingualism. She 

argued that multilingual users develop their own concepts of emotion words that cannot 

be indexed by L1 users stemming from the inevitable influences of their prior lives in 

prior languages. This is consistent with Cook’s (2001, 2013) multi-competence theory, 

wherein L2 learning does not mean acquiring only the “self-contained” L2 system but 

acquiring multiple languages “in the same mind” (p. 232), and a new self-concept being 

constructed in the continuous flux of multiple languages. Thus, Pavlenko (2005) implied 

that L2 users’ emotional experiences should be accepted in their own right, not by L1 

users’ monolithic standards because emotions are shifting across languages as an 

embodied response beyond the static conceptualizations of L1 users.  

Dewaele (2010) placed more of a focus on “socialization” history when he 

explained the communication of emotions in multiple languages and identified influential 

factors. One of his significant findings is that the history of L2 learning affects the 

likelihood of choosing the L2 to express emotions. For example, younger starters tend to 

express their emotions using their L2, whereas the later starters predominantly prefer L1 

for their emotions. Based on participants’ narratives, Dewaele (2010) noted that this is 
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because later starters learn L2 through formal instruction in the “emotion-free classroom” 

(p. 103). Another finding is that socialization also accounts for variability in the 

likelihood of communicating emotions in one’s L2: the more socialized one is in the L2 

and the wider one’s network of L2 interlocutors, the more likely is one to use L2 for 

emotions. However, gender, age, and education level do muddy these clear-cut effects.  

In a nutshell, emotion words in different languages are used with different 

emotionalities because emotions are socially constructed responses. Emotions shift across 

languages via the coexistence of L1 and L2 worlds in one person and the history of 

socialization in L2. These findings also imply that we should recognize the presence of 

emotions in L2 classrooms and allow instruction to be shaped by addressing learners’ and 

teachers’ emotions. 
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CHAPTER 3. METHOD 

This chapter describes details of the study’s methodological issues and is 

organized as follows: (a) research design, (b) participants, (c) materials, (d) data 

collection, and (e) data analysis. Methodological issues are considered from the 

perspectives of the overarching research question: How do emotions occur and contribute 

to secondary school students’ meaning making process of L2 literary texts in comparison 

with that of L1 literary texts? 

RESEARCH DESIGN  

In this study, I explored the emotional responses of Korean adolescent learners as 

they read English short stories as compared to how they responded to L1 literary texts. 

Two research foci guided me in designing this study: exploring the process through 

which the emotional responses of L2 readers occur and serve in L2 literary reading and 

identifying the individual and situational sources for L2 readers’ emotional responses. 

Given that little is known about emotional responses of L2 readers and that emotional 

responses occur in the natural process of L2 literary reading, a qualitative research design 

was considered the best fit to identify preliminary patterns in emotional responses of L2 

readers (e.g., Corbin & Strauss, 2008; Creswell, 2013 a; Marshall & Rossman, 2011). 

Specifically, grounded theory methods (Corbin & Strauss, 2008) were used because I 

intended not only to describe emotional responses of L2 readers but also to generate 

explanations (theories) about the process by which L2 readers experience emotional 

responses, and the individual and contextual influences on emotional responses.  
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Grounded theory is a research design in which the inquirer suggests a general 

explanation of a process, “action and interaction,” with specific data from participants 

with a belief that a theory should be “grounded” in data from the field (Corbin & Strauss, 

2008). According to Creswell (2013 b), there are two types of grounded theory: the 

systematic procedures of Corbin and Strauss (2008) and the socio-constructivist approach 

of Charmaz (2006). In the systematic procedures, the researcher develops a theory in a 

systematically defined process through theoretical sampling and constant comparison 

whereas in the socio-constructivist approach the investigator builds multiple theories to 

represent multiple realities. As a novice researcher who needed guidance rather than 

latitude, I chose the systematic procedures to explore the ways in which emotional 

responses of L2 readers occurred and were involved in L2 literary reading. Figure 3.1. 

represents the general procedures of systematic grounded theory research, guided by 

Corbin and Strauss (2008).  

Figure 3.1. Procedures of systematic grounded theory research 

  

 

Under guidance from the systematic grounded theory approach, the primary data 

were collected through thinking aloud method. The thinking aloud method is a research 

technique that allows the collection of concurrent verbal accounts of a participant’s 
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whatever comes into their minds during the assigned work (Errison & Simon, 1994; 

Someren, Barnard, & Sandberg, 1994). Pressley and Afflerbach (1995) pointed to the 

richness of process-oriented data in thinking aloud protocols and argued that the thinking 

aloud method is one of the most appropriate ways to explore “cognitive and affective 

processes during reading” (p.1). Afflerbach (2000) confirmed the argument again when 

he stated that thinking aloud protocols give reading researchers a valid way to investigate 

a reader’s responses to text such as motivation, strategies, affect, and the influences of 

contextual variables.  

According to previous studies (Ericsson & Simon, 1994; Pressley & Afflerbach, 

1995; Someren, Barnard, & Sandberg, 1994), the benefits of using thinking aloud for 

reading research include the following: (a) the thinking aloud method provides the least 

distorted data because the reader verbalizes immediately whatever passes through his or 

her consciousness during reading so that the verbal data are least vulnerable to a reader’s 

interpretation or memory loss; (b) thinking aloud protocols are “pure,” because whatever 

comes into the reader’s consciousness are not all the activities but only those activities 

represented at a conscious level such as metacognitive use of reading strategies, and thus 

thinking aloud protocols provide a direct report of what readers go through during 

reading moment by moment. When applied to the affective aspects of reading, Afflerbach 

and Johnston (1984) noted that think-aloud protocols “allow an analysis of the affective 

components of reading processes” because verbal protocols can provide a “veridical 
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description” of reading processes by offering access to the underlying psychological 

process of reading behaviors (p. 308).   

Thus, as Pressley and Afflerbach (1995) noted, I considered verbal protocols as 

direct and valid ways of capturing the emotional responses of L2 readers. The immediate 

and introspective reports of thinking aloud would allow readers to reveal their emotional 

responses in proper ways without memory loss and reconstruction. In other words, by 

reducing the temporal distance between a reading event and its report, the think-aloud 

protocols were expected to provide some insights into the underlying processes of 

emotional responses  how emotional responses occur and server in the meaning making 

process of L2 literary texts. Also, I conducted interviews before and after think-aloud 

tasks not only to triangulate verbal data, which would enhance the credibility of findings, 

but I also examined the individual and situation influences on emotional responses (e.g.  

Koro-Ljungberg, Douglas, McNeill, Therriault, & Malcolm, 2012; Lincoln & Guba, 

1985). Figure 3.2 summarizes the procedures of the think-aloud tasks  

Figure 3.2. Procedures for think-aloud tasks 
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Note. This process of thinking aloud was repeated with one Korean short story 

and two English short stories. The training session was only included in the first think-

aloud task.   

In addition, I conducted a pilot study with six volunteer students whose data were 

not included in the main study. This pilot study helped me have confidence in the 

feasibility of this research in the following ways. First, the pilot study helped train me 

with thinking aloud procedures: I learned how to instruct participants for think-aloud 

procedures and how to handle the silent moments during a think-aloud task. Next, the 

pilot study also enabled me to assess the adequacy of the background information 

questionnaire, reading texts, and interview protocols. I decided to use unfamiliar stories 

because one volunteer student stopped responding when reading a text that he perceived 

as familiar, revised items on the background information questionnaire and interview 

protocols, and reworded think-aloud instructions based on students’ feedbacks in the pilot 

study. Lastly, the pilot study allowed me to identify possible logistic problems: I could 

arrange furniture with suitable distance in order to hear verbal accounts and to write field 

notes and asked schools for collaboration to mute the speakers in the temporary research 

room in order to reduce the interruption of school bells.  

PARTICIPANTS 

There were 35 Korean high school students (16 males and 19 females; aged 14 

to16 years old) who voluntarily participated in this study. All of them were enrolled in 

the 11th grade of three academic high schools in a southern city of South Korea. These 
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participants were selected purposefully based on three considerations, guided by the 

theoretical sampling process in systematic grounded theory (Corbin & Strauss, 2008). 

First, because I was interested not only in exploring the emotional responses of L2 

readers but also in explaining the process and contextual influences on such responses, a 

small number of participants were considered appropriate to carry out an in-depth 

analysis and to build theory (Creswell, 2013 a, b; Marshall & Rossman, 2011). Thus, I 

decided a sample of 30 to 36 participants would be small enough for in-depth analysis 

and large enough to identify preliminary patterns in the process and contextual influences 

on emotional responses of L2 readers.  

A second consideration was that participants should be equally selected from 

different levels of reading proficiency. This consideration was informed by previous 

studies about emotional responses of L2 readers: Krasney and Sadoski (2008) and 

Steffensen et al. (1999) suggested that emotional responses in L2 reading vary across 

proficiency levels of readers. Similarly, L2 reading anxiety research has indicated that the 

perceived proficiency level of L2 readers affects the anxiety that they feel during reading 

(Brantimeier, 2005; Saito et al., 1999; Sellers, 2000).  Thus, readers with different L2 

reading abilities were recruited to encompass proficiency-differentiated emotional 

responses. To decide on students’ L2 reading ability level, I referred to school-provided 

information such as teachers’ opinions, school achievement levels, and country-wide 

standardized test results as well as self-perceived competence.  
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Third, students who had experienced emotional involvement when reading in 

Korean were expected to be better able to recognize and explain their own emotional 

responses to L2 literary texts. However, this consideration actually conflicted with the 

second consideration: students who reported “Always” experiencing emotional 

involvement or mood changes with narrative texts were not always found to an equal 

degree in different reading levels. Thus, this third consideration was only obeyed when 

there were an extra number of volunteers for each level of L2 reading ability.  

In the end, 35 students were recruited: 12 students respectively from intermediate 

and beginner levels and 11 students from the advanced level. Most of the beginner and 

intermediate level students were from one high school whereas the advanced level 

students were recruited from three high schools due to the smaller number of advanced 

students in any school. In addition, each level had an almost equal proportion of boys and 

girls. Only students who submitted their assent and their parents’ consent forms were 

included in this study.  

MATERIALS 

Background information questionnaire 

A demographic questionnaire was used to capture the 35 participants’ age, 

gender, academic year, general attitude toward the English language and culture, the 

amount of English reading they did out of class, and the time and length of experience 

living in any English speaking country. Also, the survey included general questions about 
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reading experiences and attitudes and experience of emotional involvement during 

reading. Appendix A includes the full demographic information questionnaire.  

Think-aloud practice material 

Practice materials were used in a training session, whose purpose was to enhance 

the participants’ understanding and comfort level with the think-aloud procedures. The 

practice text was a two-page excerpt from an English story and had the same instructions 

and visual prompts for thinking aloud as the reading materials for the main think-aloud 

task. See Appendix B for think-aloud practice materials.  

Before-reading interview protocol 

The before-reading interview protocol was utilized to interview participants 

before starting the think-aloud phase. This protocol consisted of questions about narrative 

reading experiences and attitudes (e.g., Zwaan, 1991, 1994), experiences of emotional 

involvement in narrative reading, extensions from their responses on the demographic 

information questionnaire, and questions about their baseline affective states, reading 

purposes, and comfort level with the think-aloud procedures. The latter set of questions 

about baseline moods, reading purposes, and comfort level with thinking aloud was 

repeated before reading each of the three stories as potential influences on these L2 

readers’ emotional responses (e.g., Bohn-Gettler & Rapp, 2011; Sedek & vonHecker, 

2004). A core affect framework (Russell, 2003) was used to help participants identify 

their affective states because in the pilot study, Korean high school students showed some 
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difficulty in describing their moods using specific emotion words. See Appendix C for 

the before-reading interview protocol.     

Think-aloud task material 

The short stories for the main thinking-aloud tasks consisted of two English 

stories and one Korean story. The Korean story was included to provide baseline 

information about emotional responses of these participants to reading in their native 

language. These three stories were selected based on the following considerations: 

relevant content, emotiveness, and unfamiliarity of the stories to Korean high school 

students. For the relevance of story content, I referred to the Korea Ministry of 

Education’s (2011) recommended topics for high school English textbooks: personal 

lives, family love, and adolescent issues. One English story dealt with the brotherly love 

toward a disabled brother in a family; the second English story was about a high school 

girl who was clever but eventually deceived by her own scheming; and the Korean story 

was about an adolescent boy who matures as a result of his mother’s illness. Table 3.1. 

gives a synopsis of the Korean and English short stories selected.  
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Table 3.1. The Korean and English short stories used for think-aloud tasks 

Title Synopsis 

A Story of 

Brotherly Love 

by Christopher 

de Vinck 

(1993) 

An English teacher is telling the story of his brother, Oliver, who was born 

with multiple disabilities, lying in bed for all his life, and loved by his 

family. He is telling how Oliver, mute and blind, has the power to move 

people’s hearts and how Oliver taught his family important things about life 

and love. (963 words)  

Those Three 

Wishes   by 

Judith Gorog 

(1993) 

 

Melinda Alice is called Melinda Malice behind her back because of her 

cruel nature. One morning, Alice finds a snail on her way to school and the 

snail asks her to let her live in exchange for three wishes. So engrossed is 

she in making her wishes, Alice forgets about a big math test in the next 

period. When Alice realizes it, she is so mad that she accidentally says “I 

wish I were dead.” (668 words) 

불량한 쥬스 

가게 

유하선 지음 

Delinquent Juice 

Bar 

by Hasun Yoo 

(2011) 

Gun-ho, a delinquent boy suspended from his high school, resists taking 

care of his mother’s Juice Bar while his mother is on a trip. When he 

realizes that his mother is actually hospitalized for surgery not for traveling, 

he becomes confused and starts to make juice for customers such as a 

bereaved old woman who could not cry for her dead husband. He also meets 

an old man at an early bird market who says to him, “Shiny apples do not 

always taste good.” He reflects on his life while talking with these people.  

(2,210 Korean words)  

Regarding emotiveness, these stories were found to be emotionally engaging in 

the pilot study because each featured emotionally intensive narrative events, a variety of 

aesthetic features of literary texts, and intriguing plot structures. Lastly, unfamiliar texts 
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were considered important to create a more authentic context for emotional responses.  

For example, Two were left and Secret for Two, which were used in previous studies 

(Krasny and Sadoski, 2008; Sadoski, et al., 1988, 1990, 1993), were found to be familiar 

to some of the Korean high school students in the pilot study.  

Based on these three considerations, the above Korean and English short stories 

were selected for this study. The English short stories were intact literary works selected 

from Trelease’s (1993) great story anthology for teens and preteens. Their lengths were 

less than 1,000 English words, which was relatively short but appropriate for my 

participants who were learning English as a foreign language. Their length also made 

think-aloud feasible. To preserve their authenticity, these English stories were not 

modified for readability.   

However, the selected Korean short story was a 2,210-word excerpt from a story 

originally 3,201 words long in order to match the length of the English stories. I used this 

excerpt because I could not find an intact Korean short story that was close to the length 

of the English stories and relevant but unfamiliar to Korean high school students. Three 

Korean language arts teachers helped me shorten the story with the least changes to its 

literary features. Guided by Afflerbach (1990, 2000), I inserted visual prompts (markers) 

at the end of each paragraph in the selected Korean and English stories to signal my 

participants to make verbal accounts of their thoughts and feelings. See Appendix D for 

the two English stories and one Korean short story with visual prompts for thinking 

aloud.   
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After-reading interview protocol 

The after-reading interview protocol was used to interview participants 

immediately after reading each story. This interview protocol was developed to provide 

time for participants to reflect about their emotional responses and reading experiences 

while thinking aloud. The after-reading interview protocol started with the question about 

their mood changes and the scenes that they remembered most from the story. In 

addition, I probed for further information about any incomprehensible verbal accounts 

expressed while thinking aloud. See Appendix E for the full after-reading interview 

protocol.  

DATA COLLECTION PROCEDURES 

I sought approval for data collection procedures from the University of Texas’ 

Institutional Review Board (IRB) with permission letters from the principals of three high 

schools in South Korea. Upon obtaining IRB approval, I recruited participants by 

explaining the research purposes and procedures in person. Conforming to the ethics of 

the IRB of the University of Texas, the students were informed that their participation 

was completely voluntary, and their data would be treated confidentially and not 

identified by their real names.   

  After the 35 students had been identified, I met them in a designated room in 

their schools and asked them to complete the background information questionnaire.  

Participants responded to demographic questions inquiring about their gender, age, the 

amount of English instruction, the length of stay in English speaking countries, general 
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attitude and interest toward a culture of English speaking people, and narrative reading 

and emotional involvement during reading.    

After completing the background information survey, each participant and I 

decided the schedule for the think-aloud task. Because the three high schools did not 

allow me to pull out the participants during regular school hours, I met each participant 

during after school self-study periods starting from 7:00 pm and ending at 10:00 pm 

during the regular semester and starting from 2:00 pm and ending at 6:00 pm during the 

summer supplementary semester.   

I conducted the think-aloud portion of the study in two to three-hour sessions with 

one or two participants per day in July and August 2015, at the three research sites. To 

create a comfortable environment for the think-aloud task, I made sure that the room was 

quiet, equipped with a comfortable chair, and provided with a bottle of water and snacks. 

The distance between the participant and me changed depending on the loudness of the 

participant’s thinking aloud voice: I usually kept about 1m distance for female students 

1.5m distance for male students. Figure 3.3. shows a brief sketch of each room for the 

thinking aloud task.  
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Figure 3.3. Sketch of physical arrangement for the thinking aloud task 

  

Each participant started the think-aloud task with a training session using the two-

page practice text. During the training session, I instructed the participant in what he/she 

should do during thinking aloud by modeling it and guided each person in how to say out 

loud what came into his/her mind while concentrating on reading. Then, participants were 

encouraged to read the first paragraph of the practice material and give concurrent verbal 

accounts of their thoughts and feelings while reading. Also, they were instructed to notice 

the visual markers at the end of each paragraph to remind them to think aloud. If the 

participant experienced difficulties in thinking aloud, I repeated the relevant point of 

training with relevant instruction. The training session continued for 5 to 20 minutes until 

each participant had become accustomed and comfortable in making concurrent verbal 

accounts, which was important so as not to cause any disturbances later during the main 
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think-aloud tasks (e.g., Afflerbach, 2000; Koro-Ljungberg et al., 2012; Someren, 

Barnard, & Sandberg, 1994).  

After the training session, I conducted a semi-structured before-reading interview 

using the before-reading interview protocol and also referring to the participant’s 

responses on the background information questionnaire. The participant also answered 

general questions about reading experiences and attitudes, emotional involvement 

experiences, reading purposes for the story, affective states, and comfort level for 

thinking aloud.  

After this interview, the participant started the first think-aloud task with the first 

English story, following the instruction, “Please tell what is going on in your mind while 

reading the story.” As long as the participant was engaged in reading and thinking aloud, 

I did not stop the reading. However, whenever the participant stopped thinking aloud and 

seemed to forget, I gave a simple prompt, “Please, remember to keep on thinking aloud.”  

As the participant finished the first think-aloud task, I conducted an after-reading 

interview using the after-reading interview protocol, in which I asked questions about the 

participant’s moods, the most remembered scene or event from the story, and evaluation 

of the thinking aloud experience. I also probed for more details into any 

incomprehensible or interesting part of the participant’s think-aloud, referring to my field 

notes, giving me the chance to conduct member checks but also to elicit additional 

voluntary information.  
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The above procedures, except for the training session, were repeated with the 

second English story and the Korean story with a 5-minute break between the stories.  

The order of the two English stories was counter balanced: some participants in the same 

English ability level started with the longer English story whereas others started with the 

shorter English story. Thinking aloud with the Korean story came last after reading both 

English stories.   

The reason for putting the Korean story last was that reading in their native 

language might be easier but more automatized as suggested by the pilot study, whereby 

the students might feel interrupted and troubled when asked to verbalize what was 

passing through their minds with the Korean story. However, most of the current 

participants found it easier to verbalize what came into their minds during English 

reading because reading in the L2 was less automatized and thus, easier to rise into 

consciousness. Thus, after thinking aloud with the English stories, I expected participants 

to improve their awareness of thoughts and feelings as well as to have more familiarity 

with the procedures.  

All of the above procedures for data collection were audio recorded and observed 

with field notes. All the questionnaire, interviews, and thinking aloud sessions were 

conducted in Korean, the participants’ first language. Table 3.2 summarizes the data 

collection procedures and schedule.  
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Table 3.2. A summary of data collection procedures and schedule 

 

Procedures Time Details of Agenda 

Recruitment 
June  

22-30 

Recruiting 35 participants 

Obtain students’ assent and their parents’ consent forms 

Background 

information 

gathering 

June  

30 

Administer background information questionnaire assessing reading 

experiences and attitude along with demographic items.  

Think-aloud 

tasks  

 

July 

1 

- 

August  

14 

Implement think-aloud task with one or two participants per day 

Provide a training session for thinking aloud 

 Before-reading interview: examine baseline affective state, 

comfort level, reading purpose, narrative reading experiences, 

attitude, and emotional involvement 

 Think-aloud task: observe and make notes about verbal 

accounts 

 After-reading interview: examine mood changes, the most 

remembered scene, comfort level with the think-aloud task, 

and give details  

Repeat the above procedures with each story in order of English story 

1 English story 2  Korean story 

DATA ANALYSIS 

The overall process of data analysis was guided by two research questions: 1) 

what is the process through which readers experience emotions when reading L2 literary 

texts? 2) how are individual and situational factors before and after reading related to 

readers’ emotional responses? To enhance the credibility of findings, peer debriefing was 
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conducted with a knowledgeable peer on a weekly basis, which led me to confront my 

biases, assess interpretations, design my next analytic steps, and test working 

propositions.  

Transcribing the data 

I transcribed the audio-recorded data collected from the before-reading 

interviews, think-aloud tasks, and after-reading interviews, typing them out as close to 

verbatim as possible. As Afflerbach and Johnston (1995) guided, I paid careful attention 

to paralinguistic indicators such as intonation, pauses, and variations in pitch and speech 

rate to capture emotional responses of participants. This transcribing process occurred 

concurrently while I was collecting the data but most of the transcripts were made after 

data collection was completed.  

Dividing the data into emotional response units 

Whenever I completed transcribing the verbal protocol of a participant, I read it 

from beginning to end to get a “feel” for the verbal data. In the second reading, I divided 

the protocol into emotional response units which usually corresponded with reading 

responses. When I became confused with boundaries of emotional responses, I listened 

back to the original audio data for more hints for emotions (Someren, Barnard, & 

Sandberg, 1994). This process generated a preliminary data set with which I could 

explore the three research questions following the process of open coding, axial coding, 

and selective coding in systematic grounded theory research.  
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Writing analytic memos and notes 

While I was analyzing the data, I used memos and notes to organize and integrate 

analytical ideas and processes. Whenever I had some insights about the data, identified 

some coding concepts, categories, and themes, found some interconnections among them, 

and noticed some gaps and questions, writing memos and notes helped me to store my 

interactions with the data and stimulate my analytical thinking process (e.g. Corbin & 

Strauss, 2008; Marshall & Rossman, 2011). All of my memos were debriefed and 

discussed with an expert peer in weekly meetings.  

Coding and analyzing 

As soon as I started open coding for emotional responses, I realized that the 

students in this study experienced a broad range of emotional responses. Thereby, I tried 

open coding in order to identify different types of emotional responses in L1 and L2 

literary reading. In the open coding process, I used the analytical strategy of constant 

comparison, I compared each emotional response with others and generated a list of 

distinct types of emotional responses. Whenever I became confused in distinguishing 

properties of different types of emotional responses, I discussed them in peer debriefing 

meetings to improve the reliability of analysis. Additionally, I referred to previous studies 

about emotional responses in L1 literary reading to revamp my sensitivity for emotional 

response, which is called theoretical comparison in a systematic grounded theory 

approach (Corbin & Strauss, 2008).  
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Through this open-coding process, twelve distinctive types of emotional response 

emerged, organized into two categories, literary emotions and task-related emotions. This 

open coding process continued until both categories and each type of emotional responses 

under the categories reached their own conceptual saturation, after which I refined their 

properties and variations fully. Table 3.3. shows the coding scheme of emotional 

responses generated through open coding through the constant and theoretical 

comparison process.  
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Table 3.3. Coding scheme for emotional response types 

Note. The letter ‘E’ stands for ‘emotions.’ 

Categories Types Properties 

Task-

related 

emotions 

Linguistic 

control E 

Responding to linguistic difficulties such as vocabulary and 

grammar  

Literary 

control E 

Responding to the literary difficulties of the text such as 

stylistic features and discourse structures  

Metacognitive 

E 

Reflecting and responding to limited linguistic ability, 

literary competence, and task value 

Literary 

emotions 

Narrative 

E 

Recognized E_recognizing the emotions of the characters 

and situations in objective ways  

Evoked E_responding to recognized emotions with self 

(sympathetic and empathetic emotions)  

Connecting E_responding to associated personal 

experiences and memories (empathetic emotions)  

Realizing E_responding to new perspectives and vision in 

the story 

Cultural E_responding to cultural differences and novelty 

Exploring E_ responding with distractive imaginations and 

far-fetched associations 

Reflective E 
Reflecting and responding to one’s reading experience  

Aesthetic E 

Responding to the aesthetic features of the text such as 

figurative words and literary devices  

Evaluative E 

Responding to the quality of the text, the author, and the 

reader  
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One of the themes that emerged from this open coding process is that emotional 

responses always co-occurred with other reading responses such as relating to the 

character, connecting the story world with the real world, and recognizing literary 

devices. In addition, these emotional responses and reading responses showed different 

preferences and patterns of individual participants. However, I had difficulty synthesizing 

and organizing those individual tendencies within the sense of continuity and purpose.  

After prolonged engagement and theoretical references into the relevant literature 

about those preferences and patterns, and guided by several peer debriefing meetings 

(e.g., Erlandson, Harris, Skipper, & Allen, 1993), I realized that reading and emotional 

responses were influenced by the reading stances, attitude, and approach that a reader 

tends to take toward a literary text. For example, students with an aesthetic reading stance 

made more emotional responses in relaxed and open attitudes whereas those with an 

efferent reading stance read the text depending on the objective meaning of the text with 

an efficient and purposeful attitude, resulting in fewer emotional responses. Even the 

same student responded differently according to his or her situational reading stance. To 

identify these connections between emotional responses and reading stances, I moved to 

axial coding, in which I aimed to track emotional responses, “the core phenomenon” of 

this study, within the structure of reading stances, aesthetic vs. efferent.  

This axial coding process was actually useful in handling the first research 

question, “What is the process through which readers experience emotions when reading 

L2 literary texts?” To address this question, my first task was to classify the think-aloud 
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protocols of each participant to the Korean and two English stories according to its 

reading stance, aesthetic or efferent. To classify each think-aloud protocol into an 

aesthetic or efferent stance, I had to develop a list of contrasting characteristics between 

two reading stances. Table 3.4. shows the framework that I generated and used to classify 

each participant’s think-aloud data for each story into the two different reading stances. 

The characteristics of the framework were generally derived from Rosenblatt’s (1978) 

descriptions about aesthetic and efferent reading stances but also contextualized with 

actual reading response data of the current participants.  
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Table 3.4. Framework for classifying aesthetic vs. efferent reading stance 

Reading Efferent stance  Aesthetic stance  

Focus 
Outward 

What’s left after reading 

Inward  

What’s happening during reading 

Purpose 
Mostly for practical and future use  

Sense of knowing 

Aesthetic and self-reflective pleasures  

Sense of belongingness  

Speed Efficiently fast Richly slow 

Response  
Control the range of responses  

Narrow range  of responses   

Permit the whole range of responses  

Broad range of responses  

Attitude Reductive, critical Expansive, empathetic 

Self-presence Impersonal involvement, transparent  Personal participation, visible  

Text Act as objective criteria  Stimulus and blueprint for responses 

Sound Focused on deferents of the sounds Also focused on the rhythms and tones 

Resources 
Text should be interpreted by itself 

without involving personal resources  

Draw on personal resources such as 

memories and experiences  

Drive 
Mechanical impulse of curiosity  

Desire to arrive at a final solution  

The pleasurable activity of mind 

Excited by the journey itself  

Reflexivity Little reflexivity Heightened reflexivity 

Time 
Shorter but elongated due to text 

building difficulty 

Longer as much as they savor the 

moment 

Object 
Words with generic referents shaping 

message 

Readers’ actual responses making 

meaning  

Disbelief Holding disbelief  Suspension of disbelief 

As I classified 105 think-aloud protocols for 35 students, I soon saw four groups 

emerging, reflecting two different reading stances across two different languages. Table 
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3.5. shows the structure of four groups of emotional response in L1 and L2 literary 

reading.  

Table 3.5. Grouping by reading stances across languages  

Language & Stance Korean_Aesthetic Korean_Efferent 

English_Aesthetic 
AA stance group 

(16 students) 

AE stance group 

(4 students) 

English_Efferent 
EA stance group 

(10 students) 

EE stance group 

(5 students) 

I will provide more explanation about these groupings in Chapter 4 when I 

present the results.Now that I had four distinctive emotional response groups, I needed to 

analyze and list individual and contextual factors affecting my participants in order to 

address the second research question, “How are individual and situational factors before 

and after reading related to readers’ emotional responses?” Based on the data from the 

background information survey and the before- and after-reading interviews, I analyzed 

each participant’s data in terms of concepts in survey items and interview questions: like 

ability and experience during narrative reading, emotional engagement experiences 

during narrative reading, reading purpose and affective state before reading each story, 

changes in affective state and the most remembered scenes after reading, and comfort 

level while thinking aloud. Table 3.6. gives an example of this analysis of individual 

characteristics and situational factors for each participant in the four groups.  
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Table 3.6. Analysis example of individual and situational factors of EE stance group  

Partici- 

pant 
Stories Goal 

Moods before 

reading 

Moods change after 

reading 

Remembered 

Scene 

Think-aloud 

comfort 

Simin 

Brotherly love Enjoy 
Nervous & 

anxious 
A little /warm, touching, 

satisfied 
Stammering 

scene 
Uncomfortable 

Three wishes Enjoy Calm & peaceful No/calm & peaceful,  
Next thousand 

wishes 
Uncomfortable 

Juice bar Enjoy Calm & peaceful A little/disappointed  
Last apology 

letter 
Comfortable 

Juhee 

Three wishes Enjoy Calm 
A little/ scornful, jealous, 

funny 
Trivial wishes Comfortable/ 

Brotherly love Enjoy Calm & Energetic A little/ calm & peaceful 
Oliver and 

Mother by the 

window 

Comfortable/ 

Juice bar Enjoy Calm No / dissatisfied 
Last apology 

letter 
Comfortable/ 

Siyoung 

Brotherly love Enjoy Calm & quiet A little/ touching, energetic 
Family’s caring 

for Oliver 
Uncomfortable 

Three wishes Enjoy Calm & quiet 
A little / unsatisfied & 

upset 

I wish I were 

dead 

Mostly 

comfortable 

Juice bar Enjoy Calm & quiet A bit / disappointing 
Last apology 

letter 
 

Sori 

Three wishes Enjoy Calm & quiet 
A little / shocked & 

satisfied 

I wish I were 

dead 
comfortable 

Brotherly love Enjoy 
calm, excited, 

energetic 
A little / Happy, proud 

Roe feeding 

Oliver 
comfortable 

Juice bar Enjoy Calm No/ unsatisfied & bored 
Last apology 

letter 
comfortable 

The individual and contextual factors were considered in tracking the process of 

emotional responses in the four groups: how the individual characteristics influence 

emotional responses and how emotional responses were affected by the situational 

factors. However, I needed more conceptual dimensions to cluster reading and emotional 

responses observed in the four groups and to explain them in systematic and organized 

ways. With guidance from peer debriefing, I referred to the relevant literature again and 

identified a few dimensions used for reader responses in previous research (Langer, 1990; 

Thomson, 1987; Wilhelm, 1997). Although there were also some elaborations about 

emotional responses available in the literature (Cupchik, Leonard, Axelrad, & Kalin, 

1998; Kneepens & Zwaan, 1994; Miall & Kuiken, 2002), I preferred the dimensions from 
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reader response research because my participants’ emotional responses co-occurred with 

other reading responses in simultaneous and concurrent ways, and the dimensions from 

the reader response literature were more sophisticated and process-oriented than the 

extensions I could derive from the general emotion research and apply to these literary 

emotional responses.  

I was inspired by Wilhelm’s (1997) evocative, connective, and reflective 

dimensions because his dimensions seemed to cover most of the reading responses and 

literary emotions identified in my open-coded data, providing three clustering units that I 

saw as interacting with each other. Although Wilhelm (1997) used the three dimensions 

as categories to organize reader response data and lacked some operational (explanatory) 

definitions, the dimensions seemed to work well with the current data because they 

helped me follow and describe the dynamic aspects of emotional responses in terms of 

continuity and purpose with some expediency and manageability. Table 3.5. shows how 

the three dimensions encompassed emotional response types of literary emotions 

identified in the open-coding phase of current data.  
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Table 3.7. Emotional responses in three dimensions 

Dimension Emotional response 

Evocative 

 

Recognized emotions: seeing the story world  

Evoked emotions: entering the story world, showing interest 

Empathetic and sympathetic emotions: relating to characters:   

Connective 

Connecting emotions: elaborating the story world with resources from life 

Cultural emotions: identifying cultural differences in the story world  

Exploring emotions: imagining living in the story world  

Realizing emotions: understanding the new perspectives 

Distracted emotions: distracted with associated ideas 

Reflective 

Reflective emotions: reflecting reading experiences 

Aesthetic emotions: appreciating literary conventions 

Evaluative emotions: evaluating the author, the text, and the reader  

In the axial coding process, as I dealt with the three dimensions applied to 

describing the process of emotion responses in each of the four groups, I could develop 

propositions about emotional responses in each dimension. For instance, I could make 

some general explanations about the interactions between emotional responses and 

reading responses, the relationship between emotional responses and reading stances, and 

the influences of individual and contextual factors on emotional responses.  

