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The purpose of the current study was to investigate the effect of two types of repeated reading (i.e., assisted and unassisted) on incidental vocabulary learning of Iranian English as a Foreign Language (EFL) learners. In so doing, a sample of 45 intermediate EFL students from two intact classes of a language institute were selected as the participants. The two classes were randomly assigned to an unassisted group (N = 21) who were required to just read and an assisted group (N = 24) who were asked to read and listen to 24 short texts several times. The assisted group employed their smartphones to listen to the audio files of the short stories. The data were gathered via a researcher-made vocabulary test and vocabulary learning self-efficacy scale. The results of ANCOVA revealed that although both types of repeated reading contributed to enhancing vocabulary learning of the participants, assisted repeated reading led to significantly greater EFL vocabulary gains. Additionally, the findings revealed that both assisted and unassisted repeated reading improved vocabulary learning self-efficacy of the participants and there was not a significant difference between the two types of interventions. The findings of the present study have implications for EFL researchers and practitioners.
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INTRODUCTION

Vocabulary learning is long regarded as an essential aspect of second and foreign language (L2/FL) learning (Nation, 2013). Through vocabulary learning, L2 learners can achieve mastery over the second language (Nation, 2008). Since practitioners and scholars have come to realize the integral role of vocabulary learning in communication and language learning, more research attention has been given to L2 vocabulary instruction (Rassaei, 2017; Yousefi and Biria, 2018; Liu et al., 2020). L2 literature has observed a growing interest in exploring effective explicit and implicit strategies such as using dictionaries, inferring word meaning from context, and extensive reading for learning collocations and vocabulary in particular (see Hunt and Beglar, 2005). Research has also shown that a considerable amount of vocabulary is learned receptively through listening or reading (Nagy et al., 1985). In the meantime, due to growing popularity of new technologies and applications, numerous researchers and practitioners have investigated and employed mobile assisted language learning (MALL) as a viable technique for L2 vocabulary teaching and learning (Burston, 2013; Rassaei, 2018, 2020; Lin and Lin, 2019).

Given that reading has been considered as a critical source of vocabulary growth (Zahar et al., 2001), the role of reading for L2 vocabulary learning should receive further attention. What is commonly agreed upon is that some part of one’s L2 vocabulary is acquired incidentally through reading (Ramos and Dario, 2015). One of the most influential procedures within L2 education investigations is extensive reading (Nakanishi, 2015) which has been emphasized to develop vocabulary learning (Wang, 2013). Extensive reading is a type of reading that provides learners with exposure to large quantities of materials (Grabe and Stoller, 2002) for comprehension often without performing any tasks after reading. Extensive reading has been continuously reported as the most commonly recommended model improving learners’ language proficiency such as reading comprehension (Nakanishi, 2015), grammar knowledge (Ellis, 2005) and incidental vocabulary learning (Horst, 2005; Suk, 2017). Nonetheless, in order for the learning to occur, it is worth stressing that the reading materials need to be selected according to the learners’ language proficiency and reading abilities (Suk, 2017). When learners do multiple readings, they have rapid access to known words and word patterns in various contexts through encountering them repeatedly. Over the time, learners’ vocabulary size tends to develop and they can also achieve a deeper understanding of the new words. Words which are learned in this procedure can be incorporated into learners’ writing and speech (Nation, 2008).

Investigations into incidental vocabulary learning have revealed that the number of times a new and unknown word is repeated in a text influences how likely individuals will learn the word successfully (e.g., Peters and Webb, 2018). In this regard, delving deeply into vocabulary development, a number of empirical studies have been carried out to explore the effectiveness of repeated reading method in the past decades, hoping to find out how incidental vocabulary learning can occur through this approach (see Webb and Chang, 2012). In the repeated reading approach, the students read and reread a passage several times (two to four times) aloud (Samuels, 1979) or silently (Anderson, 1993) in a predetermined level of pace until reading the text fluently (Meyer and Felton, 1999). In this approach, learners read specified texts from graded readers (e.g., books and passages that have simplified grammatical structures and reduced vocabulary range) repeatedly in order to develop word recognition as well as improving reading fluency and comprehension (Dlugosz, 2000). There are two kinds of repeated reading: assisted and unassisted repeated reading procedures. Unassisted repeated reading is where students read short passages autonomously without any audiotape to follow until they reach a fluent reading state. With the same procedure, in assisted form of repeated reading students read along while listening to the audiotape or a live model (Webb and Chang, 2012). Samuels who first coined the term repeated reading pinpointed that unassisted repeated reading method increases poor readers’ comprehension and oral fluency (Samuels, 1976, 1979). In addition, Chomsky (1978), found that the repeated reading approach caused slow readers to become more motivated, confident, and willing to read new materials independently.

