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Abstract 

 

This study aims to investigate how the choice of media form, i.e. printed format, audiobook or 

reading and audio combined, affect the ability of ESL students to achieve comprehension, and 

how different ways of asking questions can affect their comprehension ability. Lastly, the study 

aims to investigate the relationship between comprehension and students’ proficiency levels in 

their L2. To answer this question, 155 students were recruited and divided into three groups 

and assigned one type of media form. The quantitative data was collected through an online 

comprehension test and analysed. The results showed a significant difference between the 

media forms and revealed that printed reading was superior. However, a printed and audio 

combination was the most time efficient way for students to achieve comprehension, which 

indicates that the inclusion of audio does not impede student learning. Previous research in the 

same field shows that the results are inconclusive, but shares one common conclusion, that 

students enjoy the audio format. As a result, the educational system should make every effort 

to media choices for students to choose their preferred media, and more research in the field 

needs to be done, as students enjoyment leads to increased learning.  
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1.0 Introduction 
 

Audio recordings for an educational purpose have mostly been aimed towards students with 

difficulties such as visual impairment or students who otherwise are unable to partake in 

standardised educational settings (Have & Pedersen, 2016). The limitations of the media 

delivery system are one of the reasons why audio recordings have been difficult to integrate 

into standardised educational settings, for example, listening to the trilogy The Lord of The 

Rings would once have required 33 cassette tapes, which would be highly impractical in a 

teaching environment. However, as technology evolves, the previous limitations have mostly 

been removed with the help of the Internet, cloud-based storage, streaming services and 

smartphones. The modern advances in technology mean that The Lord of The Rings trilogy 

would have required one subscription-based service and a device capable of playing the audio 

file.  

The concept of recording stories was introduced with the invention of the phonograph 

cylinder in the 19th century. However, with the rapid changes in modern technology in aspects 

such as increased capacity and mobility of the delivery systems, it is possible to argue that 

audiobooks should be treated as modern technology. According to a study by The Swedish 

Internet Foundation (2019), 16 % of the Swedish homes owned a smartphone in 2007, in 2019 

they reported that it had increased to 100 % and that 99 % of the Swedish population above the 

age 12 had their own. In the same study, it is reported that 20 % of the Swedish population 

used some form of digital book in 2016, which was increased to 42 % in 2019 [ibid]. The 

monumental changes in technology indicate that audiobook studies in 2007 most likely could 

not have accounted for the fact that every home in Sweden would have access to a smartphone 

in 2019. Audiobooks have also seen a high increase in users during 2019, with streaming 

services such as Storytel1 reporting a 100 % increase in their user base in 2019 (Caesar, 2019). 

Furthermore, 66 % of students between the ages 11 – 13 use audiobooks outside of a teaching 

environment, which would indicate that they do so for pleasure and not because of educational 

requirements (The Swedish Internet Foundation, 2019). Because of the changes, studies in the 

use of audiobooks in education need to be more current and account for newer generations use 

of digital media forms.  

 
1 Storytel is a mobile audiobook subscription based streaming service.  
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The Swedish National Agency for Education has not yet included digital literature media 

forms in any of the curricula for any level of English language courses, despite the changes in 

Swedish society. Nevertheless, in relation to Swedish schools, the agency advocates as follows: 

“Through studies students should strengthen their foundations for lifelong learning. Changes 

in working life, new technologies, internationalisation and the complexities of environmental 

issues impose new demands on people’s knowledge and ways of working.” (Skolverket, 2019). 

In addition to the rise in audiobooks, a student’s enjoyment correlates with positive learning 

outcomes, as he or she is more likely to thoroughly engage in an activity they enjoy (Daniel & 

Woody, 2010). As a result, it becomes essential for teachers to encourage, and find ways to 

strengthen, students’ passion for learning.  

 

This study will explore the effectiveness of different media forms and English as a second 

language [ESL] student’s comprehension and will try to address the following research 

questions:  

x Does the choice of media form, i.e. printed format, audiobook or reading and audio 

combined, affect the ability of ESL students to achieve comprehension, and if so, 

how?  

x How does the media form affect a student’s ability to answer different types of 

questions?, i.e. Interpretation and literary meaning questions? 

x What is the relation between comprehension of reading material presented in 

different formats, and the development of students’ language competence in a second 

language?  

 

1.1 Essay Structure 
 

In the next chapter, relevant literature on the history of comprehension theories will be 

described. Similarities in the audiobook and printed text experienced will be explained, and 

previous studies and methods in the field of audiobook and comprehension will be presented. 

The third chapter will explain the research methodology, including the selection of participants, 

material, data collection and data analysis.  In chapter four, the data findings and analysis of 

the study are outlined. The fifth chapter will discuss the study’s findings in comparison with 
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the reviewed literature. Chapter five will also include pedagogical implications and proposals 

for further and future research into the audiobook field. Lastly, chapter six will contain the 

conclusions and results of this study.  
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2.0 Literature Review 
 

The first aim of this study is to explore how different media forms can affect ESL students’ 

comprehension. In this chapter, the history of comprehension theories, similarities in the text 

experience and previous studies, are considered. Further, factors which are similar between the 

media forms will be described. The theories and studies explored in this chapter will be 

compared with the findings of the study in later chapters. Terminology presented will be, in 

some cases, abbreviated to ease the reading process.  

 

2.1 Overview of Reading Comprehension Methods and Studies 
 

Reading strategies are available which enable the reader to gain the most out of their reading. 

These strategies include: reading for specific information also known as scanning or 

understanding what is behind the words (inferences), and lastly, what Harmer (2015) refers to 

as “reading between the lines”. Encouraging student responses to their intensive reading (see 

2.4) and increasing their engagement with the text is a strategy which can help them identify 

how well they understood the text they read; it is conducted by inviting students to explain 

what they liked and why, or why they did not like, the text [ibid]. To increase comprehension, 

it is useful to have the reader compile a list of words and phrases that were obscure to them. 

Listening strategies have been suggested as being effective for students to increase their 

listening skills. Some of the strategies most commonly suggested are: predicting vocabulary 

which they are likely to hear; thinking about the topic and activating the listener's schema; 

taking notes of keywords while listening to aid memory; and using a transcript while listening 

[ibid]. According to Harmer, helping a student become aware of their preferred strategies will 

help them approach the listening task more effectively and, while they do not need to have an 

answer, the mere fact that they reflect on the topic can make them listen more effectively [ibid]. 

However, some claim that strategies are not effective and claim extensive listening (see 2.4) is 

the most optimal method to increase listening skills (Renandya & Farrel, cited in Harmer 2015), 

ideally by using a listening response format. Listening response involves asking the students 

to summarise what they have been listening to and then write their response, which can be done 

through more informal channels such as social media services or orally if needed. Furthermore, 
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using pre-recorded audio is especially useful for language learners. Students are often not 

exposed to voices other than their teachers’; however, audio can overcome this limitation as 

they can listen to any kind of spoken English through pre-recorded audio, which also allows 

the students to be in control of the listening, as they can control the stop and start. Moreover, 

modern technology further expands the opportunity for students to listen at their preferred 

speed, and this meanings that listening does not have to be a class activity, but rather it is an 

individual task. Students can stop and play at various positions in the text when they wish. 