Thus I analyzed and synthesized the data again around the emerging themes so 

that I could develop propositions about them, retelling the story into a “unified theoretical 

explanation” (Corbin & Strauss, 2008). In this process of making propositions around the 

evolved themes with prolonged engagement, peer debriefing guided me to make a “last 
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analytical leap,” with some theoretical balance and trustworthiness of discussion (e.g., 

Erlandson, et al., 1993).  

Finally, to check the internal consistency and logic of my propositions, I returned 

to the data and memos in order to review them with each selected theme, the selective 

coding process in a grounded theory (Corbin & Strauss, 2008). For instance, I used 

selective coding about how and why L2 readers changed their emotional responses 

according to their reading stances, how and why L2 readers responses in each dimension 

interacted with responses in other dimensions, and how and why the language of the text 

affected the emotional response of L2 readers. In this selective coding process, I could 

enhance the credibility of my theoretical explanations by including and explaining 

negative cases and variations. 
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CHAPTER 4. RESULTS 

This chapter reports on how adolescent readers learning English in Korea 

responded to Korean and English short stories with a focus on emotional responses. 

Using the analytic framework of reading stance, introduced in Chapter 3, I first describe 

how I grouped participants in terms of their characteristic reading stance when reading 

each of the Korean and English stories. I then organize this chapter into three parts, 

before, during, and after reading in order to address the overarching research question, 

how emotions occur and contribute to the meaning making process of L2 literary texts in 

comparison with that of L1 literary texts. I illustrate the individual and situational 

influences reported before reading in Part I, the actual process of emotional responses 

during reading in Part II, and then, individual and situational factors recalled in retrospect 

after reading in Part III.  

GROUPING PARTICIPANTS ACCORDING TO THEIR READING STANCES IN L1 AND L2 

READING 

As Rosenblatt (1978, 1985, 1988, 1993) distinguished between aesthetic and 

efferent reading, she emphasized that these two reading stances are on a continuum and 

that there is no hard-and-fast line separating them. Readers experience the same text in 

multiple ways influenced by several factors including personal characteristics as they 

move between the two reading stances. Rosenblatt’s description is echoed in the current 

data. The Korean adolescent readers in this study built their relationships with the text by 

adopting one of several reading stances on a continuum between aesthetic and efferent 
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reading. Some readers were clearly at the more pure ends of the spectrum whereas most 

others fell in the gradations on the continuum between the two reading stances. Below, 

Yeajin (all names are pseudonyms, and their English ability level is in parenthesis; all 

quotes are translated into English) and Minkyu illustrate examples of possible reading 

stances by responding differently to the same segment of A Story of Brotherly Love.   

Hmm, I (the writer), with his other family members, fed Oliver, changed his clothes, 

washed and dried his blankets and pillow, dried them on the green grass. They helped, loved 

Oliver. It’s warm and peaceful. I can see them relaxing on the grass after finishing that work, 

watching the grasshoppers hopping on them (blankets and pillow covers). It’s not a sad but a 

happy family. 

_Yeajin (Beginner) 

This is how he and his family took care of Oliver. He (the author) is enumerating those 

things, what they did for Oliver. 

_Minkyu (Advanced) 

Moreover, the current data indicated that individual readers changed their reading 

stances moment by moment, even though their dominant reading stance was aesthetic or 

efferent. As Rosenblatt (1978) described reading as a transaction between the reader and 

the text, a lived experience conditioned by a particular situation at a particular moment, 

readers built their relationship with a text by adopting not only one, but also several other 

possible reading stances, moving back and forth on the continuum. For example, most of 

the adolescent participants responded to the beginning of the Korean story with a more 

aesthetic stance guided by textual features such as a voiced text full of orality and 

activity, and literary emotions. They displayed an inner-oriented focus, a broader range of 



68 

 

responses, and personal resources. However, as the story took on a more reflective tone 

later, these aesthetic transactions waned and more efferent stances emerged with some 

participants, while searching for a transparent message delivered by the author, expressed 

a desire to arrive at the end, and read efficiently with a narrow focus. In this way, readers 

adapted their stances in tandem with narrative events of a story. Tehee’s verbal protocols 

with two segments of Delinquent Juice Bar exemplify the dynamic shifting between 

stances that I saw in most participants. 

I empathize with him. I know what he means. [Chuckling] It wasn’t just me! [Chuckling] 

When my mother leaves home, I really start to play games, a lot. [Reading] Probably he is an 

adolescent like me. That’s why he feels ashamed to sell juice. If I were him, why not? I would be 

willing to sell juice. Making money for myself!. 

_Tehee (Intermediate) 

[Sighing] I don’t know why this story gets so lengthy. I don’t like it when stories get slow 

and tedious. No feelings and thoughts aroused here! Boredom only! Why does he (the author) 

keep saying the same thing over and over? Isn’t the message already clear? Act your age! 

_Tehee (Intermediate) 

The language was found to be a fundamental reason for some participants to 

change their reading stance, with some of my adolescent participants changing their 

reading stance depending on the language of the text and others maintaining their 

preferred reading stance across languages. Thus, I classified students into groups 

according to their reading stances across languages. First, there were students who 

sustained their aesthetic stance in both Korean and English texts, and I refer to these as 

the AA (aesthetic, aesthetic) stance group. In contrast, some readers kept an efferent 
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stance across both Korean and English stories and I refer to them as the EE(efferent, 

efferent) stance group. Meanwhile, there were students who exhibited an aesthetic stance 

when reading the Korean text but adopted an efferent stance with English texts mainly 

due to linguistic difficulties. They were named the AE stance group. Interestingly, several 

students displayed the opposite pattern, taking an efferent stance with the Korean story 

but reading the English stories with an aesthetic stance, as a novel reading experience. I 

refer to these students as the EA stance group.   

The largest group of participants, 16 students, fell into the AA stance group. The 

size of this group is perhaps explained when we consider that the participants in this 

study were volunteers who had expressed interest in reading Korean and English stories. 

In addition, when students shifted reading stances between the two English stories 

(aesthetic in one text and efferent in the other), I classified them in the AA stance group 

because they confirmed their preference for an aesthetic stance in the after-reading 

interview and seemed to adopt an efferent stance only when their lack of English ability 

prevented them from entering into the story world. The next largest group was the AE 

stance group with ten students who displayed an aesthetic stance with the Korean story 

but adopted an efferent stance when reading the English stories not only due to linguistic 

difficulties and but also due to their conscious choice efferent stance for reading both 

English stories. EE and EA stance groups were small numbers, five and four respectively, 

though they were quite interesting readers in unexpected ways. Table 4.1. provides a 

summary of four reading stance groups with student names and reading stance.  
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Table 4.1. A summary of four reading stance groups 

Language & 

Stance 
L1_ aesthetic stance L1_efferent stance 

L2_aesthetic 

Stance 

n = 16; 11 had A/AA and 5 had A/AE. 

A/AA:, Deahee (Advanced), Hanna 

(Advanced), Domin (Advanced), Hyoryoung 

(Advanced), Bumsik (Advanced), Sehee 

(Advanced), Mihong (Intermediate), Minjea 

(Intermediate), Heesoo (Intermediate), 

Songhee (Intermediate), Jeayoung 

(Intermediate)  

A/AE: Yeajin (Beginner), Heekyoung 

(Beginner), Dohyeun (Beginner), Sungil 

(Beginner), Sangwoo (Beginner) 

n = 4; all E/AA 

Juhee (Advanced),  

Sori (Advanced),  

Simin (Advanced), 

Siyoung (Advanced) 

L2_efferent 

Stance 

n = 10; all A/EE   

Bomi (Intermediate), Chalan (Intermediate), 

Woojea (Intermediate), Jungmin 

(Intermediate), Gwanhyeun (Beginner), 

Cheawon (Beginner), Sunwoo (Beginner), 

Nana (Beginner), Jisung (Beginner), Jeehyeun 

(Beginner) 

n = 5; all E/EE 

Minkyu (Advanced), 

Tehee (Intermediate), 

Soohee (Intermediate), 

Minjoon (Intermediate), 

Hyesin (Beginner) 

Note. For the first group, participants had an aesthetic stance for the Korean text, 

Delinquent Juice Bar, and also for the first of the English stories, A Story of Brotherly 

Love; however, several students had an efferent stance for the second English story, 
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Those Three Wishes, mostly due to linguistic difficulty of the text. For the other three 

groups, all participants matched the stances represented by their cells. 

PART 1: BEFORE READING 

To examine the contextual factors to emotional response, I checked the 

characteristics of readers in each reading stance group, guided by previous literature. I 

interviewed and checked their reading experiences, inclination for narrative text, 

emotional engagement experiences, baseline moods, and reading purposes. Based on the 

data from the background information survey and the three before-reading interviews, 

readers belonging to different groups differed in some areas but were similar in other 

areas. 

Narrative reading inclinations and emotional involvement experiences 

As expected, AA stance readers were generally found to be avid readers based on 

data from background information survey and before-reading interviews. Twelve of 16 

students gave a strong positive response to the question “Do you like reading novels or 

stories?” Some even said they preferred reading to watching movies or TV dramas in 

their pastime. However, only half of the readers in the AE stance group showed from 

solid to mildly positive responses about their reading preferences whereas the rest 

showed negative responses to reading stories, including a preference for expository 

reading better than narrative reading. 

Regarding EE stance readers, four of five students gave negative responses to 

whether they like to read stories and showed a preference for other alternative modes of 



72 

 

narratives such as cartoons, movies, and graphic novels. However, one EE stance reader 

showed a positive response to reading stories. Interestingly, EA stance readers showed 

the largest variations in their dispositions about reading stories. On one hand, two showed 

the same, or even stronger, aptitude and enthusiasm for reading stories than some AA 

stance readers. The other two showed a lukewarm and even negative response about 

reading narrative texts, similar to EE stance readers. Below, Yeajin in the AA group and 

Minkyu in the EE group illustrate the contrast in their liking of reading narrative texts. 

(…) Of course, I like a book rather than movies. Because in a book, I’m the one who 

reads and builds the story, and I’m the one who produces the output out of the text. I mean, hmm, 

movies are what the director made out of the story. In reading, I’m the one who creates the scenes 

and the characters out of it (the text). That’s the difference! (…) They (movies) never understand 

and create what the book describes. I mean, in perfect ways! That’s why I cannot be satisfied with 

movies. Hmm, I mean, they are unfulfilling, empty, after all. I feel empty, honestly, after watching 

a movie. I don’t know why. [Chuckling] But I feel like that. But after reading, I feel fully fulfilled, 

and satisfied! Proud! 

_Yeajin (Beginner) 

No, I don’t like reading. It’s not fun. It’s boring. I would rather spend my time reading 

comic books or watching movies. (…) Reading is slow and tedious! You know, the process! 

Visualizing the scenes and imagining the characters and events of the story, it’s not fun. But 

manga comic books, they are fast, quick! They are active and exciting!  I see the story just 

immediately and easily. I don’t have to imagine anything. They are already there in pictures. What 

I have to do is just enjoy them. It’s boring to read and imagine the scenes. (…) Maybe I’m sick 

and tired of the text itself. Obtaining something from the text is not fun. Never! It is tiring. I just 

can’t help getting easily tired when processing the texts. 
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_Minkyu (Advanced) 

These diverse attitudes toward narrative reading among the different stance 

groups seemed to be connected to different responses to the question, “Have you cried or 

laughed while reading?” As expected, AA stance readers responded to the question from 

“Often” to “Always.” Similarly, AE and EA stance readers reported mostly either 

“Sometimes” or “Often.” However, students in the EE stance group responded to the 

question with “Rarely” or “Sometimes.”  

Looking closely at the responses about emotional involvement during reading, 

some gender differences appeared across the reading stance groups. Male readers tended 

to remember their reading experiences with fantasy and adventure novels, reporting 

experiences of anxious thrills in action-packed adventures and cathartic relief in the 

resolution whereas female readers showed more even-handed experiences across 

romance, youth, and fantasy novels and reported their experience of empathetic 

identification with the main characters, particularly when they felt all sentimental 

emotions of romantic relationships. Below, Domin (a boy), Sehee, and Yeajin (girls) 

illustrate the gender differences found in emotional involvement in narrative reading 

experiences. 

Those books are usually a bit long like The Lord of the Rings and Harry Potter. At first, 

there were those complicated and thrilling moments. I just can’t help being complicated there 

myself. With a flow of anxious thrills and nervous concerns. (…) Later, all of the events are 

integrated, fitting together, and building one big story. Everything that had looked separate and 
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disconnected at first got connected and assembled, creating one whole story. In those moments I 

felt a shivering thrill in my back, up my spine. 

_Domin (Advanced) 

I can’t help empathizing with the characters. Well like, it’s becoming the person in the 

story myself. And I feel their emotions, thoughts, and everything. What the girl and the father 

would go through! How does she feel when she got to know, know that her father had an incurable 

disease? How would I feel in the situation? The forever sorrow that the father would face 

whenever he looked at his daughter who was such a young and naive girl! I felt his painful sorrow, 

just all of them as they are. (…)  

_Sehee (Advanced) 

I really love Pride and Prejudice. (Giggling) It was such intimate experience! Really the 

characters are close to me. It’s like I’m there with him, Darcy, watching his agony on his face, 

right next to him. Right next to him! (Chuckling) I really love the experience! (…) 

_Yeajin (Beginner) 

Baseline moods 

In terms of students’ baseline moods before reading, the emotions of “calm” and 

“peaceful” were the most commonly reported among participants across languages and 

across groups, an unexpected finding based on past literature. Asked for some 

explanation, students often noted that they were normally “calm” and “peaceful” at 

school, particularly when they had something to read. It appears that “calmness” and 

“peacefulness” were baseline moods that the current participants commonly acquired for 

academic environments and reading tasks.  
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This finding is understandable when we consider that the narrative texts in this 

research were not chosen by students but given to them uniformly for purposes of the 

research. The baselines moods “calm” and “peaceful” seemed practiced moods 

developped for a given task rather than naturally perceived moods. In other words, these 

participants may have strategically changed their moods to perform the given tasks. Thus, 

Korean adolescents seemed to be able to prepare and modify their emotional states for 

academic tasks instead of keeping their personal “natural” moods. Simin explained it in 

his before-reading interview. 

When I’m about to read texts, well, I don’t know. I think, I normally feel this way (calm 

and peaceful). You know, reading requires concentration. So when I have something to 

concentrate on like math problems or a long text to read, you should be calm. [Chuckling] I seem 

to become calm and peaceful before I have to do something.   

_Simin (Advanced) 

Despite the prevalence of “calm” and “peaceful,” several students from AA and 

AE stance groups easily revealed their enthusiasm and anticipation; AA stance readers 

shared this tendency for texts in both languages whereas AE stance readers showed some 

muted tendency for English stories. For English stories in particular, “anxious” and 

“nervous” were occasionally reported as before reading moods by two AA, four AE, and 

one EE stance readers, which never occurred with Korean stories. However, none of the 

EA stance readers showed anxiety or nervousness for reading English stories. They rather 

reported being “excited” about reading English stories.  
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In addition, “frustration,” “tiredness,” and “dissatisfaction” were reported before 

reading the second or third stories by three AE and three EE stance readers, which were 

actually found to be carry-over effects of their first or second English story reading in the 

interviews. Below are examples of before reading moods, Jisung speaking about reading 

English stories, and Tehee speaking about reading a Korean story after reading two 

English stories. 

[Circling ‘nervous’ and ‘anxious’ on the diagram of affective states] I feel nervous and 

anxious. Ah [sighing], I don’t like English. [Politely smiling]. I have to think again and again, but 

I can’t remember what I read before. I hate this feeling that I won’t be able to get it, never, 

however hard I try. 

_Jisung (Beginner) 

[Circling ‘tired’ and ‘lethargic’] Isn’t this what every other student respond? I mean, after 

reading two English stories? (…) That’s strange. I assumed they (other students) must’ve been 

tired, but they weren’t honest like me. 

_Tehee (Intermediate) 

Reading purposes  

Regarding the students’ purposes for reading, a difference was found between the 

languages rather than across reading stance groups. For the Korean story, every student 

across groups except for the EE stance readers showed similar responses such as “I will 

read it for fun [Laughs]” and “Reading stories means an entertaining and a relaxing 

time!” suggesting that they were intrinsically motivated. However, as for reading English 

stories, one-third of the participants, six AA, three AE, two EE and one EA stance 
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readers, replied that they wanted to practice or test their English abilities as well as to 

“enjoy” the stories. These students seemed to be motivated to improve and demonstrate 

their English abilities with English stories, although I had explained to them that research 

participation had nothing to do with school performance, and they were supposed to read 

the stories as “normally” and “like being alone” as possible. In contrast, three of four EA 

stance readers said they wanted to “enjoy” English stories beyond testing their English 

abilities. Minjea, an AA stance reader, exemplified the “performance-oriented” purpose 

for reading English stories, and Sori, an EA stance reader, expressed her reading purpose 

for reading English stories.  

I wish this (English) story is going to be fun. But at the same time, I want to test my 

English, too. Am I ready to read stories in English? Do I have enough English knowledge and 

skills, to understand, to follow English stories? Yeah, I’m a bit excited for this challenge!   

_Minjea (Intermediate) 

(…) I like to enjoy it. Isn’t it the purpose of short stories? It doesn’t matter to me much, 

whether it’s Korean or English. (…) Well, I am going to practice my English and my English may 

get better through reading, [Chuckling] but I want to read a story.  

_Sori (Advanced) 

 

In summary, the characteristics of current participants vary across the groups with 

some distinctive or subtle differences in terms of narrative reading experiences, baseline 

moods, and reading purposes. Most of AA stance readers and half of EA stance readers 

showed strong positive inclinations for narrative reading and reported frequent emotional 

engagement during reading. AE stance readers generally showed similar tendencies but to 
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a somewhat weakened degree. The other half of EA and most EE stance readers 

explicitly expressed negative inclinations for reading itself or for narrative reading and 

also less frequent experiences of emotional engagement while reading.  

The groups also showed some differences in before-reading affective states, 

though calmness and peacefulness prevailed as the most common baseline moods. 

Anticipation and excitement were reported by several AA and AE stance readers before 

reading the Korean and English stories ,and several students across groups except for EA 

readers showed some degree of anxiety before reading English stories. Regarding reading 

purposes, one-third of participants (but none from the EA stance group) showed their 

performance-oriented motivation toward English stories whereas most oreaders (but none 

from the EE stance readers) showed intrinsic motivation for the Korean story.  

PART 2: DURING READING 

With the contrasts and similarities in reader characteristics, readers in different 

reading stance groups showed a different trajectory of emotional responses while they 

were reading the two English and one Korean short stories. When reading the Korean 

story, readers in this study tended to take aesthetic stances particularly when the text 

spoke to their compelling issues or touched their memories with some unresolved 

emotions. For example, AA and AE stance readers became immediately immersed in the 

Korean story when the characters in the story shared their interests and needs and went 

through experiences and situations similar to theirs. However, this adoption of an 

aesthetic stance did not apply to EE and EA stance readers whose doubts about the 
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aesthetic quality of the Korean story seemed to prevent them from transacting with the 

characters and the implied author of the text. Some of these readers seemed to have their 

doubts about the story because of little aesthetic experience in reading of Korean stories 

whereas others had their doubts because their alternative literary repertoire led them not 

to enjoy anything as predictable as the particular Korean story I had selected. 

The above explanations for adopting an aesthetic stance with the Korean story 

applied to aesthetic stance taking with English stories but only when the English stories 

were accessible to current readers without causing too much difficulty in literal 

comprehension. Specifically, English ability seemed one of the predominant contributors 

to the contrast between AA and AE stance readers, who are grouped differently according 

to whether an aesthetic stance with Korean stories endured or was surrendered with 

English stories. AA stance readers consisted of readers whose English reading fluency 

was above the threshold for sustaining an aesthetic stance with English stories and also 

those whose limited English abilities were compensated by strong self-competence and 

high task value as well as adequate aesthetic reading experiences. On the other hand, AE 

stance readers included those whose English ability fell short of the required threshold or 

crumbled with low perception of self-competence (control) and low task value as well as 

inadequate aesthetic reading experience in L1.  

These same influences, except for aesthetic reading experience, contributed to the 

distinction between EE and EA stance readers. EA stance readers were those whose 

English abilities did not interrupt their English narrative reading or whose high 
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perception of self-competence (control) and task value helped them shift from an efferent 

stance in L1 to an aesthetic stance in L2 as they experienced the novelty of the foreign 

culture and language with English stories. EE stance readers were those whose efferent 

stance when reading Korean stories transferred to English reading as their lowly 

perceived self-competence (control) and task value discouraged them from taking an 

aesthetic stance, complicated by the cultural and linguistic unfamiliarity. 

These differences in reading experiences are explained below with more concrete 

examples. The findings are based on two main sources of data: thinking aloud protocols 

and after-reading interviews. To specify further the characteristics of each reading stance 

group, I will use Wilhelm’s (1997) three dimensions of reader response introduced earlier 

in Chapter 3: evocative, connective, and reflective dimensions. 

Regarding the order of presentation, I will start with the AA stance group because 

they were the majority, 16 participants, and also showed some relative clarity and 

consistency in their reading stance except for five A/AE stance readers whose aesthetic 

stance diverged between two English stories. The next group presented will be the AE 

stance group, the second largest group of ten students, as they were connected to the AA 

stance group in terms of their first language reading stance though they showed different 

stance in their second language reading. Thirdly, the EE stance group will be explored 

with five participants showing stark contrast to AA stance readers. Lastly, I will explain 

the EA stance group, four participants, the most interesting readers in unexpected ways.  
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Aesthetic stance group in both languages 

In this section, I report on how AA stance readers, the majority of the participants, 

responded to Korean and English short stories. As briefly mentioned above, AA stance 

readers took an aesthetic stance in both reading Korean and English stories and were 

generally avid readers who enjoyed emotional engagement as an important part of their 

reading experience. This group consisted of six advanced, five intermediate, and five 

beginner students in level of English reading abilities. Except for four students, most AA 

stance readers had reported some experience with English narrative reading ranging from 

English novels to fables and fairy tales. As with the other groups of readers, those in the 

AA group reflected their emotional response to the stories in three dimensions, evocative, 

connective, and reflective dimensions. 

Evocative dimension  

Guided by Wilhelm (1997), I defined the evocative dimension as reading 

responses that participants generated at the first moment when they encountered the 

stories, particularly with starting pages. If participants were willing to enter into a story 

world, they naturally made responses on an evocative dimension: showing anticipation 

and interest, comprehending the literal meaning, visualizing the scenes, relating to 

characters, and making associations and predictions as Wilhelm (1997) noted. Thus, I 

regarded responses in the evocative dimension as more instant and automatic than those 

in the other dimensions as they were immediately evoked at a first glance of the text.  
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AA stance readers made a full range of responses in the evocative dimension and 

with relatively little contrast between Korean and English stories. They had shown their 

anticipation and excitement before they began reading despite prevailing emotions of 

“calm” and “peaceful” in general, indicating that they drew on their emotional resources 

for narrative reading. During interviews, these emotional reactions were found to be 

based on a belief that the narrative text would guide them into an aesthetic experience 

that they valued very much in reading. Memories and feelings from their previous 

reading experiences seemed to contribute to their positive emotional reactions to reading 

narrative texts. Yeajin illustrates how beliefs in the aesthetic experience of reading helped 

AA stance readers approach narrative texts with excitement and anticipation.  

This is going to be fun! I know it’s written in English, but I enjoy those novels from 

western countries. It’s real, too! Hmm, I love it. As the story world unfolds, sketched and painted, 

I know sometimes it doesn’t exactly synchronize with me and my life, but when the story matches 

with me, it’s like a movie playing in my head. I’m there in the movie. 

_Yeajin (Beginner) 

Based on their beliefs in an aesthetic experience of narrative texts, AA stance 

readers responded to the title of a story with instant interest. This emotional reaction 

seemed to arise when the title awoke some memory of prior experiences in life and in 

reading. They brought in their personal knowledge and experiences about people and the 

world and also intertextual references from other narrative texts. These recollections were 

personal and unique to each reader and helped AA stance readers to let the “self” enter 
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into the text. Below, Heesoo and Hanna exemplify how AA stance readers responded to 

the title of a story with inner resources of themselves.  

BROTHERLY? I don’t know this word exactly, but it seems to be about love between siblings. I 

have one brother who is older than I. I don’t like him when we argue with each other and sometimes he 

bothers me a lot, [Giggling] but I love my brother. [Giggling] Like my relationship with my brother, this 

story is going to be about a certain relationship between siblings. 

_Heesoo (Intermediate) 

A juice bar is “DELINQUENT?”  [Giggling] It reminds me of a novel that I’ve read, 

which is titled “Wizard Bakery.”  Don’t mistake it. It’s a Korean novel. It’s a bakery where a 

witch puts hair into the bread to give them a spell.  

_ Hanna (Advanced) 

As exemplified above, AA stance readers were not in a hurry as they entered into 

the story world. They took some composed moments with the first few pages, savoring 

images and associations stirred up by the text. In other words, they allowed the text to 

take the lead and guide them into their reading experience. This trust in the textual 

guidance of a given text, along with their beliefs in aesthetic narrative reading, helped 

AA stance readers permit and enjoy the whole range of responses evoked by the text. 

Songhee exemplifies how AA stance readers followed textual guidance to enter into the 

story world with little concern about time. 

I GOT SICK AND TIRED OF SPENDING ALL DAY PLAYING GAMES AND 

PRETENDING TO SLEEP AT NIGHT WHEN I HEARD MY MOTHER’S COMING HOME. I 

also sometimes do this. Chatting with my friends at night, because my cell phone is G2, I have to 

hide it as soon as I hear my mother’s footsteps around my room. [Giggling] I know this feeling, 

here, “AWESOME” I WAS SPEAKING TO MYSELF WHEN I HEARD MY MOTHER 
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SAYING “I’M GOING TO TRAVEL TOMORROW.” [Giggling] I empathize with him. I would 

also feel so much freedom when my parents would say they were going to travel.  [Giggling] 

YOU ARE GOING TO RUN THE STORE, it’s going to be so disappointing, like a flat soda.  

_Songhee (Intermediate) 

This trustful and relaxed attitude allowed emotions to be involved as AA stance 

readers identified with and related to the characters in the story world. To recognize the 

characters, these readers seemed to rely on their feelings as well as textual clues. For 

example, empathetic and sympathetic feelings informed readers that the characters were 

similar to them, and their lives were close whereas non-empathetic and unsympathetic 

feelings such as “upset” and “annoying” updated the readers that the characters were 

different from them, and their lives would be interesting to them. Likewise, readers in the 

AA stance group naturally accept and use the information of their emotions, informing 

their judgments about characters to relating to them. Jeayoung and Yeajin illustrate how 

AA stance readers used their emotional cues to identify and judge the characters in the 

story world. 

He’s such a punk who spends all his time with games. What? PRETENDING TO 

SLEEP? He is delinquent, not the store! WHAT ABOUT THIS BAR? He doesn’t seem to have 

respect for his mother. Uh-huh, you shouldn’t talk like that, such a disobedient (not devoted) son! 

MOTHER TWISTED A WET KITCHEN TOWEL. IT MUST HAVE BEEN ME THAT SHE 

WANTED TO TWIST AT THAT MOMENT, What? How come you think that? I think he is such 

a boy with lots of problems. He’s suspended from school, and the way he behaves and thinks of 

his mother tells me that this boy is bad, pretty bad.  

_Jeayoung (Intermediate) 
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“AWESOME” I WAS SPEAKING TO MYSELF WHEN I HEARD MY MOTHER 

SAYING “I’M GOING TO TRAVEL TOMORROW.” [Giggling]. (I have) Lots of empathy here! 

[Reading] I feel nervous and guilty too [Chuckling] when I have to pretend to be studying when 

my mother comes home. Like this boy, after playing computer games all day long, while my 

mother’s away from home. I remember (how I felt in) those moments. [Giggling], [Reading]. 

[Tsking] Tsk, tsk, I know how it feels. Terrible! When my mother asks me, asks me to do 

something, that I never ever want to do, I really know how he feels. [Reading] I used to feel like 

this in those situations. I hate it but I can’t help but do it. It reminds me of those moments. I think 

he’s in his adolescence like us. [Giggling]  

_Yeajin (Beginner) 

Accepting emotional cues as information seemed to be important for AA stance 

readers, who seemed eager to create a personally meaningful reading experience rather 

than build an objectively plausible text. Because emotions helped AA stance readers 

enter into the story world with subjective selves, reading seemed to become more private 

and unique. This private and unique reading experience seemed to be possible because 

AA stance readers were more open to feelings evoked by the text and willing to integrate 

those literary emotions into their meaning making process. Below, Songhee and Hanna 

illustrate how subjective feelings helped AA stance readers make personally relevant but 

individually different meanings out of the same segment of Those Three Wishes.  

It says Melinda is not a nice girl, I feel a bit sympathetic to her. And her father thinks 

much of her grades. It reminds me of my father. [Giggling] I was thinking if my father was like 

him. I don’t understand much about her mother, though. But I guess she is also concerned about 

her daughter, like my mother. 

_Songhee (Intermediate) 
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Hmm, I can see Melinda and her parents. I hate this kind of people. Melinda and her 

parents! Particularly, her parents. Those parents who are so concerned only about the grades of 

their children. They neglect their (children’s) ethical and personal development. Grades don’t tell 

who they are, how they should live. They should teach their children how to live life, moral ethics. 

_Hanna (Advanced) 

In this way, emotional involvement accounted for a significant part of narrative 

reading experience of readers in the AA stance group. These readers were ready to 

plunge into the story world with their full responses including emotions, which 

contributed to creating an aesthetic experience, a pleasurable state of mind. The more 

emotions were evoked by the text, the easier aesthetic experience AA stance readers 

seemed to create. It explained why readers in this group showed more literary emotions 

in the evocative dimension than those in other groups. Below in her after-reading 

interview, Yeajin confirmed how important emotional involvement was for reading. 

It would be dull. Boring! It would be like reading a dictionary! Sometimes I meet some 

books which I couldn’t read with emotions. When I read those books, I just wanna put it down, or 

throw it away, and read other books. Hmm, I have no idea about what I’m doing. Like ‘what am I 

doing here, with this (book)?’ I can’t remember nothing, have nothing to think, nothing to feel, 

nothing to enjoy, it’s a waste of time. (…) This story (A Story of Brotherly Love) was good! I had 

those good feelings while reading and after reading it. I felt nervous, how nervous I (the writer) 

was, when he was SHEEPISHLY ASKING ROE IF SHE’D LIKE TO SEE Oliver. I could feel 

their emotions, Roe and I (the writer) and I made meanings. The letters were not just letters, but 

they became meaningful to me. 

_Yeajin (Beginner) 
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Though AA stance readers showed a wider and more colorful range of responses 

than those in other groups, interestingly, they did not make many responses of predictions 

except for early expectations aroused by the title. This was unexpected with AA stance 

readers as readers in other stance groups often made predictive comments in the 

evocative dimension about what the story would be like and what would happen to the 

characters. Sifting through the data again, this contrast was confirmed across languages. 

One possible explanation would be that readers with an aesthetic stance seemed to be 

more tuned to what was happening at the moment and in themselves rather than what 

would happen in the future and the text. Accordingly, predictions, if any were aroused in 

their mind, did not seem to catch the conscious attention of AA stance readers or affected 

their reading experiences.   

As shown in the above data so far, the characteristics of AA stance readers did not 

differ between Korean and English stories. The transport of personal resources with 

subjective self and emotions involved occurred with English stories quite often though it 

was not as often nor as quick as the Korean story. Their devotion to creating an aesthetic 

experience was sustained with English stories, although two-thirds of AA stance readers 

were challenged by the linguistic difficulty of the English text with their intermediate and 

beginner English abilities. AA stance readers took basically the same approach toward 

Korean and English stories with import of personal resources, a solid belief in an 

aesthetic experience, trust in textual guidance, time commitment for reading, frequent 

self-presence, and emotional engagement. 
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Connective dimension  

Readers generate responses in the connective dimension as they elaborate the 

story world and find some implications of the story world for the real world (Wilhelm, 

1997). As far as I saw with my data, responses in the connective dimension were 

inherently linked to those in the evocative dimension, slightly less frequent than the 

evocative dimension but still quite prevalent. These responses in the connective 

dimension seemed to occur with more conscious and active efforts whereas those in the 

evocative dimension occurred automatically and naturally. In other words, readers often 

took the lead in making responses in the connective dimension while the text led in the 

evocative dimension.  

Due to the inherent relationship between the two dimensions, the self-implication 

with personal and emotional resources seemed to continue in the connective dimension 

where AA stance readers elaborated the story world with resources of their own lives. 