Repeated reading has been regarded as one of the most effective approaches for acquiring vocabulary because it can expose L2 students to massive amounts of meaningful input. Therefore, these multiple and consistent exposures and repetition contribute to the incidental acquisition of novel English vocabulary (Suk, 2017). With regard to the EFL context, some researchers have highlighted the effective role of assisted repeated reading in vocabulary gains (Webb and Chang, 2012; Liu and Todd, 2016; Serrano and Huang, 2018) and fluency development (Taguchi et al., 2004). According to Serrano and Huang (2018), students are able to learn vocabulary even when the assisted repeated reading focuses on comprehension. Furthermore, Taguchi et al. (2004) argued that assisted repeated reading has the potential to develop readers’ fluency as well as helping them become independent readers.

Concerning self-efficacy, Bandura (1977, 1978) believed that individuals with high assurance in their skills and capabilities can succeed in performing a difficult task and see it as a challenge to be mastered not as a threat to be avoided. One’s self-efficacy determines not only their persistence, endeavor, and strategizing, but their subsequent job performance (Heslin and Klehe, 2006). Some educators so far have adapted self-efficacy and categorized it further, for instance, into professional self-efficacy, multitasking self-efficacy, and computer self-efficacy, and (Islam et al., 2018). Among other dimensions of self-efficacy, in this study we decomposed self-efficacy into vocabulary self-efficacy. As far as EFL context is concerned, skill-specific self-efficacy has recently received some attention in empirical studies (e.g., Fathi et al., 2019, 2020; Fathi and Soleimani, 2020; Rahimi and Fathi, 2021).

Although there is a plethora of studies investigating vocabulary learning through reading as well as the impressive progress which has been made by L2 researchers (see Horst, 2005; Webb, 2007; Webb and Chang, 2012), some gaps still exist. First, research lacks a comprehensive and conclusive theory of in what ways incidental vocabulary is learned through repeated reading in an EFL context. Although Webb and Chang (2012) and Serrano and Huang (2018) underscored the effectiveness of assisted and unassisted repeated reading in vocabulary learning among Taiwanese EFL learners, further studies should be carried out in EFL contexts. Second, repeated reading (i.e., assisted and unassisted) research provides relatively little evidence about the incidental vocabulary-expanding impacts of reading repeatedly, simply because L2 literature mostly tends to focus on more general aspects of language development. Furthermore, given the widespread recognition of MALL (Burston, 2013), the use of smartphones for assisted repeated reading has remained under-researched. Finally, to the best of our knowledge, no study to date has explored the effect of repeated reading, including its both forms on vocabulary learning self-efficacy among EFL learners. The rationale behind investigating vocabulary learning self-efficacy was the fact that self-efficacy is argued to influence vocabulary learning and the use of appropriate strategies for vocabulary learning (Mizumoto, 2012, 2013; Hong et al., 2014). In addition, although L2 vocabulary has received significant research attention, self-efficacy in vocabulary learning has remained under-explored (Mizumoto, 2013; Nation, 2013). Given the insufficient available data, further investigation is required to determine whether and exactly how repeated reading leads to vocabulary learning. In an attempt to bridge the gap in the current literature, this study investigated the scope and depth of incidental vocabulary learning and vocabulary learning self-efficacy through assisted and unassisted repeated reading in the EFL setting of Iran. Therefore, the following research questions guided this research:

1. Does assisted repeated reading have any significant effect on incidental vocabulary learning of EFL learners?

2. Does assisted repeated reading have any significant effect on vocabulary learning self-efficacy of EFL learners?



REVIEW OF LITERATURE

It is commonly thought that vocabulary learning is pivotal in L2/FL learning (e.g., Nation, 2013). Language learners might face an immense vocabulary challenge since they require to learn different dimensions of each word, including its aural and textual forms, collocations and associations (Nation, 2013), in order to successfully understand and use L2 communicatively. Researchers have also stressed the significance of word knowledge in reading comprehension (see Read, 2000). It has been argued that a learner who knows more than 98% of the words used in a passage can fully understand it autonomously (e.g., Schmitt et al., 2011). Therefore, it can be argued that a good vocabulary knowledge including both its breadth and depth is a significant element of reading competencies.

Cronbach’s (1942) conceptualization categorized vocabulary knowledge into two major divisions: first, knowledge of word meaning (generalization, precision and breadth of meaning) and second, degrees of accessibility to this knowledge (application and availability). Later, Richards (1976) introduced other factors such as syntax, register, frequency, association, derivation, polysemy, and semantic features involved in knowing a word. Qian (1999) also proposed two key aspects of vocabulary knowledge: Vocabulary breadth knowledge that is related to the size of vocabulary and depth of vocabulary knowledge that is referred to how deep and well one knows a word.