Lundahl (2012) explains that there are conscious and unconscious strategies and, by helping 

students become aware of their unconscious strategies, they can strengthen them. However, 

comprehension can suffer by excessive focus on strategies as students forget what they have 

read while focusing on how they understand what they read [ibid]. Additionally, Lundahl 

(2012) asserts group work is one of the more effective strategies to increase comprehension as, 

through discussions with others, gaps can be filled.  

Early studies into reading comprehension in second language acquisition used to 

prioritise form and relationship between form and meaning (Wallace, 1992). Reading was 

viewed as a passive skill in which the reader decodes the reader tried to decode the printed text 

by using the letters and combining them to form words, phrases, clauses and sentences linearly 

(Carrell, 1987; Eskey, 1986). This process is known as the bottom-up process [BU]. Where 

readers experience difficulties with their reading, this was often assumed to be because of 

decoding issues (Carrell, 1987). BU was also commonly believed to be used by weaker readers 

that lacked the necessary decoding or reading skills (Eskey, 1988). However, struggling with 

the reading process does not necessarily imply decoding difficulties, but rather that the content 

could be outside the reader’s range of knowledge [ibid]. One study showed that students at a 

university level preparing for education in a second language needed to know 98 % of the 

printed words to fully comprehend the text (Hu & Nation, 2000, cited in Lundahl, 2012). When 

readers do not know the words which they read, they struggle with comprehension. If, for 

example, someone with no computer knowledge reads about various computer parts such as 

motherboard and processors, they may successfully read individual words, but the meaning of 

the text as a whole will be unfathomable. When applying BU in a listening task, it is particularly 

difficult for ESL students due to how fluent speakers use features such as ellipsis, juncture and 

assimilation (Harmer, 2015). Eskey (1988) further proposes that the text must be within a 
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student’s ZPD2 for them to be able to decode the text correctly. As BU did not account for a 

complete understanding of a text in aspects such as metaphors, the top-down process [TD] was 

advanced.  

TD shifted the view on reading and second language reading from a passive process into 

an active process (Carrell, 1988). Readers were observed to be active participants of the reading 

process, and their prior knowledge and experiences influenced the reading comprehension. In 

TD, readers create hypotheses about the text’s intended meaning through guessing (Lundahl 

2012; Eskey, 1988). According to Harmer (2015), TD is greatly helped if the reader’s schema 

allows them to have appropriate expectations of what they encounter. Schema is the 

background knowledge which a reader will have of the world and is gathered from all kind of 

encounters of various topics and events which usually helps them see, for example, linguistic 

context that such a topic usually invokes [ibid]. Experienced readers would have built a register 

of expectations from previously read media and would recognise those patterns more quickly. 

The process allows readers to either have their guesses confirmed or contradicted during the 

reading process and create comprehension from their guesses (Grabe & Stoller, 2002). As 

research in the field of reading comprehension progressed, a more balanced approach to second 

language reading was developed and accepted by the scholars (Eskey, 1988). Instead of word-

by-word decoding or guessing, the newer so-called interactive process [IP] posits a constant 

interaction between the BU and TD during reading, as every source of information contributes 

to creating comprehension [ibid]. Lundahl (2012) defines IP the situation whereby a student 

works with both the text’s details and towards a comprehensive understanding at the same time. 

He asserts that a reader constantly switches between BU and TD during the reading process. 

Furthermore, according to Grabe and Stoller (2002), a reader should strive to describe the 

linguistic levels which are affected, and goals and purpose should be created and adjusted 

towards the text and the purpose behind the activity. As the theory of IP has been widely 

accepted, second language teaching has left behind the BU and TD to focus more on the 

balanced IP (Lundahl, 2012). While the interactive process is commonly used for printed 

reading contexts, Harmer argues that the same principles apply during listening activities 

(Harmer, 2015). 

 
2 Zone of Proximal Development (ZPD) is the conceptual distance between the independent problem solving 
and potential development through adult guidance or more capable peers (Lundahl, 2012). 



7 
 

Comprehension is a cognitive and intellectual interaction between the reader and the text 

according to Blanton (1993). Comprehension is created through interaction and is increased 

through increased interaction.  

 

―If, for example, I read a text and find no way to connect it to myself, 

to my knowledge, to my own experience, then I have ‗understood‘ that 

text in only the most superficial way. I have decoded it, but I haven‘t 

truly comprehended it; the text then means nothing to me, and I can 

walk away from it without its having made the slightest impact on me. 

As a consequence, my memory of the text would be short term and I 

would have gained nothing through the act of reading (Blanton, 1993, 

p. 238). 

 

Blanton asserts that if there is no participatory balance between the self and text, there cannot 

be any comprehension. Similarly, Eskey argues that, without the required knowledge, it 

becomes challenging to achieve comprehension (Eskey, 1988). In short, if a reader has no 

knowledge about the subject and no interest in reading the text, difficulties can be encountered 

in ensuring that comprehension is achieved.  

Lundahl (2012) uses a map metaphor to explain schema theory, he describes it as internal 

maps which helps a reader understand the context of what they are being exposed to. Previous 

experiences and knowledge are stored in such internal maps and without them, it becomes 

harder to relate to new material and achieving comprehension can be more difficult. As a result, 

activating the reader’s schema can increase their comprehension. Through schema, a reader 

can also predict what the text might be about, what kind of language and phrases they might 

encounter while reading (Harmer, 2015).  

 

2.2 Comparing and Contrasting Media 
 

There are differences in the printed reading and audiobook experience, but there are also 

similarities. One of these similarities is the enactive nature of the recipient’s mental imagery. 

Kuzmicova describes mental imagery as “the person’s subjective sense of perceiving an overtly 
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absent physical reality” (Kuzmicova, 2016, p. 221). A reader’s mental imagery is often referred 

to as the referents mentioned or implied in a text, which is also known as referential imagery. 

While referential imagery is given attention, verbal imagery is often given little or no attention 

at all when discussing mental imagery [ibid]. Verbal imagery occurs when a reader pronounces 

the words being read in their mind and is universal in silent reading, meaning every reader, no 

matter their language competence, will to some degree pronounce the words they read in their 

mind. It is essential to discuss verbal imagery when printed text becomes remediated into audio, 

as audiobooks remove the ability to imagine the voices of the characters and narrators freely. 

A study has shown that it becomes more difficult for mental imagery to manifest itself if a 

physical stimulus is simultaneously present (De Beni & Moè, 2003, cited in Kuzmicova, 2016). 

If, for example, a listener smells exhaust gas from a passing car while listening to an audiobook, 

this will likely interfere with the mental imagery that would normally be invoked by the book 

as the reader would inevitably be distracted by their awareness of the fumes. Furthermore, as 

printed words must be decoded, it becomes more difficult to mentally imagine the scene 

simultaneously, as decoding printed words is visually taxing.  