They filled the gaps in the story world with details that were not mentioned in the text but 

consciously imported from their lives. These personal resources used in the connective 

dimension were different from those evoked in the evocative dimension in that they were 

not in the text but beyond the text. Also, it was the reader in the connective dimension 

who took the lead and voluntarily embellished the textual world with personal resources 

whereas it was the text in the evocative dimension that stimulated the involuntary 

transport of personal resources. Bumsik’s think aloud protocol and after-reading 
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interview capture how AA stance readers extended their personal lives attentively to 

understand the characters and to elaborate the story world.  

THE LIGHT CHANGED, (…) I CAN’T HELP BUT STAND ON THE YELLOW LINE 

ON THE ROAD. Uh-uh, he’s not in his right mind. His father passed away by an accident, and his 

mother may die, too, now. His life’s suddenly turned shaky and rocky. He may think like “if my 

life is unlucky like this, I don’t care about my life, whether I’m killed on the road or not.” It’s like 

“So be it.” He’s not in his right mind! Because he is shocked by his mother’s hospitalization. So, 

he’s treating himself carelessly. This is not good to think about death at this moment. He should 

not be like this in this situation. [Reading] UNTIL WHEN SHOULD WE BE DITCHED HERE? 

IT WAS SANGOO. … I TURNED OFF MY CELLPHONE. His friends are still in the billiard 

room, waiting for him. Now for this boy, his friends are not his priority anymore. He doesn’t have 

that extra energy to consider them. He doesn’t even want to talk with them. That’s why he turned 

off the cell phone. [Reading] I LEFT MY HOUSE, STRUTTING ON THE STREET AND 

COMING TO THE BAR WITHOUT EVEN REALIZING IT, Hmm, he woke up and went to the 

bar unconsciously because he was probably thinking all those good memories of his mother, I 

know all those good memories may have been rising and disappearing, endlessly in his mind, 

while he was walking.  

_Bumsik (Advanced) 

(How could you make so many comments about the psychological state of the boy?) 

[Laughing] First of all, this story (A Delinquent Juice Bar) was about family stuff. So, it was easy 

for me to empathize with them. I mean, it is a story of the real world. It also made me think of my 

family, my mother. I was reading the story, but actually I was thinking of my family through the 

story. If my family is a perfect family with happyiness and love, I would think, how can a family 

could be as unlucky like this, and I wouldn’t have read it with that much engagement and 

empathy. But my family also has those problems, financial issues, conflicts, and my mother 
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actually got sick. At that time when my mother was sick, I didn’t even know that she was sick. My 

father and my brother didn’t tell me about it. So I was like him (the boy), I used to think my 

mother would always be with me, with my family, forever, like air. [Laughing] So, I used to be 

rude to my mother, it doesn’t mean I’m better now, treating her without proper respect and love, 

like the boy in the story. But after her surgery, I got to realize that my mother will die, and she will 

not be with me someday. So I know how he felt when he got to know about his mother’s 

hospitalization. I should be polite and kind to my mother, but my behavior is often so opposite to 

what I’m thinking. I want to show how much she is important to me but I often behave in opposite 

ways.  

_Bumsik (Advanced) 

As shown in Bumsik’s data, the boundaries between the story world and the real 

world faded as AA stance readers were not just relating to but actively trying to merge 

with the characters in the connective dimension. In this merging process, readers in the 

AA stance group brought not only relevant memories but also brought apposite emotions 

located in those memories. More specifically in the above data, when Bumsik said “His 

life’s suddenly turned shaky and rocky. He may think like ‘if my life is unlucky like this, 

I don’t care about my life, whether I’m killed on the road or not.’ It’s like ‘So be it.’ He’s 

not in his mind…,” he was able to give a sophisticated sense of the psychological states 

of the boy based on his empathetic emotions rather than cognitive reasoning. In other 

words, Bumsik could elaborate on the thoughts of the boy in Delinquent Juice Bar not 

because he tried to understand the situation of the boy but because he was sharing 

communal feelings with him based on his similar memories. Hence, readers in the AA 

stance group, unlike those in other groups, showed lots of empathetic thoughts and 
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feelings in their responses in the connective dimension. Minjea shows another example 

about how AA stance readers deepened their understanding of the characters with 

consciously and responsively drawn emotional resources of themselves.  

I FELT WRETCHED. IF SHE HAD LIED THAT SHE WOULD GO TRAVEL, SHE 

SHOULD NOT HAVE BEEN CAUGHT. IS SHE MAKING THE THIRD RATE 

MELODRAMA? I know this feeling. I know, I know how he feels. He felt so sorry for his mother, 

he felt guilty. He wanted to say sorry to his mother, but he’s just pretending not to. I’m often like 

this to my mother. Hmmm, he’s worried about his mother actually, severely worried about her but 

this is just his language, not his mind. His language doesn’t work well to express his sadness, the 

shock (that he received)!  

_Minjea (Intermediate) 

As shown above, unlike readers in other groups, readers in the AA stance group 

seemed to devote more time and effort to build an emotional bond with characters, 

inferring how the characters feel and think instead of how the story develops and ends. In 

this building process of emotional bond, interestingly, AA stance readers were not simply 

passively imbued with the emotions of the characters but also actively managing their 

emotions with the characters. In other words, the emotions evoked by the text in the 

evocative dimension were often replaced or intermingled with different emotions brought 

by the reader in the connective dimension. For example, in the above data, when Bumsik 

said “He should not be like this in this situation…,” the boy’s feelings of hopelessness 

were replaced by Bumsik’s hopeful and encouraging moods extended from his memories 

and dispositions, suggesting that for AA stance readers the transaction occurred not only 

at the level of thoughts and ideas but also at the emotion level. Yeajin illustrates again 
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how AA stance readers shaped and managed their emotional bond with the characters 

while participating in the story world.  

[Sighing] I can see the mother’s reason. She was worried about her son, how he was 

going to get scared (about her hospitalization). Because she doesn’t want her son to get scared, she 

lied. Such a sophisticated love! [Reading] I can see the boy is shocked. He seems to have trauma 

about his father’s accidental death, and he still seems to suffer from it. I can see his pain. And it 

makes me wish ‘You should change, please.’  

_Yeajin (Beginner) 

This voluntary use of emotional resources often became a reading strategy with 

English stories where some of the AA stance readers were challenged by the language of 

the text. To complement their lack of linguistic resources, readers with intermediate and 

beginner English abilities, half of AA stance group, seemed to use their emotional 

resources to elaborate on the story world. For example, readers with limited English 

resources relied on their empathetic assimilation rather than textual inferences in order to 

maintain a merging with the characters. Though they did not have fully adequate 

linguistic resources, readers in the AA stance group could sustain their aesthetic stance 

depending on their emotional resources to understand the characters. Below, Dohyeun 

exemplifies how AA stance readers with linguistic difficulty could still flesh out and live 

through the English stories by depending on their empathetic feelings.  

OLIVER LOOKED AND LOOKED DIRECTLY INTO THE SUNLIGHT, this part is 

difficult for me. But I can feel a general atmosphere, the tone, the sad feelings of this mother. How 

distressful she was when she realized that her son was blind. [Reading] THAT BLINDNESS WAS 

ONLY PART OF THE PROBLEM? Was only part of the problem? I’m not sure what this means. 
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It’s difficult to understand. Does it mean it was a small problem or does it mean there were other 

problems? But I couldn’t help thinking of how Oliver’s parents felt in their trip to New York. I 

mean I could empathize with them. How desperate, desperately sad and nervous (they would be). I 

can see, with Oliver in a baby blanket, they are on the train, bound for New York, with worries 

and fears in their face. [Reading] HE WANTED TO MAKE IT VERY CLEAR? wanted to make 

it very clear? I’m not sure of this part, but I can see these parents did their best. They are great! 

They decided not to PLACE HIM IN AN INSTITUTION. I’m happy, feel secure, and warm! Like 

Oliver in the blanket on his way home. 

_Dohyeun (Beginner) 

In contrast, readers with advanced English abilities often used intertextual 

resources when they were elaborating on the story world of English stories. This did not 

indicate that AA stance readers with higher English abilities had a larger repertoire of 

narrative works than those with lower English abilities, as this contrast did not occur with 

Korean story. However, it seemed true that intertextual references occurred both when 

readers were convinced of their literal understanding of the text and when they had 

enough cognitive resources (working memory) left for other than literal understanding. In 

that way, readers with lower English abilities seemed to be affected by a lack of cognitive 

resources in using intertextual resources with English stories whereas those with higher 

English abilities continued to use intertextual materials thanks to their confidence in their 

literal comprehension and extra cognitive capacity after literal understanding. Below 

Hanna confirms in her think aloud protocol how AA stance readers with high English 

abilities continued to connect intertextual resources with English stories.  
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It reminds me of a TV drama. I’m not sure of the title, was it Seventeen Wishes? Was it 

her birthday or New Year’s day? Anyway, she made her wishes, and they came true. Like, as soon 

as she wrote her wish on the notebook, then it came true. It was really funny and exciting. 

[Giggling] Like Melinda, she (the main character of Seventeen Wishes) also made wishes to 

change her clothes and shoes, and her school bag. She was a high school girl, too. She wished to 

be prettier than the May Queen in her school [Reading]  

_ Hanna (Advanced) 

In addition, AA stance readers not only brought their lives to the story world but 

also took the story world to their lives. In other words, they gained some insights for life 

from the story world due to faded boundaries between the story world and the real world. 

This reverse process occurred with “heightened self-awareness” as Wilhelm (1997) 

noted, and the current data indicated it did not occur without feelings as Miall and Kuiken 

(1994 a, 1994b, 1999, 2001, 2002) noted. Crossing the boundaries of the two worlds with 

self-presence in both worlds, AA stance readers were willing to take perspectives of the 

characters though their lives were hardly similar to the character’s because they sustained 

their emotional bond with the characters even when they did not have relevant resources 

in their personal lives. Based on these empathetic feelings, they mirrored the textual 

world into the real world by asking “what if…,” eventually gaining some guidelines for 

themselves, and having reflective thoughts on their lives. Songhee in her after-reading 

interview exemplifies how AA stance readers brought implications from the literature 

back to their lives. 

While I’m reading this story, normally, I mean usually, I think, those things are little and 

normal for everybody, such as that I can see, hear, hang around with my friends, and eat food by 
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myself! But (with this story, A Story of Brotherly Love) I got to realize, that these little things are 

not little or normal for some people, some others. When I realized it, I felt thankful and grateful 

for what I am, and what I have. You know, I felt thankful to my parents and my family, my sisters. 

Also, I got to think what if I were in his situation? Like the author, what if I had a sibling who was 

disabled. Wouldn’t I make complaints to my parents about it? Could I be confident and 

comfortable about my family and the sibling? Usually, I don’t like my sisters that much but I came 

to realize that they are important people to me, after reading the story. I got to reflect on my life 

and realize I’m blessed with those little things.  

_Songhee (Intermediate) 

In brief, the transport of personal and emotional resources continued to occur in 

the connective dimension with readers in the AA stance group but with more active and 

conscious effort. Their awareness of sympathetic and empathetic feelings helped them 

deepen their understanding of the characters and “live through” the story world. Based on 

the strong emotional bond with the story world, AA stance readers willingly took the 

perspectives of the characters and consequently brought back some insights for their own 

lives. This transactional experience of reading and emotional communion with the 

characters was sustained with English stories whereas intertextual references usually 

ceased as readers struggled with a lack of cognitive resources for literal understanding.    

Reflective dimension  

According to Wilhelm (1997), responses in the reflective dimension occur when 

readers “separate themselves from their reading experience and reflect on them in a more 

detached and objective manner” (p. 74). The examples of reflective responses include 
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considering the significance of a narrative event, recognizing literary conventions and 

devices, recognizing reading as a transaction, and evaluating the author, the work, and the 

reader (Wilhelm, 1997). Current data and Wilhelm (1997) suggested that reflective 

responses were a kind of meta-reading response: evaluations over the reading transaction 

and its partakers, and analysis of sophisticated rules for narrative texts.  

Characteristically, these meta-reading responses tended to appear relatively little 

and late in their reading process with AA stance readers. In other words, AA stance 

readers did not make evaluative and analytic responses while they were engaged in the 

story world or unless the author invited them to take reflective vantage points. This was 

actually the opposite tendency of readers with efferent stance who often made evaluative 

and analytic responses quite early in their reading. As a consequence, responses in the 

reflective dimension appeared less frequently with AA stance readers than those in the 

evocative and connective dimensions during reading, and the contrast in the reflective 

dimension between AA stance readers and those in other groups did not lie in the 

frequency of reflective comments but in the quality of them. 

The “living through” experience of AA stance readers, replete with personal and 

emotional engagement in the evocative and connective dimensions, seemed to connect to 

prevailing expressions of satisfaction and enjoyment in the reflective dimension. To 

explore their emotional fulfillment in the reflective dimension, I address responses of AA 

stance readers in the following aspects: reading as a transaction, recognizing literary 

conventions and devices, and evaluating the author, the text, and their role as a reader.  
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First of all, AA stance readers seemed to understand experientially that reading is 

a “transaction,” a dynamic conversation between the text and the reader and that the 

reader has a role roles to make the transaction meaningful. As shown in the evocative and 

connective dimensions, AA stance readers performed their roles by responding to the 

text’s guidance with inner resources of themselves; driven by the conscious choice of 

self-implication, sometimes they approved and accepted some aspects of the textual 

world and other times disapproved and rejected them with self-awareness.  

More specifically, AA stance readers took on perspectives of the characters and 

the author with agentic self-implication and reflected on their perspectives. Just as 

emotions informed them for their relations to the characters in connective dimension, 

their transaction with the characters’ and the author’s perspectives seemed to be oriented 

by emotions. Specifically, positive emotions confirmed that the author’s representation of 

the world was agreeable and acceptable whereas negative emotions made readers 

question the character’s perspectives or the author’s vision. Below Domin shows how 

AA stance readers came to see the author’s vision, along with emotional engagement.  

Then he met another girl called Roe. She liked children, and he also asked her the same 

question, and she said “SURE.” [Reading] And in the next paragraph, he was feeding Oliver, and 

she asked him if she could do that. I (the writer) must be touched by her. I’m also touched by her 

(Roe). This scene even looks beautiful to me. [Reading] In the last paragraph he said “THE 

POWER OF THE POWERLESS” WHICH GIRL WOULD YOU MARRY? TODAY ROE AND 

I HAVE THREE CHILDREN, it sounds important, because I can hear the author’s voice again, 

here. It seems he’s saying Oliver helped his life. I mean, disabled people influence us. Because of 

Oliver, he could see the truth, the true side of his girlfriends. I’m not sure but it seems that he 



98 

 

thinks Oliver was powerful because his girlfriends couldn’t hide who they were when they were 

with Oliver. It also connects with what he said on the previous page. THE WEAKEST, MOST 

HELPLESS HUMAN BEING, (…) AND YET HE WAS ONE OF THE MOST POWERFUL 

HUMAN BEINGS. Because Oliver moved Roe. Roe became compassionate, fed Oliver.   

_Domin (advanced) 

As shown above, during the transaction, AA stance readers were satisfied and 

comfortable with the author’s vision sometimes whereas other times they got confused 

and uncomfortable with the author’s representation of the world. In the later situation, 

AA stance readers did not show disagreeable thoughts and feelings immediately like 

readers with efferent stance but rather tended to waiver their evaluative and analytic 

responses. With trust in the author and the text, AA stance readers continued to read until 

the author addressed and resolved their confusions and discomforts about the story world. 

This suggests that AA stance readers may have more tolerance for uncertainty in the 

reflective dimension, which also reminds us of their emotional bond with the story world 

in the connective dimension, beliefs and trust in narrative texts in the evocative 

dimension. Below, Bumsik illustrates how AA stance readers were willing to approach 

the author’s vision with trustful attitude even with English texts.  

AFTER HIS DEATH FROM PNEUMONIA, he (the author) said OLIVER STILL 

REMAINS THE WEAKEST, MOST HELPLESS HUMAN BEING and at the same time ONE 

OF THE MOST POWERFUL HUMAN BEINGS. Maybe he wanted to tell how much he and his 

family loved Oliver, but how come Oliver was regarded as a most powerful human being? (As he 

said,) Oliver could do NOTHING EXCEPT BREATHE, SLEEP, EAT, I’m wondering how come 

this Oliver could be considered as a powerful human being. He also said Oliver WAS 
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RESPONSIBLE FOR ACTION, LOVE, COURAGE, INSIGHT. How could he (Oliver) be like 

this? I need to continue reading. [Reading] He is talking about his memories in childhood, here. 

His mother used to say, ISN’T IT WONDERFUL THAT YOU CAN SEE and also said when they 

would see Oliver in heaven, Oliver would say to them “THANK YOU.” She said that they were 

BLESSED WITH OLIVER. Hmm, I can see how Oliver was so influential to this family, and how 

Oliver was so powerful because he gave the, those insights, and thankfulness to them.  

_Bumsik (Advanced) 

As shown in Bumsik’s protocol, AA stance readers also seemed to enjoy literary 

conventions as they recognized the significance of narrative events. They seemed to 

understand that a short story is a socially conventionalized text, where the author uses 

those conventions to textualize his or her vision. Every narrative event was interpreted 

from the author’s vision as AA stance readers tried to put together narrative events in 

different spots into an organic whole. Below Sangwoo exemplifies how AA stance 

readers devote their time and effort to interpret a narrative event in the context of the 

author’s vision.  

AN OLD LADY IN A BLACK FUNERAL DRESS on a rainy day? Hmm, the first 

impression was ‘doomed’ and ‘unfortunate’ Hmmm, but there seems to be something different 

here, like ‘hopefuI’. [Reading] He is advising this old woman saying ‘BURST OUT YOUR 

ANGER FIRST, (…) THEN YOU COULD CRY FOR HIM.’ He looks different here, nice, and 

his words make sense, I guess. I know he’s doing what he thinks his mother would do with this old 

lady. But it seems there’s something deep other than just simple ‘kindness’. Like symbolic stuff. 

[Reading] He didn’t cry either at his father’s funeral. There’s something overlapping between 

them. But I can’t explain yet.  

_Sangwoo (Beginner) 
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Sangwoo’s data also supported the idea that AA stance readers appreciated the 

author’s artistic crafts such as literary transgressions, irony, symbolism, metaphors, and 

foregrounding and flashbacks, with the author’s intention in mind. AA stance readers 

often noticed the figurative devices with a keen sense of words and meanings, which also 

contrasted them with readers in other stance groups. Heesoo in an after-reading interview 

illustrates how AA stance readers perceived the literary devices in consideration of the 

author’s intentions. 

If an expression sounds interesting and funny, it just remains in my mind and keeps 

coming into my mind. Like, I FEEL LIKE MY HEART SHRINKS LIKE WRINKLES ON A 

WALNUT. It sounds so vivid and alive. I could understand what the author is trying to say 

exactly, how the boy feels, like walnut wrinkles. This expression really strikes a chord! 

[Chuckling] I think someday I’m going to use this when I am alarmed and shocked.   

_Heesoo (Intermediate) 

However, the above thematic view of the literary conventions and linguistic 

sensitivity to artistic crafts seemed to dwindle with English stories, when it became 

difficult and effortful to comprehend the text literally. The frequency of emotional 

responses toward literary conventions and devices dramatically decreased with English 

stories. Although AA stance readers understood that short stories are socially constructed 

text, appreciation of the author’s artistic choices seemed to require a higher threshold 

level of linguistic abilities, compared to other reader responses. Not only readers with 

limited linguistic abilities but also readers with advanced English abilities less frequently 

noticed aesthetic choices and made fewer reflective comments about them in English 
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stories. Another probable explanation is that these readers belonged to a different 

interpretive community from the English audience for whom the English stories in this 

study were created. It was perhaps difficult for my participants to recognize the 

sophisticated rules of signification in English short stories.   

Lastly, AA stance readers rarely made their evaluative responses unless they 

finished their reading, which distinguished them from readers with an efferent stance. 

The details that commonly aroused disappointments and distaste among readers in other 

groups, particularly those with an efferent stance, did not turn off AA stance readers from 

their striving for an aesthetic narrative reading. This tolerance or persistence of aesthetic 

enthusiasm might be explained by several features of AA stance readers consistently 

found in data. First, AA stance readers were not likely to blame only on the text for the 

lack of aesthetic pleasure because they viewed reading as a transaction, a tango between 

the text and the reader. Second, because AA stance readers focused on the author’s vision 

and its impact on their perspectives, they seemed to value what literary details were for 

rather than how they functioned  whether they sounded uniquely original or not. Next, 

because AA stance readers were involved in the text with more emotional resources, their 

bond with the characters and the story world seemed to make them more generous with 

the author’s allegedly unqualified choices. In addition, AA stance readers did not seem to 

be instantly affected by small elements of the text perhaps because they were interested in 

creating an aesthetic experience rather than evaluating the work.  
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However, this does not mean that AA stance readers never mulled over their 

reading experiences, the author, the text, and themselves as readers. They made many 

reflective and evaluative comments but not during reading, only after reading. In their 

after-reading interviews, AA stance readers reflected on their reading experiences, the 

text, the author, and their role as a reader, and made reflective comments with positive 

emotions of “touching,” “satisfying,” and “fulfilling.” This vibration of positive emotions 

also occurred with English stories, though they were sometimes complicated with their 

task-related emotions such as “frustrating” and “annoying.” Songhee and Yeajin 

exemplify how AA stance readers were still satisfied with English stories in their after-

reading interview despite frustrations caused by linguistic difficulty.  

I like both (the Korean story and English stories). When I’m reading the Korean story, 

everything is so comfortable like some old clothes that I like. There’s no pause, no confusion, or 

not tight, not too loose, just fit. It’s easy and clear. However, reading English stories, it’s different, 

but awesome, too. It’s not my mother tongue. So I should think carefully. Unlike the Korean story, 

I should read first and then think about meaning. This process is slow but deep. Hmmm, maybe it 

doesn’t make sense, but this slow process made me stop and think deeply. [Laughing]  

_Songhee (intermediate) 

I feel similar reverberations (touching feelings) after reading English stories. The 

difference was a degree of intensity. When I was reading English stories, the touching feelings 

came to me like colors in clear water, a small amount of colors spilled and spreading in water. 

When I’m reading Korean stories, the feelings are much stronger and darker. Hmmm, I mean, 

reading Korean stories is like appreciating an oil painting, thicker lines and deeper, and heavier 

colors. Reading English stories? It was like looking at a picture in watercolors. It was not that 

much clear or stronger. It doesn’t mean “bad,” though. The colors (the meanings) are overlaid and 
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spread over on each other but still beautiful to look at! I would read it again if there’s another 

English story.  

_Yeajin (Beginner) 

Regarding the author and the text, reflective comments were made for the Korean 

story, but not as frequently for the English stories. The above explanations for the lack of 

reflective responses on literary conventions and devices perhaps explain the difference; 

limited linguistic ability and different membership of interpretive community prevented 

AA stance readers from evaluating the author and the work of English stories. 

Nevertheless, emotions seemed to inform AA stance readers in their reflections on the 

author and the text. When they felt happy with the story development, AA stance readers 

made positive evaluations about the story and the author as in A Delinquent Juice Bar 

and A Story of Brotherly Love. In contrast, AA stance readers made negative evaluations 

when they grew upset as in Those Three Wishes, where participants showed 

embarrassment and disconcert with the unresolved ending of the story. Regarding their 

roles as readers, AA stance readers were generally satisfied with their roles with the 

Korean and English stories while showing pride, joy, and hopefulness about their 

aesthetic experiences and sometimes making some regretful comments about their lack of 

English abilities. Dohyeun below illustrates how AA stance readers reflected on the 

work, the author, and their roles as a reader across languages and stories.  

This story was much easier to follow. [Chuckling] This story was about physically challenged 

people. I usually feel sorry for them, people like Oliver. But in this story, Oliver was loved by his family. 

His parents and brother took care of him with love. It makes me feel warm and comfortable! This author is 
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telling that it can be like this. It was touching! Isn’t this story great? (…) Sure, I think I like this story 

because I could follow the story. If I could not understand it, I would’ve been upset! And irritated!   

_Dohyeun (Beginner)  

To be honest, I still don’t understand the story. Still, I think why she said it in that way (I 

WISH I WERE DEAD). She made wishes, and her wishes came true. But the story stopped when 

she said I WISH I WERE DEAD. What’s is this? It’s confusing! Isn’t she alive? I have no idea 

about how I feel.  

_Dohyeun (Beginner)  

It was satisfying. I like the scene where the old woman said that she couldn’t cry, he 

didn’t cry either at his father’s funeral. Like the old woman, he had some unresolved emotions 

about his father death. The allegory? Or a metaphor? I don’t know. But I like the parallelism 

between two events.  

_Dohyeun (Beginner) 

To recapitulate, AA stance readers seemed to prefer making reflective responses 

after reading rather than during reading and made qualitatively different responses from 

readers with an efferent stance whose reflective verbal accounts were at an equivalent 

frequency but of a different type. First, AA stance readers transacted with the characters’ 

perspectives and author’s vision often with emotional responses, suggesting that 

emotions informed their responses in the reflective dimension. Both for the Korean and 

English stories, they accepted new perspectives and visions oriented by positive emotions 

while showing more tolerance and openness to unfamiliar perspectives and visions with 

negative emotions. Regarding the significance of literary conventions and devices, AA 

stance readers appreciated the author’s aesthetic choices and made reflective responses 
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often with the Korean story, and more rarely with English stories. AA stance readers 

often showed respectful satisfaction as they realized the author’s vision and intention 

behind sophisticated choices, whether those literary conventions and devices met their 

criteria or not. AA stance readers evaluated the author, the text, and their reader roles 

with emotional fulfillment, often with the Korean story, but also with English stories, 

occasionally complicated with task-related emotions such as pride and joy.         

Aesthetic stance in Korean and efferent stance in English group 

In this section, I report on the AE stance group with ten participants who showed 

similar patterns as the AA stance readers when reading the Korean story but showed an 

efferent stance when reading English stories. Unlike the AA stance group, AE stance 

readers showed some variations in their narrative reading preference: half of them 

responded positively to narrative reading and emotional involvement whereas the other 

half showed lukewarm to negative responses, occasionally avowing a propensity to 

expository reading.  

Likewise, English abilities and other reader characteristics seemed to be 

complicated in characterizing their reading responses to English stories. Hence, I 

summarize their English abilities with other characteristics briefly: six of AE stance 

readers were at a beginner level and the other four were at an intermediate level, and 

most of them, except for three participants, reported little experience with English 

narrative reading. Also, four mentioned their severe to mild anxiety before reading 

English stories, often reporting frustration after reading English stories.  
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As I did with the AA stance readers, I reflect on how the AE stance group 

responded to Korean and English stories in three dimensions: evocative, connective, and 

reflective dimensions.  

Evocative dimension 

AE stance readers generally showed similar emotional responses to AA stance 

readers when they entered into the Korean story. They often showed mild to strong 

anticipation and interest before reading and toward the title. They showed empathetic and 

sympathetic feelings while visualizing the scenes and relating to the characters as they 

build the story world with the Korean story.  

Even so, compared with AA stance readers, AE stance readers showed some 

variations in their emotional responses in the evocative dimension: some readers were as 

full of literary emotions as AA stance readers whereas others were on the aesthetic side 

but not passionately aesthetic, reporting fewer literary emotions. These variations in 

emotional response to the Korean story seemed to be rooted in their varied inclinations 

toward narrative reading and emotional engagement while reading.  

Specifically, some AE readers who reported a strong positive preference for 

narrative reading and emotional engagement tended to show solid beliefs in aesthetic 

experiences and trust in textual guidance like the AA stance readers; they allowed 

themselves to be “a resonating chamber” full of literary emotions evoked by the text. In 

contrast, other AE stance readers reporting moderate interest or indifference to narrative 

reading and its emotional involvement did not fully permit the text to lead the moment or 
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to arouse full responses in themselves. Below Cheawon and Bomi exemplify the contrast, 

how AE stance readers varied in their emotional responses in evocative dimension when 

reading the same segment of the Korean story, Delinquent Juice Bar.  

He seems to be too excited that he could play computer games. I can see his frowned face 

and knitted eyebrows. [Sighing] He seems to be annoyed and she (the mother) seems to be upset, 

too. She seems to get even angry. It’s alarming that he got suspended from school. I think he is 

rude, like a spoiled child.  

_ Bomi (Intermediate) 

I did this too. [Chuckling] At night, when I was in bed, I pretended to be sleeping when 

my mother came into my room. This boy wants to play games but I just wanted to read something 

on the internet. But I would not say this with much excitement like “AWESOME.” [Tsking] I 

think he’s exaggerating a bit about his feelings. This mother said YOU SHOULD RUN THE BAR 

because you are staying at home, I would hate it too. I know how he feels. I get excited when I 

find out that I would stay home alone, but I get disappointed when my mother told me a long list 

of what to do, to do the dishes, to wash and dry clothes, to prepare lunch for my brother. It’s like I 

ended up doing all the house chores. I totally empathized with him [Giggling]. How could he say 

this, ‘SHE LOOKS 10 YEAR OLDER THAN HER AGE’ about his mother? That’s rude and 

mean!  

_Cheawon (Beginner) 

Regarding English stories, the above variation did not appear between AE stance 

readers with strong inclination and those with weak inclination toward narrative reading. 

Regardless of narrative reading inclinations, most of AE stance readers generally took an 

efferent stance to English stories with little literary emotions involved but full of task-

related emotions. They did not show much anticipation or excitement but instead they 
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showed some anxiety or apathy toward English stories. They made expectations not 

about the story world but usually about the difficulty of the task. Below Cheawon and 

Gwanhyeun illustrate this conversion of emotional response, responding to the title of 

Those Three Wishes and A Story of Brotherly Love, respectively.   

Brotherly? Brotherly? It’s embarrassing that I couldn’t find this word (brotherly) in this 

word list. [Chuckling] I have this sinking feeling in the pit of my stomach [Chuckling] that I’m 

going to fail.   

 _Gwanhyeun (Beginner) 

THOSE THREE WISHES, Hmm, at least it’s only about ‘three’ wishes. In addition, the 

story will be divided into three parts. Then, it will be easier to follow and understand, at least! 

[Giggling].  

_Cheawon (Beginner) 

As shown above, AE stance readers seemed to have few expectations for aesthetic 

experience of English stories. They showed fewer literary emotions and more task-related 

emotions in the evocative dimension because they had difficulty visualizing the story 

world, identifying with and relating to the characters, or activating personal and 

emotional resources to build the story world. Below, Cheawon shows how AE stance 

readers entered into English stories with a dearth of literary emotions but full of 

confusion, anxiety, and frustration.  

[Reading] I (the writer) grew up in a house, for 33 years, in his brother’s house? What’s 

this? IN THE SAME CORNER OF HIS ROOM, UNDER THE SAME WINDOW, BESIDE THE 

SAME YELLOW WALLS? What? Oliver is blind and mute, his legs are twisted, well I’m sorry, I 

don’t understand this paragraph. It’s about Oliver but I’m not sure of anything. TODAY I AM AN 
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ENGLISH TEACHER, Hmmm, HELLEN KELLER, THE MIRACLE WORKER, why (is Helen 

Keller here)? Hmm I (the writer) talked about my brother, Oliver. One day, my first, my first 

class? A BOY, a boy, RAISED HIS HAND and asked, YOU MEAN HE WAS A VEGETABLE? 

He is a vegetable? [Sighing] I don’t understand this part either. [Sighing] I STAMMERED for 

seconds. Hmm, [Sighing] my family hung clothes and watched grasshoppers jumping on the 

grass? Why? What is he talking about? What’s going on here? [Sighing] 

_Cheawon (Beginner) 

Compared with the counterpart readers in the AA stance group who were at a 

similar level of English abilities but maintained their aesthetic stance with English 

stories, AE stance readers seemed to believe that they could not take an aesthetic stance 

before they comprehended the text in objectively correct ways. Consequently, they could 

not allow personal and emotional responses to be evoked in themselves until they were 

confident with their literal meaning of the text. Below Heekyoung exemplifies how the 

preoccupation with literal comprehension of the text held AE stance readers to efferent 

responses with full of task-related emotions.  

IN THE LAST ROW, row? What’s ‘row’? I STAMMERED FOR A FEW SECONDS. 

My family and I fed Oliver, Argh [Sighing] in winter times, we hung bed clothes on the basement 

line, in summer, always, grasshopper? [Sighing] Hmmm, we liked watching grasshopper jumping 

on the pillow case, pillow case? Argh [Sighing] we bathed Oliver, we tickled his chest and made 

him laugh, put radio in his room, why? I don’t know why. Let it pass. We bathed Oliver but why 

did they put radio in his room? [Sighing] I don’t know, just pass, AS WE WATCHED 

TELEVISION DOWNSTAIRS, what’s ‘as’ for here? [Sighing] Skip it. I CALLED HIM 

OLIVER, MY BROTHER, YOU WOULD LIKED HIM. I don’t know what he is talking about 

here. Pass.  
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_Heekyoung (Beginner) 

As shown in Jisung’s protocol, AE readers seemed hardly to build the story world 

with English texts, curbed by their self-imposed bridle of literal understanding and 

resulting task-related emotions. They were stuck in making literal meaning of the text and 

afraid to build the story world as they focused on what they could not comprehend. 