The extant literature on L2 learning provides much empirical credit to the significance of vocabulary in the language acquisition process (Read, 1988). To date, some topics related to vocabulary in EFL/L2 have been investigated. In particular, the vocabulary knowledge of EFL learners has attracted increasing attention (Rassaei, 2017; Yousefi and Biria, 2018). Some studies have examined EFL learners’ vocabulary learning through explicit instruction (Mizumoto and Takeuchi, 2009), computer-assisted language learning (Shokrpour et al., 2019; Namaziandost et al., 2021), extensive reading (Liu and Zhang, 2018; Song, 2020), and repeated reading (Liu and Todd, 2016). Considering the fact that vocabulary learning process is complex and explicit vocabulary teaching in EFL classrooms could only cover a small proportion of new words that students learn, it is important to find other ways for teaching vocabulary. What can be found in the current literature is some mentions of instructional techniques for enhancing L2 vocabulary learning reported by different instructors, such as the learning of word lists (Carter, 1987), learning words in a discourse context (Laufer, 2003), inferencing (Alahmadi and Foltz, 2020), exposure to word glosses (Webb, 2007), songs (Pavia et al., 2019), games or stories (Chou, 2014). The detailed accounts of the implementation of these techniques in real EFL classrooms and their effectiveness in vocabulary teaching have been the concern of many researchers. Teaching vocabulary seems laborious for EFL teachers since teaching English is very likely to encounter many obstacles and challenges. As Gorsuch et al. (2015) mentioned, one challenge for FL programs is to provide students with sufficient input and experience to use the language. There are few opportunities for EFL learners to use English in the real world since they have little or even no exposure to the language beyond the classroom walls (Read, 1988).

Scholars and practitioners have become growingly cognizant of the salient effect of reading, more particularly extensive reading on vocabulary knowledge (Horst, 2005). Extensive reading refers to a kind of L2 reading approach in which (a) learners are provided with a considerable number of reading materials with the purpose of reading for pleasure; (b) they read their selection at a fast rate to obtain a general understanding of the text; (c) they are more related with comprehending the whole passage rather than individual sentences or words (Day et al., 1998). Intensive reading, in contrast, often is concerned with the careful and precise reading of more difficult, shorter FL passages with the purpose of detailed and thorough comprehension under the guidance of the teacher (Carrell and Carson, 1997).

Nation and Wang (1999) asserted that graded readers can be seen as one of the key sources of vocabulary learning for L2 learners if used appropriately. As extensive reading approach provides students with the chance to face different vocabularies in their context of use, it can be very pleasant and motivating which in turn can facilitate learner autonomy (Thornbury, 2002). A bulk of L1 and L2/FL reading research has mentioned the potential merits of extensive reading in expanding language learners’ vocabulary learning (Pigada and Schmitt, 2006; Liu and Wu, 2011). One example of such investigations is Pigada and Schmitt’s (2006) study which investigated the effect of extensive reading on vocabulary. The study tested 133 words in a month with a learner of French as a FL. The results showed that nearly two-thirds of the target words were learned. This is to say, extensive reading can be an effective approach in promoting incidental vocabulary learning. In a subsequent study, Liu and Zhang (2018) did a meta-analysis study in this field of research. Their first goal was to discover the role of extensive reading in vocabulary learning. The second aim was to find appropriate teaching methods and teaching length in order to have an effective extensive reading program. The findings of their study indicated that extensive reading led to significantly greater vocabulary knowledge (English vocabulary). They also suggested that extensive reading can develop learners’ vocabulary in one semester (less than 3 months). In addition, different comprehension questions, vocabulary exercises, and graded readers are appropriate and influential teaching methods and reading materials for improving EFL learners’ vocabulary promoting.

In a similar vein, the results from Kweon and Kim’s (2008) study demonstrated that the participants achieved vocabulary gains after the EFL extensive reading intervention. It was also revealed that the participants found nouns easier to retain compared to verbs and adjectives. Furthermore, they learned frequent words more easily than less frequent words. Moreover, Horst’s (2005) pilot study indicated that the participants learned mostly half of the unfamiliar words they faced in the extensive reading materials they selected. In this line of research, Wang (2013) made an attempt to examine the effect of extensive reading on the word knowledge of EFL Taiwanese learners. This was a 15-week extensive reading procedure in which the participants were required to read 30 English texts in this period. The findings underscored the significant impact of extensive reading on English vocabulary growth. It was claimed that the EFL extensive reading program plays a beneficial role in incidental vocabulary learning among EFL learners with lower competence. However, implementing extensive reading without the supervision of the teacher outside the classroom may lead students to face difficulties (Martina et al., 2020).