Unlike reading printed matter, audiobooks invite inattentive processing (Kuzmicova, 

2016). The audio experience has the potential for a more continuous visible and changing 

environment and with them, more possible distractions. Two notions can be distinguished from 

a text perspective. Firstly, the instance where the reader becomes aware that their attention is 

elsewhere than on the narrative. This kind of inattention is more commonly known as mind 

wandering and occurs in both novice and expert readers [ibid]. Mind wandering occurs more 

frequently while listening to audiobooks as reading printed requires more focus from the reader 

to decode the words. Mind wandering can, however, sometimes improve the reading 

experience if, for example, it takes the form of a personal experience which is related to the 

narrative; this can result in an increased aesthetic effect. The inverse of a recipient’s real-time 

awareness of the specific wording is another form of inattention [ibid]. Unlike mind wandering, 

this kind of inattention happens when the segment stops making sense for the recipient and is 

most likely the result of a memory or comprehension failure. According to Rosenblatt, “The 

reader must pay attention to all that these words, and no other, these words, moreover, in a 

particular sequence, summon up. […] What is lived through is felt constantly to be linked with 

the words.” (Rosenblatt, cited in Kuzmicova, 2016). Rosenblatt (cited in Kuzmicova, 2016) 

assumes that every reader strives towards the ideal of reading every word equally carefully. 

However, studies have shown that readers rarely read word-by-word, but rather in chunks and 
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unless the wording is highly unfamiliar or unexpected, unknown words are passed by which 

could result in comprehension failure [ibid]. Eskey demonstrates this phenomenon with the 

sentence “Take three stiggles. Stick them in your ear.” (Eskey, 1988 p. 98). He argues that 

because of internal grammatical knowledge, a reader would not necessarily react to stiggles as 

it is grammatically correct even though it is not a word. This kind of comprehension failure 

resembles what is known as verbal auditory perception, which Blackmore exemplifies as 

following:  

 

In a noisy room full of people talking you may suddenly switch your 

attention because someone said ‘Guess who I saw with Anya the other 

day – it was Bernard’. […] At this point you seem to have been aware 

of the whole sentence as it was spoken. But were you really? The fact 

is that you would never have noticed it at all if she had concluded the 

sentence with a name that meant nothing to you. (Blackmore, 2002).  

 

Once specific keywords are heard, attention is shifted, and it would appear as attention was 

given to the complete sentence, although no attention was given at all. Readers would most 

likely not pause their reading and reflect over the expression stiggles and neither would 

someone who overheard a conversation similar to Blackmore’s (2002) example. Additionally, 

these examples are why Eskey (1988) argues for IP, as a failure to interpret the narrative and 

an inability to decode keywords can result in a complete comprehension failure. Furthermore, 

according to a study where students in the ninth grade were asked what they would do if they 

encountered unknown or difficult words, the majority answered that they would try to either 

guess from the context or continue reading (Skolverket, 2004). Similarly, Harmer argues that 

when students encounter unknown lexis, it acts as a barrier but, unlike reading, the students 

often have no opportunity to go back and listen to the lexis again (Harmer, 2015). Kuzmicova 

asserts that it would most likely require a failure on a large-scale narrative level for a reader to 

pause and realise their inattention or comprehension failure and deliberately act to halt their 

reading (Kuzmicova, 2016). 
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2.3 Studies in Audiobook Comprehension 
 

Rogowsky et al. (2016) conducted a study to examine the different input modalities: digital 

audiobook, e-text and dual modality and how these would affect college-educated native 

English speakers’ comprehension. The study’s participants read the preface and a chapter from 

a non-fiction book by either reading the text as e-text, listening to an audiobook or dual 

modality with the help of a Kindle device3. Having completed the task, the participants first 

took an immediate comprehension test, and then another comprehension test two weeks later. 

The study showed no significant difference between the input modality or any correlation with 

the participants and gender [ibid]. Rogowsky et al (2016) suggest that the results could vary 

for ESL students and that different input modalities could benefit students at various stages of 

proficiency and they advocate that it should be studied further.  

Daniel and Woody (2010) tested native English-speaking college students’ ability to 

retain information from a podcast format comparable to written text. They recruited college 

students and had them either read their course books or listen to a recording of someone reading 

the content of their course books on a podcast format. Once the participants had either listened 

or read the content from the course books, they completed a quiz with the same questions to 

assess the two media forms. Their findings were that the group who listened to podcasts 

performed less well than the group that read the books. At first, students preferred the podcast 

format as it gave them more freedom and mobility, but once the participants saw their quiz 

results, they preferred achieving higher scores to having the freedom which podcasts gave 

them. When the participants of Daniel and Woody’s (2010) study were asked how the podcast 

experiences could have been enhanced, the participants responded with these complaints: lack 

of signalling devices such as bolding text and headlines; lack of visuals such as graphs; lack of 

ability to quickly review a selected section; the voiceover in the podcast and the difficulties to 

transposing the podcast from a computer to a mobile device. The study concluded that the 

podcast medium should be approached with caution as the data indicated declining student 

performance.  

 

 
3 Kindle is a e-reader device created by Amazon.com to buy, download and read e-books and other digital 
media. 
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Moreno and Mayer (2002) conducted three studies to investigate whether and under what 

conditions on-screen text would increase student learning. Their sample subjects in all three 

studies were college students in the USA. The participants were sorted into groups and received 

various combinations of either verbal explanation, animations, on-screen text or all 

simultaneously. The study concluded that students that listened to a text while reading it 

themselves learned the material more efficiently than those that did not. Moreno and Mayer 

explain that, when words are both presented visually and aurally, learners can select 

information without cognitive overload [ibid]. They argue that as visual and auditory 

modalities work independently, additional processing capacity is available for the students.  

Furthermore, they note that additional sounds did not hurt students’ abilities to learn if the 

sounds were relevant to the material being learned [ibid]. 

Türker (2010) conducted a study where he tested the effectiveness of audiobooks on 

university ESL students’ reading comprehension. He also investigated students’ attitude 

towards audiobooks. He compared classes as they read a narrative, or as they read while 

listening to the accompanying CDs, which contained an audio reading of the narrative, outside 

the classroom over three weeks. Furthermore, he wanted to investigate if there were any 

correlation between the students’ result and proficiency level. He concluded that audiobooks 

are effective for increasing reading comprehension and that using them had a more significant 

impact on students at an intermediate level than those at elementary ESL levels. His findings 

also showed that students who had difficulties decoding the narrative or understanding words 

preferred to listen to the audiobook versions before they read the printed copies. Türker’s 

(2010) students also reported being more motivated to complete their task by having an 

audiobook for use at home, rather than just the traditional printed reading.  

 

2.4 Extensive and Intensive Reading and Listening 
 

Reading or listening to any text can be considered either extensive or intensive. Extensive 

reading and listening are those which occur outside of the lesson and largely for pleasure; 

language is often acquired unconsciously in these activities and the texts are generally chosen 

by the reader (Harmer, 2015). Extensive reading and listening have several benefits, such as 

vocabulary recognition, spelling, writing and even pronunciation as verbal imagery still takes 

place during extensive reading or listening. Even experienced readers benefit from extensive 
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reading or listening as it helps to build their schemata. There is also a clear connection between 

extensive reading or listening and how well students acquire language (Harmer, 2015; Lundahl, 

2012). Harmer (2015) also argues that promoting extensive tasks is important for ESL’s 

language acquisition and, while it is often assumed to be texts or audio recordings of texts, 

extensive listening and reading also takes place when a student listens to music, watches a 

movie or TV show. He further proclaims the benefit of listening and reading at the same time, 

especially at lower levels, as it helps with both spelling and pronunciation and disregards 

ellipsis, juncture and assimilation. This can be done by encouraging students to add subtitles.  