Similarly, AE stance readers rarely related to the characters, not because they did not 

identify with the characters but because they believed they did not know them well 

enough to relate to them. Consequently, AE readers seemed to block off any personal and 

emotional responses possibly evoked by the text,  

As another possible explanation for this difficulty in building the story world of 

English texts, the lack of aesthetic experience in previous reading may apply for the half 

of AE stance readers who had showed a tepid or adverse inclination to narrative reading 

and emotional engagement during reading. Due to a lack of aesthetic reading experience, 

these AE stance readers did not seem to have enough genre-specific expectations and 

resources for narrative texts. Specifically, they did not seem to retain much repertoire for 

short stories that they could utilize to compensate for their limited comprehension of the 

English stories. Nana exemplifies this complication of limited linguistic ability and 

underdeveloped schema for short stories.     

People don’t say Alice looks nice. Hmm, she’s clever, witty, hmm [Sighing], it’s 

confusing (she is not nice but witty and clever)! She is called, Melinda Malice? Malice? Hmm, to 

her face? Her mother taught her everything (HER MOTHER, WHEN SHE THOUGHT ABOUT 

IT AT ALL, HOPED MELINDA WOULD GROW OUT OF IT) she taught her everything. Her 
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father, her father thought grades are important. [Sighing] THE SHY, MYOPIC NEW GIRL? The 

shy, myopic new girl? Is she Melinda? [Tsking], I don’t understand here. Everything is separate. I 

can’t connect the sentences. I have no idea about who Melinda is. [Sighing]. 

_Nana (Beginner) 

As for the other half of AE stance readers who reported enjoying narrative 

reading and emotional involvement in it, the most probable reason for their efferent 

reading stance toward English stories was the anxiety and nervousness they reported 

before reading English stories. This contradictory emotional response seemed to be 

rooted in their previous English reading history, in which their self-competence and self-

image may have been damaged by unsatisfactory performances and evaluation results. 

Jeehyeun illustrates how anxiety and low perceived self-competence discouraged some 

AE stance readers from approaching English stories with aesthetic anticipations.  

I still feel nervous (after the training session) that I would not understand anything (in 

this English story). I’m not good at English, I don’t like it, either. Reading English, whatever it is, 

it makes me almost throw up. I know it’s just a story but it’s in English. That says everything to 

me.    

_Jeehyeun (Beginner) 

Another possible alternate reason for the efferent stance of AE readers with 

English stories could lie in their strategic management of emotional resources to 

maintain their well-being or motivational resources for the given task. Like “I don’t 

know. Let it pass,” and “[Sighing] Skip it” as in the above quotes, some AE readers 

seemed to abandon their aesthetic stance in the middle of reading English stories. 

They seemed to suspect that their pursuit of aesthetic experience with English texts 
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may not be successful and may not allow them a pleasurable experience, causing 

self-defeating emotions such as frustration and embarrassment. Readers in the AE 

group seemed to know experientially that these negative task-related emotions would 

intimidate their well-being state, disturb their meaning making endeavors, and 

eventually stifle their motivational resources for the task. Cheawon’s protocol 

illustrates this online process of managing emotional resources.  

MELINDA MALICE? M/a/-lice? M/e/lice? It is really bothersome to pronounce these 

English names [Sighing]. Nobody said, Melinda, Melinda Malice is nice. THAT’S NOT THE 

WORD FOR MELINDA. Hmm, Melinda seems to be a poor girl. She is, she’s clever, and witty, 

NEVER TO HER FACE (does it mean) nobody saw her face? [Sighing] Let’s just shorten this 

name as MA (Melinda Alice). Her mother? [Chuckling] Where is she? Who is ‘her’? Melinda? 

Aren’t there two people (Malice and Alice)? [Giggling] Melinda, Melinda, hmm, that MA, that 

MA’s father, GOOD GRADES MATTERED, first of all, there seem to be many people, but I’m 

not sure of any of them, [Sighing] I think I should read it again. [Sighing] It’s annoying and 

frustrating honestly (...) Surprising thing with Melinda is that she is, NOBODY TRUST HER 

AND AVOID HER, EITHER. SHE’S ALWAYS IN THE MIDDLE, if, if you saw her, in the 

center of students, passing by your house, walking by your house, who is ‘you’? Let’s just pass it. 

I’m troubled with the past tense of verbs here. I couldn’t understand the previous paragraph, and 

this one became suddenly much easier and clear [Giggling]. But I still couldn’t connect them into 

a story [Giggling]. It’s not a story that I’m reading. It’s just letters. [Giggling] I still didn’t read 

about three wishes. I have many paragraphs to read. It’s still far before the end. [Chuckling].  

_Cheawon (Beginner)  

More specifically, Cheawon’s verbal accounts above contrasts with the previous 

one I shared earlier. She showed stronger negative task-related emotions in her previous 
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protocol, which were replaced with giggles and chuckles in the above protocol. The task-

related emotions of frustration and anger were intense in her first encounter with English 

stories probably because she was not sure of the linguistic and cultural difficulty of the 

texts. As she performed the think-aloud with the first English story and came to realize 

the challenge level of the task, those self-defeating emotions seemed to be negotiated, 

regulated, and ameliorated. In other words, she modified her purpose and efforts for the 

given task as she updated her appraisals of the controllability and value of the English 

stories. Cheawon like some AE readers seemed to trade off her aesthetic stance with 

English stories in order to protect her state of well-being and self-worth.  

To recapitulate, AE stance readers showed contrasting reading stances between 

the Korean and English stories. They took an aesthetic stance with the Korean story by 

using relevant resources such as beliefs in aesthetic narrative reading, trust in textual 

guidance, and linguistic abilities. However, with English stories, they took an efferent 

stance blocked by inadequate and irrelevant resources such as preoccupation with literal 

comprehension, limited linguistic abilities, doubts on aesthetic pleasure, lack of self-

competence and task value, and negative task-related emotions. Also, AE stance readers 

seemed to shift their reading stances across languages with agentic and strategic 

decisions; based on the valence information of their emotions, AE stance readers seemed 

to reassess their purpose, time and effort commitment, and the value of the task.  
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Connective dimension  

Just as AA stance readers did, with the Korean story, AE stance readers 

elaborated on the story world with their personal and emotional resources of their lives. 

They lived through the story world by building an emotional bond with the characters, 

participating in the story world, and bringing back some insights to their own lives. 

Woojea exemplifies how AE stance readers filled the gaps in the textual world of the 

Korean story based on their inner resources of themselves.  

IT’S 3 PM WHEN I WOKE UP, it means he stayed up at night playing games and fell 

asleep during the day. He’s a nuisance who plays games or sleeps all day long. [Sighing] He got a 

text from a friend called Sangwoo, I think he’s (Sangwoo) the same, a delinquent boy like the 

main character. As I predicted, Sangwoo and Minki are delinquent and irresponsible ones. 

Sangwoo brought his girlfriend to the billiard room. I think she must cover her face with thick 

makeup. He came to the Bar to find some money to pay for the billiard games, THE BAR WAS 

CLEAN AND SPOTLESS PERFECT. SHE SEEMED TO SPRING CLEAN IT ALL LAST 

NIGHT. It reminds me of the fresh atmosphere of a café. Sometimes my mother cleans the whole 

of my room. He found a card, I predict he would use this card in the wrong way. He has such a 

bad temper, he talks to other people in such rude ways, except to his friends.  

_Woojea (Intermediate) 

Interestingly, the contrast between AE readers who showed strong inclination 

toward narrative reading and those who did not, seemed to decrease when it came to the 

connective dimension. In other words, some AE readers who reported positive inclination 

to aesthetic experience in narrative reading showed less empathetic feelings and thoughts 

in the connective dimension whereas some AE readers who reported lukewarm or 
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resistant disposition to aesthetic experiences in narrative reading unexpectedly 

participated in the story world with a keen sense of connection in feelings and thoughts. 

Sunwoo’s protocol exemplifies the converted response of those AE readers who reported 

little preference toward narrative reading.  

He’s worried about his mother, he’s scared. But the resistance in his mind stopped him 

from coming into the (hospital) room. Because he was not a good son, he knew that. He loves his 

mother but he didn’t realize it before. Now he realizes that she is such an important person (to 

him). It’s a difficult situation. Pretty complicate. [Reading] He is so preoccupied with his concern 

for her (his mother), he couldn’t see the cars on the road. He is so engrossed in his sadness and 

thoughts.  

_Sunwoo (Beginner) 

Sunwoo’s reflective thoughts below during his after-reading interview shed 

some explanation about how he became resonant with the main character’s thoughts 

and feelings despite his reported disinclination to narrative reading.  

In some parts, I got so empathetic. The situation sounded familiar, I mean. I used to be so 

resistant with my parents, particularly with my mother. I just never listened to her. I’m not like 

him anymore, though [Chuckling]. But in my middle school days, I was like him. It was like click! 

I just knew how he felt and what he thought. I don’t mean I thought and figured them out. I just 

knew it. Because I was like him. Just instinctively, and automatically I came to empathize with 

him, how he was feeling, and what he was thinking.  

_Sunwoo (Beginner) 

This reversed pattern between readers with strong and those with weak inclination 

seemed to explain how both readers belong to the same group in spite of their different 

characteristics. Considering what made this overturned pattern, the key factor, as Sunwoo 
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noted, is the resonance between the reader’s lives and the character’s lives; if the story 

touches issues of the reader’s life, the reader immediately came into the story. Though 

some AE stance readers had not read many narrative texts nor developed their beliefs in 

aesthetic narrative reading yet, they immediately seemed to engage into the story world 

when it mirrored their world. In contrast, some AE stance readers with appreciation of 

aesthetic pleasure of narrative reading could experience a muted aesthetic stance as they 

recognized and judged the characters as very different from themselves. These results 

implied that AE stance readers were still in the process of developing their dispositions 

and beliefs about narrative texts: their reading stance seemed to transact with the whole 

history of their reading experiences at the macro level just as they were transacting with 

the text moment by moment at the micro level.  

Regarding English stories, AE readers’ preoccupation with literal understanding 

seemed to have consequences in the connective dimension. These readers rarely 

progressed from the evocative dimension to the connective dimension. AE stance readers  

seemed to remain in the evocative dimension for a long time, trying to build the story 

world but not connecting their lives to the story: identifying the characters, visualizing 

the story world, making predictions, but not importing resources from their lives to 

elaborate on the story world. Below Cheawon illustrates how AE stance readers persisted 

in their efforts to enter into the story world of English texts without adding new resources 

from their lives.  

It’s not clear yet but I think he (the author) had a disabled person in his family. He and 

some people, because he said ‘WE,’ were taking care of the disabled person. [Reading] You know, 
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I feel much better since I decided to just move on without being bothered by those unknown 

words. [Giggling] [Reading] Argh, it’s frustrating again. WE LISTENED TO HIM COUGH IN 

THE MIDDLE OF THE NIGHT, this is all about taking care of the person, how he and his family 

took care of the disabled person, but why did they have to tickle ‘HIS CHEST TO MAKE HIM 

LAUGH’? I cannot make a meaning out of it. It’s not a story at all. It’s a story but I cannot read it 

like a story. It’s frustrating and embarrassing!  

_Cheawon (Beginner) 

In this prolonged evocative dimension, some AE stance readers, like Cheawon 

above, became frustrated with their struggling efforts whereas others hardly questioned 

about their stymied comprehension. This contrasting response seemed to be partly driven 

by the variations in aesthetic reading inclination. AE stance readers with an inclination to 

aesthetic reading experiences were likely to persist in their efforts for aesthetic reading 

with the English stories, though they often became frustrated when their endeavors were 

rejected by the English stories. In contrast, those AE readers without aesthetic reading 

inclination remained calm and apathetic as if they were indifferent to what was going on 

in English stories. Bomi shows how AE stance readers with weak inclination toward 

narrative reading could react nonchalantly to their narrative reading experiences with 

English stories.  

His mother took Oliver to the window and let him take in the sunshine, at that moment 

she realized that Oliver couldn’t see. She must have been sad, distressed, I guess. I could see 

several images, where they (the parents) took a trip to New York, arrived at the hospital, and 

sitting in the waiting room with Oliver. They are wonderful parents! Great! [Reading] Oliver’s 

hands, soft and small like a five-year- old’s, and he died from pneumonia. How could Oliver be 
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powerful? He only eats, breathes, and sleeps. [Reading] When he was young, his mother said 

ISN’T IT WONDERFUL THAT YOU CAN SEE? Also his mother said WHEN YOU GO TO 

HEAVEN, OLIVER WILL RUN TO YOU, EMBRACE YOU, AND THE FIRST THING HE 

WILL SAY IS “THANK YOU.” I couldn’t get the last sentence. Anyway, it’s about what he 

remembers about his childhood.  

_Bomi (Intermediate) 

Sometimes AE stance readers elaborated the English stories when they were 

confident about its literal meaning. However, the distinction between these AE readers 

and AA stance readers was that their elaborations seemed to depend only on textual 

inferences without drawing on extratextual resources from their lives. AE readers seemed 

to fill in the gaps in the English stories mainly to improve the plausibility of their plot 

making but not to participate in the story world or to relate to the characters. Below 

Woojea shows how some AE readers elaborated on the story world with little connection 

to their lives. 

MELINDA ALICE HAD LEFT FOR SCHOOL EARLY. SHE WANTED TO STUDY 

ALONE IN A QUIET SPOT (…) she seems to be a good student who studies very hard. 

[Reading] SHE LIFTED HER SHOE TO CRUSH IT, hmm she’s cruel. Now I see it (why she’s 

clever but cruel.) Maybe she’s a student with good grades, but she’s mean and ruthless. [Reading] 

MY FIRST WISH IS THAT MY NEXT, (…) MY NEXT THOUSAND WISHES COME TRUE. 

Melinda is very clever and cunning that she extended her wish to a thousand wishes. [Reading] 

Argh [sighing] I can’t get it. It gets frustrating again.   

_Woojea (Intermediate) 

In this way, AE readers could not or did not gain any insight for life from the 

stories, either, as they built their story world based on the literal meaning of English 
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stories without traversing between the story world and real world. Some AE readers 

seemed to be constricted by limited English abilities whereas others simply seemed to 

turn off any interest in the story world of English texts. Neither of these kinds of AE 

readers could bring or did bring personal and emotional resources into the English stories. 

Thus, the story world could not become personally meaningful or powerful for AE 

readers with few literary emotions but full of task-related emotions.  

To sum up, responses in the connective dimension of AE stance readers showed 

that reading stances of these adolescent readers were still malleable. With the Korean 

story, the narrative reading experiences and inclinations to emotional engagement did not 

necessarily lead to aesthetic responses in the connective dimension; some AE stance 

readers responded with reversed intensity in their aesthetic stances according to whether 

the Korean story hit on their similar experiences and kindled their empathetic feelings or 

not. Likewise, with the English stories, neither aesthetic experience in Korean reading 

nor English abilities predicted these AE readers’ efferent responses in the connective 

dimension. All AE stance readers made few connective responses as they were stranded 

in the evocative dimension, anxiously building a literal comprehension of English texts.  

Reflective dimension  

With the Korean story, most AE stance readers demonstrated their transactional 

view of reading like AA stance readers. They interrogated, accepted, and resisted the 

characters’ perspectives and the author’s representation of the world as well. In this 

transactional process, AE stance readers were open to the valence information from their 
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emotions and used it to make judgments about the characters and the author with self-

awareness. Here, Cheawon explains how reading the Korean story becomes a 

transactional experience with emotional involvement.    

This story (Delinquent Juice Bar) made me think of myself, my behaviors, my life. I 

can’t help but compare my life with his life, my behaviors with his, the way I treated my mother. I 

got to think about it. (…) It’s a story! To read a story, it means you should enter into the story, I 

mean you should get immersed into the story. The way you get immersed into the story, the best 

way is you feel how the characters feel, think how he thinks, how he does, you should know him. 

Once you get into him, then your reading is just easy, automatic, you understand everything 

automatically, I mean immediately, you enjoy everything in the book, not only the book but also 

you could understand your life better. Actually, it occurs better at night, when you are reading a 

book in your bed. [Laughing] If the book matches with you, reading becomes so intimate.  

_Cheawon (Beginner) 

Although the intensity varied across AE readers, they also reflected on their 

transactional experience of the Korean story with emotional fulfillment. Whether the 

transaction occurred based on their intrinsic desires for aesthetic experiences or an 

intimate similarity between the character’s lives and their own lives, AE stance readers 

were satisfied with their reading experiences of the Korean story. This is understandable 

given that it was AE readers who created or participated in the story world with materials 

recollected from their reservoir of experiences and memories in reading or in life. Hence, 

they tended to evaluate the author, the text, and their roles as readers with enjoyment and 

contentment.  
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AE readers also seemed to recognize literary conventions and devices in the 

Korean story and appreciate the significance of them as the author’s invitation to an 

aesthetic experience of his or her vision. In particular, AE readers with adequate 

experiences of narrative texts were keen to catch the author’s vision and intentions 

behind those narrative events and figurative devices. Chalan exemplifies how AE readers 

identified the author’s artistic choices in the Korean story relying on their comprehensive 

repertoire of narrative texts.  

He is thinking of running the bar, he’s in the early market this morning. It means there’s 

some change in his mind. [Giggling] Does it mean mothers should get sick for immature kids? 

[Chuckling] [Reading] I can see now, how this story will end. Their juice bar was delinquent. Now 

here’s an old man. [Reading] An old man at this point of a story usually means a messenger who 

plays good roles, delivering the author’s message. [Chuckling] Why did he stop saying anything? 

Here it is. Even I agree that shiny apples hardly taste good. I think hard ones are good. Yeah, I 

heard that people put some chemicals to make fruits glisten. What if this old man is not a good 

man? What if this boy met a middle-aged man who is trying to deceive him into selling bad 

apples? It would be funny. [Giggling] [Reading] Eek, I thought his mother died. Why did this old 

woman appear in her black dress? It’s pretty disturbing! He’s doing what he thinks his mother 

would do with this old woman. When someone imitates somebody, it means he thinks of the 

person, or he saw the person do it, and it means he feels good about the person, he must be 

missing his mother [Giggling].  

_Chalan (Intermediate)  

Regarding English stories, however, AE stance readers tended to pull back their 

transactional view on reading, whether it was caused by limited English abilities or by 

transferred efferent stance of Korean narrative reading. Even AE stance readers who 
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showed a strong transactional view toward narrative reading seemed to be forced to take 

an efferent stance with English stories due to a lack of linguistic resources whereas others 

who did not have much aesthetic experience in reading transferred their efferent 

perspectives to English stories. Below Cheawon explains how reading English stories 

became no more than a literal comprehension of the text in her after-reading interview, 

blaming cultural and linguistic unfamiliarity of English texts.  

English names don’t ring any meanings to me. You know, Korean names evoked 

feelings, meanings, and memories. After several trials to pronounce (Melinda), only the 

capitalized M came into my mind. It’s a person with M, no more than that. …when the snail 

appeared abruptly, I knew M was walking on the street. But I forgot where M was heading? It 

means one thing, I have to read it again. Then I reread what I already read and remembered that 

she was on her way to school. Then, I should get back to where I stopped, to the snail. This whole 

process is so unnatural (effortful), irritating! It’s not reading a story. It’s decoding letter codes 

[Laughing]!  

_Cheawon (Beginner) 

Cheawon attributed her discomfort with English stories to a foreign culture and 

also the repetitive process of attempting to reach a literal understanding of the text. This 

response contrasted with the welcoming responses of AA stance readers who embraced 

and enjoyed the novelty of the foreign language and culture of English stories. Also, 

some AE readers blamed the reading practices in their English classes at school and 

private academies for the discrepancy in reading stance between the Korean and English 

stories. It seemed that AE readers could not help taking an efferent stance to English texts 
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regardless of their genre. Jeehyeun below shares her thoughts about the disagreement in 

her reading stance between the Korean and English stories.  

(You told me you usually enjoy reading novels.) But those were not in English. I don’t 

know. I could follow the story (A Story of Brotherly Love) but I couldn’t feel it. I had some 

images, but they were not colorful, I mean not as vivid as with the Korean story. It was just like 

black and white pictures with no feelings. I could see how Oliver and his family lived and felt but 

I was not colored with their emotions (while reading). Maybe that’s the way I was trained with 

English texts, I don’t know. There are too many things to do with English texts, you should find 

definitions for words and analyze sentences and divide them into meaning units, it’s not easy to 

handle them together (…) I was following the factual information, I mean who, what, where, and 

how and why, those things. That’s right! I mean I read it (this story) in the same way I read 

English texts in school exams. I see reading stories should be touching, but English stories are not 

touching at all.    

_Jeehyeun (Beginner) 

This contrasting stance across languages continued when AE readers considered 

the significance of narrative events and figurative devices in English stories. They paused 

and made lots of responses regarding the author’s aesthetic choices in English stories, not 

admiring but criticizing them. They complained about the implicit visions and intentions 

behind narrative events and figurative devices. In other words, AE readers became 

frustrated when the literal meaning of the text complicated with the sophisticated rules of 

signification. Below Cheawon shows how AE readers became annoyed with the socially 

conventionalized rules of English stories.  

I hate this slow and tedious tone here. Where was it? Where was it? Here it is. Isn’t the 

point here Oliver was a disabled person like a vegetable? Why did he have to describe all these 



124 

 

details? It makes me only confused and distracted! (…) And this part WHEN I WAS IN MY 20S, 

I MET A GIRL AND FELL IN LOVE, who am I (the writer) here? It was such an abrupt change! 

Why did he talk about his girlfriends here? He was talking about his brother Oliver and he was 

dead. But here he talks about his girlfriends and besides, Oliver is alive! It was so confusing! He 

should add his details here. Why didn’t he explain when it’s necessary but he explains when it is 

not? THE POWER OF THE POWERLESS! I don’t even know what he’s talking about. So I 

skipped over it. He should explain it with more reasoning.  

_Cheawon (Beginner) 

Just as their obsession with the literal meaning of the text ruined their 

appreciation of the authors’ artistic craft in writing English stories, AE readers made 

responses of dissatisfaction and disappointment about the author and the text, and about 

their own roles as a reader when they could not make meaning out of the text. Some AE 

readers felt that they were rejected by the text due to their English abilities whereas 

others felt that they declined the transaction with the text by their choices. Both could not 

or did not build the story world with inner resources recollected from their lives, and 

hence they felt nothing because they were not self-involved in the story world. 

Heekyoung exemplifies the dissatisfaction and frustration in her interview that AE 

readers were likely to feel after reading English stories.  

[Sighing] It was boring and frustrating. I tried to follow the story (A Story of Brotherly 

Love) but the story got scattered into pieces. I couldn’t connect them into a story. Like lots of 

images were there. But the images were not complete. Full of incomplete images left in my mind 

(even after reading). They are meaningless! Useless! Like (while I was) wondering if Oliver was 

blind and deaf, I had to move onto next sentences and a whole different story appeared, like an 

English teacher and his student seemed to have a talk or argument. I assumed that Oliver was sick 
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but I was not sure about it, so I couldn’t feel anything but confusion! [Sighing] Because I was not 

sure if he was sick and if he’s sick, how much he was sick, when I’m not sure of what I read, how 

could I feel anything, but frustration? 

_Heekyoung (Beginner)  

To sum up, AE readers were generally satisfied with their transaction with the 

Korean story, in which they responded to the author’s invitation to the aesthetic 

experience of his or her vision. In contrast, these same readers were frustrated with their 

transactional efforts with English stories, whose foreign language and culture intimidated 

their aesthetic stance, complicated with limited linguistic or aesthetic resources. Thus, AE 

readers reflected on their reading with the Korean story with positive emotions while 

evaluating their experience with the English stories with negative emotions, blaming the 

low aesthetic appeal of the text or efferent stance oriented English classes.  

Efferent stance group in both languages 

As briefly mentioned above, EE readers took an efferent stance with both Korean 

and English stories mainly due to a lack of aesthetic experience in their previous reading 

and the lack of linguistic resources to follow the English narrative texts. Regarding their 

English abilities, three EE stance readers were at an intermediate level, one at a beginner 

level, and one at an advanced level. As for their responses to narrative reading and 

emotional involvement in reading, four showed strong to mild resistance except for 

Hyesin, a student with beginner English abilities. Hyesin showed a certain level of liking 

aesthetic experience in her background information survey and interviews but failed to 



126 

 

show it in this study even with the Korean story mainly due to the carry-over effect of 

having read two English stories.  

Evocative dimension 

EE stance readers generally showed the opposite pattern of AA stance readers 

when they read both the Korean and English stories. EE stance readers often skipped 

thinking aloud the title and went straight to the main text. Even when the title caught their 

attention, it did not seem to stir much personal or emotional response in them, but it was 

usually used as a clue to predict what the text was going to be about and to plan what 

they should do with the task. Below, Minjoon and Soohee show how EE stance readers 

responded to the title without self-implication.  

A STORY OF BROTHERLY LOVE, it is going to be about love. _ Minjoon (Intermediate) 

THOSE THREE WISHES, I need to find out what those three wishes are. _ Soohee (Intermediate) 

Excitement or anticipation were hardly found toward the Korean and English 

stories among EE stance readers. These emotionless responses in the evocative dimension 

seemed to be related to their limited aesthetic experiences in previous reading. 

Specifically, EE stance readers, except for one student, showed strong to moderate dislike 

of narrative texts and reported ‘rarely’ to ‘sometimes’ experiencing emotional 

involvement in reading. They seemed to feel uncomfortable when reading the narrative 

texts with subjective selves, allowing the text to take the lead and evoke a whole range of 

responses in them. Below, Tehee exemplifies the negative response of EE stance readers 
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to reading narrative texts and Minkyu shows his discomfort for reading A Story of 

Brotherly Love with emotional involvement during his after-reading interview.  

Reading makes me sleepy. Maybe the text itself makes me feel bored. It’s boring. It’s 

another task. Frankly, what’s wrong with watching stories in movies, and pictures like Manga? 

Aren’t they way more interesting than the text? I mean, exciting! Actually I’m a little worried that 

I will fall asleep while reading this story (A Story of Brotherly Love). [Chuckling] 

_Tehee (Intermediate) 

This part was an introduction of the character, Oliver. That’s it. I didn’t feel anything 

here. [Guffaws] Yeah, he was pathetic. I didn’t get emotional, though. Should I feel something 

here? No, I don’t want to feel forced to feel in that way. (…) He (the author) talked about his life, 

it was his autobiographical memory about his brother. I don’t have a brother like that. It’s not my 

life but his life! 

 _Minkyu (Advanced) 

With English stories, limited linguistic resources were perhaps another reason for 

EE readers’ apathy in the evocative dimension. Along with a lack of aesthetic reading 

experience in previous reading, most EE stance readers, except for Minkyu, struggled 

with the linguistic difficulty of English stories, which often resulted in task-related 

emotions. Consequently, EE stance readers often experienced self-defeating emotions 

such as embarrassment, frustration, and boredom, instead of literary emotions. Below, 

Hyesin’s protocol from an after-reading interview shows how the lack of linguistic 

resources often frustrated EE stance readers.  

I feel upset with myself, ashamed. [Sighing] I read it but I can’t get it. I can’t understand 

the story. I couldn’t make any story out of it. I couldn’t see any images of it, the characters and 

settings, anything. [Sighing] Sometimes it is vocabulary, other times it is those long sentences. 
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The story seems to be interesting but I couldn’t get it. I wanted to know who Melinda Alice was 

but I couldn’t. [Sighing]   

_Hyesin (Beginner) 

Because the text meant a task to be completed for EE stance readers, as Tehee put 

it above, they usually focused on building an objectively plausible textual world rather 

than a personally meaningful world. They identified the characters and sequence of 

events with their detective sense characterized by efficient pace and logical scenario, 

watching over the story world with pity and indifference rather than empathy and 

sympathy. EE stance readers recognized the thoughts and feelings of the characters but 

hardly experienced them for themselves. Below are examples of think-aloud of EE stance 

readers who often started and ended with a brief report of the story world without self-

implication. 

OLIVER WAS BLIND, MUTE. HIS LEGS WERE TWISTED, hmm, Oliver is a plant 

like person. [Reading] “YOU MEAN HE WAS A VEGETABLE.”  This boy noticed that his 

brother was a man like a plant.   

_Soohee (Intermediate) 

Okay, [snapping two times] I got it. You may think, here comes a true leader, you may 

think like that. (Translating in Korean) I think, Melinda Alice has some power among her friends. 

I think it’s a kind of leadership thing, it seems she is good at driving and leading people. … 

MELINDA HAD LEFT FOR SCHOOL EARLY, [Reading], A MATTERED, she seems to be 

pressed with school grades. 

_Jeajoon (Intermediate) 

He is a macho boy. [Reading] He’s arguing with his mother. [Reading] He’s suspended 

from school. [Reading] He was excited right before, when his mother said, she was going to 
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travel, but he is upset now, because his mother said he should run the bar. [Reading] He seems to 

have a serious case of anger management problems. (...) He said the pin number combined his 

mom’s birthday and his, it’s a clue about his relationship with his mother. And, now it’s clear that 

he doesn’t have a father. 

_Minkyu (Advanced) 

In brief, EE stance readers seemed to draw a line between the real world and story 

world and tried their best not to cross the line with personal and emotional involvement. 

It was not clear whether they separated the two worlds to defend themselves from 

fictional ideas or not to contaminate the textual world with their subjective involvement. 

Either way, they rarely experienced feelings evoked by the text with efficient 

management of time and effort. Nevertheless, EE stance readers were often complicated 

with task-related emotions with English stories in the process of objective comprehension 

of the text.  

Connective dimension  

EE stance readers were particularly distinguished from other stance readers in the 

connective dimension, where they scarcely brought any personal and emotional resources 

from their lives to elaborate on the Korean and English stories. This distanced position 

appeared to be derived from the dividing line that EE stance readers often kept between 

the story world and the real world. It was not that they did not build or totally rejected the 

story world, rather they simply chose not to participate in it with their personal lives. 

They rarely built an emotional bond with the characters nor saw the implications of the 
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literature as meaningful to their lives because they rarely found the similarities between 

the two worlds. Soohee’s and Minkyu’s protocols are examples.  

ONE OCTOBER DAY IN 1946, she (his mother) was PREGNANT WITH OLIVER, she 

was awakened from FUMES FROM A LEAKING COAL-BURNING STOVE. His oldest brother 

was sleeping in his bed but he was okay, because his bed was high enough. [Reading] Without 

their father, his mother and Oliver wouldn’t have lived. Thanks to their father, all of his family 

were safe. [Reading] OLIVER WAS BORN. A HEALTHY LOOKING, PLUMP, BEAUTIFUL 

BOY. His parents must be happy with Oliver. 

_Soohee (Intermediate) 

He ran into a nurse at the ATM, and found out that his mother was hospitalized, 

KIDNEY STONES. Hmm, that’s why she had looked ten years older than her age (in the 

beginning part). [Reading] it is a story of growing up. [Reading] Finally he practiced making 

juice, to sell juice, to change. [Reading]  

_Minkyu (Advanced) 

Like AE readers with English stories, EE readers tried to elaborate on the textual 

world in order to maintain plausibility of the story plot, not to sustain their immersion 

into the story world. Interestingly, thinking aloud data showed that EE stance readers 

sometimes made some sporadic emotional responses such as chuckles and sighs at 

narrative events like other readers. These emotional arousals were often the mirroring 

moments for readers with aesthetic stance when they often stopped to reflect on their 

lives. However, these emotional moments usually failed to catch the conscious attention 

of EE readers; they simply neglected and passed over those emotional moments without 

further thoughts and self-implications. Minkyu below shows how EE stance readers 
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passed over those emotional moments without slowing down their reading or 

contemplating those emotional moments.  

Adding milk for making juice? [Tsking] It won’t make a flavor. [Reading] [Chuckling] 

Here comes the first customer. [Reading] This story is too predictable. Worse, the development of 

the story is not realistic at all. The changes with the boy, are not natural. I don’t like this story. It’s 

awkward. [Sighing] [Reading] He had to write his apology letter to his teacher but I COULDN’T 

MAKE PROGRESS, I KEEP WRITING AND DELETING REPEATEDLY, [Chuckling] because 

he doesn’t think that he did anything wrong.  

_Minkyu (Advanced) 

As seen in the above protocols exemplifying the connective dimension, EE stance 

readers elaborated the text by adding details that were not mentioned in the text. They 

made inferences and judgments about the characters and events, and filled in the gaps in 

the story, but only based on textual information as AE readers did with English stories. 

They did not draw on and mingle their private resources into the story world. They 

seemed to believe that readers should not pollute the text with personal ideas and 

emotions and the text should be read always in objective and neutral ways. Tehee showed 

how EE stance readers elaborated the text without sharing inner resources of themselves.  

His father didn’t wake up from anesthesia after surgery. Hmm, he lost his father in a 

medical accident. I think this unfortunate incident explains a lot about the boy, his delinquency, 

previous behaviors. [Reading] He said he is going to lie to her because she (his mother) lied to him 

first. [Chuckling] It’s funny. Shouldn’t he see his mother? 

_Tehee (Intermediate) 
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To sum up, EE stance readers rarely brought their lives into the literature nor 

brought literature back to their lives. This seemed to be because they separated their lives 

from the story world, in which they rarely participated nor merged with the characters. In 

return, they had little self-implication and few literary emotions, though they 

comprehended and recognized the feelings and thoughts of the characters. In a few cases, 

EE stance readers displayed sporadic emotional responses but those moments passed like 

automatic and useless responses without stopping them for further involvement. They 

never paused at those emotional moments to reflect on their lives with self-awareness.  