In the last few years, L2 researchers and scholars have assembled an intriguing list of research probing repeated reading (several readings of a passage) as an approach for enhancing reading competencies (e.g., Gorsuch and Taguchi, 2010). Although there is still much to be learned about this procedure, evidence shows that repeated reading is a viable instructional model for both disabled and developmental readers (Therrien, 2004).

Rereading the same text using either the assisted or unassisted repeated reading procedure significantly enhances reading rate and accuracy (Chomsky, 1978; Samuels, 1979). In repeated reading students read a meaningful passage repeatedly until oral production is flowing and fluid and results in increased comprehension and fluency (Taguchi, 1997). Basically, repeated reading falls into two categories: assisted repeated reading (read-along), in which a student reads the passage while audiotaped or live model of the text is used (Chomsky, 1978). And unassisted repeated reading (independent practice), where the student reads the passage autonomously while no model or prototype is used (Samuels, 1979). Samuels (1979) devised the repeated reading approach as means of supporting incompetent readers achieve automatic word recognition. In this procedure, students were required to reread a meaningful passage aloud until reaching a criterion degree of fluency.

Repeated reading has so far drawn increasing attention from researchers as a potentially effective method for reading and comprehension among L1 (Kuhn and Stahl, 2003) and L2 readers (Webb and Chang, 2012; Gorsuch et al., 2015). According to Blum and Koskinen (1991) the positive effect of repeated reading on reading fluency has been revealed to have other considerable benefits for learners. They maintained that repeated reading not only improves reading comprehension and fluency, but also helps learners become more motivated to read and more confident in their reading.

Repeated reading is also a method which scaffolds students with reading disabilities to build fluency (Therrien and Hughes, 2008; Lee and Yoon, 2017). For example, students with reading disabilities in the study carried out by Lee and Yoon (2017) showed high reading fluency after the repeated reading intervention. They also stressed the effectiveness of the combination of repeated reading and a listening passage preview for students with reading disabilities, more specifically for those at the elementary level. Furthermore, Therrien (2004) found that repeated reading is an effective procedure for both students with learning disabilities and nondisabled students by which their reading fluency and comprehension increases.

The related literature evinces that audio-assisted repeated reading is a promising procedure for improving L2 readers’ fluency (Taguchi et al., 2004). Repeated reading of meaningful passage, including listening-while reading (assisted form) has been found to produce improvements in reading fluency, rate and word recognition accuracy (Rasinski, 1990). The findings from Taguchi et al.’s (2004) study yielded that repeated reading helped students to learn and retain vocabulary and grammar. Students were also able to monitor their reading comprehension through multiple readings. It was also revealed that neither successive re-readings nor audio-models were tedious and distracting for a considerable number of participants.

As far as L2 vocabulary learning is considered, many scholars have corroborated the effectiveness of repeated reading for vocabulary growth (Serrano and Huang, 2018). Drawing on insights acquired from investigations into repeated reading as well as on reading aloud, some researchers believe that repeated encounters with new forms in various contexts make repeated reading instrumental for incidental L2 vocabulary learning (Brown et al., 2008). Incidental vocabulary learning research has verified the assumption that much exposure to L2 reading texts can contribute to vocabulary growth (Webb and Chang, 2012).

In this line of research, several studies have explored the incidental vocabulary learning through repeated reading (Brown et al., 2008; Webb and Chang, 2012; Liu and Todd, 2016; Serrano and Huang, 2018). For instance, the main focus of the study conducted by Webb and Chang (2012) was on the influence of repeated reading on incidental vocabulary learning. The findings revealed that both kinds of repeated reading (assisted and unassisted) contributed to improvement in incidental vocabulary learning. More precisely, the Taiwanese learner of English as a FL reported significant word gains through assisted repeated reading.

Similarly, Serrano and Huang (2018) explored the impact of assisted form of repeated reading on vocabulary learning. Taiwanese EFL students as participants of this study were divided into two groups of intensive and spaced. The participants in one group were provided with an assisted repeated reading program (reading while listening) once every day (intensive) while the learners in the other were supposed to read the same passage once every week (spaced). The results showed that vocabulary gains were achieved after the assisted repeated reading treatment. It is worth mentioning that the participants in the intensive group exhibited significantly greater vocabulary achievement compared to the spaced group. This suggests that concentrated practice contributes to greater vocabulary learning.