Intensive reading or listening, unlike the extensive kind, refers to the situation in which 

a reader reads something which has often been assigned to them by someone else, such as an 

instructor or teacher. This type of reading includes engagement with and studying coursebooks 

and will usually be accompanied by exercise types such as true/false questions, multiple-choice 

questions and questions which ask what, how, how often, when etc [ibid]. When faced with 

these kinds of questions, students often feel like the purpose is to test their knowledge rather 

than increase their reading abilities. Harmer (2015) suggests letting students read the questions 

before they read the text to activate their schema.   



13 
 

3.0 Material and Methodology 
 

The purpose of this study was to investigate if there are any differences in comprehension and 

the media forms, i.e. printed text, audiobook and a combination of the two in ESL students. 

This study also aimed to explore whether it could be possible to introduce audiobooks into an 

ESL classroom.  

 

The research questions in which this study addresses were as follows:  

x Does the choice of media forms, i.e. printed format, audiobook or reading and audio 

combined, affect the ability of ESL students to achieve comprehension, and if so, 

how?  

x How does the media form affect a student’s ability to answer different types of 

questions?, i.e. Interpretation and literary meaning questions? 

x What is the relation between comprehension of reading material presented in 

different formats, and the development of students’ language competence in a second 

language?  

 

3.1 Method 
 

This study was conducted using quantitative data analysis procedures and was carried out at 

two upper secondary schools in the county of Halland, Sweden. Two visits were made at 

Sannarpsgymnasiet in Halmstad, and five were made at Falkenberg’s Gymnasium. 

The participants comprised 155 students of three different competence levels and among 

those 155 participants, 14 were eliminated, leaving the total sample at 141 participants. In total, 

two English 5 [E5], two English 6 [E6] and one English 7 [E7] courses were included in this 

study. The courses which were studied were the Swedish equivalent to CEFR4 B1.2, B2.1 and 

B2.2 (Skolverket, 2007). The participants were divided into three groups: group 1: audiobooks 

[G1], group 2: printed reading [G2] and group 3: mixed reading [G3]. The reason only one E7 

 
4 The Common European Framework of Reference. 
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course was included was due to difficulties in finding a willing E7 teacher to participate with 

their students. Instead, this study aimed to have an equal number of participants in each group.  

The study started the same way for every group of participants. They were first given an 

introduction and the opportunity to ask questions. They were told that all aspects of the study 

were entirely voluntary, that no names would be recorded and if they did not wish to participate, 

that they should leave the questionnaire uncompleted. During the introduction, they were told 

that they were either going to listen, read or do both at the same time. Once they had completed 

their task, if they had a physical copy of the narration, it would be collected, and they would 

be required to complete a Google questionnaire which had been uploaded onto their school’s 

digital platform. The questionnaire consists of three sections (see Appendix 1). Section one 

contained questions about each participant’s gender, age and which course level they attended. 

Section two contained questions about the narrative and was used to assess the student’s level 

of comprehension. Section three contained optional questions about the participant’s 

audiobook preferences and use of audiobooks. The author of the study remained until every 

participant had completed their questionnaire in case there were any difficulties. Lastly, time 

was recorded once the introduction and instructions had been completed. The participants were 

not given a time limit but due to the nature of an audiobook, G1 and G3 had 9.5 minutes to 

listen to the story, while G2 had no limitation to reading their printed text, but rather, once they 

had completed their reading, they could move on to the questionnaire. G1 and G3 were only 

allowed to listen to the audiobook once, without stops or re-winds, while G2 was not controlled 

in any fashion and could re-read parts if they wished.  

 

3.2 Material 
 

The materials used in this study were as follows: the novel The Open Window (Saki, 1911), 

both in an audiobook and a physical copy; a laptop to play the audiobook inside the classrooms; 

an electronic designed comprehension test (See Appendix 1) through Google’s questionnaire 

service. The chosen literature used for this study was The Open Window (Saki, 1911) written 

by the pseudonym name Saki, but was in reality named Hector Hugh Munro. The story contains 

1,211 words, and the audiobook version is 9.5 minutes long. To assess the difficulty of the 

novel, the Gunning Fog Index was used which is a simple mathematical way of assessing 

readability. Robert Gunning devised the index and considered that the more a writer uses long 



15 
 

sentences and long words, the more clarity of the text is “fogged” (Seely, 2013). The Open 

Window (Saki, 1911) measures an 8.845 on the index, which would equal to between an eighth 

grade and high school freshman level of difficulty on the index scale which would be equivalent 

to A2 to B1.1 according to CEFR. The Open Window (Saki, 1911) is a story about a charming 

teenager called Vera who plays a practical joke on Mr Frampton Nuttel, a man with a nervous 

condition visiting Vera and her aunt, Mrs Sappleton. As Mr Frampton is waiting for Mrs 

Sappleton to join them, she tells him a story about the tragedy, which was that Mrs Sappleton’s 

husband and sons went on a hunting trip three years previously and went missing. However, 

when Mr Frampton and Mrs Sappleton talk, Mr Sappleton and their sons return home. Mr 

Frampton believes they are ghosts and rushes out in panic when he sees them.  

The novel used in the study had to be challenging for students attending E5, E6 and E7. 

As the novel has implicit content which required interpretation (for example, it does not 

explicitly state that Vera was playing a practical joke), it was deemed to be challenging for 

every course level participating in the study. Furthermore, as the participants did not receive a 

grade on this task, the story could not be too long as it could result in them losing motivation 

and focus. Lastly, as the story was published before 1923, it has no copyright claims and is a 

part of the public domain. 

 

3.3 Design of Questionnaire 
 

In order to assess how well the participants in the study have comprehended their given media, 

a questionnaire was created with what Lundahl (2012) calls the three stages of comprehension. 

The three stages are, according to Lundahl, literary meaning, interpretation and application 

[ibid]. Literary meaning is information which is explicit in the narrative and possible to 

memorise, for example, who, where and when. Harmer (2015) advocates using true or false 

questions in paired activities designed to increase student comprehension, as they have to agree 

on an answer. However, he is sceptical about using these types of questions in a test-like setting, 

unless the purpose is purely to assess the student’s comprehension rather than increasing it. 

Furthermore, while being sceptical, during intensive reading and listening, which this task is, 

these kinds of questions are more appropriate.  Interpretation refers to questions that require 

the participant to make conclusions based on what has been read, for example, when Mrs 

Sappleton asks Framton “I hope you don’t mind the open window.” (Saki, 1911, p. 2), the 



16 
 

literary meaning constitutes a statement of fact about the speaker’s state of mind, but the 

intended meaning is to inquire whether Framton is cold and if she can keep the window open. 

Application relates to a situation where a student can use the knowledge they have acquired 

from either the text or other texts, and apply it in other contexts, such as making connections 

between narratives (Lundahl, 2012). The application stage will not be used further in this study 

as it would require a long-term perspective with multiple checkpoints to determine whether 

they have achieved this stage. It is often assumed that these three stages are progressive in 

difficulty. Different text types require different skills and instructions do not always require the 

recipient to interpret anything, but they do require the recipient to understand the literary 

meaning and this can sometimes be more difficult [ibid]. 

 

3.4 Evaluating Answers 
 

In order to correctly evaluate the study’s different groups of students, a baseline with correct 

answers must be created. Below, the question, their types and the acceptable answers will be 

presented. The acceptable answers are what the author of this study deems to be acceptable 

based on the criteria outlined below, and while there could be other variations, only those 

presented below would be considered.  