Reflective dimension  

For EE stance readers, the absence of personal and emotional resources in the 

evocative and connective dimensions led to prevailing task-related emotions and 

dissatisfaction in the reflective dimension. Their distanced and objective attitude made 

analytic and evaluative responses appear early in their reading: EE stance readers were 

very conscious of their self-perceived satisfaction during reading, and made meta-reading 

responses about the Korean and English stories. Accordingly, reflective responses were 

much more frequent and constant with EE stance readers than those in other groups and 

also more frequent than their own responses in the evocative and connective dimensions.  

EE stance readers expressed their meta-reading responses as if expressing a 

critic’s disappointment or a third party’s apathy early in their reading. This laid-back 

attitude of EE stance readers prevented them from transacting with the Korean and 

English stories but rather analyzing and evaluating the work and the author. Regarding 
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the sources for their premature reflective responses, lack of linguistic and aesthetic 

resources, rejection of the author’s invitation to play the role of an implied reader, and an 

intrusive repertoire of experienced narrative texts were often addressed in their data.  

Specifically four EE stance readers with limited linguistic resources and aesthetic 

experience stopped transacting with the Korean and English stories and ceased their roles 

as an implied reader. They seemed to be indifferent to the character’s perspectives and 

the author’s vision or to be bothered with them as if they did not want to make personal 

connections with the stories beyond their objective comprehension of the text. Below, 

Soohee and Jeajoon show how inadequate linguistic and aesthetic resources hindered EE 

stance readers from transacting with the Korean and English stories.  

Hmm, why did he go to this early bird market? [Reading] He followed the old man who 

was carrying apple boxes on his back. Why did he follow him, come into the store, this old man? I 

don’t know. Maybe I should skip it. [Reading] This old man explained to him how to choose good 

apples. [Reading] Hospital? Hmm, he was at the bar and an old woman came into the (juice) bar. 

[Reading] He is copying what his mother would do for the old woman, to console her. [Reading] 

Her (the old woman’s) husband died but she couldn’t cry at his funeral because she was so 

distressed with him (the old woman’s husband) for her life. By the way, why is she (the old 

woman) here? I don’t know. [Pause] Like the old woman, he didn’t cry at his father’s funeral. He 

regrets that he didn’t cry at his dad’s death. His father didn’t do anything bad to him.  

_Soohee (Intermediate) 

THE WEAKEST, MOST HELPLESS HUMAN BEING, YET, ONE OF THE MOST 

POWERFUL HUMAN BEINGS, hmm, he seems to explain about Oliver. He (Oliver) can only 

breathe, sleep, and eat, so he’s weak and helpless, it makes sense. But Oliver was powerful? How 

come Oliver can be thought as powerful? I don’t know. He wants to say he (the author) misses 
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Oliver, I think. It’s a kind of irony. [Reading] (…) WHEN YOU GO TO HEAVEN, OLIVER 

WILL RUN TO YOU, EMBRACE YOU, AND THE FIRST THING HE WILL SAY IS 

“THANK YOU.” I REMEMBER, TOO, MY MOTHER EXPLAINING, hmm, explaining, 

explaining, what? I don’t know she is explaining something to him, something she was not clear 

about at first. I don’t know. Maybe she told him that Oliver would be thankful to him. [Reading] 

(… ) WE WERE BLESSED WITH HIS PRESENCE, A TRUE PRESENCE OF PEACE, a true 

presence of peace? A true presence of peace? I don’t know if it means they are happy that they 

hadn’t sent Oliver to an Institution.  

_Jeajoon (Intermediate) 

Regarding reflective thoughts and feelings about the sophisticated rules of the 

narrative texts, most EE stance readers hardly seemed to realize that the Korean and 

English stories as a socially conventionalized text. They did not try to recognize the 

significance of narrative events and figurative devices of the text. Although limited 

linguistic abilities might be the primary snag for these readers to see the author’s 

intention and vision behind those literary features, inadequate aesthetic experiences and 

resources also may have stopped EE stance readers from approaching the Korean and 

English stories beyond the objective comprehension. Hence, these EE stance readers 

rarely slowed down their reading pace to reflect on the nuanced meaning of narrative 

events and figurative words in the context of the author’s theme. Soohee’s protocol 

shows how EE readers could not notice or consider the implied meaning of sophisticated 

rules of A Story of Brotherly Love.   

They gave Oliver a baptism. It means religion means a lot to this family. [Pause] She (the 

author) wrote, she said, Oliver was one of the weakest, and most powerful human beings, what 
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does it mean? Hmm, I couldn’t understand it, I don’t know. Maybe I should skip it. [Pause] Oliver 

is dead. [Pause] Her mother is saying, when people in her family die and go to heaven, Oliver will 

embrace them and say ‘Thank you.’ She is encouraging her family. [Pause] These parents often 

went to an institution to volunteer and saw lots of children there, so they were happy that they had 

not sent Oliver to a place like that. [Pause] [Laughs] I thought the author was female. But it was 

male, [Laughs] since he said he fell in love with a girl. 

_Soohee (Intermediate) 

In contrast, Minkyu was an EE stance reader who seemed to abandon his aesthetic 

stance by choice despite his trained aesthetic sense and linguistic capacity. He seemed to 

understand that a narrative text is a socially constructed language as he noticed the 

significance of narrative events and figurative devices relying on his extensive repertoire 

of narrative plots and his advanced linguistic capacity. However, he became easily 

disinterested in an aesthetic transaction with the stories as he judged that the author’s 

aesthetic choices did not meet his norms for a qualified narrative text. The quote below 

shows how Minkyu turned his back on an aesthetic stance toward the English and Korean 

stories when he found them not fitting his aesthetic tastes. 

For 33 years he lived with his brother in the same house. He is describing the house. His 

brother’s name is Oliver. Hmm, Oliver is a retarded person. Well, remembering the title ‘A Story 

of Brotherly Love’ this story will go like ‘he loved his brother.’ Probably, he disliked his brother 

first and then he came to love his brother. [Reading] The good teacher, the author, is saying “YOU 

WOULD HAVE LIKED HIM.”  This episode wraps up here. I think this is not really a story but 

rather an autobiography. [Reading] He continues to describe how he and his family took care of 

Oliver, it’s not interesting. BORING! [Reading] It’s worse than the previous story (Those Three 
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Wishes). [Yawning] [Reading] I can’t see any point in his tiresome sermon of these little episodes. 

[Yawning]. 

_Minkyu (Advanced) 

Also, EE stance readers sought for the author’s message, something that they 

could carry away after reading (Rosenblatt, 1978). Some EE stance readers neglected to 

look for the author’s vision due to their restlessness to arrive at the end whereas other EE 

stance readers responded to the author’s vision generally with frustration and confusion. 

Some readers like Tehee below became frustrated when they could not find something to 

carry away after reading. Here is Tehee who became confused and frustrated as he failed 

to see the author’s vision of A Story of Brotherly Love, like other EE stance readers 

I don’t know what this story wants me to look at. His brother was disabled, and sick, he 

(the author) talked about it for a while, his brother and his family. And then he abruptly talked 

about his girlfriends, what they did when they visited his family. So what? I don’t know what he 

(the author) wants to say? My brother was disabled? We loved him so much? He’s too tender and 

weak, in tedious ways. He should make his point in clear ways. 

_Tehee (Intermediate) 

Unlike other EE readers, Minkyu picked up the author’s vision so quickly but he 

rejected it due to what to him were unpleasurable elements of the Korean and English 

stories. As he interrogated and criticized the author’s vision, his aesthetic stance switched 

to an efferent stance immediately for the rest of his reading. Below, Minkyu questioned 

and showed little tolerance for the author’s vision in ‘A Delinquent Juice Bar.’  

I don’t like this author’s writing style. She writes like a children’s book author. I feel like 

it’s a woman. Look at how she writes the argument (between the mother and the boy). It doesn’t 
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have reality. [Reading] (…)  WHICH ONE IS BETTER, A CUP NOODLE OR A BOWL 

NOODLE, what’s the point of adding this? It’s unneeded stuff. She adds useless nuisance for 

nothing. [Reading]... This is going to be a story of a youth growing up. [Reading] (… ) He went to 

an early bird market to buy fruit, accidentally entered a shabby apple store. [Snickering] [Reading] 

(The old man said) SHINY SKIN OF APPLES DOESN’T TELL THEIR TASTE, [Laughing] 

isn’t it a cliché? [Laughs] I mean it’s too direct a lesson. [Laughs] I’m getting distracted again. It’s 

boring. [Reading] Now she (the author) introduces an old woman in funeral dress and makes her 

tell her story. [Reading] VENT OUT YOUR ANGER FIRST, THIS IS A DELINQUENT JUICE 

BAR, and so on, as I mentioned before, it’s awkward to read this conventional stuff. The author’s 

intentions are too obvious. This author doesn’t have a talent (in writing), I think. It sounds like a 

novice writer. I write better than this, for sure. [Laughs] 

_Minkyu (Advanced) 

To recapitulate, due to an absence of self-implication in the evocative and 

connective dimensions, reading was usually not an aesthetic transaction for EE stance 

readers. Most EE stance readers did not try or quit their aesthetic efforts as the reading 

process was drained by their limited linguistic resources and narrative reading resources. 

Also, EE stance readers did not sustain their transaction as their repertoire for narrative 

texts and literary devices intruded on their engagement with the stories. In addition, some 

EE readers often became frustrated when they were not given an explicit message from 

the author. In contrast, one EE reader stopped his aesthetic transaction because he 

became disappointed with the allegedly too predictable and trite stories.  
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Efferent stance in Korean and aesthetic stance in English group 

In this section, I report on the last group, the EA stance group with four 

participants who showed the inverted pattern of reading stance of AE stance group: they 

took an efferent stance with the Korean story but took an aesthetic stance with English 

stories. All four were advanced in English abilities, whereas two of them showed a weak 

inclination to narrative reading and its emotional experience and the other two were avid 

readers who reported enjoying narrative reading and emotional engagement in it.  

Evocative dimension 

Like EE stance readers, all EA stance readers took an efferent stance when they 

read the Korean story. However, some of them seemed to have different reasons and 

patterns from EE stance readers. Like EE stance readers, two EA stance readers with a 

weak inclination toward narrative reading showed little excitement and anticipation for 

the Korean story and used the title to make predictions about the author’s message, 

probably because they had little aesthetic experience to guide their aesthetic reading of 

the Korean story. They seemed to approach the Korean story in the same way they 

approached any text in different genres. In contrast, the other two EA readers who were 

avid readers showed anticipation and interest for the Korean story for an ephemeral 

moment and neglected the title as they identified the writer’s name as a novice writer and 

assumed the Korean story to be too easy and predictable. Simin and Sori below 

exemplify the contrast among EA readers with the Korean story.  
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Delinquent Juice Bar? Maybe it (this story) will deliver a lesson through the story of a Juice bar 

which would be misunderstood by people, as delinquent at first.  

_Simin (Advanced) 

Hasun Yoo? I’ve never heard of this writer. He must be one of those young novelists who 

have debuted recently.  

_Sori (Advanced)  

However, with English stories, these EA stance readers showed more effort to 

activate their personal and emotional resources as they entered into the story world, 

drawing on all the resources in themselves, whether linguistic or emotional resources. 

They showed anticipations and expectations to the title of the English stories. A full 

range of responses was allowed and used by EA stance readers with English stories. 

Simin and Sori are the examples.  

It’s English. I need to be calm and peaceful to follow it. [Laughing] You know, English 

reading demands intensive efforts [Laughing] (He finishes before-reading interview and stats the 

think–aloud task) Those Three Wishes, all the stories that I read about “wishes” came into my 

mind. They were usually about people who made their wishes but after all, realized something, 

like their present lives are much more important, better than those wishes.  

_Simin (Advanced)  

Brotherly Love, is it the way (an English expression) to describe love between male 

siblings? I didn’t even know that there’s an adjective form of ‘brother,' though I know the rule, 

‘noun +ly,’ makes adjectives. It’s my first time to see it, ‘Brotherly.’  

_Sori (Advanced) 

This contrast when entering the Korean and English stories seemed to indicate 

that EA stance readers applied a different level of reading pace and effort according to 
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the language of the text, though these stories were in the same genre. Specifically, EA 

stance readers seemed to process the Korean story instantly and effortlessly. Their 

thinking aloud process had few pauses between segments and simply continued along 

with their reading process continuously and simultaneously: it almost sounded like they 

were watching a movie and talking aloud rather than reading a text and thinking aloud. 

However, reading English stories did not show such glitchless speed and facility, 

probably due to limited linguistic and cultural resources. Below Juhee tells her thoughts 

about the difference between reading Korean and English stories in the after-reading 

interview.  

You know what? I think Oliver’s story and Those Three Wishes, those stories would not 

have affected my moods that much, if I had read them in Korean. The engagement was different. 

If it is written in English, I should concentrate, I should engage. Because it’s not in Korean, you 

will never understand it (the story) without engagement, effort! Like, three times or five times 

more effort is needed! I don’t know, but it (reading English texts) makes me feel awake. I mean, 

English (text) makes me awake. With English stories, you should be serious. But with Korean 

story, it’s easy! You don’t have to be awake or serious.  

_Juhee (Advanced) 

When they were identifying and relating to the characters in the Korean story, EA 

readers, regardless of their aesthetic inclination, built the story world swiftly based on 

objectively processed textual information and became hardly involved with the story 

world with private emotions, like EE readers. They reported what was happening in the 

Korean story instead of what was happening in themselves, often generalizing their 

responses to other people’s. They were not relaxed or willing to allow the Korean story to 
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arouse emotional responses because they doubted the aesthetic qualities of the Korean 

story. Below Siyoung shows how EA stance readers related to the characters in the 

Korean story with little empathetic feelings and aesthetic expectations.   

I think the main character is a boy. And his friends, Sangwoo and Minki, according to his 

apology letter to his teacher, are also troublemakers. I don’t have many feelings here, jut got to 

know that this boy is incorrigible and frustrating, I mean, other people would think like that. 

[Laughing] He’s leading his life recklessly. He’s such a punk. He’s in the billiard room. Lots of 

people are smoking there though it is banned and illegal …This is a story, then he must change in 

the story [Laughing]. The scenario is pretty visible. I can predict how the story will develop.  

_Siyoung (Advanced)  

However, with the English stories, EA stance readers started to relate to the 

characters as their reading process slowed and became effortful. They allowed and 

accepted their personal associations and emotions evoked by the text in order to 

comprehend and build the story world. They allowed even aesthetic expectations and 

beliefs to come back in order to improve their comprehension of the English stories. 

Below we can see Siyoung’s aesthetic stance revive with English stories, which contrasts 

with his efferent stance to the Korean story in his above quote.  

Probably… Oliver, Hmm, I mean, when she (the mother) was pregnant with Oliver, this 

gas leak accident occurred, I think this explains how Oliver got disabled. I didn’t read it yet, but, 

what? Oliver was born normal, it’s opposite to what I predicted. [Reading] Eek, I thought he was 

born healthy, but unexpectedly, Oliver is looking at the sun directly, she (the mother) realized that 

her son was blind. It’s quite sad and unsettling! I thought Oliver was born healthy but he had 

proven to have lots of problems. [Reading] His parents decided to take him home. I think they are 

great! I mean all parents are great! I’m touched here!  
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_Siyoung (Advanced) 

As for Siyoung, the Korean story seemed to be too predictable or familiar whereas 

English stories were not easy to predict or familiar to follow. In other words, the 

challenge level differed between the Korean and English stories: the Korean story was 

too easy to attract these readers’ conscious attention whereas English stories seemed to be 

at an optimum level of challenge for them, awakening their responsive sensibility.  

Hence, the contrast in evocative responses between Korean and English stories 

seemed to be derived from the self-imposed value of the stories: EA readers, particularly 

readers reporting many prior aesthetic reading experiences, seemed to take an efferent 

stance with the Korean story because they devalued reading an allegedly too predictable 

Korean story and turned off their aesthetic efforts. In contrast, an aesthetic stance was 

taken with English stories as they recognized some challenges there, the linguistic 

difficulty and cultural unfamiliarity. EA stance readers seemed to accept the challenge as 

a chance to test and demonstrate their aesthetic reading competence as well as their 

English abilities, and decided to invest more serious and conscious efforts into it.  

In summary, EA stance readers showed contrasting responses between Korean 

and English stories in the evocative dimension. They differed across languages with 

regard to emotional responses, reading speed and effort level, ways to relate to the 

characters, and dependence on inner resources. They built the Korean story world based 

on objective and public meaning of the text while building the English story world based 

on subjective and personalized meaning of the text. It seemed that EA readers valued 
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reading the English stories more highly than reading the Korean story. The challenge 

level of reading English stories stimulated their motivational interests and conscious 

efforts whereas the familiarity and predictability of the Korean story failed to awaken 

their engaged mind.  

 Connective dimension  

Expectedly, EA stance readers continued their self-absent relation with the 

Korean story in the connective dimension, whereas readers with aesthetic stance 

elaborated on the story world by drawing on their lives and in return brought the story 

back to their lives. Instead, EA stance readers rarely brought their lives to the Korean 

story but relied on intertextual and textual references to elaborate on the story. Below 

Sori shows how EA stance readers applied intertextual and textual clues to elaborate on 

the Korean story without drawing on extra-textual resources.  

This story is what I predicted. The mother got sick and the son got to grow up and behave 

well in the end, that kind of story. There’s a Korean novel, ‘식객.’ One episode in the novel is 

similar (to this), the mother got tired of her sons because they were such men of hot tempers and 

tended to have arguments with their customers, and the police came and took them like a dozen 

times. Because she got so frustrated with her sons and her life, she decided to close their restaurant 

and went to travel. While their mother was away, her sons came to their senses and realized what 

was wrong with them, what was important to them, how important the restaurant was to them. Of 

course, through some hardships. [Reading] See an old man here, and now another old lady here 

and the mother said ‘I wanted to trust you!’ [Laughing] 

_Sori (Advanced) 
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In contrast, EA readers participated in the story world of English texts as they 

tried to mobilize all their resources to enhance their comprehension. As they tried to 

comprehend the story, the inner resources of themselves, as well as textual and 

intertextual references were aroused. As they became self-involved in the English stories, 

they incidentally or intentionally lived through the story world with personal and 

emotional responses. Siyoung’s think-aloud protocol shows how EA readers transported 

into the story world of English stories with their subjective judgments and emotions.  

She (Melinda Alice) is about to step on the snail, and the snail speaks to her [Laughing]. 

It’s an interesting element here, the personification of the snail. [Laughing] The snail pleads with 

Alice not to kill her [Laughing]. I never expected this fantasy stuff here. Anyway, it’s surprising in 

funny ways. Look at her, she’s retorting to the snail like she thinks it’s normal for animals to 

speak people’s language. [Laughing] It’s right. She’s a smart and calculating person! She withheld 

her killing intentions and told the snail her wishes. She made those three wishes into one thousand 

wishes. The snail speaks “WHAT A CLEVER GIRL,” but I thought of the same trick too many 

times in my childhood. I don’t think that she’s smart, every child would do that. [Reading] She is 

making her wishes come true like other girls. It makes me feel a little worried. The way she’s 

delighted is a little bit uncomfortable to me. She’s too overjoyed.  Usually, you know, it means 

bad luck is near at hand (in stories).  

_Siyoung (Advanced) 

Regarding bringing insights from literature back to life, EA stance readers rarely 

gained those guidelines from the Korean story, in which they did not share their personal 

lives. In contrast, they showed some approval and disapproval with the implications from 

English stories because they participated in them with inner resources of themselves. 
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Below Simin shows how EA stance readers attained insights from English stories for 

their lives with self-implicated emotions.   

This is a story of his girlfriends that he met in his 20s. His first girlfriend was so negative 

to Oliver, and he must have broken up with her. His second girlfriend, Roe, she’s sweet. She’s a 

woman with a kind and warm heart. She helped him feed Oliver, and it was not pity, but 

compassion, she’s wonderful! You know it’s different. If you have pity for somebody like his first 

girlfriend, you cannot see the person. However, like Roe, if you have compassion for somebody, 

you can see them with courage. I hope my girlfriend in the future would be like Roe. [Laughing]. I 

know I should be like Roe, first. [Laughing] 

_Simin (Advanced) 

To sum up, EA stance readers rarely brought their lives to literature nor brought 

literature back to their lives with the Korean story. Sometimes, they made intertextual 

and textual references with the Korean story, not to elaborate the story world but to 

predict the story. Once EA stance readers predicted how the story would develop, their 

efferent stance dominated for the rest of their reading. Contrastingly, with English stories, 

EA stance readers brought their personal and emotional resources to elaborate on the 

story world, whether it was to lessen the unfamiliarity of the foreign language and culture 

or to enhance their engagement. Thus, they lived through the story world with self-

implication and empathetic feelings, which eventually removed the boundaries between 

the story world and the real world. This aesthetic stance with English stories helped them 

gain and bring some new perspectives for life, too.  
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Reflective dimension  

EA stance readers evaluated their reading experience with the Korean story with 

apathy and disappointment whereas they reflected on their experience of the English 

stories with opposite emotions, satisfaction and fulfillment. Here, Simin shows an 

example of how EA stance readers reflected on their aesthetic experience with English 

stories.  

This story doesn’t have much surprise or thrills. But it’s good. The family’s love for 

Oliver was touching and moving. I got to think about myself and my perspectives on physically 

challenged people, any people who are in need and help. It made me keep thinking what if I was 

Oliver’s brother, what if I were Oliver’s parents. [Chuckling] and some words were so powerful! 

When the mother said about meeting Oliver in the heaven, it makes me think “Yeah, Oliver is 

normal in heaven, everybody. She’s right. We are the same, equal in heaven.” It was a kind of big 

realization (insight) for me [Chuckling].  

_Simin (Advanced) 

As shown in Simin’s protocol, EA readers tried to transact with the English 

stories, where even their comprehensive repertoire of narrative texts benefited them to 

engage with the stories. However, these same readers aborted their transactional efforts 

with the Korean story once they found the story allegedly too predictable or if their 

reading was not supported by previous aesthetic reading experiences. Also, with English 

stories, they were responsive to the author’s invitation to his or her vision and played 

their role as an implied reader with empathetic and sympathetic thoughts and feelings. 

However, EA readers rejected their role as an implied reader with the Korean story, 
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whether they assumed the author’s vision as too conventional or the way the author 

presented her vision as too banal.  

Specifically, EA readers quickly figured out the significance and intentions 

behind the artistic choices, but they were not touched by those planned rules and aesthetic 

crafts because they found them too straightforward or too conventional. However, they 

seemed to enjoy the sophisticated rules for an aesthetic experience with English stories, 

by which they experienced new aspects of the English language. Juhee shows how the 

novelty of the English language and culture helped her create an aesthetic experience for 

English stories.  

Everything was new with the English stories. I didn’t know ‘vegetable’ is the English 

word for a person who is in a coma. I didn’t know people in the U.S. or whichever country it is, 

hate a girl like Melinda and like a girl like Roe. I got to know people are similar in the world. But 

with the Korean story, I kept thinking if it (the Korean story) is interesting or not. Why does the 

author say that here? What’s the meaning of this old lady? I kept analyzing the story. And I can 

grasp the whole story so quickly, about whether it is fun or not.  

_Juhee (Advanced) 

EA readers like Juhee above often became conscious of their analytical 

evaluations in the Korean story, how fun it was or how good it was, giving low ratings to 

the author and the text. Contrastingly, these same readers seemed to forget about such 

appraisals with the English stories, instead concentrating on the author’s vision, probably 

because they could not easily recognize it without effort. They had to slow down their 

reading pace and read with more motivational resources to process the foreign literary 
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texts fully. Accordingly, with EA stance readers, an aesthetic stance might be an 

incidental product of their intensive efforts to follow the foreign literary texts, playing 

their role as an implied reader faithfully.  

Hence, EA stance readers may not have distinguished the difference between 

aesthetic pleasures and sense of accomplishment in their retrospective interviews. They 

showed satisfaction and fulfillment after finishing the English stories like AA stance 

readers, but their satisfaction and fulfillment may differ in nature and source. The 

satisfaction of EA stance readers may have been more about their appraisals of their 

performance on the given task rather than the aesthetic experience itself with English 

stories, to which AA stance readers were more oriented. The emotional fulfillment of EA 

stance readers seemed to be more connected to the sense of accomplishment in tackling 

the specific challenges of English literary texts rather than from any cathartic feelings 

aroused after gaining new perspectives and insights about the world in aesthetic reading, 

which AA stance readers often experienced with emotional arousal.  

In sum, EA stance readers reflected on their reading experiences with the Korean 

story with apathy and disappointment probably due to the lack of aesthetic experience or 

the alleged predictability of the story. However, they reflected on their experience with 

English stories with satisfaction and fulfillment. The novelty of the foreign culture and 

language of English stories seemed to spark more motivational resources for the reading 

tasks and to encourage them to handle the challenges with conscious endeavors. These 

sincere efforts brought about self-involvement, which helped EA readers experience the 
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English narrative texts with an aesthetic stance: they transacted with English stories 

enjoying the sophisticated rules of signification and evaluated their reading experience 

with satisfaction and fulfillment.  

PART III: AFTER READING 

To explore the situational factors of emotional responses and gain further 

information about reading and emotional responses during reading, I conducted a semi-

structured after-reading interview, where I examined how the story changed the moods of 

the readers, which scene readers remembered most, and also how comfortable they felt 

with the thinking aloud task. The reading stance groups shared common attributes in 

some aspects but not in all aspects.  

Mood changes 

I began the after-reading interview by asking, “Did the story change your mood?” 

The answer varied according to the language of the text, first. Starting with the Korean 

story, most participants, except for two EA and three EE stance readers, reported that 

their moods had changed after reading the Korean story. Moreover, the details of mood 

changes varied according to the reading stance to the Korean story. Nine AA and six AE 

readers reported that they were “touched” by the story with some different degrees of 

intensity. The rest of AA and AE readers indicated “interested,” “happy and delighted,” 

and “sad and depressed” as their after reading-moods. In contrast, EE and EA stance 

readers, except for two EA and three EE students who reported “no changes” in moods, 

indicated “dissatisfied,” “disappointed,” “bored,” and “tired,” indexing mostly task-
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related emotions. Jisung and Tehee below show how their reading stances, AE and EE 

respectively, seemed to affect their moods.  

It was touching. I’m not saying I was involved in the turmoil of emotions, now. I just feel 

peaceful and serene. You know, I got to have those feelings as I thought about myself while I was 

looking at him and his life. You know, comparing his life with my life, I got to know myself.   

_Jisung (Beginner) 

It was boring! It was too long and tedious. I felt bored. I just feel tired and lethargic. This 

story gave me nothing. There’s nothing left in me after reading it.  

_Tehee (Intermediate) 

Regarding English stories, after-reading moods became more complicated 

because English ability was found to be another factor here, let alone reading stance. As 

for A Story of Brotherly Love, most participants, except for three AE and one EE 

students, reported that their moods had changed after reading the story. However, some 

of their after-reading moods consisted solely of task-related emotions, emotions aroused 

in the process of comprehending the text with limited English abilities. Most AA and EA 

readers reported “touched” as their after-reading moods but half of their responses were 

also mingled with task-related emotions such as “proud,” “excited,” “encouraged,” and 

“enthusiastic” mainly from the advanced and intermediate readers, and “embarrassed,” 

“confused” and “puzzled,” from the intermediate and beginner readers. In contrast, none 

of the AE and EE readers reported “touched” as their after-reading moods for A Story of 

Brotherly Love. All of them, except for three AE and one EE readers who reported “no 

changes in moods,” reported task-related emotions such as “frustrated,” “sad,” “bored,” 
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and “tired” as their predominant after-reading moods. Below Jeayoung, AA reader, and 

Jisung, AE reader, show how reading stance and English ability affected their after-

reading mood for A Story of Brotherly Love.  

Very much (it changed my mood)! Since this whole story is written in English, I was 

nervous, anxious at first. I felt like I’m not gonna make it. I’m not gonna make meaning out of it. 

But I was wrong! It’s touching! Very touching! I was moved by the story like I am usually with 

Korean stories. The story was very touching, I know. But I also feel like ‘Proud and competent’ 

with myself. I got to know that I can feel those touching experience in English, too.  

_Jeayoung (Intermediate) 

I’m so dissatisfied and upset. I couldn’t follow the story. I tried but I couldn’t get it. It’s 

frustrating!  

_Jisung (Beginner) 

Regarding the other English story, Those Three Wishes, all of the participants 

reported that their moods had changed by reading the story except for one AA and one 

EE stance readers who reported “no changes in moods.” Probably due to linguistic 

difficulty and unfamiliar plot structure of the story, participants reported more frequently 

task-related emotions as their after-reading moods. Only four AA, three EA, and one EE 

stance readers reported after-reading moods evoked by the story, with frequency in order 

of “shocked (surprised, alarmed),” “interesting (funny),” and “jealous.” Seven of them 

were advanced readers of English except for one AA reader whose English ability was at 

an intermediate level. Still, some of these after-reading moods were mixed with task-

related emotions. Except for these eight readers and two readers reporting no changes in 

moods, all other readers reported their after-reading moods solely based on task-related 
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emotions such as “frustrated,” “bored,” and “tired.” Deahee, an advanced AA stance 

reader, and Nana, a beginner AE stance reader, show how English ability and reading 

stance influenced after- reading moods following the reading of Those Three Wishes.    

I am completely shocked! [Chuckling] It’s so shocking! [Laughing] Still shocking! I 

never expected the author is going to kill this girl. In the last scene, when she said ‘I wish I were 

dead’ it’s just words that everybody says. So the twist, the shock, is unexpectedly huge!  

_Deahee (Advanced) 

In some ways (it changed my moods). I became sad and depressed. I couldn’t understand 

the story. I couldn’t comprehend the text. It’s sad and frustrating, you know, you read but you 

know nothing about it.  

_Nana (Beginner) 

Most remembered scenes 

Language of the text and reading stance seemed to affect readers’ response to the 

question “Which scene do you remember most?” as they reported on the scene in which 

they had experienced the highest emotional involvement in stories. To begin with the 

Korean story, most AA and AE stance readers reported the scene where an old woman in 

funeral dress talked with the boy, and the boy asked himself “WHY DIDN’T I CRY AT 

MY DAD’S DEATH?” The next most frequent scene was where the old man in a fruit 

store told the boy “THE SHINY SKIN OF APPLES DOES NOT TELL THEIR TASTE.” 

Also, several other students picked the Mom’s hospitalization, making juice in a messy 

way, the boy’s suspension, the boy’s argument with Mom, and “I wanted to trust you” 

scene. In contrast, most of EA and EE stance readers mentioned the last apology letter 
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and discovering mom’s hospitalization as the most remembered scenes. This contrast is 

shown in the protocols of Dohyeun, an AA stance reader, and Tehee, an EE stance 

reader.   

Hmm, I’m thinking of the scene, the old woman. When she came into the bar in her 

black, funeral dress! It was a bit scary. And I was worried about his mother, too. But the old 

woman said, she couldn’t cry (at her husband’s funeral), and the boy, he also remembered, thought 

about, that he didn’t cry at his father’s death. The connection, between them, the old lady’s and the 

boy’s, overlapped and merged. It was impressive! There’s a kind of intention there, a hidden 

meaning. [Chuckling]  

_Dohyeun (Beginner) 

When he got to know about his mother’s hospitalization. She was not travelling, she was 

in the hospital. [Snickering] The nurse said, his mother was sick and needed surgery. I didn’t 

know it. I didn’t expect it. It was pretty unexpected and surprising.   

_Tehee (Intermediate) 

Turning to the English stories, not only reading stance but also English ability 

affected the reports of the most remembered scenes. First, the reported scenes were often 

restricted to the range of scenes that readers could comprehend literally and make sense 

of easily. In other words, intermediate and beginner readers tended to report the scenes 

with linguistic ease rather than those with linguistic difficulty. Thus, the less linguistic 

resources they had, the more restricted range of scenes they seemed to remember to 

report. For example, the speaking snail scene was the most popular with intermediate and 

beginner readers, particularly with AE and EE stance readers whereas the “I WISH I 

WERE DEAD” scene was the more frequent with advanced and intermediate readers 
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with AA and EA stance. Sunwoo, a beginner level AE stance reader, and Hanna, an 

advanced level AA stance reader illustrate this claim.  

When the snail speaks. Hmm, it’s surprising that a snail speaks. And the snail gave her 

three wishes, THOSE THREE WISHES in the title. [Chuckling]  

_Sunwoo (Beginner) 

You know, it was such an abrupt ending. Why? I thought she (Melinda) would wish for a 

perfect score on the math test, but holy surprise! Why did she (Melinda) say such stupid words? 

Why did the author do this? It’s so unsettling and disturbing. It will take some time for me to 

overcome the shock.  

_Hanna (Advanced) 

Second, participants reported more general impressions and multiple scenes with 

the English stories, in contrast with their reports for the Korean story where they reported 

one specific and personally meaningful scene. This is probably because readers with 

limited language resources find it difficult to consider the different significance of 

narrative events. Bomi’s reports (AE stance reader) with Delinquent Juice Bar and A 

Story of Brotherly Love show how limited language resources affect reading experience.  

The old man’s saying like “Ugly ones tastes better.” You know, people usually pursue 

snobbish things. But those fancy things tend to deceive people, us. I agree, the appearance of 

people cannot tell the truth about them. It’s true we should not judge a book by its cover.  

_Bomi (Intermediate) 

Hmm, I remember generally, the whole story. His brother, Oliver was in the bed until he 

died at 33, when he (the author) was an English teacher, a student asked him if it (he) was a 

vegetable, he stammered, then when his mother took Oliver to the window, he was looking at the 
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sun directly and continuously, she got to know that Oliver was blind. His two girlfriends (…) I just 

can’t pick one of them.  