More recently, Serrano and Huang (2018) set out a partial replication study of Serrano and Huang’s (2018) previous research into incidental vocabulary learning. This study used the same context, methodology, design, and analyses as the original study; the level of the target vocabulary learning was the only different factor. The results showed a significant intentional vocabulary gains after the repeated reading interval. The only common finding between two studies refers to immediate vocabulary gains. However, Liu and Todd (2016) argued that repeated reading seems more effective with target words that have etymological roots with the learners’ L1.

In recent years, the role of non-cognitive factors of language learning, such as self-efficacy motivation, and emotions has come under the spotlight. In a general sense, self-efficacy refers to individuals’ perceptions towards their ability in accomplishing a specific task successfully (Bandura, 2011; Fathi et al., 2021). The important non-cognitive trait influences achievement, skills, knowledge, perceived value, and outcome expectations (Schunk, 2003). As Linnenbrink and Pintrich (2003) argued, efficacious learners are more likely to persist, seek help, and work hard, so they can successfully complete a task. Extending this concept into the domain of reading, self-efficacy is the reader’s belief about their capability to read effectively (Guthrie and Wigfield, 1999). According to Wigfield et al. (2004), self-efficacious readers have not only better performance but also tend to persist through difficult reading tasks.

The focus of the current study is the effect of repeated reading on learners’ self-efficacy in learning words, vocabulary self-efficacy more specifically. Less is known about the association between self-efficacy and repeated reading, because previous studies have mainly focused on the effect of repeated reading on reading comprehension. To the best knowledge of researchers, no study to date has investigated the impact of repeated reading on vocabulary self-efficacy in the EFL context.

In summary, the review of the existing literature indicated that incidental vocabulary learning through repeated reading (i.e., assisted and unassisted) has not been seriously taken into consideration by the practitioners in the domain of EFL, in the context of Iran in particular. Unfortunately, no studies so far have systematically and explicitly investigated incidental English vocabulary learning in Iran. The data regarding vocabulary and vocabulary mastery in EFL, however, is not sufficient to give a vivid picture of the role of repeated reading since vocabulary growth seems to be neglected. Therefore, little information is available with regard to the rationale behind EFL instructors’ adoption of repeated reading approach for incidental vocabulary learning. In order to shed more light on this procedure, the current study examined the effect of assisted and unassisted repeated reading on incidental vocabulary learning and sought to determine whether and to what extent lexical knowledge of the participants was developed.



MATERIALS AND METHODS


Participants

A total number of 45 Iranian EFL students took part in this quasi-experimental study. These participants were pre-intermediate students of two intact groups in a private language institute in Tehran, Iran. The two classes were randomly assigned to an assisted repeated group (N = 21) and an unassisted repeated group (N = 24). All the participants were female students ranging in age from 13 to 16, with the mean age of 14.56. Also, they had the experience of at least 4 to 6 years of learning English as a foreign language either in public schools or in the private language teaching institutes. The global English proficiency of the participants was measured by a version of Preliminary English Test (PET). The mean scores of PET were compared by running an independent samples t-test whose results indicated that there was no statistically significant difference between the groups.



Reading Materials

The reading materials were 26 short stories selected from http://eslyes.com/eslread/. Much care was exercised to choose stories of similar level of difficulties. Table 1 presents selected short stories and their linguistics features. As seen in the table, Flesch–Kincaid Grade Level of all stories ranged from 3 to 3.6. Their ease score varied from 85.9 to 93.1. Most texts lacked passive sentences and the texts had from minimum of 8.6 to maximum of 12.1 average number of words per sentence. The total number of words varied from 192 to 320. In addition to the selected 26 short stories, the students were required to study Top Notch 2, a famous commercially published series, as the major textbook prescribed by the institute.



TABLE 1. Selected short stories and their linguistics features.
[image: Table1]



Materials and Instruments


Preliminary English Test

Before beginning the treatment, the homogeneity of the students concerning global English proficiency was checked. To this end, a version of Preliminary English Test (PET) by Cambridge English for Speakers of Other Languages (ESOL, 2009) was given to the students of both groups. This PET version comprised three components including Reading (5 sections), Listening (4 sections), and Speaking (4 sections). The reliability coefficients of the reading and listening components were 0.83 and 0.79, respectively. Also, the inter-rater reliability coefficient for the speaking component was reported to be 0.81.