Answers written in either English or Swedish will be accepted, even if they contain 

spelling errors or could be considered grammatically incorrect. Question 4, 6, 8 and 10 are 

multiple-choice questions and will therefore only have one correct form. The students must 

answer the remaining questions in their own words. Questions which are left unanswered will 

not be counted as incorrect, as it does not equal lack of knowledge, but rather, a choice not to 

answer.  
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Question 1: How old is the niece?  

Type of question: Literary meaning question.  

Acceptable answers: 15 years old. 

 

Question 2:  How did Framton know Mrs. Sappleton? 

Type of question: Interpretation question. 

Acceptable answers: Any form where they point out with certainty that it was through 

Framton’s sister. Family is acceptable as well.  

 

Question 3: Which month of the year does the story take place? 

Type of question: Literary meaning question.  

Acceptable answers: October. 

 

Question 4: Is Mrs Sappleton Vera’s mother?  

Type of question: Interpretation question. 

Acceptable answers: No.  

 

Question 5: Why did Framton leave in a hurry? 

Type of question: Interpretation question. 

Acceptable answers: Any form where they with certainty answer that he left because he was 

afraid or thought he saw a ghost.  

 

Question 6: What is Framton’s diagnosis? 

Type of question: Literary meaning question. 

Acceptable answers: He has a nervous condition.  
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Question 7: Why did Framton visit Mrs Sappleton?  

Type of question: Interpretation question. 

Acceptable answers: Answers that somewhat state that it was to gain acquaintance with Mrs 

Sappleton.  

 

Question 8: Framton’s sister thinks he can recover through the help of loneliness. 

Type of question: Literary meaning question. 

Acceptable answers: No 

 

Question 9: What was the tragedy, according to the niece?  

Type of question: Interpretation question. 

Acceptable answer: Any answers which mention that Mrs Sappleton’s husband and children 

had gone missing from a hunting trip three years ago. 

 

Question 10: Who is Vera? 

Type of question: Interpretation question. 

Acceptable answers: The niece 

 

Question 11: Why is the window open? 

Type of question: Interpretation question. 

Acceptable answers: To allow Mrs Sappleton’s husband and children back home after their 

hunting session.  
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3.5 Delimitations 
 

A total of 14 participants were disregarded from this study’s sampling frame. The participants 

were eliminated either because they had not answered any questions, or they were deemed 

unreliable. 

Participants who did not answer any questions were deemed as exercising their right to 

not participate in the study. There were seven in G1, one in G2 and three in G3 who were 

disregarded because of unwillingness to participate in the study. Furthermore, one in each 

group were disregarded because they were deemed unreliable with fatuous answers such as 

their gender being ‘Santa Claus’ or answered question 11 with ‘because they wish to have 

incest sex’. 

 

3.6 Ethical Considerations 

 

The ethical standards which this study will base its groundwork on will be presented below. 

Based on the Swedish Research Council’s (2002) guidelines for humanistic and social science, 

this study will aim to uphold their codex for good research practice and conducting ethical 

research. The codex consists of four principles, information, consent, confidentiality and usage 

principles [ibid]. The author has translated the principles from Swedish into English. 

The first principle, information means that the researcher informs the participants about 

the purpose of the research and which terms and conditions apply to their participation. 

Furthermore, the participants shall be informed that their participation is voluntary and can be 

cancelled at any time [ibid]. This study upheld the first principle by giving the participants an 

introduction with the terms and conditions and allowing them to choose to participate and to 

decline anonymously. 

The second principle, consent, means that the participants have the right to decide about 

their participation without any outside pressure and, if needed, consent from the participants' 

guardians. There are exceptions to the consent requirement such as if no sensitive data is 

collected, occurs in larger groups and if the research is conducted in an educational 

environment during ordinary school hours, the teacher can assume consent [ibid]. As this study 
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did not record any sensitive data about the participants other than age, gender and course level, 

and because it was conducted using larger groups, the consent of the class teacher was deemed 

sufficient. The participants also had the option to abandon their participation at any time while 

retaining their anonymity. 

The third principle, confidentiality, means that personal data about the participants 

should be stored in such a manner which prevents anyone without authorisation having access 

to them, and that participants cannot be identified by a third party [ibid]. The data in this study 

were stored on a personal account, with multi-factor authentication5.  As no personal data were 

recorded, there would be minimal risk of a third party having the possibility to identify any of 

the participants.  

The fourth and last principle, usage means the collected data will only be used for 

research purposes [ibid]. The collected data must not be used to affect the individual 

participating in the study. As no names or data which could identify the students were recorded, 

this principle was also upheld. 

 

 

  

 
5 Multi-factor authentication is an authentication method which only gives access to a user after successfully 
presenting two or more forms of authentication mechanism, such as password and SMS based code input.  
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4.0 Results and Analysis 
 

In this study, quantitative data analysis procedures were used, as explained in the Methodology 

chapter, above. The quantitative data were gathered through an online comprehension 

questionnaire which was administered to all students after each implementation of media form. 

The data collected will be presented below. Every table will show the percentage first and the 

total numeric value in parenthesis. Firstly, the result from each group will be presented by 

themselves. Secondly, the groups will be compared by question category. Finally, the result 

will be analysed.  

 

4.1 Group 1: Audiobooks 
 

The total time which group 1: audiobooks participated in the study was 25 minutes, which 9.5 

minutes was spent listening to the audiobook version of The Open Window (Saki, 1911) and 

the remaining 15.5 minutes to answer the questionnaire. The table below represents the G1 

course levels and how G1 responded to each question recorded. 

Course level English 5 English 6 English 7 

 38% (16) 38% (16) 24% (10) 

Answers Correct Incorrect Unanswered 

Question 1 30% (13) 37% (16) 33% (14) 

Question 2 5% (2) 49% (21) 47% (20) 

Question 3 26% (11) 47% (20) 28% (12) 

Question 4 51% (22) 40% (17) 9% (4) 

Question 5 12% (5) 44% (19) 44% (19) 

Question 6 60% (26) 33% (14) 7% (3) 

Question 7 2% (1) 49% (21) 49% (21) 

Question 8 33% (14) 49% (21) 19% (8) 

Question 9 9% (4) 49% (21) 42% (18) 

Question 10 47% (20) 40% (17) 14% (6) 

Question 11 12% (5) 53% (23) 35% (15) 

Total 26% (123) 44% (210) 30% (140) 

Table 1 - Group 1: audiobooks sample and their answers to each question. 
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The total sample in G1 was 42 students, where 38 % (16) students attended E5, 38 % (16) in 

E6 and 24 % (10) in E7. Majority of the questions were either incorrect 44 %, or unanswered 

30 % and they had a total of 26 % correct answers. Questions 1, 4, 6, 8 and 10 are questions 

which G1 achieved more than 30 % correct answers in, with 4 and 6 being the only questions 

which more than 50 % answered correctly.   

 

4.2 Group 2: Printed Reading 
 

The total time which G2 reading participated in the study was 40 minutes. The time was first 

spent reading a printed copy of The Open Window (Saki, 1911). Once a student considered 

themselves to have finished reading, they raised their hand, and their printed copy was 

collected. The time recorded between the beginning and the moment the last student had 

finished their questionnaire was 40 minutes. The table below represents G2 course levels and 

how G2 responded to each question recorded.  