_Bomi (Intermediate) 

Next, the time proximity seemed to influence the most remembered scenes of 

English stories, too. Regardless of reading stance, the last scene was most popularly 

remembered with both English stories. This was not true of the Korean story: the last 

scene, the apology letter, was usually remembered only with EA and EE stance readers. 

However, with English stories, two thirds of the participants mentioned the last scene of 

Those Three Wishes and the last scene of A Story of Brotherly Love when they are 

addressing their most remembered scenes. Jeehyeun exemplifies how the last scene is 

remembered so easily with time proximity.  

The final scene, where she (Melinda) said she wanted to die? [Laughing] She enumerated 

everything she wanted. She said several of them and possessed them. Some of her wishes came 

true. But in the end, she blamed the snail. And the upshot is that she said ‘I WISH I WERE 

DEAD.’ It seems like she’s gonna die. [Laughing] Am I right? Did it become her last wish?  

_Jeehyeun (Beginner) 

Lastly, as already shown in Jeehyeun’s protocol above, one third of the 

participants, mainly AE and AA stance readers with intermediate and beginner level of 

English, mentioned confusing and unclear parts of the text when reporting their most 

remembered scenes. This was true for both English stories. The unresolved 

comprehension problems lingering in working memory seemed to make the scene pop 

out by a request for the most remembered scene. Those readers even asked me for 
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clarification with those confusing scenes. Chalan, AE reader, tried to answer the question 

of the most remembered scene.   

Hmm, I have several images which I’m not sure of. I didn’t understand those scenes. The 

most urgent one is whether Oliver is the eldest or the youngest. I can’t help keeping thinking of it. 

I think you know the answer. [Chuckling] Is he older one or younger one? 

_Chalan (Intermediate) 

Reading experience with thinking aloud  

As expected, participants generally felt comfortable with thinking aloud with 

English stories. However, with the Korean story, several AA and AE readers reported 

that they were rather uncomfortable with thinking aloud, and their reading experience 

would have been better without thinking aloud. Dohyeun confirmed that his aesthetic 

reading of the Korean story was interrupted by verbalizing his thoughts and feelings. 

I would say, it (thinking aloud) interrupted my reading. You know, when I’m reading 

silently, I flow into the story, a totally different world, away from the real world. After spending 

some time there, I mean a concentrated reading, there’s reverberation of feelings left in me. 

Thinking aloud kept me from getting into those reverberations. During thinking aloud, I have to 

keep stopping reading to say something out loud. It broke the reverberation of feelings for reading. 

The resonance left after reading was ruined (by thinking aloud).  

_Dohyeun (Beginner) 

With English stories, most participants reported that they felt comfortable with 

thinking aloud. However, when the story became difficult to follow so that readers 

became dissatisfied with their reading experience, some of them reported uncomfortable 

feelings with thinking aloud in congruence with their negative reflective emotions. More 
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specifically, readers gave more generous feedback about the thinking aloud experience 

with A Story of Brotherly Love but more negative feedback with thinking aloud with 

Those Three Wishes, whose text contained more linguistic complexity and an unresolved 

ending. Dohyeun (beginner level AA stance reader) showed his conflicting response to 

thinking aloud between Those Three Wishes (first quote) and A Kind of Brotherly (second 

quote). 

It (thinking aloud) was pretty uncomfortable. It interrupted my reading. I usually read 

silently, whether it’s English or Korean. Talking during reading, while I’m making meaning out of 

it, it’s too confusing. It’s annoying. If I read it without thinking aloud, I would read it more 

thoughtfully. I would understand it better.  

_Dohyeun (Beginner) 

It was comfortable. It didn’t interrupt my reading at all, this time. [Chuckling] 

_Dohyeun (Beginner) 

In brief, the current participants seemed to have experienced varied emotional 

experiences with the Korean and English short stories according to their retrospective 

reports. Regarding their after-reading moods and the most remembered scene, readers 

with an aesthetic reading stance tended to report a “touching” scene and declared some 

change in their moods by reading the stories. In contrast, readers who displayed an 

efferent stance often remembered a “surprising” scene or the last scene as their most 

remembered one and confessed some task-related emotions or denied any change in their 

moods from reading the stories.  
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Particularly with English stories, after-reading moods, and the most remembered 

scene seemed to be affected by whether they comprehend the story or not. The more they 

comprehended the English story, the more similar were the patterns between the Korean 

and English stories. The less they comprehended the English story, the more restricted 

range of scenes, the more generalized multiples scenes, the more recently read scenes, 

and the more confusing and unresolved scenes they reported as most remembered.  

The groups also made some varied feedbacks about the situation of reading while 

thinking aloud. Readers who experienced aesthetic reading tended to be more generous 

about their reading conditions whereas other readers tended to be more annoyed with the 

thinking aloud task. These readers often made appraisals about their reading situation in 

congruence with the valence of their after-reading moods.  
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CHAPTER 5. DISCUSSION 

In this chapter, I discuss the findings presented in the previous chapter against a 

backdrop of the ongoing discourse about emotions and readings in L1 and L2 research 

literature. First, the similarities and contrasts in emotional responses are discussed across 

the four reading stance groups. Next, the fragility of reading stances is discussed in terms 

of contributors and consequences. Third, I discuss how evocative, connective, and 

reflective dimensions interplay with each other and with emotional responses. Lastly, I 

discuss how emotional responses varied across languages. I will also discuss the 

implications and limitations of this study before heading to the conclusion.       

SIMILARITIES AND CONTRASTS IN FOUR READING STANCE GROUPS 

Every participant in this study was distinctive and special in his or her own 

reading and emotional responses. As previous literature would suggest (Bleich, 1975; 

Holland, 1975; Pike, 2000 a, b, 2003), individual readers made meaning out of the 

Korean and English stories reflecting their own unique and personal characteristics. 

However, it is worth noting that these unique relationships with the stories were situated 

in the context of these adolescents’ participation in this research, reflecting Rosenblatt’s 

(1978, 1985, 1988, 1993) definition of reading as a transaction, a relationship between 

the reader and the text conditioned by a particular time and particular circumstances. 

Thus, the characteristics of my participants’ transactions in this research, particularly 

their emotional aspects, should be understood as situated within the given context as 

much as individually characterized.  
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Within the situational context, the current participants made some congruous 

movements with some of their peers and, in other ways, were different from others. 

These movements were interpreted as coalesced into reading stances, aesthetic vs. 

efferent (Rosenblatt, 1978, 1985), between Korean and English stories. This arrangement 

led me to discern some useful patterns for describing reading responses.  

First are reader characteristics of the four reading stance groups as identified by 

Pike (2000 a, b, 2003) as determining factors for reading responses. The first group, 

which I labeled AA stance readers, was made up mostly of readers who were open and 

ready to accept the author’s invitation to aesthetic experiences by welcoming the text’s 

guidance. They sought aesthetic reading experiences in both Korean and English stories, 

allowing reverberations of feelings to be stirred up in their minds and bodies. To my 

eyes, they were like “dancers on the meadow,” whose movements looked secure, free, 

and natural in their relationships with the Korean and English stories.  

The second group, which I labeled AE stance readers, included readers whose 

responses to the Korean story were similar to those of AA stance readers but whose 

limited linguistic abilities and aesthetic reading experiences tended to thwart their 

aesthetic stance toward the English stories. When they failed to decipher the text 

guidance of the English stories, they felt rejected and came to doubt the authenticity of 

the invitation. From my vantage point, these students looked like “dancers in the wind,” 

whose movements were hampered by the wind.  
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The third group, which I have called EE stance readers, included those readers 

who rarely seemed to have perceived the invitation for aesthetic experiences before or 

who seemed not used to following the textual guidance with their subjective selves. They 

experienced the least emotional involvement and aesthetic experience sometimes by 

choice and other times due to limited resources both with the Korean and English stories. 

To my understanding, they were “acrobats on a rope,” whose movements are efficient, 

correct, and focused by tuning out emotional noise but not pleasant for themselves. At 

first glance, they looked obsessed with the objective and public meaning of the text, but 

actually they were preoccupied with the issues of their real worlds and could barely 

afford to think about other worlds.  

Last were EA readers who responded to the author’s invitation and textual 

guidance in picky ways. They estimated the value of the author’s invitation first before 

they entered into the story world and the quality of textual guidance before they agreed to 

create aesthetic experiences. They performed only when they valued the offers from the 

Korean and English stories. Thus, they were “master dancers and master acrobats” by 

choice, who loved challenge and novelty as much as aesthetic pleasure in reading.  

Based on these situational reader characteristics, I discuss contrasts and 

similarities in my participants’ emotional responses along the evocative, connective, and 

reflective dimensions. Regardless of group membership, emotional responses of these 

adolescent readers were categorized into two types: literary emotions and task-related 

emotions. Literary emotions refer to emotions that these readers experienced mostly 
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during their transactions with the Korean story and with English stories only when they 

did not experience much linguistic difficulty. The diverse aspects of literary emotions 

have already been mentioned in the L1 research literature: fiction emotions (Kneepens & 

Zwaan, 1994), feelings for fiction (Miall & Kuiken, 2002), and affective response 

(Sadoski, 1983, 1984; Sadoski et al., 1988, 1993, 2000; Oatley, 1999 a, b).   

In contrast, task-related emotions refer to emotions that cannot categorize into 

literary emotions. These task-related emotions are similar to achievement emotions by 

Pekrun et al. (2002) and Pekrun (2006) but different in that the current participants were 

performing the reading tasks not for formal academic achievements but for enjoyment, to 

help me with my research, or other self-imposed goals. Although task-related emotions 

can be both positive and negative (Pekrun, 2006), my participants tended to report on 

these when they were experiencing negative task-related emotions in response to the 

linguistic difficulties of the English stories. Using the two emotion categories, I will 

illustrate similarities and contrasts among four groups, using the three dimensions.  

Starting with the evocative dimension, AA stance readers entered into the Korean 

and English stories with frequent literary emotions and relatively few task-related 

emotions. They drew on anticipation and excitement for the narrative texts and related to 

the characters with sympathetic and empathetic feelings. This anticipation and excitement 

are classified as evaluative feelings by Miall and Kuiken (2002), and they help readers 

decide to continue or cease reading. Sympathetic and empathetic emotions are called 

narrative feelings by Miall and Kuiken (2002) and fiction emotions by Kneepens and 
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Zwaan (1994), and they mimetically reflect a reader’s comprehension of the story. Both 

of them, evaluative and narrative emotions, are remembered emotions according to 

Cupchik et al. (1998) and are retrieved from previous experiences and memories in 

reading and living.  

Because AA stance readers have positive emotions remembered from previous 

narrative reading experiences, these readers seemed to experience relatively fewer task-

related emotions with the English stories, as well. Even though half of the AA stance 

readers had limited English abilities, their positive beliefs and expectations for aesthetic 

experiences guided them not to be intimidated by linguistic difficulties but to attend to 

the aesthetic resonances stirred up by the English stories.  

Most of these descriptions about AA stance readers’ literary and task-related 

emotions apply to AE stance readers with the Korean story and EA stance readers with 

the English stories. In contrast, EE stance readers began their reading with apathy and 

calmness and built the story world based on the public meaning of the texts with little 

sympathetic and empathetic feelings but with many negative evaluative emotions and 

task-related emotions. Most EE stance readers rarely felt literary emotions with the 

Korean story except for evaluative emotions, which seemed mainly due to the negative 

emotions remembered from previous narrative reading. They also felt negative task-

related emotions with the English stories due to negative expectations about narrative 

reading and the linguistic difficulties they were experiencing. Due to unpleasant 

experiences in previous readings of narrative texts, they did not seem to have developed 
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genre-specific beliefs and expectations for narrative texts (Zwaan, 1991, 1994). Also, 

they experienced little empathetic and sympathetic emotions due to a lack of literal 

comprehension.   

On the one hand, Pekrun’s theory of academic emotions (2006) would suggest 

that the task-related emotions of EE stance readers were caused by their appraisals of the 

controllability and value of understanding the English stories. More specifically, these 

readers experienced frustration and boredom when they felt that they could not make 

meaning out of the English stories and when they concluded that the English stories were 

not worth their efforts. On the other hand, Oatley’s (1999 a, b), Kneepens and Zwaan’s 

(1994) work would seem to imply that the absence of literary emotions I found with EE 

stance readers proved the “mimetic role” of emotions in narrative comprehension: EE 

stance readers could not sympathize and empathize with the characters when they could 

not comprehend the English stories (e.g. Vega, Leon, Diaz, 1996). Most of these 

descriptions of EE stance readers’ literary emotions and task-based emotions were true of 

EA stance readers with the Korean story and AE stance readers with the English stories.  

Next, in the connective dimension, AA stance readers elaborated the story worlds 

with blurred boundaries between their lives and the story world and merged with the 

characters by losing themselves in the story world, a process interpreted as 

“transportation” and “identification” in previous studies (e.g., Oatley, 1999 b; Tal-Or & 

Cohen, 2010). Their sustained devotion to literary emotions helped them build an 

emotional bond with the characters and participate in the story world with self-presence. 
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Thus, AA stance readers felt many literary emotions, and few evaluative emotions in the 

connective dimension by conscious choice. Task-related emotions scarcely came into 

their minds.  

In contrast, EE stance readers continued to reject self-involvement or emotional 

involvement with the story world, which they could barely build in the English stories 

due to their linguistic difficulties or which was dominantly built based on public 

meanings of the text. As a result, EE stance readers felt few literary emotions but instead 

felt lots of evaluative and task-related emotions, both of which derives from their 

negative appraisals over the controllability and value of the story. All the above 

descriptions generally applied to AE and EA readers with divergent patterns in those 

literary and task-related emotions according to the language of the stories.  

One distinctive literary emotion found in the connective dimension was self-

modifying emotions (Miall & Kuiken, 1994 a, b, 1999, 2001, 2002), which refers to 

feelings of catharsis often driven by a self-transforming event. Self-modifying emotions 

were often observed in the connective dimension when current readers consciously 

brought their lives into the story world, reflected on them, and gained some insight into 

their lives from the story world. Thus, self-modifying emotions are not remembered 

emotions but fresh emotions evoked through aesthetic transactions (e.g., Cupchik et al., 

1998; Dutro, 2008; Worthy et al, 2012). Readers with an aesthetic stance made a sharp 

contrast with readers with an efferent stance in these self-modifying emotions just as they 

did in other responses in the connective dimension. AA and AE readers showed their 
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self-modifying emotions when they reflected on their relationships with their own parents 

in the Korean story, and most AA and some EA readers experienced self-modifying 

feelings with the English stories when they expanded their perspectives about a family 

with a physically challenged person and a girl bullying others and possessing all 

advantages. According to Miall and Kuiken (1994 a, b, 1999, 2001, 2002) and Miall 

(2006), these readers changed their perspectives about people and the world as well as 

about themselves when they experienced different kinds of emotions in response to 

familiar topics and objects. However, readers with an efferent stance rarely experienced 

self-modifying emotions because they did not bring their lives into the story world and 

rarely took the perspective of the characters or the author’s vision during reading.   

Lastly, in the reflective dimension, these adolescent readers experienced other 

literary emotions and task-related emotions as well. As described in the result sections, 

the four groups showed little difference in the frequency of reading and emotional 

responses in the reflective dimension when they looked at their reading experiences with 

some distance and from a larger scope. EE, AE, and EA stance readers made more or as 

many reading and emotional responses as AA stance readers with the Korean story 

whereas all of the groups made relatively fewer responses about the formalistic features 

of English stories.  

However, the difference lies in the quality of responses. Regardless of the 

language of the text and group membership, readers with an aesthetic stance such as AA 

and AE stance readers with the Korean story and AA and EA stance readers with the 
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English story responded to the artistic craft and significant narrative events with 

heightened interest, which were labelled as aesthetic feelings by Miall and Kuiken (2002) 

and artefact emotions by Kneepens and Zwaan (1994). These readers reflected on the 

author’s aesthetic choices in the context of the evolving theme of the story, the author’s 

vision, and became satisfied and fulfilled with the sophistication of the author’s craft 

when they realized the significance of narrative events and the implied meanings of 

figurative devices.  

In contrast, readers with an efferent stance such as EE and EA stance readers with 

the Korean story and EE and AE stance readers with the English stories rarely 

experienced any aesthetic emotions toward the artifice of the Korean and English stories. 

Instead, they criticized the author’s literary choices based on their own standards and 

criteria, which were decontextualized from the stories. For instance, EE and EA readers 

were disappointed and made scornful remarks about the literary devices and the 

significance of narrative events in the Korean story because they judged them rather than 

allowing themselves to experience them. In a similar vein, EE and AE readers became 

annoyed and frustrated with figurative words and the unconventional discourse structure 

of the English stories because they found them meaningless and confusing to building 

their objective understanding of the text.  

Additionally, these readers experienced many evaluative emotions in the 

reflective dimension, some of which actually overlapped with task-related emotions as 

both are meta-cognitive emotions. As described in the results chapter, aesthetic stance 
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readers tended to delay most evaluative emotions until they had finished their reading 

whereas efferent stance readers tended to express their evaluative emotions from the very 

beginning of their reading. More specifically, AA stance readers and AE readers rarely 

made evaluative responses except anticipatory ones in the evocative dimension while 

they were reading the Korean story whereas EE and EA readers predicted and assessed 

the quality of the Korean story with a critic’s analytical eye (e.g., Elder, Golombek, & 

Stott, 2004). Similarly, AA stance readers and EA readers only rarely expressed 

evaluative emotions while reading the English stories whereas EE and AE readers 

expressed evaluative emotions such as dissatisfaction and disappointment to the English 

stories, mixed with task-related emotions like embarrassment and frustration.    

Considering the origins for these contrasts in the reflective dimension, aesthetic 

stance readers understood narrative reading as a transaction in which they should play the 

role of a reader, not of a critic, to create aesthetic experiences under the text’s guidance 

(e.g., Rosenblatt, 1978, 1993). Contrastingly, efferent stance readers seemed to read the 

Korean and English stories relying on generic reading strategies for information 

processing as they responded to their own negative appraisal over the controllability and 

value of the stories.  

To recapitulate, AA stance readers, “dancers in the meadow,” made relaxed 

movements to create an aesthetic experience, feeling secure and open to all literary 

emotions except for evaluative ones, and free to intermingle their personal resources into 

their dance. In the situated moment, they were in a meadow they knew well and satisfied 
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with their dance. EE stance readers, “acrobats on a rope,” made opposite movements: 

they were efficient in appraising their condition and accurate in their movements, focused 

on accomplishing their acrobatic moves by turning off personal and emotional 

distractions. In the situated moment, they were on the rope, dissatisfied with their 

situation but confident in following the acrobatics instruction manual. AE stance readers, 

“dancers in the wind,” made similar movements like “dancers on the meadow” but not as 

fully developed and easily intimidated by the challenges in the environment. EA stance 

readers, “master dancers and master acrobats” by choice, were looking for new 

environments where they could test their acrobatic or dance moves rather than moving in 

familiar environments.   

FRAGILITY OF READING STANCE 

 “Perhaps we should think rather of most reading as hovering near the middle of 

our continuum. This would do justice to the fact that a reader has to learn to handle his 

multiple responses to texts in a variety of complex ways, moving the center of attention 

toward the efferent or aesthetic ends of the spectrum (Rosenblatt, 1978, p. 37).” This play 

of attention, moving between aesthetic and efferent stances, was true of my participants. 

As described in the results, these adolescent readers were continuously changing their 

reading stances during reading.  

On a macro level, some readers changed their reading stance according to the 

language of the text, and on a micro level, their reading stances fluctuated with textual 

features of the stories (e.g., Brewer & Lichtenstein, 1982; Brewer & Ohtsuka, 1988; 
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Goetz et al., 1992, 1993; Miall & Kuiken, 1994 a, b; Oatley, 1999 a, b; Sadoski et al., 

1991, 2000, 2001), linguistic ease and difficulty (e.g., Brantmeier, 2005; Krasny & 

Sadoski, 2008), connectivity to their lives (e.g. Dutro, 2008; Ivey &Johnston, 2013; 

Worthy et al., 2012), and for other individual and contextual reasons. This fragility of 

reading stances can be understood as agentic movements to fulfill different goals in 

Pekrun’s control value theory (2006; Pekrun & Perry, 2014) and selective movement for 

meaning-making in Rosenblatt’s (1978, 1993) transactional theory.  

Starting with the adaptation of reading stances according to the language of the 

text, AE stance readers often gave up their aesthetic stance as they read the English 

stories mainly due to linguistic difficulties and sometimes due to immature beliefs about 

narrative reading. Contrastingly, EA stance readers seemed to discover and recover their 

aesthetic stances thanks to the cultural and linguistic novelty of the English stories. These 

shifts might appear contradictory and irrational by standard criteria for reading responses. 

However, these movements seemed agentic and rational, when we take emotions into 

account.  

For instance, Pekrun’s control value theory (e.g., Pekrun et al., 2006; Pekrun & 

Perry, 2014) would suggest that readers in this research chose their reading stance based 

on the valence information given by their emotions. More specifically, AE stance readers 

tended to abandon an aesthetic stance based on their anger and shame caused by their 

negative appraisal over the controllability of linguistic difficulty in the English stories 

whereas EA stance readers often took on an aesthetic stance with anticipation and 
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enthusiasm driven from their positive appraisals of the novelty of the English stories. 

Thus, the fragility of reading stances can be interpreted as reflecting active movements 

that readers made in response to their emotions and appraisals.  

Also, this agentic adaptation of reading stances continued at the micro level. First, 

reading stances fluctuated with textual features of the Korean and English stories (e.g., 

Beck, McKeown, & Worthy, 1995; Brewer & Lichtenstein, 1982; Goetz et al., 1992, 

1993; Miall & Kuiken, 1994 a, b; Sadoski, Goetz, & Fritz, 1993; Sadoski, Goetz, & 

Rodriguez, 2000; Schraw & Lehman, 2001). Most participants switched to a rather more 

aesthetic stance when the texts were voiced with orality, activity, and connectivity (e.g., 

Beck et al., 1995), and full of situational interest such as concrete, vivid, and seductive 

elements (e.g., Schraw & Lehman, 2001). However, when the text became reflective of 

deep thoughts and slowed in cadence, some of them, usually readers with limited 

aesthetic reading experiences and resources, tended to abandon their aesthetic attention 

and switched to efferent reading to get through these text parts.  

In an opposite pattern, other aesthetic readers, AA stance readers in particular, 

showed more aesthetic responses to the generic and stylistic features of the Korean and 

English stories (e.g., Miall & Kuiken, 1999, 2001, 2002). They became more thoughtful 

and slowed down their reading to configure a coherent sense of the literary features, the 

author’s vision, when they encountered significant narrative events and literary devices.  

In addition, when they perceived characters to be similar to themselves or as 

going through similar situations in their own lives, these adolescent readers seemed 
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immediately identified with the characters, were transported into the story world, and 

experienced sympathetic and empathetic feelings (e.g., Dutro, 2008; Ivey & Johnston, 

2013; Kneepkens & Zwaan, 1994; Oatley, 1999 b). They took a more aesthetic stance as 

they reminisced about emotional experiences from their autobiographical memories, even 

though the length of this aesthetic moment varied across the different stance groups. 

Also, reading stances alternated according to the discourse structure of the stories, 

in which suspense, thrill, and surprise attracted readers’ attention instantly, particularly 

efferent readers (e.g., Brewer & Lichtenstein, 1982; Goetz et al., 1993; Sadoski et al., 

1991, 2000, 2001) and oriented them into an aesthetic stance. Particularly with the 

English stories, my readers often took on an efferent stance when they found it difficult to 

comprehend (e.g., Krasny & Sadoski, 2008; Steffensen et al., 1999), when the stories 

were not coherent with their background knowledge and beliefs (e.g., Baldwin, Peleg-

Bruckner, & McClintock, 1985; Calisir & Gurel, 2003; Kendeou & Broek, 2007), when 

the discourse structure of the story was not in chronological order (e.g., Brewer & 

Lichitenstein, 1982; Brewer & Ohtsuka, 1988; Calisir & Gurel, 2003), and also when the 

English texts broke the conventional rules of language (e.g., Brantmeier, 2005).   

Again, control-value theory (Pekrun, 2006; Pekrun & Perry, 2014) can guide us to 

understand these adaptive movements in reading stances with the English stories through 

the cycle of emotional experiences. Specifically, most EE and AE stance readers often 

became confused when they encountered those mentioned above linguistic and discoursal 

challenges of the English stories, and they seemed to experience frustration when their 
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increased efforts and adjusted strategies were not effective resolving their confusion. 

Gradually, they seemed to become tired and bored in the reiterative but futile process of 

confusion and frustration and eventually decided to settle on an efferent stance with 

negative appraisals of the English stories. In other words, when their goals were 

threatened by the difficulty of the English stories, EE and AE stance readers reassessed 

the controllability and value of the English stories and decided to abandon an aesthetic 

stance, thereby restoring their state of emotional well-being in the given environment 

(Gross & John, 2003).  

This agentic adaptability of reading stances was also anticipated in the process of 

“selection and synthesis” by Rosenblatt’s (1978) transactional theory. According to 

Rosenblatt (1978, 1993), readers decide to which aspects of a transaction they should 

attend and how to synthesize the tentative results of their attention into an emerging 

theme. For instance, when encountering the linguistic difficulty of the English stories, 

AA and EA readers seemed to revamp their aesthetic sensibility and draw on their 

sympathetic and empathetic feelings to complement their limited English abilities by 

allowing all possible responses to the texts. In contrast, intimidated by the story 

difficulties, EE and AE stance readers turned off their aesthetic sensibility and cut off 

sympathetic and empathetic feelings to narrow their focus on the public meaning of the 

texts.  

Sometimes this process of selection and synthesis merged with an aesthetic stance 

and other times it fused with an efferent stance, a compromise that allowed the reader to 
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cope with the challenges of foreign literary texts and to maintain well-being. Thus, the 

fragility of reading stances can be viewed as agentic movements driven by the process of 

“selection and synthesis” in which readers shaped their transaction with the text, guided 

and oriented by the valence of their situated emotions.   

THE INTERPLAY OF EVOCATIVE, CONNECTIVE, AND REFLECTIVE DIMENSIONS 

Another distinctive pattern found in the results was that each reading stance group 

seemed to show differentiated devotion to each of the three dimensions in their reading 

responses. For instance, AA stance readers made many reading responses in the evocative 

and connective dimensions whereas they made relatively fewer responses in the reflective 

dimension during reading. In contrast, EE stance readers were the opposite: they made 

many reading responses in the reflective dimension such as evaluative and analytic 

responses whereas they reported relatively fewer responses in the evocative and 

particularly connective dimensions. Although AA stance readers often made more 

reading responses with each story than EE stance readers, the pattern in the profile of the 

three dimensions was consistent between the two groups in almost every reader 

regardless of text language.  

This pattern was replicated with AE and EA stance readers, inverting the pattern 

according to the language of the text. For example, AE stance readers showed the 

proportion pattern of AA stance readers with the Korean story, in which reading 

responses in the evocative and connective dimensions outnumbered those in the reflective 

dimension. In contrast, these same AE stance readers followed the proportion pattern of 
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EE readers with the English stories, in which reading responses in the reflective 

dimension dominated those in the connective and evocative dimensions. Figure 5.1. 

illustrates the contrast between AA and EE stance groups in their profile of reading 

responses in the three dimensions.  

Figure 5.1. Contrasts in proportion of three dimensions: AA vs. EE stance groups 
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Note. This picture shows the proportion of three dimensions in reading responses during 

reading, not including responses after reading.  

Making sense of this pattern leads us to infer that reading responses seemed to be 

oriented by emotions. For instance, the AA stance group made more reading responses in 

the evocative dimension, where their emotions were aroused when they allowed 

themselves to resonate with the text. In contrast, EE and AE stance readers made more 

reading responses in the reflective dimension with the English stories, where their 

evaluative emotions such as disappointment and dissatisfaction seemed to activate their 

critical and analytical minds. The pattern also applies to reading responses in the 

connective dimension: aesthetic stance readers like AA and EA readers with the English 

stories devoted their reading responses to the connective dimension when the associated 
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memories came to them with remembered emotions. Thus, the differentiated devotion to 

the three dimensions suggests that emotions may trigger and direct reading responses.  

Thus, consistent with views of emotions from the L1 reading literature, current 

data suggest that emotions play an active role in literary reading. Miall and Kuiken 

(2002) suggested that emotions direct self-transforming events during reading, which 

they called self-modifying feelings as I addressed earlier. This argument is also in line 

with Oatley’s (1999 a, b) suggestion that emotions guide readers to new perspectives 

about the world. Dijkstra et al. (1994) also posited that emotions orient readers’ attention 

based on prior experiences. Also, research on emotions in expository reading supports the 

point that emotions, including interest and attitude, function as a frame of reference in 

comprehension (Fortner & Henk, 1990; Gaskins, 1996; Henk & Holmes, 1988; Reutzel 

& Hollingsworth, 1991). Thus, the different proportions of the three dimensions seemed 

to occur as emotions directed readers’ responses by drawing their attention to one of three 

dimensions.  

The literature from education and psychology also seemed to support these 

implications in general: emotions serve human beings to make adaptive movements in 

given environments (e.g., Do & Schallert, 2004; Frijda, 2008; Newton, 2011; Pekrun et 

al., 2002; Pekrun, 2006), with emotions profoundly affecting readers’ thoughts and 

actions (e.g., Pekrun et al., 2002; Turner & Schallert, 2002). Thus, these adolescent 

readers were oriented to whatever dimension in which their emotions aroused, and then, 

congruent reading responses seemed to follow.  
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However, one aspect of my findings that is discrepant from the literature is that 

reading response did not always occur in response to activating emotions. More 

specifically, emotions are traditionally classified by two primary facets: positive vs. 

negative and activating vs. deactivating (e.g., Fredrickson & Cohn, 2008; Frijda, 2008; 

Newton, 2014; Pekrun et al., 2002; Pekrun, 2006). Positive activating emotions include 

enjoyment, pride, and hope whereas positive deactivating emotions include relief, 

gratitude, and satisfaction. Likewise, negative activating emotions include anger, anxiety, 

and shame whereas negative deactivating emotions are represented by boredom, 

disappointment, and hopelessness. Based on this taxonomy, the traditional view suggests 

that the activity of emotions matters most in making adaptive movements, regardless of 

valence.  

However, although usually true of task-related emotions, this traditional view did 

not seem to apply to most of the literary emotions. For instance, the emotions evoked by 

text guidance are not always activating or positive ones. Nevertheless, AA stance readers 

were directed to those myriad of serene and peaceful emotions in the evocative 

dimension and made aesthetic reading responses such as visualizing the scene and 

applying personal assumptions to identify with the characters. Likewise, EE readers made 

responses in the reflective dimension oriented by their evaluative emotions like 

disappointment and boredom, neither of which is an activating emotion. Thus, emotions 

matter in literary reading but the valence and activity of emotions do not seem to be 

important to this influence.  
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This discrepancy between the literature and my data reminds us that emotions are 

multi-faceted and domain-specific (e.g., Pekrun et al., 2002; Goetz et al., 2006). Literary 

emotions seemed to be unique and different from generic emotions (e.g., Goetz, Pekrun, 

Hall, & Haag, 2006; Miall & Kuiken, 2002; Miall, 2006;) and do not always fit with 

general rules of emotions in the literature. Instead of activity of emotions, my participants 

seemed to be oriented to the intensity of literary emotions, regardless of the valence or 

activity of the emotions. It is worth noting that transactional theory (1978, 1985, 1988) 

implies that the intensity of emotions is determined by the reader’s selection. 

Rosenblatt’s transactional theory (1978, 1985, 1988, 1993) suggests that reading 

responses are oriented by the reader’s agency in the process of “selection and synthesis.” 

As discussed earlier, Rosenblatt (1978) viewed reading as a transaction, in which 

meaning emerges like a living organism, conditioned by a particular time and under 

particular circumstances. This transaction evolves through the continuing flow of 

selection, responses, syntheses, readjustment, and assimilation. Specifically, my 

participants seemed to select which dimension they should attend to as they were 

shaping, deciding, and adjusting the quality of their text transactions. In this selection 

process, emotions may have oriented their attentions, agency. Thus, literary emotions 

seemed to direct reading responses by alerting the reader’s attention to the dimension 

connected to particular emotions.  

Finally, when we consider why this selection process is necessary for the reader, 

the current results suggest that it could be because of the limited capacity for emotional 
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resources. Specifically, my adolescent participants seemed to have a limited capacity for 

using emotional resources, just as cognitive resources are restricted by the limited 

capacity of working memory (Baddeley, 1983; Juffs & Harrington, 2011). In the process 

of selection and synthesis, AA readers who were attracted to the emotions in the 

evocative and connective dimensions seemed to have little room left for emotions in the 

reflective dimensions. By contrast, EE readers who were drawn to emotions in the 

reflective dimension seemed to push their lingering emotions in the evocative and 

connective dimensions to the edge of their consciousness. These results suggest that 

readers seemed to agentic in their management of emotional resources as well as in their 

management of cognitive resources.  