Vocabulary Test

Vocabulary learning of the participants was assessed by a 70-item multiple choice test designed by the researchers. The items of this test were randomly chosen from the shorts stories which were provided to both groups. The stems of the items were selected from the statements of the stories and the distractors were also the vocabularies included in content of the short stories. Two parallel forms of the test were designed for the pre-test and post-test by altering the order of items and distractors. The face and content validity of the test were approved by three domain experts. In addition, a pilot study was performed to gain preliminary information regarding the reliability and appropriateness of the items. The internal consistency of the test, as estimated by KR-21, was 0.79.



Vocabulary Learning Self-Efficacy Scale

Vocabulary learning self-efficacy of the participants was measured by the 4 items adapted from Mizumoto (2013). Each item was assessed on a 6-point scale varying from 1 (not at all true of me) to 6 (very true of me). A sample item of the scale is “I am good at memorizing vocabulary.” The reliability estimate of this scale, as calculated by Cronbach’s Alpha formula, was reported to be 0.78 in this study.




Procedure

This experiment began in summer semester of 2019. During the first session, the researcher administered the PET as well as the pre-tests of the study which included the vocabulary test and VLSS. The purpose of this course was to improve the general language proficiency of the participants. However, in addition to Top Notch 2, the students of both groups were provided with short stories as the supplementary materials. The two groups were taught by the same instructor at a private language institute. Following the procedure used by Webb and Chang (2012), the researchers began the study intervention. The intervention which lasted for 13 sessions was carried out to investigate the effects of repeated reading of 26 short stories over a 13 session period. Both groups were required to read two short stories in each session. More specifically, the unassisted group students were required just to read the stories, whereas the students of assisted group were required to read and listen to the stories. The assisted group students were also provided with audio files of the stories in addition to the texts. The assisted group employed their smartphones to listen to the audio files of the short stories. However, the students of the unassisted group were just provided with the printed version of stories without audio files and they were not required to use their smartphones as the course requirement. The students of both groups were required to either read (i.e., unassisted) or read and listen (i.e., assisted) to each story at least three times. The purpose of both reading conditions was comprehension of the texts without any focus on any particular grammatical structure or vocabulary explanation. The students could make use of dictionary, discuss the texts with each other, or ask questions. At the end of the treatment, the post-tests (vocabulary test and VLSS) were given to the participants of both groups.



Data Analysis

Both descriptive and inferential statistics were employed for the data analysis. Concerning the inferential data analysis, the collected data were analyzed by performing one-way between-groups analyses of covariance (ANCOVA). The purpose of running ANCOVA was to compare the impacts of the two types of reading instructions (i.e., assisted vs. unassisted) used in the two groups on vocabulary learning and vocabulary learning self-efficacy as the two dependent variables of the study.




RESULTS

To ensure the homogeneity of the participants in terms of global English skills, an independent-samples t-test was performed to compare the PET scores for the assisted and unassisted groups. As observed in Table 2, the outcomes showed that no significant difference was observed in the PET scores for the assisted group (M = 25.16, SD = 8.28) and the unassisted group [M = 27.08, SD = 9.01; t(43) = −0.621, p > 0.05], confirming the fact that both groups were homogeneous before beginning the intervention.



TABLE 2. Results of the PET for each group.
[image: Table2]

Afterwards, in order to explore the impacts of the two types of repeated reading on the participants’ vocabulary learning and vocabulary learning self-efficacy, a number of one-way between-groups analysis of covariance (ANCOVA) were conducted to compare the effects of the two types of L2 reading instructions (i.e., assisted vs. unassisted repeated reading) used in the two groups on the two dependent variables.

Concerning the impact of using the repeated reading on EFL learners’ vocabulary learning, as indicated in Table 3, the vocabulary learning mean score of the assisted group was 65.33 (SD = 11.85) on the pre-test and it was increased to 81.04 (SD = 12.84) on the post-test. By the same token, the mean score of vocabulary learning on the pre-test for the unassisted group was raised from 64.12 (SD = 10.32) to 72.20 (SD = 11.49) on the post-test. However, after adjusting for the pre-test scores of vocabulary learning, it was revealed that there was a statistically significant difference between the two groups on post-test scores of vocabulary learning, [F(1, 42) = 7.97, p = 0.007, partial η2 = 0.16; see Table 4]. This finding demonstrated that the participants of the assisted group improved their vocabulary learning significantly more than the participants of the unassisted group, demonstrating that the assisted repeated reading instruction was significantly more effective in enhancing the L2 vocabulary learning of the participants.