Course level English 5 English 6 English 7 

 57% (31) 43% (23) 0% (0) 

Answers Correct Incorrect Unanswered 

Question 1 35% (19) 39% (21) 26% (14) 

Question 2 9% (5) 35% (19) 56% (30) 

Question 3 63% (34) 20% (11) 17% (9) 

Question 4 57% (31) 33% (18) 9% (5) 

Question 5 13% (7) 33% (18) 54% (29) 

Question 6 78% (42) 7% (4) 15% (8) 

Question 7 2% (1) 35% (19) 63% (34) 

Question 8 30% (16) 57% (31) 13% (7) 

Question 9 22% (12) 26% (14) 52% (28) 

Question 10 44% (24) 41% (22) 15% (8) 

Question 11 13% (7) 54% (29) 33% (18) 

Total 33% (198) 35% (206) 32% (190) 
Table 2- Group 2: printed reading sample and their answers to each question. 
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The total sample in G2 was 54 students, where 57 % (31) attended E5 and 43 % (23) in E6. 

The answers are evenly spread with 33 % (198) being correct, 35 % (206) incorrect, and 32 % 

(190) unanswered. The questions in which G2 achieved more than 30 % correct answers are 1, 

3, 4, 6, 8 and 10. Questions 3, 4 and 6 are questions where more than 50 % of the group's 

sample had correct answers.  

 

4.3 Group 3: Mixed Reading 
 

The total time which G3 participated in the study was 28 minutes. The group spent the first 9.5 

minutes listening to the audiobook version of The Open Window (Saki, 1911) while having a 

physical copy in front of them to follow the audio with if they chose and remaining 18.5 

minutes to answer the questionnaire. The table below represents G3 course levels and how G2 

responded to each question recorded. 

Course level English 5 English 6 English 7 

 49% (22) 51% (23) 0% (0) 

Answers Correct Incorrect Unanswered 

Question 1 24% (11) 49% (22) 27% (12) 

Question 2 18% (8) 36% (16) 47% (21) 

Question 3 27% (12) 47% (21) 27% (12) 

Question 4 58% (26) 40% (18) 2% (1) 

Question 5 20% (9) 38% (17) 42% (19) 

Question 6 69% (31) 29% (13) 2% (1) 

Question 7 7% (3) 36% (16) 58% (26) 

Question 8 38% (17) 49% (22) 13% (6) 

Question 9 22% (10) 22% (10) 56% (25) 

Question 10 44% (20) 51% (23) 4% (2) 

Question 11 20% (9) 44% (20) 36% (16) 

Total 32% (156) 40% (198) 28% (141) 

Table 3- Group 3: mixed reading sample and their answers to each question. 
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The total sample in G3 was 45 students, where 49 % (22) attended E5 and 51 % (23) in E6. 32 

% of the answers were correct, 40 % incorrect and 28 % were left unanswered. The questions 

which G3 had over 30 % correct answers in were 4, 6, 8 and G3 answered question 4 and 6 

correctly with more than 50 %.  

 

4.4 Analysis of Overall Data  
 

The collected data indicate that there is a difference between the media form and overall 

comprehension. Once a physical media form is included in any combination, student 

comprehension is increased as G2 answered 33 % of the questions correctly, G3 32 % and G1 

26 %. The introduction of a physical copy raised G3 6% over G1; however, only 1 % from G2. 

This result would suggest that the entire sample group’s overall comprehension is better when 

reading, or rather when having been supplied with a printed copy to decode themselves. One 

possible factor for G2’s better performance over the other groups could be time, as G2 did not 

have a time limit similar to the groups with an audio recording and could reread the text if 

needed. However, according to Kuzmicova (2016) and Skolverket (2004), if a student 

encounters unknown words or struggles with a segment of a text, it is unlikely that they would 

choose to reread to achieve comprehension, but rather guess from the context or hope it would 

be explained by reading further. As the students knew they would be completing a 

questionnaire, this could have increased the willingness for the students to reread to achieve 

comprehension.  

Nevertheless, accounting for the time spent by each group, a mixed form of reading 

would seem to be the most time-efficient form of media for achieving comprehension. G3 spent 

28 minutes reading and completing their questionnaire, while G2 spent 45 minutes doing the 

same tasks, 17 minutes longer than G3 and while only achieving 1 % more than G3. Another 

possible explanation for the differences could be that decoding printed text does require more 

focus according to De Beni and Moè (2003, cited in Kuzmicova 2016), which would indicate 

that students in G2 could have been more focused on their task than the other groups. 

Additionally, Kuzmicova (2016) argues that mind-wandering occurs more frequently while 

listening to audiobooks. The reason that G1 had the most errors could be because they did not 

have the same focus on the task, and they could have experienced mind wandering during the 

narration. Introducing a physical copy gave the students in G3 something to which they could 
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direct their attention other than the audio recording, which could explain their increase over 

G1. Another possibility that might account for why G3 had a higher score than G1 could be 

what Moreno and Mayer (2002) found in their study, namely that if students have several 

information channels to choose information from, their opportunity for comprehension is 

increased. 

 

4.5 Question Types  
 

To determine whether there are any differences in the kinds of questions being asked and the 

media forms, the total responses from all three groups have compiled and are represented by 

two graphs; one shows the results in the literary meaning category and one in the interpretation 

category.  

 

4.6 Literary Meaning Questions 
 

The figure below is a compilation of all questions in the literary meaning category, 1, 3, 6 and 

8 together with the total answers from the study’s sample.  

 

 

Figure 1 - The differences in literary meaning questions across the study’s total sample. 
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When comparing the groups and their answers in the literary meaning category, it can be seen 

that the media form affects a student’s ability to answer literary meaning questions. The group 

with the most correct answers were G2 with 51 % correctly answered questions, followed by 

G3 with 39 % and G1 with 37 %. G2 was also the group with the lowest number of incorrectly 

answered questions with 31 %, G1 with 41 % and G3 at 43 %. G1 also had a higher percentage 

of unanswered questions at 22 %, 18 % for G2 and 17 % for G3. 

 

4.6.1 Literary Meaning Analysis 

 

As previously stated, one of the possible reasons why the groups with a physical copy generated 

more correct answers than the audiobook group could be because the physical copy focused 

their attention. However, once the questions are categorised into literary meaning questions, 

the same pattern can be seen. G2 had 51 % correctly answered, which is a significant difference 

compared to G3 at 39 % and G1 at 37 %. Questions that are meant to assess a student’s ability 

to comprehend literary meaning from a narrative are frequently used in an educational setting. 

Students have most likely built up a mental register and are familiar with these kinds of 

questions from previous educational tasks. As a result, they are most likely used to identifying 

and memorising this kind of information (Eskey, 1988).  
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4.7 Interpretation Questions 
 

The figure below is a collective of all interpretation questions, 2, 4, 5, 7, 9, 10 and 11, together 

with the study’s participants answers.   

 

 

Figure 2- The differences in interpretation questions across the study’s total sample. 

 

The result from the question category are as follows: interpretation questions show a significant 

difference between media form and the student’s ability to answer questions which require 

interpretation. G3 has the highest score with 27 % correctly answered interpretation questions, 

G2 at 23 % and G1 at 20 %. G1 was also the group with most incorrectly answered questions 

at 46 %, G3 at 38 % and G2 at 37 %. G1 was the group with the most questions left unanswered 

with 40 % empty, G2 at 35 % and G1 at 34 %.  