THE EFFECT OF LANGUAGE ON READING AND EMOTIONAL RESPONSES  

Results from current data imply that my participants seemed to be affected by 

their L1 reading experiences and resources in some aspects, but in other aspects, they 

seemed to be independent and separate from them. This tendency reminds me of what 

Cook (2001) and Grabe (2009) said. Cook (2001, 2013) pointed out multi-comptetence in 

L2 users by saying “The languages exist side by side in the same person, affecting not 

only the two langues but also the person as a whole. Acquiring a second language does 

not mean acquiring the self-contained languages system of a monolingual but a second 

language system that coexists with first in the same mind” (p. 196). In the same vein, 

Grabe (2009) noted the complexity of L2 reading when he said, “L2 reading is not just 

someone learning to read in another language; rather, L2 reading is a case of learning to 
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read with languages” (p. 129). These insights echoed my results. In this section, I discuss 

how the languages of L2 readers interplayed with emotional responses in L2 literary 

reading.  

Starting with what was consonant across languages, I found that the larger 

number of participants, 16 AA and 5 EE stance readers, maintained consistency in their 

reading stances between the Korean and English stories whereas a smaller number, 10 

AE and 4 EA stance readers, showed divergence in stance between the two languages. 

This suggests that L1 reading stances tended to transfer to L2 reading just as L1 transfer 

occurs in the level of word recognition, orthography, and reading strategies. Thus, the 

current results indicated that L1 transfer continues to occur in the higher L2 abilities like 

literary reading (e.g., Koda, 2007; Martinez, Orellana, Pacheco, & Carbone, 2008; 

Martinez, 2010).   

Additionally, the findings imply that this transfer of L1 reading stances should not 

be regarded as a passive influence of L1 resources but as an active adoption of L1 

resources for L2 reading (e.g., Koda, 2007; Martinez et al., 2008; Martinez, 2010). 

Because the transfer of reading stances occurs through the reader’s selection (Rosenblatt, 

1978, 1988), the transfer of L1 reading stances seemed to occur as L2 readers chose to 

attend to aesthetic or efferent aspects of L2 literary reading. For example, AA stance 

readers selected to savor the images, emotions, and associated memories evoked by the 

text because they experientially knew the pleasure of aesthetic reading and wanted to 

have it while reading the English stories. In contrast, EE stance readers decided to push 
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these aesthetic aspects to the periphery of their awareness as their focus was on building 

the objective meaning of the text. Therefore, the findings suggest that these L2 readers 

transferred their L1 reading stances to the English stories in appropriate ways for their 

selective goals and attention.  

This selective attention process seemed oriented by L2 readers’ emotions, in 

anticipation of the transfer of emotional resources. For example, AA stance readers 

appreciated the aesthetic aspects of the English stories because they anticipated the 

enjoyment that they experienced in their L1 narrative reading. Contrastingly, EE stance 

readers narrowed their focus only on the public and neutral meaning of the English texts 

because they remembered boredom from their previous L1 narrative reading. Thus, the 

transfer of L1 reading stances encompasses the transfer of emotional resources as well.  

The above implication seemed to be reinforced by another result from the current 

data that the ten non-advanced readers in the AA stance group (5 intermediate and 5 

beginners) showed far more enthusiasm for narrative reading than the ten AE stance 

readers of similar English abilities (4 intermediate and 6 beginners). Specifically, nine out 

of ten non-advanced AA stance readers showed strong positive inclination for narrative 

reading and its emotional involvement whereas only half of the ten AE stance readers 

showed positive inclination, with the other half showing negative responses. The 

difference between the two groups was not English ability but affective resources for 

narrative reading. Thus, these findings suggest that the transfer of genre-specific 
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emotional resources contributes to shaping the quality of L2 narrative reading 

experiences if L2 proficiency level is equivalent.  

In addition, this transfer of emotional resources also extended to their strategic 

use of them, just as L1 reading strategies are often transferred to L2 reading. For 

example, AA stance readers related to the characters and the story world with 

sympathetic and empathetic feelings and delayed their evaluative emotions until they 

finished building them for aesthetic purposes, just as they did with Korean narrative texts. 

In contrast, EE stance readers turned off sympathetic and empathetic feelings and 

criticized the stories and the characters depending on their evaluative emotions, just as 

they did with Korean stories. Thus, this strategic use of emotional resources in L2 reading 

seemed also to transfer from L1 reading. All of these genre-specific L1 emotional 

resources became an inherent part of L2 liteary reading as they were integrated into the 

development history of L2 reading for these adolescent readers as Koda (2007) 

suggested.  

However, the current findings also showed some dissonance, where the transfer of 

L1 reading stances did not happen for ten AE and four EA stance readers. In addition, 

five of the 16 AA stance readers maintained their L1 aesthetic stances in only one of the 

two English stories. These findings seem to contradict the above argument at first glance 

but it only reminds us of the cross linguistic nature of L2 reading.  

Compared with AA stance readers, all ten AE stance readers and the five AA 

stance readers whose reading stance changed between the two English stories were 
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intermediate and beginner level students. This implies that the transfer of L1 reading 

stances required a certain level of L2 reading ability as a prerequisite. Consistent with the 

findings of previous research, the transfer of L1 reading abilities may occur only for 

readers whose L2 reading ability level passes a certain threshold point (Clarke, 1980; Lee 

& Schallert, 1997).  

In addition, only half of the AE stance readers showed a positive inclination 

toward narrative reading and its emotional involvement whereas the other half expressed 

negative inclinations and a lack of narrative reading experience. This contrasts with the 

fact that most AA stance readers showed a strong and ardent inclination to narrative 

reading and adequate experiences with narrative texts. Thus, I interpret this finding as an 

implication that L1 reading stances need to be well-developed first to be transferred to L2 

reading. It is also supported by previous findings in the literature that only automatized 

L1 abilities and resources can be transferred to L2 reading (e.g., Koda, 2007).    

As they suggested about the threshold level for the transfer of L1 reading 

resources, Lee and Schallert (1997) also contended that the contribution of L2 reading 

ability is greater than the contribution of L1 resources in L2 reading. This explains not 

only how AE stance readers failed to sustain their L1 aesthetic stances but also how four 

EA stance readers took an aesthetic stance with the English stories, independent of their 

efferent reading stances with the Korean story. All of the EA stance readers were in the 

advanced level despite two readers’ limited aesthetic reading experiences. In addition, 

among 15 aesthetic readers in AA and EA groups who were successful in showing 
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consistent aesthetic stances with both English stories, nine were at an advanced level of 

English reading ability. Thus, these findings imply that L2 readers need to reach a certain 

level of L2 reading ability as a prerequisite to taking an aesthetic stance with L2 literary 

texts. Thus, L2 proficiency seems to be a consistent crucial factor in shaping the quality 

of L2 narrative reading experience.   

Another dissonant aspect was that unlike the Korean story, two AA, four AE, and 

one EE stance readers suffered from anxiety when reading the English texts. Although 

the two AA students reduced the debilitating effect of anxiety with complementary 

support from their advanced L2 reading abilities and their adequate L1 aesthetic reading 

experiences, the four AE stance readers and one EE stance reader showed how anxiety 

could debilitate their aesthetic reading stances. The four AE stance readers showed very 

different responses to the English stories as compared to how they responded to the 

Korean story. They turned off their aesthetic sensibilities, cut off their emotional bond 

with the characters, and narrowed their focus on the objective and public meaning of the 

texts. They were upset and annoyed by sophisticated literary features and discourse 

structures of English stories that did not seem to follow the conventional rules of the 

language that they were used to. One EE stance reader even showed the carry-over effect 

of frustration with the English stories eventually ruining her Korean reading stance 

despite her positive inclination toward narrative reading and its emotional involvement 

reported during an interview. 
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These findings imply that L2 readers can experience different emotions when 

reading the text of the same genre in different languages, and these emotions could affect 

their performances, which is consistent with the argument that L2 users have “sticky” 

emotions toward L2 and these emotions could impair the abilities of using L2 (Ahmed, 

2004; Benesch, 2013; Pavlenko, 2005; Horwitz, 2001). Dewaele (2010) suggested that 

these sticky emotions are rooted in the history of L2 “socialization.” These suggestions 

echoed in my data when all of these nervous students pointed out as the sources for their 

anxiety poor grades and prior performances in English subject and negative experiences 

of using English in exams at school and private institutes. These negative experiences 

associated with using L2 in standardized evaluation contexts brought them the negative 

emotional responses such as embarrassment and shame, and eventually, the history of 

sedimented embarrassment and shame led to eliciting anxiety as their first reaction to 

English texts (Horwitz, 2001, 2010).  

The effect of emotions attached to the L2 was pervasive in these students’ L2 

reading experiences. One AE student kept nibbling her fingernails while reading the 

English stories, which ceased when she read the Korean story, whereas other students 

showed such mild symptoms of anxiety as fidgeting, doodling, and fumbling with the 

pages. Additionally, AE and EE stance readers reported as their after-reading moods task-

related emotions such as “frustrated,” “sad,” “bored,” and “tired” with little literary 

emotions, whereas AA and EA readers reported feeling “proud,” “excited,” 

“encouraged,” and “enthusiastic” along with the literary emotion of feeling “touched” 
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after reading A Story of Brotherly Love. This gap between aesthetic stance readers and 

efferent stance readers increased with Those Three Wishes. It implies that not only the 

active effect of the emotional responses but also the sedimented emotions toward L2 

itself seemed to continue to develop, grow, or dissipate while L2 users experienced 

different emotions toward the language in different socio-cultural contexts (e.g., Ahmed, 

2004; Benesch, 2013).  

IMPLICATIONS 

As addressed in the introduction of this study, the L2 classroom is full of 

emotional expressions as L2 learners come to class with their hearts along with their 

minds. However, emotions of L2 readers seem to be overlooked in classrooms or not 

integrated into L2 reading instructions. Many studies have noted that it is regrettable that 

L2 learners should turn off their emotions while learning and using a new language (e.g., 

Benesch, 2013; Dewaele, 2010; Horwitz, 2001; MacIntyre, 2002; Pavlenko, 2005). 

Learning a second language without emotions sometimes may be learning the language 

without soul and bodyself. A language without self cannot be a powerful language to 

represent its users (Benesch, 2013; Dewaele, 2010; Horwitz, 2001; MacIntyre, 2002; 

Pavlenko, 2005). Hence, it seems to be imperative for L2 teachers to consider how to 

allow and guide emotional resources in L2 reading classes.  

The current study shows that emotions are powerful enough to direct L2 reader’s 

reading responses with L2 literary texts. Aligned with MacIntyre (2002), my results show 

that the difference between engaged and disengaged L2 readers seemed to lie in the 
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emotional experiences during reading because they made reading responses congruent 

with their emotional responses. Emotions oriented the participant readers to how they 

should relate to the characters, whether they participate in the story world, and whether 

they can gain some insight into their lives or not. If emotions are this powerful in L2 

readers’ reading responses and behaviors, it seems that we should use these emotional 

resources in the classrooms, not disregard or suppress them. L2 readers should be 

allowed to talk about their emotional responses with subjective ideas in order to make the 

foreign texts personally meaningful and powerful. Without talking about their emotions, 

L2 readers do not seem to talk about their personal lives; without talking about their 

personal lives, they will or cannot “live through” L2 literary texts.  

Also, the current study explicitly shows that the L2 literary reading process 

involves not only the literary emotions but also many task-related emotions, which rarely 

found in L1 literary reading. These task-related emotions need guidance and management 

as resources for L2 reading. Task-related emotions are unique to L2 reading whose 

process inherently involves conscious manipulation of linguistic resources for 

comprehension of the text. The problem is that the task-related emotions seem to 

accumulate in L2 readers’ bodies and minds as L2 readers continue their experiences 

with L2 texts. Gradually, these accumulated emotions, particularly negative ones, seemed 

to be attached to L2, dominating every aspect of using the language. If we ignore the 

emotional aspects of L2 reading experiences, it seems that these sedimented emotions 
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come to govern L2 readers and sometimes paralyze their reading endeavors and potential 

enjoyment. 

Therefore, the current study suggests that the L2 reading does not always have to 

be an objective and cold enterprise but can be a warm and personally engaging 

experience. By allowing emotional responses in our classroom, L2 students will and can 

talk about their personal lives with deeper processing and richer engagement of the text. 

When L2 readers can make personal as well as objective meanings out of L2 texts, L2 

reading becomes a “lived through” experience, a self-transforming event in their lives.  

LIMITATIONS 

Despite some of its significant findings of emotional responses associated with L2 

reading, this study has some clear limitations, particularly in methodological issues. First, 

the results of this study are derived from one shot think-aloud tasks and interviews. 

Although the think-aloud tasks and interviews were triangulated by each other and 

conducted three times with multiple texts per participant, it is not appropriate to assume 

that the findings would apply to the readers on a longitudinal basis. As discussed, the data 

should be interpreted within the situational context of research participation, influenced 

by all individual characteristics and contextual conditions such as the text, the researcher, 

the site, the time, and the reader. Future research may explore the emotional responses of 

L2 readers using a longitudinal design, with a smaller number of participants, by which 

the suggested propositions of this study would gain more credibility about the process of 

emotional responses and the structure of individual and contextual influences.  
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Second, although thinking aloud was recommended by previous research as one 

of the best ways to explore the affective aspects of reading, the thinking aloud process 

inherently generated some concerns, which complicated the interests of this study. First, 

several students, particularly some readers who had strong aesthetic reading experiences 

with narrative texts, reported discomfort with thinking aloud, pointing to the thinking 

aloud duty as interfering with their aesthetic reading of the stories. They reported that 

both verbalization and vocalization of their reading process interrupted their aesthetic 

reading to sink fully into the “flow” of reverberations initiated by the text. Thus, these 

readers with a keen sense and purpose of aesthetic reading reported having unsatisfactory 

reading experiences with thinking aloud procedures, which created artificial reading 

conditions for them. In contrast, there were a few opposite students who reported that 

thinking aloud actually enhanced the quality of their reading experiences. These students 

usually had little aesthetic reading experiences or inclinations but in this research 

participation, they experienced the aesthetic pleasure of narrative texts for the first time. 

A couple of students attributed their newly experienced aesthetic experience of narrative 

texts to thinking aloud procedures. These contrasting opinions are also understandable 

when we consider that thinking aloud requires some aspects of aesthetic reading stance 

inherently, asking students to be conscious of their thoughts and feelings, which are true 

of “inner-oriented attention” required by aesthetic readings (Rosenblatt, 1978). Thus, 

these pros and cons that students reported about the thinking aloud method suggest that 

thinking aloud procedures affected reading experiences of some individual readers 
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according to their dispositions to think-aloud so that the evaluative emotions reported by 

these readers may be attributed to the thinking aloud process itself.  

Lastly, although the two English stories and one Korean story were chosen as 

thoughtfully as possible under the contemporary constraints of research, the Korean story 

was adapted to match the length of the English stories. The adapted version of the Korean 

story was reviewed by Korean language art teachers, but nevertheless, it is likely that the 

language authenticity of the adapted version was not the same as that of the original 

story. Thus, the criticisms that some students made of the Korean story may not totally be 

due to the quality of the text and its author, but perhaps due to the adaptation process. 

Also, the credibility of the study findings would be enhanced if I had gathered think-

aloud data of Korean adolescents living in English speaking environments reading the 

Korean story as a foreign text. Such data would help validate the findings and my 

explanations about significant themes with better transferability and credibility.    

CONCLUSION 

This study was about the emotional experiences of L2 readers when they were 

reading L2 literary texts. The findings suggest that L2 readers experience different 

emotions between L1 and L2 literary texts: emotions experienced when reading L2 

literary texts consist of task-related emotions as well as literary emotions whereas literary 

emotions account for most of the emotional experience of L1 literary reading. These 

emotions experienced by L2 readers were powerful in alerting them of their agency by 

directing their attention and orienting their reading responses, eventually shaping the 
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quality of their L2 literary reading. Thus, it may be concluded that L2 readers read L2 

literary texts as a whole person with a body and not only comprehend the L2 literary texts 

but also experience emotions and feelings as they read. Regarding individual and 

contextual influences on L2 readers’ responses to L2 texts, L2 language proficiency 

seemed to be a primary factor, imposing a threshold point to literary emotions and 

sometimes, a boiling point to task-related emotions. An additional source of contrast 

between those who entered into an aesthetic stance in L2 reading and those who did not 

seem to be the degree to which readers attested to an inclination to enjoy narrative stories 

and the frequency of aesthetic reading experiences in their first language. 

These findings of the emotions of L2 readers indicated that a language should not 

be taught and handled in a vacuum but should be addressed with the dust and noise of 

actual lives. Comprehending the L2 texts only based on the objective and public 

meanings of the text may not allow L2 readers to experience and use the language for 

authentic and personal purposes in their lives. The best way to learn a language in 

authentic ways is experiencing the language for personal meanings. Experiencing the 

language means making meaning out of L2 texts with the involvement of one’s whole 

person, one’s whole “self.” Emotions make up a part of the dust and noise aroused in 

transactions between a text and a reader. This dust and noise should not be abstracted out 

of the L2 reading process but should be mined for help in crystallizing L2 reading into a 

“poem.”  
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Appendix A 

Background Information Questionnaire 

먼저, 이 연구에 참여의사를 밝혀주셔서 감사드립니다. 이 연구의 목적은 한국 

청소년들이 영어소설을 읽는 동안 겪게되는 감정적 경험을 탐구하는 것입니다. 이 

실험에 참여하시고자 한다면 다음 설문을 작성해주시기 바랍니다.   

 

(Thank you so much for volunteering for this study. The purpose of this study is to explore 

emotional experiences of Korean adolescent learners in reading English and Korean short stories. 

If you want to participate in this study, please answer to the questions below)  

 

1. 이름 (Name): 

2. 성별: 남   /   여  (Gender: Male/ Female) 

3. 나이:         세   (Age:           Years Old) 

4. 현재 학교에서 영어 보충수업을 받고 있습니까? 예/ 아니오 (Are you taking English 

supplementary class after school? Yes / No) 

 

5. 현재 학교 밖에서 영어학원수업이나 과외를 받고 있습니까?  예 / 아니오 (Are 

you taking English instruction at Hakwon or English tutoring at home?) 

 

6. 평소 영어권 문화에 대해 관심을 갖고 있습니까? (Are you interested in the culture of 

English speaking people?) 

7. 평소 영어권 사람들의 문화를 어떻게 생각하십니까? (How do you like the culture of 

English speaking people?) 

8. 영어로 말하는 나라에 가 본 경험이 있습니까?  예/ 아니오  (Have you been to 

English speaking countries?  Yes / No) 

 

※ 8번에 대한 답이 ‘예’일 경우, 아래 9번, 10번의 질문에 답하세요. (If you had 

answered “Yes” to 7, then answer to the questions below, please.) 

 

9. 언제 방문하였습니까? (When did you visit the country (countries)? Choose every choice 

that applies to you.) 

전혀 그렇지 않다 그렇지 않다 약간 그렇다 대체로 그렇다 매우 그렇다 

     

싫어한다 조금 싫어한다 약간 좋아한다 대체로 좋아한다 매우 좋아한다 
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10. 얼마 동안 체류하였습니까? (How long did you visited there?  Add up all of the days and 

choose one choice. ) 

3개월 미만 3개월 이상 - 1년 이하 1년 이상 - 3년 이하 3년 이상 

    

※ 다음 읽기 경험에 관한 질문에 답하세요. (Respond to the below questions about your 

reading experience) 

 

11. 나는 평소 우리말 소설 읽기를 좋아한다. (I like reading novels.) 

 

 

12. 우리말 소설을 읽고 감정의 변화를 경험한 적이 있다. (I experience changes in my 

emotions and moods while reading novels. ) 

 

13. 나는 영어 소설을 읽어 본적이 있다. (I like reading English novels or stories.) 

 

14. 나는 “소리내어 생각 말하기” 기법이 편안하다. ( I feel comfortable with think-aloud 

procedures while I’m reading an English story) 

 

 

  

2012 - 2014 2009 - 2011 2003 - 2008 초등학교 이전에 

    

전혀 그렇지 않다 그렇지 않다 가끔 그렇다 자주 그렇다 매우 그렇다 

     

전혀 그런적 없다 그런적 없다 가끔 그렇다 자주 그렇다 항상 그렇다 

     

전혀 그런적 없다 그런적 없다 가끔 그렇다 자주 그렇다 항상 그렇다 

     

전혀 그렇지 않다 조금 그렇지 않다 약간 그렇다 대체로 그렇다 매우 그렇다 
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Appendix B 

Think-Aloud Practice Material 

먼저 오늘 연구에 참여해주신 것을 감사드립니다. (자연스럽고 간단한 인사와 

소개) 저는 청소년들이 소설을 읽는 동안 경험하는 생각과 감정에 관해 

연구하고 있습니다. 이를 위해 이 연구에서는 “소리내어 생각말하기” 기법을 

사용합니다. 소리내어 생각말하기란 영어소설과 우리말 소설을 읽는 동안 

여러분의 머리 속에 일어나는 모든 생각과 감정을 그때 그때 읽으면서 동시에 

말하는 것입니다.  Thank you so much for your participation today. (I introduce my 

self and have casual greetings with the participant in natural ways of conversation.) I’m 

interested in thoughts and feelings that you are experiencing during reading. In order to 

do this, I am going to use think aloud. What I mean by think aloud is to say aloud what 

you are going through while you are reading given stories. What you are expected to do 

is to tell everything aloud what you are thinking and feeling as you read stories.   

 

본 연구를 시작하기 전에 “소리내어 생각말하기”를 연습하겠습니다. (Before 

reading the main stories, you are going to practice think aloud.) 

 

연구자가 소설을 읽으면서 “소리내어 생각말하기”를 보여준다. (The researcher 

modeled thinking aloud with a short segment of a story, which is not included in the 

study.) 

It Happened on a Brooklyn Subway 
by Paul Deutschman 

 

There are two different explanations of what happened as the result of a subway ride 

taken by Hungarian-born Marcel Sternberger on the afternoon of January 10, 1948. 

 

Some people will say that Sternberger's sudden impulse to visit a sick friend in Brooklyn 

- and the bright world of dramatic events that followed - was part of a string of lucky 

coincidences. Others will see the guiding hand of Divine Providence in everything 

that happened that day. 

 

But whatever the explanation, here are the facts: Sternberger, a New York portrait 

photographer living in a Long Island suburb, has followed for years an unchanging 

routine of going from his home to his office on Fifth Avenue. A methodical man 

of nearly 50, with bushy white hair, guileless brown eyes and the bouncing enthusiasm of 

a czardas dancer of his native Hungary, Sternberger always takes the 9:09 Long Island 

Railroad train to Woodside, at which station he catches a subway train to the city. () 
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다음 소설을 편안한 속도로 읽으세요. 동시에 소설을 읽는 동안 여러분의 

마음 속에 일어나는 생각과 감정들을 모두 말씀해주세요. 그냥 마음 속에 

벌이지는 일들을 소리내어 말씀주시면 됩니다. 그것들을 설명할 필요는 

없습니다. 소설을 읽는 동안 아무때나 여러분이 겪고 있는 일들을 

말씀해주십시요. ★표시는 생각 말하기를 상기시키기 위한 것입니다. 잠시 

멈춰서 그 부분에서 겪었던, 혹은 경험하고 있는 모든 생각과 감정을 

말씀해주세요. 준비가 되시면 아무때라도 시작하실 수 있습니다. (Read the 

following story at your own pace. Simultaneously, tell aloud what is going on in your 

mind while concentrating on reading the story. Just try to say aloud what takes place in 

your mind. I do not want you to plan out or explain what you are saying. Just act as if you 

are alone in the room speaking to yourself. Just talk aloud what you are going through at 

any point of your reading. It is important to keep talking. ★ is used as a reminding 

marker. Please stop at the marker of ★ and tell whatever thoughts and feelings that you 

have experienced and are experiencing at the segment of the story. You can start thinking 

aloud when you are ready. )  

 

 

Trip to Fenway Drives Home Truth-Right Off the Bat ★ 

By Jim Trelease 

 

He waited until the boy was fully awake. He sat on his bed in the morning and 

savored the look on the child's face when he told him they were going to Fenway Park. 

★  

The father had waited until his son was ten, waited until he was sure he would 

understand the game, appreciate the beauty of Fenway in the spring. He waited for the 

right day, a sunny day game in the middle of a vacation week, a game minus the weekend 

drunks. He wanted the boy's first game to be perfect.  ★ 

He wanted it to be better than his own first game—a hot afternoon at Yankee 

Stadium in 1950 with the sun in his eyes and the players too far away.  ★ 

The boy had his mother's eyes and good looks, his father's sensitivities; he was 

laugher and a worrier—sometimes in the same hour. He liked sports. He didn't love them; 

just liked them. And that was fine with his father because that's the way he felt, too. ★ 
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But this day! This would be a special one. This would be a day the two of them 

could treasure all their lives. The boy's first day at Fenway—the day they'd both waited 

so long for.  ★ 

They drove down the Pike, the father detailing the history of Fenway and its 

uniqueness in sports, the boy testing their borrowed binoculars on road signs and a 

solitary cloud over Framingham.  ★ 

They parked in the Grove Street MBTA lot and rode the trolley into town. "A lot 

quieter than a subway, huh, Dad?" the boy commented. And the man silently recalled 

how he and his father had ridden the noisy and frightening New York subway up to the 

Bronx for that first game together and that of all the memories from that day, the only 

pleasurable one was the security he felt with the closeness of his father in the subway.  

★ 

This year, father and son arrived by the second inning, took a chance at the 

reserved seat ticket window and were rewarded with a pair of lower box seats next to the 

Red Sox on-deck circle. The father could not believe his good fortune.  ★ 

The boy sat in the second row and stared in disbelieve at the great green wall in 

left and the white double-knit uniforms just a few feet away from him.  ★ 

And the father watched him and felt his heart bursting with joy. If there were a 

way, he thought, to capture even a part of this day and put it in a bottle, it would glow 

forever.  ★ 

This is what life is all about, the father thought. A boy and his dad and baseball. 

Nothing beats it! ()  ★   
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Appendix C 

Before-reading Interview Protocol 

Concepts Questions 

reading 

experience 

& 

inclination 

평소에 여가시간이 있으면 주로 뭘하세요? 평소에 소설을 좋아하는 

편이세요? 왜 소설 읽기를 좋아하나요? 왜 소설 읽기가 싫죠? 영어소설 

읽기는 어떤가요? 영어소설이나 이야기를 읽은 적이 있나요? 어땠나요? 

() 

 

What do you usually do in your leisure time? How about reading novels or stories? 

Do you like reading stories in your leisure time? How much do you like it? Would 

you tell me why you like it? Why do you dislike reading novels? How about 

reading English stories and novels? Have you ever read English stories? How did 

you like it? () 

emotional 

involvement 

during 

reading, 

혹시 소설을 읽을 때 울거나, 감정변화 같은 거를 느껴 보신적이 

있나요? 어땠는지 말씀해주시겠어요? 어떻게 일어났었나요? 평소에도 

소설을 읽으면서 감정변화를 경험하세요? (…) 

 

Have you ever cried, or felt other feelings while you were reading a book or 

stories? Would you tell me your experience? How did it happen? How did you feel 

your emotional responses? Do you usually feel your emotions during reading?  

(…) 

reading 

purpose 

 

평소에 소설을 읽을 때는 어떤 목적으로 읽으세요? 

평소 영어를 읽을 때는 어떤 목적으로 읽으세요? 

오늘 영어/ 우리말 소설을 읽을 때 어떤 목적으로 읽고 싶으세요?  

 

Do you usually have purpose when you read novels and stories? What kind of 

purpose do you usually have when you read English stories and novels? What kind 

of purpose do you have for today’s reading of English/Korean stories?  (…) 

baseline 

affective 

state 

이제 세션을 시작하기 전에 현재의 감정 상태를 확인하도록 하겠습니다. 

여기에 현재 자신의 감정 상태에 가장 가까운 것에 동그라미 해주세요. 

없으면 직접 감정을 설명해주셔도되요.  (…) 

 

Now before we start the session, would you refer to this diagram and indicate your 

current affective state. If you cannot find a right one, you can just describe how 

you feel.  (…) 



198 

 

 

Affective state diagram created by Russell (2003) 

 

 
 

Affective state diagram in Korean 

 

 

 

 

 

 

 

 

 

  
“현재 기분과 

가장 가까운 것에 

표시해주세요.“ 

매우 활기차다 

신나고 힘이 난다 

만족스럽고 기쁘다 

침착하다 

불만족스럽고 기분이 나쁘다 

불안, 초조하다 

의기양양하고 열정이 있다  
우울하고 화난다 

고요하고 차분하다 피곤하고 힘이없다 

침울하고 슬프다 
평온하고 평화롭다 
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Appendix D 

Think-aloud Task Material 

다음 영어 소설을 편안한 속도로 읽으세요. 동시에 소설을 읽는 동안 

여러분의 마음 속에 일어나는 생각과 감정들을 모두 말씀해주세요. 그냥 마음 

속에 벌이지는 일들을 소리내어 말씀주시면 됩니다. 그것들을 미리 

계획하거나 설명하려고 하지마십시요. 소설을 읽는 동안 아무때나 여러분이 

겪고 있는 일들을 말씀해주십시요. 생각과 감정을 계속 말하는 것은 

중요합니다. ★표시는 생각 말하기를 상기시키기 위한 것입니다. 준비가 

되시면 아무때라도 시작하실 수 있습니다. (Read the following English story at 

your own pace. Simultaneously, tell aloud what is going on in your mind while 

concentrating on reading the stories. Just try to say aloud what takes place in your mind. 

Do not try to plan or explain what you say. Just talk aloud what you are going through at 

any point of your reading. It is important to keep talking. ★ is used as a reminding 

marker for think aloud. You can start thinking aloud when you are ready. )  

 

A Story of Brotherly Love 

by Christopher de Vinck 

 

I grew up in the house where my brother was on his back in his bed for almost 33 years, 

in the same corner of his room, under the same window, beside the same yellow walls. 

Oliver was blind, mute. His legs were twisted. He didn't have the strength to lift his head 

nor the intelligence to learn anything.   ★ 

Today I am an English teacher, and each time I introduce my class to the play 

about Helen Keller, "The Miracle Worker," I tell my students about Oliver. One day, 

during my first year teaching, a boy in the last row raised his hand and said, "Oh, Mr. de 

Vinck. You mean he was a vegetable."  ★  

I stammered for a few seconds. My family and I fed Oliver. We changed his 

diapers, hung his clothes and bed linen on the basement line in winter, and spread them 
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out white and clean on the lawn in the summer. I always liked to watch the grasshoppers 

jump on the pillowcase. ★ 

We bathed Oliver. Tickled his chest to make him laugh. Sometimes we left the 

radio on in his room. We pulled the shade down over his bed in the morning to keep the 

sun from burning his tender skin. We listened to him laugh as we watched television 

downstairs. We listened to him rock his arms up and down to make the bed squeak. We 

listened to him cough in the middle of the night. ★ 

"Well, I guess you could call him a vegetable. I called him Oliver, my brother. 

You would have liked him."  ★ 

One October day in 1946, when my mother was pregnant with Oliver, her second 

son, she was overcome by fumes from a leaking coal-burning stove. My oldest brother 

was sleeping in his crib, which was quite high off the ground so the gas didn't affect him. 

My father pulled them outside, where my mother revived quickly.  ★ 

On April 20, 1947, Oliver was born. A healthy looking, plump, beautiful boy. ★ 

One afternoon, a few months later, my mother brought Oliver to a window. She 

held him there in the sun, the bright good sun, and there Oliver looked and looked 

directly into the sunlight, which was the first moment my mother realized that Oliver was 

blind. My parents, the true heroes of this story, learned with the passing months, that 

blindness was only part of the problem. So they brought Oliver to Mt. Sinai Hospital in 

New York for tests to determine the extent of his condition.  ★ 

The doctor said that he wanted to make it very clear to both my mother and father 

that there was absolutely nothing that could be done for Oliver. He didn't want my 

parents to grasp at false hope. "You could place him in an institution," he said. "But," my 

parents replied, "he is our son. We will take Oliver home of course." The good doctor 

answered, "Then take him home and love him." ★ 
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Oliver grew to the size of a 10-year-old. He had a big chest, a large head. His 

hands and feet were those of a five-year-old, small and soft. We'd wrap a box of baby 

cereal for him at Christmas and place it under the tree; pat his head with a damp cloth in 

the middle of a July heat wave. His baptismal certificate hung on the wall above his head. 

A bishop came to the house and confirmed him. ★ 

Even now, five years after his death from pneumonia on March 12, 1980, Oliver 

still remains the weakest, most helpless human being I ever met, and yet he was one of 

the most powerful human beings I ever met. He could do absolutely nothing except 

breathe, sleep, eat, and yet he was responsible for action, love, courage, insight.  ★  

When I was small my mother would say, "Isn't it wonderful that you can see?" 