TABLE 3. Descriptive statistics for pre- and post-tests scores.
[image: Table3]



TABLE 4. The results of ANCOVA on vocabulary size.
[image: Table4]

With regard to vocabulary learning self-efficacy, the descriptive statistics data (see Table 3) indicate that the mean score of the vocabulary learning self-efficacy for the unassisted group was 2.77 (SD = 0.58) in the pre-test and it was raised to 3.27 (SD = 0.47) on the post-test. Similarly, the vocabulary learning self-efficacy mean score for the assisted group was 2.64 (SD = 0.54) on the pre-test and this value was raised to 3.07 (SD = 0.59) on the post-test. After adjusting for the pre-test scores of vocabulary learning self-efficacy, the results of ANCOVA (see Table 5) showed that there was not any statistically significant difference between the two groups on post-test scores of vocabulary learning self-efficacy, [F(1, 42) = 1.04, p = 0.312, partial η2 = 0.02]. This finding revealed that both assisted and unassisted repeated reading instructions equally enhanced the vocabulary learning self-efficacy of the participants and there was not any significant difference between them.



TABLE 5. The results of ANCOVA on vocabulary learning self-efficacy.
[image: Table5]



DISCUSSION

The aim of this research was to explore the effects of assisted and unassisted repeated reading on incidental vocabulary learning among Iranian EFL learners. Furthermore, the role of both kinds of the repeated reading in influencing vocabulary learning self-efficacy was examined. The results from this study offer some key findings: First, repeated reading proved to boost vocabulary learning. It was found that both groups (assisted and unassisted) manifested significant improvements in terms of vocabulary learning after the intervention. However, assisted repeated reading helped learners to gain substantially further EFL words. This finding accords with that of Webb and Chang (2012) which revealed that assisted and unassisted repeated reading enhanced vocabulary knowledge of Taiwanese EFL learners with assisted repeated reading contributed to further vocabulary gains. This finding also supports those of Brown et al. (2008) who indicated that reading while listening (assisted repeated reading) is more useful than either listening or reading solely for incidental vocabulary learning. This finding also re-echoes Serrano and Huang’s (2018) claim that assisted repeated reading promotes vocabulary learning in EFL contexts. Since the assisted group used smartphone as the technology device, this finding is also partially in line with previous studies (e.g., Burston, 2013; Rassaei, 2018, 2020; Lin and Lin, 2019) which have emphasized the influence of technology for vocabulary learning.

The findings revealed that vocabulary knowledge was enhanced significantly from multiple exposures to an unknown word – learners seemingly picked-up the words. Three interpretations seem valid in this regard. One possible explanation may be that repeated reading coupled with audiotapes provided students with practice in automaticity of vocabulary recognition. Each new encounter with a word during repeated reading might have been conducive to enrich learners’ knowledge of that word through repetition. It can be argued that since the students had more opportunity to re-read the passages, they had greater potential to learn the words incidentally. Put differently, greater opportunity for repetition helped them to consolidate the knowledge of novel and partly known words. This interpretation is supported by some researchers, suggesting that greater frequency of word meeting contributes to word learning (Laufer and Rozovski-Roitblat, 2011).

Second, as the words were met repeatedly, learners could guess their meanings from the context. That is to say, when words are repeated the exposures of the words after the first encounter may provide an opportunity for guessing meanings from the context clues, facilitating retrieval of the meanings of the words obtained from previous meetings. Learners also had the opportunity to learn deliberately through using a dictionary for looking up the meanings of words as there was no time limitation in this procedure.

Third, greater learning may have taken place in the current study due to the fact that the assisted repeated reading group was given the opportunity to read the same passages multiple times while listening to the words being repeated. This suggests that the visual (reading the written passage) and the phonological (listening to the audiotapes) may double the chance of the words being incidentally learned. This means that the passages were more likely to be less effective in enhancing incidental vocabulary learning without re-reading and listening simultaneously. Aural support while reading has been argued to have a positive impact on L2 vocabulary learning (e.g., Brown et al., 2008; Webb and Chang, 2012). It can be claimed that the prosodic characteristics of assisted repeated reading might have aided EFL learners in splitting the linguistic data in chunks more meaningfully, which might have contributed to global understanding of the text. The better global text comprehension, in turn, has enhanced students’ competence in guessing the unfamiliar words.

The second finding of this study was that both kinds of repeated reading contributed to self-efficacy in vocabulary learning among the EFL learners and no significant difference was found between the two types of treatments. Learners’ self-motivated attention to words facilitates their vocabulary learning, which in turn results in greater self-efficacy. Further exposure of both groups to vocabularies included in the short stories might have helped them to enhance their confidence in vocabulary learning. Following Bandura’s (1977) notion of self-efficacy, it can be argued that repeated reading might have boosted learners’ beliefs in their own competencies in directing and executing the learners’ activities and strategies in learning L2 vocabularies. Additionally, since self-efficacy is argued to be correlated with self-regulation (Zimmerman and Martinez-Pons, 1990; Su et al., 2019), it is likely that the two kinds of repeated reading have boosted students’ self-regulation in vocabulary learning, which in turn has contributed to improving students’ vocabulary learning self-efficacy.