 

4.7.1 Interpretation Questions Analysis  

 

The result from the interpretation category seems to confirm Blanton’s (1993) argument that 

comprehension is created through interaction, and more interaction increases comprehension. 

The difference between G3 which had the highest number of correctly answered questions and 

G1 with the lowest number, 20 % is 7 %. G3 had increased interaction with their media forms 
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as they were exposed to both audio and visual stimuli, and the visual stimuli increased their 

need to focus when decoding the printed text. Moreno and Mayer (2002) suggest that with 

multiple channels of information, students have the opportunity to choose which channel they 

acquire the information from, which the data from the interpretation category would suggest 

they did. 

 

4.8 Course Level and Media Form 
 

The table below is a comparison between E5 and E6. The total number of correct, incorrect 

and unanswered responses have been calculated into percentage and is shown in the table. In 

this comparison, E7 has been eliminated in order to derive an equal course level comparison.  

    

Course level Correct Incorrect Unanswered 

English 5 Audiobooks 25% 34% 41% 

English 6 Audiobooks 27% 59% 14% 

    

English 5 Printed Reading 38% 39% 23% 

English 6 Printed Reading 31% 24% 45% 

    

English 5 Mixed Reading 36% 38% 26% 

English 6 Mixed Reading 28% 38% 33% 

Table 4- Comparison of the total number of questions answered by each course level in each media form.  

 

The result of comparing the course levels are as follows:  

In the audiobook group, E5 had 25 % correctly answered questions, while E6 had 27 %. 

E5 had 34 % incorrect and E6 59 %. E5 left 41 % unanswered and E6 14 %  

In the printed reading group, E5 had 38 %, and E6 had 31 % correctly answered 

questions. E5 had 39 % incorrect, and E6 had 24 %. E5 left 23 % unanswered, and E6 left 45 

%.  
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In the mixed reading group, E5 had 36 % correctly answered questions, and E6 had 28 

%. Both E5 and E6 had 38 % incorrectly answered questions. E5 left 26 % unanswered, and 

E6 left 33 %.  

The data indicate, however, that the participants in E6 are more likely to attempt to 

answer the questions if audio is involved, as they had 14 % unanswered with the audiobook 

format, but 33 % with the mixed and 45 % with printed, which would somewhat confirm 

Türker's (2010) findings that audiobook use increases student’s motivation.  

 

4.8.1 Course Level and Media Form Analysis 

 

The result from comparing the course levels which the sample attended and media forms did 

not meet the author's expectation, as a higher level is assumed to result in a higher score. 

However, as no competence in English test was conducted with the students participating in 

this study, participants in E5 could be working at a higher level than E6. Unanswered questions, 

as previously mentioned, are not counted as incorrect answers as they do not establish the 

participant’s inability to answer the question, but only their decision not to answer. 

In the audiobook sample, the number of correctly answered question is only a 2 % 

difference, with E6 being the highest at 27 %. However, the proportion of incorrectly and 

unanswered shows a clear pattern. The data indicate that the students attending a higher course 

level are more likely to attempt to answer questions about which they feel less confident, as E6 

has 59 % incorrect answers, but only 14 % unanswered. In comparison, E5 has 34 % incorrect 

answers and 41 % unanswered.  

E5 is the course level which shows the highest increase by a change of media form. E5 

answered 25 % correctly when listening to an audiobook but, once a physical copy had been 

introduced, their score was increased to 36 % with mixed reading and 38 % in printed reading. 

E6, however, gained 1% more correct answers by introducing a physical copy from audiobooks 

and another 3 % by only reading. As a result, the data would suggest that a student at a lower 

language competence would benefit more from a mixed media form, and this could be due to 

their lack of decoding skills, while E6 shows no significant improvement, which could be 

because they understood the narrative equally across all media forms.  
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4.9 Optional Section of the Questionnaire 
 

The participants were also asked three optional questions, which were as follows: "What kind 

of books do you prefer?"; "Have you ever used an audiobook in school?" and "If you listen to 

audiobooks, when do you listen to them?" Their answers for the first two questions are 

illustrated below in pie-chart format and, for the third, the answers will be attached as an 

appendix, and a selected few answers will be discussed.  

 

4.9.1 Question: "What Kind of Books Do You Prefer?" 

 

In order to obtain an overview of what kind of media the students preferred, they were asked 

which kind of books they preferred to use, and 141 participants provided answers. Their 

responses were categorised into four types: normal printed books, audiobooks, a combination 

and others. The last category, “others”, refers to media types other than books, so that would 

encompass students who did not seek out fiction in any form, and those who would only enjoy 

it in forms such as movies and TV programs.   

 

 

Table 4 – What kind of media the study’s sample preferred.  

 

The most preferred medium was printed text accounting for 50 % of the sample, while 

audiobook was preferred by 37 %. Just 7 % preferred mixed media forms and the remaining 6 

What kind of books do you prefer? 

Normal Audio Combind Other
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% preferred other forms. One of the reasons the printed text is highly preferred could be the 

same reason as Daniel and Woody’s (2010) participants, namely that the students in this study 

were conscious that they perform better with the printed media and value higher grades over 

literature consumption for pleasure.  

 

4.9.2 Question: "Have You Ever Used an Audiobook in School?" 

 

140 participants chose to answer the question: “Have you ever used an audiobook in school?” 

A total of 53 % responded with "yes", and 47 % responded with "no".  

 

 

Table 5 - Frequency of the study's useage of audiobooks in school. 

 

4.9.3 Question: “If You Listen to Audiobooks, When Do You Listen to Them?” 

 

A total of 85 participants chose to offer some answer to the question: "If you listen to 

audiobooks, when do you listen to them?" (see Appendix 2). The most common reason for a 

student to use an audiobook was “my spare time and when I want to listen” (see Appendix 2) 

as one student replied, and while some only did it for educational purposes, self-motivation 

was one of the most common reasons. Their answers would imply that other reasons for them 

to use audiobooks was during their commutes, while multi-tasking with answers such as “When 

I am out walking with my dog” or to help them fall asleep.  

 

Have you ever used an audiobook in school? 

Yes No
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5.0 Discussion 
 

Literature is becoming increasingly available electronically in forms such as e-texts or 

audiobook versions; these formats are now ubiquitous in modern society and their availability 

is taken granted by younger generations. As a result, extensive reading and listening are 

becoming more common, which Renandya and Farrel (cited in Harmer 2015) assert are 

effective methods for increased listening and reading skills. Therefore, the pressure for the 

educational system to adjust for younger generations' preferred use of electronic literature is 

increasing. The purpose of this study was to investigate how ESL students’ comprehension 

could be affected by the choice of media form. Further, the study aimed to explore any 

correlation between the question categories, literary meaning and interpretation and media 

form. A total of 155 students attending two different schools in Halland, Sweden, and between 

the course levels E5 to E7, were recruited to participate in this research study. The participants 

were divided into three groups, each which would be required to absorb a short literary work 

in either printed, audio or a combination format. Participants were recruited by ESL teachers 

who were willing to allow the research to be conducted in their classroom and the assigned 

media form to each group was done randomly. Each group received the same instructions, 

material and the same narrative The Open Window (Saki, 1911), but in the form of the written 

work alone, an audiobook of the same work, and both forms together. The participants were 

subjected to the same comprehension test once their task was completed.  