And once she said, "When you go to heaven, Oliver will run to you, embrace you, and the 

first thing he will say is 'Thank you."' I remember, too, my mother explaining to me that 

we were blessed with Oliver in ways that were not clear to her at first. ★ 

So often parents are faced with a child who is severely retarded, but who is also 

hyperactive, demanding or wild, who needs constant care. So many people have little 

choice but to place their child in an Institution. We were fortunate that Oliver didn't need 

us to be in his room all day. He never knew what his condition was. We were blessed 

with his presence, a true presence of peace. ★ 

When I was in my early 20s, I met a girl and fell in love. After a few months I 

brought her home to meet my family. When my mother went to the kitchen to prepare 

dinner, I asked the girl, "Would you like to see Oliver?" for I had told her about my 

brother. "No," she answered. ★ 

Soon after, I met Roe, a lovely girl. She asked me the names of my brothers and 

sisters. She loved children. I thought she was wonderful. I brought her home after a few 

months to meet my family. Soon it was time for me to feed Oliver. I remember 

sheepishly asking Roe if she'd like to see him. "Sure," she said. ★ 
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I sat at Oliver's bedside as Roe watched over my shoulder. I gave him his first 

spoonful, his second. "Can I do that?" Roe asked with ease, with freedom, with 

compassion, so I gave her the bowl and she fed Oliver one spoonful at a time. ★ 

The power of the powerless. Which girl would you marry? Today Roe and I have 

three children. ★ 
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다음 영어 소설을 편안한 속도로 읽으세요. 동시에 소설을 읽는 동안 

여러분의 마음 속에 일어나는 생각과 감정들을 모두 말씀해주세요. 그냥 마음 

속에 벌이지는 일들을 소리내어 말씀주시면 됩니다. 그것들을 미리 

계획하거나 설명하려고 하지마십시요. 소설을 읽는 동안 아무때나 여러분이 

겪고 있는 일들을 말씀해주십시요. 생각과 감정을 계속 말하는 것은 

중요합니다. ★표시는 생각 말하기를 상기시키기 위한 것입니다. 준비가 

되시면 아무때라도 시작하실 수 있습니다. (Read the following English story at 

your own pace. Simultaneously, tell aloud what is going on in your mind while 

concentrating on reading the stories. Just try to say aloud what takes place in your mind. 

Do not try to plan or explain what you say. Just talk aloud what you are going through at 

any point of your reading. It is important to keep talking. ★ is used as a reminding 

marker for think aloud. You can start thinking aloud when you are ready. )  

 

Those Three Wishes ★ 

By Judith Gorog 

 

No one ever said that Melinda Alice was nice. That wasn’t the word used. No, she was 

clever, even witty. She was called—never to her face, however—Melinda Malice. 

Melinda Alice was clever and cruel. Her mother, when she thought about it at all, hoped 

Melinda would grow out of it. To her father, Melinda’s very good grades mattered. ★ 

It was Melinda Alice, back in the eighth grade, who had labeled the shy, myopic 

new girl “Contamination” and was the first to pretend that anything or anyone touched by 

the new girl had to be cleaned, inoculated, or avoided. High school had merely given 

Melinda Alice greater scope for her talents.  ★ 

The surprising thing about Melinda Alice was her power; no one trusted her, but 

no one avoided her either. She was always included, always in the middle. If you had 

seen her, pretty and witty, in the center of a group of students walking past your house, 

you’d have thought, “There goes a natural leader.” ★ 

Melinda Alice had left for school early. She wanted to study alone in a quiet spot 

she had because there was going to be a big math test, and Melinda Alice was not 

prepared. That A mattered; so Melinda Alice walked to school alone, planning her 
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studies. She didn’t usually notice nature much, so she nearly stepped on a beautiful snail 

that was making its way across the sidewalk. ★ 

“Ugh. Yucky thing,” thought Melinda Alice, then stopped. Not wanting to step on 

the snail accidentally was one thing, but now she lifted her shoe to crush it. ” Please 

don’t,” said the snail. ★ 

“Why not?” retorted Melinda Alice. ★ 

 “I’ll give you three wishes,” replied the snail evenly. “Agreed,” said Melinda 

Alice. “My first wish is that my next,” she paused a split second, “my next thousand 

wishes come true.” She smiled triumphantly and opened her bag to take out a small 

notebook and pencil to keep track. ★ 

Melinda Alice was sure she heard the snail say, “What a clever girl,” as it made it 

to the safety of an ivy bed beside the sidewalk. ★ 

During the rest of the walk to school, Melinda was occupied with wonderful 

ideas. She would have beautiful clothes. “Wish number two, that I will always be 

perfectly dressed,” and she was just that. True, her new outfit was not a lot different from 

the one she had worn leaving the house, but that only meant Melinda Alice liked her own 

taste. ★ 

After thinking awhile, she wrote, “Wish number three. I wish for pierced ears and 

small gold earrings.” Her father had not allowed Melinda to have pierced ears, but now 

she had them anyway. She felt her new earrings and shook her beautiful hair in delight. “I 

can have anything: stereo, tapes, TV, videodisc, moped, car, anything! All my life!” She 

hugged her books to herself in delight.  ★ 

By the time she reached school, Melinda was almost an altruist; she could wish 

for peace. Then she wondered, “Is the snail that powerful?” She felt her ears, looked at 

her perfect blouse, skirt, jacket, shoes. “I could make ugly people beautiful, cure 

cripples…” She stopped. The wave of altruism had washed past. ★   
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“I could pay people back who deserve it!” Melinda Alice looked at the school, at 

all the kids. She had an enormous sense of power. “They all have to do what I want 

now.” ★   She walked down the crowded halls to her locker. Melinda Alice could be 

sweet; she could be witty. She could—the bell rang for homeroom. Melinda Alice 

stashed her books, slammed the locker shut, and just made it to her seat.  ★ 

 “Hey, Melinda Alice,” whispered Fred. “You know that big math test next 

period?”  ★ 

“Oh no,” grimaced Melinda Alice. Her thoughts raced; “That darn snail made me 

late, and I forgot to study.”  ★ 

“I’ll blow it,” she groaned aloud.  “I wish I were dead.” ★ 
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다음 우리말 소설을 편안한 속도로 읽으세요. 동시에 소설을 읽는 동안 

여러분의 마음 속에 일어나는 생각과 감정들을 모두 말씀해주세요. 그냥 마음 

속에 벌이지는 일들을 소리내어 말씀주시면 됩니다. 그것들을 미리 

계획하거나 설명하려고 하지마십시요. 소설을 읽는 동안 아무때나 여러분이 

겪고 있는 일들을 말씀해주십시요. 생각과 감정을 계속 말하는 것은 

중요합니다. ★표시는 생각 말하기를 상기시키기 위한 것입니다. 준비가 

되시면 아무때라도 시작하실 수 있습니다. (Read the following Korean story at your 

own pace. Simultaneously, tell aloud what is going on in your mind while concentrating 

on reading the stories. Just try to say aloud what takes place in your mind. Do not try to 

plan or explain what you say. Just talk aloud what you are going through at any point of 

your reading. It is important to keep talking. ★ is used as a reminding marker for think 

aloud. You can start thinking aloud when you are ready. )  

 

불량한 주스 가게  

유하선 

 

  “내일부터 며칠 여행 다녀올 거야.” 

  엄마한테 그 말을 들었을 때 속으로 쾌재를 불렀다. 지겨워지던 참이었다. 진종일 

게임을 하다，밤에 엄마가 들어오는 기척이 나면 자는 척하는 생활이. ★ 

  “가겐 어쩌고?” 

  엄마는 추석, 설날을 빼곤 쉬는 법이 없었다. 

  “네가 맡아야지.” 

  그 말에 나는 얼굴을 찌푸렸다. 마치 엄마가 내준 오렌지 주스가 시어서 그러는 

것처럼 말이다. ★ 

  “허, 말도 안 돼. 그 소리 하려고 불러냈어?” 

  물에 행군 유리잔에 마른 행주질을 하던 엄마 손길이 뚝 멈췄다. 나를 휙 돌아보는 

엄마 얼굴은 오늘따라 십 년은 더 늙어 보였다. 부은 건지 아니면 화장이 뜬 건지. 

★ 

  “난 못 해.’’ 
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  나는 주스 잔을 카운터 테이블 위에 내려놓았다. 유리잔 속 얼음 조각들이 짤랑 

소리를 냈다.  

  “왜 못해?” 

  “그냥 알바 써. 내가 무슨 주스를 팔아. 모양 빠지게.” 

  “모양이 빠져?” ★ 

  엄마는 행주를 쥐어짰다. 물방울이 개수대 위로 투두둑 떨어졌다. 엄마가 그렇게 

비틀어 짜고 싶은 건 분명 나일 것이다. 

  “정학 맞은 건 모양 안 빠져? 알바를 왜 써! 펑펑 노는 일손 있는데!” 

  철퍼덕, 엄마 손에 있던 행주가 개수대 위로 패대기쳐졌다. ★ 

  “아 씨, 여행을 왜 꼭 지금 가야 해! 날이 쇠털처럼 많고만.’’  

  “엄마가 생전 처음 하는 부탁이야. 좀 들어주면 안 돼?” 

  “아, 진짜!” 

  왈칵 짜증이 밀려왔다. 자리를 박차고 일어나 옆 테이블 의자에 하이킥을 날렸다. 

  “왜 자꾸 귀찮게 해! 싫어. 안 한다고！” 

  엄마는 말을 잊은 듯 저만큼 나가떨어진 의자를 바라보았다. 

  “여행을 가든 말든 맘대로 해! 난 모르니까.” ★ 

  씩씩대며 나오다 가게를 들어오던 사람들과 부딪쳤다. 옆 병원 인턴들이었다. 엄마 

주스 가게는 병원 건물에 붙어 있었다. 

  밖은 몹시 뜨거웠다. ‘불량한 주스 가게’라고 굴림체로 한껏 멋을 내서 써 놓은 

간판을 보니 더 열불이 났다. 처음에 그걸 보고는 황당해서 물었다. 

  “엄마, 왜 하필 저 이름이야?” 

  “글쎄...... . 요즘 불량이란 말이 자꾸 친근하게 느껴져서 말이야.” 

  묘한 얼굴로 빙글거리던 엄마 얼굴이 떠올랐다. 한 방 먹은 것 같던 기분도. ★ 

 무작정 걷기 시작했다. 가능한 한 빨리 엄마 가게와 병원이 있는 이곳을 벗어나고 

싶었다. 어디로 갈까? 잠깐 상후와 민기가 생각났지만 그냥 집 쪽으로 발걸음을 

옮겼다. 
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워드에 반성문을 쓰고 있는데 현관문 여는 소리 하단에 표시된 시간을 보니 새벽 

한 시. 평소보다 늦은 귀가였다. ★ 

 

 선생님，죄송합니다. 부끄럽게 생각하며 마음 깊이 반성하고 있습니다. 아무리 

오해가 있었다 해도 폭력을 써선 안 되는 거 였습니다. 

 

  반성문을 쓰고 있자니 새삼 중현이 자식을 향한 분노가 뭉글뭉글 피어올랐다. 너 

기다려라. 한 번 더 발라 줄 테니까. 나는 손가락 마디를 으드득 꺾었다. 코뼈 부러진 

정도 갖고 정학을 먹인 담임도 재수 없기는 마찬가지였다. 설사 우리들이 화장실에서 

담배를 나눠 피우다 걸린 전과가 몇 번 있었다 해도 이건 너무 심한 처분이었다. ★ 

  담임한테 반성문을 전송하고 다시 몬스터 사냥을 시작했다. 구질구질한 마음을 

씻어 내는 데 게임만 한게 있을까. 

  출출해져서 자판 두드리던 손을 멈췄다. 부엌으로 가면서 보니 엄마가 방문을 활짝 

연 채 가방을 싸고 있었다. 붙박이 벽장 앞에서 컵라면이 좋을까, 사발면이 좋을까, 

잠시 고민했다. 밤을 새우려면 배가 든든해야겠지? 사발면을 꺼냈다. ★ 

  “갔다 올게.” 

  다음날 아침，엄마가 내 방 문을 열고 말했다. 하지만 나는 컴퓨터 화면에서 눈을 

떼지 않았다. 현관문이 쿵，닫히는 소리를 들었을 때에야 용돈이 떨어진 게 생각났다. 

아 아，젠장. ★ 

  엄마가 나간 후에 도저히 졸음을 참을 수 없어 침대로 기어들어갔다. 휴대폰 벨 

소리에 깨어나 보니 오후 세 시가 넘어 있었다. 몽롱한 정신으로 전화를 받았다. 

  “당구장이야. 중요한 의논 있으니까 나와.” 

  상후는 일방적으로 전화를 끊었다. 

  ‘짜식, 왜 명령조야.’ ★ 

  문을 열자 담배 연기가 자욱했다. 당구장 안은 사람들이 내는 말소리와 당구공끼리 

통통 부딪치는 소리로 시끄러웠다. 두리번거리고 있었더니 민기가 손을 흔들었다. 
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함께 무기정학을 당한지 사흘째. 휴가라도 온 듯 여유 있게 당구를 치고 있는 상후와 

민기，두 녀석을 보자 풀썩 웃음이 나왔다. 나는 샌들을 끌며 건들건들 그쪽으로 

향했다. ★ 

  한 판 정도는 이길 줄 알았는데 내리 세 판을 졌다. 우리가 내기 당구를 하는 동안 

상후가 데려온 계집애는 생글생글 웃으면서 감자 칩, 조미 오징어，캔 음료 따위를 

쉬지 않고 먹어댔다. 우리가 시켜 먹은 자장면 값까지 합쳐서 4 만 원이 넘었다. 

상후와 민기도 돈이 없다고 잡아뗐고 외상도 안 통했다. 혹시 가게에 가면 돈이 있지 

않을까! ★ 

  터덜터덜 가게로 갔다. 불빛이 환한 꽃집과 약국 사이에서 엄마 가게만 불이 꺼져 

있었다. 스산해 보였다. 엄마와 내 생일을 조합해 만든 비밀번호를 눌러 도어록을 

열었다. ★ 

  조리대 위에 깨끗이 씻어 놓은 믹서 두 대，하얗게 빨아 널어놓은 행주，반들반들 

윤이 나는 마룻바닥，가게 안은 말끔히 정리돼 있었다. 지난밤 구석구석 대청소라도 

한 모양이었다. ★  

  금고엔 한 푼도 들어 있지 않았다. 투덜거리며 돌아서는데 카운터 테이블 위에 

노트가 보였다. 집어 들자 뭔가가 툭 떨어졌다. 현금 카드와 메모지였다. 그럼 그렇지! 

카드를 만지작거리며 메모를 읽어 내려갔다. ★ 

 

 사과하고 바나나가 거의 다 떨어졌어, 장 좀 봐, 카드는 꼭 시장 볼 때만 써, 노트에 

주스 레시피 정리해 뒀어. 주스마다 들어가는 재료나 양이 다른 거 알지? 날마다 

폐점 전에 매출 장부 정리하는 거 잊지 말고. 임금은 시간당 3 천 원. 오케이? 참, 

주스 만들기 전에 꼭 손 빡빡 씻기다? ★ 

 

  시급 3 천 원? 엄마가 아니고 마녀라니까. 나는 메모지를 구겨 던졌다. 달랑 현금 

카드 한 장 남기고 떠나면서 다른 용도로는 사용하지 말라고? 일을 안 하면 용돈은 

없다는 거지. 중학교 땐 정 용돈이 아쉬우면 가게에 나와 카운터 일을 돕기도 했다. 

하지만 이젠 그때 그 호락호락하던 내가 아니었다. ★ 



210 

 

  잔고가 얼마나 되는지 확인부터 하고 싶었다. 엄마 가게를 나와 병원 내에 있는 

편의점으로 갔다. 현금 지급기에 카드를 밀어 넣고 있을 때였다. 

  “혹시，‘불량한 주스 가게 ’사장님 아들?” 

  토마토 주스 병을 들고 계산대 앞에 있던 간호사 하나가 기웃거리며 다가왔다. 

말을 거는 게 성가셔서 퉁명스레 대답 했다. 

  “네. 그런데요.” ★ 

  “맞구나! 전에 본 적 있어요. 나 거기 주스 중독이거든. 휴, 사장님 퇴원할 때까진 

참아야지 뭐. 또 봐요.” 

  ‘이윤선’이라고 써진 이름표를 단 간호사는 손을 흔들어 보이고 돌아섰다. 

‘퇴원’이라니? 내가 잘못 들었나. 그런데 엄마가 여행을 어디로 간다고 했더라? 멍 

때리고 서 있었더니 현금 지급기가 제한 시간이 지났다고 경고음을 냈다. ★ 

  편의점을 나와 간호사실까지 오십 미터도 안 되는 거리가 천 리처럼 느껴졌다. 

  “결석이 작으면 수술 안 하고도 치료가 가능한데，학생 어머니는 좀 큰가 봐. 

수술이 내일로 잡혀 있네.” 

  수술? 머릿속이 하얗게 비는 것 같았다. 이윤선 간호사가 내민 메모를 받으며 

멍하니 되물었다. ★ 

  “수술이라고요?” 

  “심각한 수술은 아니야.” 

  그 목소리가 아득하게 들렸다. 3 년 전，아빠 수술을 앞두고도 병원에선 간단한 

수술이라고 했었다. 그러나 아빠는 수술 후 의식을 회복하지 못했다. 특이 

체질이라고 했다. ★ 

  처음엔 아빠가 죽었다는 게 믿기지 않았다. 지금도 가끔 실감이 안 난다. 특이 

체질이라니. 아빠는 왜 그리 운이 없었을까? 왜 우리 가족만 그런 일을 당해야 했던 

거지? 억울하고 분했던 기억이 되살아났다. 뭔가가 가슴을 무겁게 짓누르는 것 

같았다. ★ 
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  책상 위 전화기가 울렸다. 나는 목례를 하고 간호사실을 나왔다. 아빠 수술 때는 

엄마가 수술 동의서에 사인을 했다. 엄마 수술 동의서엔 누가 사인을 했을까? 조용한 

복도에 내 샌들 끌리는 소리가 크게 울렸다. ★ 

  나는 병실 앞에서 머뭇거렸다. 엄마한테 가야 할지 말아야 할지 판단이 안 섰다. 

돌아서며 생각했다. 엄마가 먼저 거짓말을 했으니 나도 모르는 척해 주겠어. 그게 

서로에게 공평 한 거야. ★ 

  문득 정신을 자리고 보니 횡단보도 신호등의 파란 불이 깜박이고 있었다. 중간도 

못 가서 불이 바뀌었지만 나는 서두르고 싶지 않았다. 택시 한 대가 빵빵 대며 나를 

피해 갔다. 멈칫，뒤로 물러섰다. 중앙선 위에 꼼짝 없이 서 있게 됐다. 전조등을 

밝힌 차들이 모두 내게로 달려드는 것 같았다 기분이 거지같았다. 여행 간다고 

거짓말을 했으면 들키지나 말던지. 삼류 드라마 찍나? 줄지어 달려오는 불빛들을 

눈이 아프도록 노려봤다. 문자가 오지 않았으면 두 눈이 잠자리 눈처럼 터져 

버렸을지도 모른다. ★ 

  - 언제까지 여기서 죽쳐야 되는 거야! 

  상후였다. 그제야 두 녀석이 당구장에서 기다리고 있는 게 생각났다.  

  - 알아서 해결해. 나중에 갚을게. 

  글자를 찍어 보내고 전원을 꼈다. ★ 

  이른 새벽에 갈증이 나서 깼다. 모기가 있었는지 팔뚝 여기저기가 근질거렸다. 

목이 쓰리도록 진한 오렌지 주스，엄마가 만들어 주던 그 맛이 그리웠다. ★ 

  집을 나와 터벅터벅 걷다 보니 가게 앞이었다. 컴컴한 가게 안에는 과일 냄새가 

떠돌고 있었다. 냉장 진열장도 살아 있음을 과시라도 하듯 모터 돌아가는 소리가 

요란했다. 딸각, 스위치를 올렸다. 눈에 들어오는 익숙한 풍경이 왠지 낯설게 

느껴져서 한참을 꼼짝 않고 서 있었다. ★ 
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  아빠가 갑자기 죽은 뒤，엄마는 살던 아파트를 팔았다. 그리고 이곳에 주스 

전문점을 냈다. 가게는 아주 작았다. 카운터 앞에 의자가 세 개，테이블도 일렬로 세 

개뿐이었다. ★ 

  믹서에 과일 조각을 넣는다. 레시피에 적힌 대로 거기에 물 조금，우유와 시럽 

약간 그리고 얼음을 넣은 뒤 뚜껑을 덮고 스위치를 누른다. 그러면 위이이잉 소리가 

나며 내용물이 갈리기 시작한다. 그저 기다리면 된다. 노트엔 식감을 위해 알갱이가 

약간 씹히게 갈아야 한다고 적혀 있었다. 하지만 난, 넋 놓은 채 있다가 번번이 정지 

버튼 누르는 시점을 놓쳤다. ★ 

  만든 주스들을 조리대 위에 일렬로 늘어놨다. 시간은 아직 오전 아홉 시. 가게를 

여는 시간은 두 시간이, 엄마 수술 시간까지는 세 시간 삼십 분이 남았다. 나는 그 

주스들을 무슨 의식이라도 치르듯이 한 잔，한 잔 마셨다. 달리 할 수 있는 일이 

없었다. 딸기 주스도 바나나 주스도 엄마가 만들어 주던 맛이 아니었다. 시럽이나 

우유가 지나치게 많거나 아니면 적게 들어갔고，너무 묽거나 진했다. ★ 

  첫 손님，그러니까 자기들 마음대로 가게 문을 밀고 들어선 건 삼십 대 중반의 

남녀 한 쌍이었다. 남자는 사과 주스를 여자는 파인애플 주스를 주문했다. 얼른 

여기를 떠야 해. 서둘러 조리대 위를 치우고 있는데 또 손님이 들이닥쳤다. ★ 

  그게 끝이 아니었다. 레시피 노트를 이리저리 뒤적여야 했고 속으로 으아아악! 

비명을 질러대야 했다. 믹서에 넣다가 떨어뜨린 과일을 밟아 찍 미끄러지고，시럽을 

치다가 엎지르고……. 뒤죽박죽 엉망진창이었다. ★ 

   엄마가 수술대 위에 누워 있는 광경을 떠올리면 심장이 호두처럼 쪼글쪼글해지는 

것 같았다. 

  “가게 안이 좀 덥네.” 

  한 손님이 투덜댔다. 그제야 에어컨을 켜지 않았다는 걸 깨달았다. 하지만 그 

순간에도 나는 엄마 생각에 뼈 속까지 떨고 있었다. 그래도 시간은 흘러갔다. 

정신없도록 빨리. ★ 
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  오후 세 시가 조금 넘어 이윤선 간호사가 문자를 보내 왔다. 엄마가 마취에서 

깨어나 방금 회복실로 옮겨졌다고. 긴장이 풀렸다. 나쁜 꿈에서 깨어난 것 같았다. ★ 

 

 선생님，저희가 중현이를 때린 건 중현이가 우리를 배신했기 때문입니다. 

아니，배신했다고 생각했기 때문입니다… 저는 중현이가 우리한테 맞을 때，빌거나 

사정하지 않는 걸 보고 많이 놀랐습니다. 싫은 걸 싫다고 말할 수 있는 그 용기가 

조금은 부럽기도 했습니다. ★ 

 

  손님이 뜸해진 시간에 엄마 노트북으로 반성문을 썼다 좀체 진도가 안 나갔다. 몇 

시간째 A4 용지 반 장 분량도 못 채 우고 썼다가 지우기를 반복하고 있었다. ★ 

 

  휴대폰 알람 소리에 눈을 떴다. 집을 나설 땐 어스름하던 하늘이 청과물 시장에 

도착했을 땐 환하게 밝아 있었다.  

  새벽 시장은 거대한 생명체 같았다. 과일을 싣고 나르고 흥정하는 사람들 속을 

뚫으며 걷자니 눈가에 달려 있던 졸음 이 싹 달아났다. ★ 

  이쪽저쪽 기웃거리며 걷다가 마주오던 사람과 쿵 부딪혔다. 

  “죄송합니다！”  

  그 사람의 어깨에서 미끄러져 내리는 사과 상자를 받쳐 주 던 나는 깜짝 놀랐다. 

근육질의 팔뚝이 오일을 바른 듯 번들 거려서 청년인 줄 알았는데 노인이었다. 땀이 

뚝뚝 흘러내리는 이마엔 주름이 자글거렸다. ★ 

  할아버지가 박스를 풀어 진열한 사과들 중엔 빨갛고 윤기 도는 건 없었다. 하나 

같이 병자 얼굴처럼 거칠고 누르퉁퉁했다. 모두 불량품 같았다. 괜히 저 할아버지를 

쫓아 작고 허름한 가게로 들어와 버렸구나, 후회가 밀려왔다. 이것저것 들었다 놨다 

하고 있었더니 밖을 내다보던 할아버지가 담배를 끄고 다가왔다. ★ 

  “겉만 그럴싸하다고 좋은 게 아냐. 오히려 그런 놈들이 맛은 형편없는 경우가 

많거든.” 
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할아버지가 사과를 한 알 골라 내밀었다. 그 중 볼품없어 보이는 놈이었다. 한 입 

베어 물었다. 아삭하고 즙이 많았다. 달콤하고 부드러운 맛이 배어 나와 혀 돌기 

사이사이로 스며들었다. 짱 맛있어요! 나는 엄지를 세워 보였다. 할아버지도 금니가 

보이게 웃으며 엄지를 세웠다. ★ 

  엄마가 병원에 입원한 지 일주일째 되는 날에는 비가 왔다. 비가 내리는 날은 

손님이 뜸하다. 빗방울이 끊임없이 유리벽 위로 흘러내린다. 꼭 물방울 커튼이 

드리워진 것 같다. 게임이나 할까，휴대폰 폴더를 열었다. ★ 

  그와 동시에 유리문을 밀고 들어온 사람은 검은 상복 차림의 할머니였다. 1 층 

후문에 장례식장이 있어서 가끔 조문객들이 오긴 했지만 유족은 처음이었다. 

할머니는 빗물이 뚝뚝 떨어지는 우산을 우산꽂이에 꽂고 카운터로 다가왔다. ★ 

  “뭐로 드릴까요?” 

  할머니는 하얗게 센 머리카락을 쓸어 올리며 메뉴를 살렸다 

  “글쎄……. 종류가 너무 많아서.” 

  “신종 플루 예방되는 키위 주스로 드릴게요. 

  키위가 그 전염병을 예방하는지는 확실치 않았다. 언젠가 엄마가 손님한테 그렇게 

말하는 걸 들었을 뿐이었다. ★ 

  적당히 익어 몰캉몰캉한 키위 조각을 믹서에 넣고 있을 때였다. 창가 자리에 앉아 

바깥 풍경을 내다보던 할머니가 불쑥 입을 열었다.  

  “눈물이 안 나와.” 

  혼잣말인 줄 알았다. 묵묵히 믹서에 시럽을 치고 뚜껑을 닫았다. 

  “독한 할망구라고 남들이 쑥덕대는 거 같아 바늘방석이야.” 

  “돌아가신 분이랑 사이 안 좋으셨어요?” 

  계속 잠자코 있기 뭐해 말을 받았다. ★ 

  “그 영감탱이가 속을 어지간히 썩혔지. 내 속에 이 창자가 다 문드러졌을 거야. 

여태 살아 있는  게 용하다니까. 이따가 화장터에서도 눈물 한 방울 안 나올까 봐 

걱정이야.” 할머니는 손에 쥔 손수건을 조몰락대며 한숨을 쉬었다. 아빠의 유해가 
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화장장 불 속으로 들어가던 때가 생각이 났다 엄마는 몸부림을 치며 울었다. 하지만 

나는 울지 않았다. ★ 

  “먼저，화풀이부터 하세요.” 

나는 컵 받침 위에 키위 주스가 담긴 유리잔을 올려놓았다.  

  “화풀이?” 

  “할아버지 앞에서 그동안 열 받았던 일을 다 따지는 거예요. 옆에 누가 있든 말든 

안면 까고 욕도 막 해 주시고요. 그러고 나면 혹시 눈물이 나올지도 모르잖아요.” ★ 

  “거참 고약한 주스 가겔세…….” 

할머니는 검은 씨앗들이 동동 떠 있는 초록빛 키위 주스를 벌컥벌컥 들이켰다. 

주스를 다 마신 할머니는 테이블 위에 지폐를 올려놓고 기운차게 일어섰다. 

  “잘 마셨어.” 

문손잡이를 잡은 채 할머니는 씩 웃었다. 우산을 쓴 할머니가 유리 칸막이 밖으로 

멀어지는 걸 지켜보다가 중얼거렸다. 

  “여긴 불량한 주스 가게거든요.” ★ 

  고딩 서너 명이 시시덕거리며 지나갔다. 쫄딱 젖은 채 우산도 없이. 나는 왜 

장례식장에서도 울지 않고 멀뚱멀뚱 서 있기만 했을까. 바보 같이, 한심하게. 아빠는 

내 속을 썩이지도 않았는데. ★ 

  저녁 햇살이 가게 안으로 비쳐 드는 늦은 오후，내가 가게를 맡은지 열이틀 만에 

엄마가 돌아왔다. 조금 핼쑥해진 얼굴로. 긴 소매 블라우스로 가을 분위기를 풍기며. 

  엄마를 테이블 앞에 앉히고는 돌아서서 사과 주스를 만들었다. 

  “장사는 할 만하던?” 

대꾸 없이 사과 주스를 테이블 위에 올려놓았다. 엄마는 그 주스를 마지막 한 

방울까지 톡톡 털어서 마셨다. ★ 

  “여행 어땠어?” 

  “응. 좋았어，아주.” 

  “자퇴하고 주스나 팔까? 학교 다녀 봤자，어차피 변변한 대학도 못 갈건데.” 
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  “학교를 대학 가려고 다녀? 지식도 쌓고 좋은 친구도 사귀려고 다니는 거지.” 

엄마한테서 그런 교양미 넘치는 말이 튀어나오다니! 결석 떼어 내면서 뇌 이식까지 

했나 ★ 

  “엄마’ 왜 나한테 가게를 맡겼어? 내가 말아 먹었으며 어쩌려고.” 

엄마는 한참 뜸을 들이다가 말했다  

  “널 믿고 싶었어.” 

목 안쪽이 박하사탕이라도 문 듯 싸해왔다. 억지로 말을 돌렸다.  

  “엄마도 이제 알바 써, 이왕이면 여대생으로. 면접은 내가 볼게.” 

엄마는 내 말을 들은 체도 하지 않았다. ★ 

  “학교에선 연락 없어?” 

  “날마다 반성문 절절하게 써서 보내고 있는데 감감 무소식” 

사실 난 감감 무소식인 편이 좋았다. ★ 

 

 저는 강해지고 싶었습니다. 아빠가 안 계시다고 동정받거나 위로받는 건 

싫었으니까요. 그래서 아빠가 돌아가셨을 때도 눈물을 참았습니다. ……전 제가 

강하고 멋지게 살고 있다고 생각 했습니다. 하지만 착각이었어요. 전, 겉만 

그럴싸하고 맛은 형편없는 불량 사과 같은 놈이었습니다. ★ 

 

 앞으로도 잘해 낼 자신이 없습니다. 새로운 친구들을 사귀는 것도, 선생님들께 

고분고분해지는 것도…. 과연 이런 제가 학교로 돌아갈 자격이 있을까요? ★ 

 

  다음날，담임한테서 학교로 복귀하라는 연락을 받았다. 빡친다. 진짜! ★ 
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Appendix E 

After-reading interview Protocol 

Concepts Questions  

mood 

changes 

소설은 재밌었나요? 소설을 읽고 나서 기분이 달라졌나요? 

여기에 현재의 기분상태를 표시해주시겠어요. 이 소설이 기분을 

달라지게 했나요? 기분이 어떻게 달라졌나요? 을 읽는 동안 

기분이 달라졌나요? 어떻게 달라졌나요? 이 소설을 읽고 나서 

어떻게 기분이 달라졌는지 좀더 상세히 말해주세요? (…) 

 

How did you enjoy the story? Did your mood change after reading this 

story? Did this story change your mood? Would you indicate your present 

mood in this diagram? How did this story change your mood? Would you 

give me some details about how this story affected your moods?  (…) 

the most 

remembered 

scene 

이 소설을 읽고 나서 기억에 남는 장면이 있나요? 왜 그 장면이 

가장 기억에 남나요? 왜 그 장면에서 감동이 깊었나요? 좀더 

구체적으로 말씀해 주시겠어요?  (…) 

 

After reading this story, which scene do you remember most about the 

story? What makes you remember the scene most? What makes you think 

the scene is touching? (…) 

questions  

about 

incomprehen

-sible part 

(연구자가 잘못알아들었던 부분들 질문하기 ) 

소리내어 말하기를 하는 동안 A 부분에서 많은 감정을 느꼈다고 

했는데, 좀더 구체적으로 말씀해주시겠어요? 어떻게해서 그런 

생각과 감정을 갖게 되었나요? 좀더 구체적으로 말씀해 

주시겠어요?  (…) 

 

You said you felt a lot of emotions here, in segment A. Would you give 

me more details about your thoughts and feelings? What makes you think 

and feel the scene in that way? Will give me more details about that? (…) 

think-aloud 

experience 

소리내어 생각말하기는 어땠나요? 머리 속에 일어나는 생각과 

느낌들을 모두, 편안하게 말씀하셨나요? 어떤 점들이 

힘들었나요? 말씀하고 싶은 게 있나요? 소리내어 말하기 없이 
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영어소설을 읽었다면 어땠을까요? 그러면 읽기 경험이 

달라졌을까요? 인터뷰 질문에 대한 대답이 달라졌을까요? (…) 

 

How did you like think aloud during reading? Did you tell all your 

thoughts and feelings whenever they occurred to you? If it was not 

comfortable, what bothered you most? Do you have anything you would 

like to say about your experience of think aloud? What if you had read the 

story without think aloud? Would your reading experience differ, then? 

Would your answers in this interview differ?  (…) 
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