Overall, the results obtained from this study provide two findings that inform practice. First, results revealed that both assisted and unassisted repeated reading can be effective approaches for enhancing the amount of L2 incidental vocabulary learning while there can be much to gain from assisted repeated reading procedure which leads to significantly greater vocabulary learning. Repeated reading approach can be used effectively in order to improve learners’ ability to learn vocabulary incidentally. Additionally, both forms of repeated reading increased vocabulary self-efficacy among the EFL learners. The current study findings can expand the existing literature regarding vocabulary learning and repeated reading as it lent empirical support to the usefulness of repeated reading instruction in influencing incidental vocabulary learning.

Assisted repeated reading (in which students listen over and over to an audiotape while reading) helps students comprehend the passage and encourage deeper insights. Additional rereading may help the learners remember more meaningful structures, increase their reading accuracy, and pick up the new words. As a result, learners may show greater understanding and use the words mentioned in the text unconsciously while talking about the passage. If a passage is read a number of times, learners benefit substantially by remembering more words.



IMPLICATIONS

In view of the results of this study, some pedagogical recommendations are suggested to EFL instructors. EFL practitioners are recommended to incorporate smartphones and other applications into their classrooms for vocabulary teaching. As class hours might not suffice for teachers to teach vocabularies effectively, technology devices can help students to learn vocabularies outside the class in their convenient time. Besides, technology devices and applications can not only add fun and excitement to learning but also help EFL students become self-regulated learners (Guirguis and Antigua, 2017). Additionally, practitioners play an influential role in ensuring the usefulness of the repeated reading approach. Therefore, it is needed for future teachers to be trained in executing repeated reading instruction and its techniques such as assessment of learners’ vocabulary level, the selection of appropriate reading materials, and design of reading assignments given to learners. Before implementing assisted or unassisted repeated reading, learners should have a thorough understanding of repeated reading theory, such as benefits, principles, and the ways to make repeated reading successful. Teachers should explain the difference between assisted and unassisted repeated reading and various strategies for developing vocabulary learning before learners start reading.

It is recommended that EFL teachers keep passages short (about 50 to 300 words) because long passages may tire students. They can take various passages from different types of reading materials such as newspaper articles, magazines, novels, and short stories commensurate with learners’ proficiency levels. Reading materials selected for repeated reading program should address learners’ interests and learning needs so as to motivate and energize them to read the passages. It is important not to choose a passage that contains too many unknown words because it might be demanding for learners to comprehend and guess unfamiliar words from the context. If the aim of repeated reading procedure is to enable students to learn words through a particular passage, learners should be given a cue to focus on words and the text should be repeated more than three times.



LIMITATIONS AND SUGGESTIONS FOR FURTHER RESEARCH

The findings of the current research, nonetheless, have some limitations. To provide a more in-depth and more conclusive evaluation of repeated reading, it is suggested that future studies use qualitative methods in addition to tests or questionnaires in order to present a more detailed and holistic image of the role of repeated reading in improving incidental vocabulary learning. For example, semi-structured interviews about learners’ perceptions towards assisted and unassisted repeated reading would add novel insights into the current literature. Moreover, this study used the data from EFL learners from a private institute in the context of Iran. This context might be radically different compared to other contexts (either private or public schools) in affecting students’ vocabulary learning. Future studies are needed to examine other samples of EFL learners from both the private and public sectors. Furthermore, the existing finding from this sample of Iranian EFL learners may not be transferable to other EFL contexts and cultures. Further research is required to achieve details in association with repeated reading in other populations. In spite of the fact that the outcomes show that repeated reading is useful for learners, the majority of studies have not taken learners’ reading levels into account. Therefore, the success of assisted and unassisted repeated reading for learners with various reading levels cannot be identified. Also, the role of other individual differences in affecting the usefulness of repeated reading should be investigated. Finally, this research did not examine vocabulary retention to find how long such vocabulary learning might last. As a result, it is undefined whether the learned vocabularies were yet retained in the participants’ mental lexicon after the procedure had been finished. Future research thus needs to employ a delayed assessment to investigate the impact of repeated reading on the longer-term retention of acquired vocabularies. Finally, to enrich our understanding regarding repeated reading, exploring the impacts of assisted an unassisted repeated reading on learners’ reading motivation, reading anxiety, and reading attitude would be interesting topics for future studies.
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