The first research question was: "Does the choice of media forms, i.e. printed format, 

audiobook or reading and audio combined, affect the ability of ESL students to achieve 

comprehension, and if so, how?" The study found a statistically significant difference between 

the three groups. The group assigned printed reading produced the highest scores, with mixed 

reading being 1 % behind, which could be considered to be insignificant statistically and 

audiobooks being 7 % lower than printed reading. One of the possible reasons that G3 was 

close to G2 was that they had access to the transcript while they listened, which Harmer (2015) 

considers an effective listening strategy to achieve comprehension. The data suggest students 

could achieve a similar level of comprehension by combining printed and audio as reading 

printed, and while being more time efficient. As a result, it would be beneficial to increase its 

use in an educational setting. In Daniel and Woody’s (2010) study, the participants showed an 

increased motivation when using an audio format but, once their academic results were 
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affected, they preferred the more traditional format, printed text. However, this study can 

conclude that the inclusion of audio did not significantly affect students’ ability to achieve 

comprehension by the inclusion of audio. Moreover, the inclusion of audio benefits the students 

in other areas than comprehension, such as being exposed to other English speakers as opposed 

to just teachers.  

The second research question was: "How does the media form affect a student’s ability 

to answer different types of questions? i.e. interpretation and literary meaning questions?"  This 

study also found significant differences when comparing the question categories and media 

form. In the literary meaning category, printed reading performed 12 % above mixed reading 

and 15 % higher than audiobooks. However, mixed reading performed better in the 

interpretation category with 6 % and 7 % better than the other groups. The presented findings 

that reading and mixed reading performed better than audio is consistent with the findings of 

Daniel and Woody (2010). They are also consistent with Moreno and Mayer's (2002) study 

that text and audio increase students' comprehension. By contrast, they are inconsistent with 

Rogowsky et al.’s (2016) findings which found no difference between their media forms, 

although they did not include printed reading. In both the current and Daniel and Woody’s 

(2010) study, the participants were able to review the printed text, which may be considered to 

be an advantage for the printed text groups. Rogowsky’s et al. (2016) did not investigate printed 

text, but their participants were not allowed to review their media forms. The current study did 

not allow for the audio forms to review their media as well, which is a direct disadvantage for 

the groups with audio. The participants in Daniel and Woody’s (2010) study expressed the 

view that it was difficult to navigate the audio format with accuracy to re-listen to selected 

segments. In comparison, rereading sentences with accuracy is easier when it is in the printed 

format, which means that the written format in this study had an advantage as they could reread 

with accuracy, which the audio format could not. Allowing the groups which had an audio 

recording to use the strategy to stop and rewind could have enhanced their results. Inclusion of 

audio seems to negatively affect students’ ability to answer literary meaning questions, as both 

the audiobook and mixed reading performed worse than printed reading. This is most likely 

the effect of students missing keywords in order to answer the literary meaning questions. 

Moreover, if the students were allowed to stop and re-wind, they would most likely be able to 

achieve a higher score in the literary meaning question category.  However, inclusion of audio 

together with printed text increased their ability to correctly answer interpretation questions. 
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This would further suggest that including audio could be beneficial, especially if the students 

would be allowed to stop and re-wind the audio.  

The third and last research question was: "What is the relation between comprehension 

of reading material presented in different formats, and the development of students’ language 

competence in second language?" The recorded data in this study suggests that a student with 

a lower competence would benefit more from a mixed media form than a student with higher 

competence in terms of comprehension. However, the data also showed that a student attending 

E6 is more likely to attempt to answer questions with the audiobook format, which can be 

interpreted as the students from E6 gained more motivation to attempt their tasks with the help 

of the audiobook media.  

The result from the previously conducted studies (Rogowsky et al., 2016; Daniel & 

Woody, 2010) was not consistent with the results of this study. However, this does not mean 

that this study was unsuccessful as the previous studies were conducted with native speaking 

participants with higher language competence, while this study was conducted with ESL 

students. As a result, this current study has managed to provide satisfactory answers to the 

research questions, and the data showed a difference between the media forms and question 

categories.  

 

5.1 Limitations 
 

This study did, however, have several limitations; it did not include a competence in English 

test to select the participants, which could have affected the results as a student attending E5 

could, for example, have the same language competence as someone attending E6. 

Furthermore, it could also be possible that the text used in this study was outside of some of 

the participants’ knowledge ranges in aspects such as difficult words and phrases. If, however, 

a competence in English test had been included together with more texts, the conclusions of 

this study would have been more robust. The fact that G2 had no time limit gave the group an 

advantage over the other two groups and it would have been interesting to give each group the 

same time limit to go over the story to further increase the reliability in the recorded data. 
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6.0 Conclusion 
 

This study’s purpose was to determine what, if any, correlation exists between ESL students’ 

comprehension in printed reading, audiobooks and mixed reading. It also aimed to investigate 

whether there were any differences between the presented question types and, if so, how they 

were manifest. This study found that the media format, e.g. printed, audio or a combination, in 

which the students used, was seen to have a significant impact on their comprehension. The 

study also found differences when comparing the two question types, literary meaning and 

interpretation questions. Furthermore, this study concluded that the most efficient media form 

for an ESL student to use, to achieve comprehension, is through a mixed reading process which 

means reading a printed copy while listening to an audiobook version of the novel. The mixed 

reading process did not score the highest; however, they were only 1% behind the printed 

reading group, while taking less time to complete their task. This would suggest that a mixed 

reading process is the most time-efficient method to achieve comprehension. The study also 

aimed to compare course levels and how media form affects comprehension. The sample which 

attended E5 showed they had accrued the most benefit from a mixed reading process while E6 

showed no significant increase in their comprehension. The E6 sample did, however, show an 

increase in their inclination to respond to questions once audio was included.  

The past studies undertaken into the use of audiobooks are inconclusive. Rogowsky et 

al. (2016) found no significant difference between input modality and student performance. 

Daniel and Woody (2010) found that podcast media was inferior to printed text. A mixed 

reading process was the best performing in Moreno and Mayer’s (2002) study. Türker (2010) 

could conclude that students at a lower language competence benefited the most from 

audiobooks. This study found that printed reading achieved the highest comprehension, but a 

mixed reading process was the most efficient. As the studies in the field of audiobooks are 

inconclusive, it is hard to determine if this particular medium has advantages for formal 

secondary education. However, as the studies have been conducted with various methods and 

with samples of varying competence levels, the reason the studies are inconclusive could be 

because the participants have different levels of listening skills. One common conclusion which 

can be seen in most studies (Daniel & Woody, 2010; Türker, 2010) is that the students enjoy 

using the audio media form and that they use it without external pressure from example, their 

teacher. Daniel and Woody (2010) argue that a student’s enjoyment correlates with positive 
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learning outcomes. This means that the educational system could benefit from trying to 

incorporate and ensure student enjoyment of the audio media, as students are more likely to 

continue learning by themselves outside of school. Inclusion of audio media could also help a 

teacher inspire a substantially greater number of students, as including an audio option when 

appropriate means that students who would otherwise not be motivated to complete the 

literature task might then do so. Most studies (Moreno & Mayer, 2002; Rogowsky et al., 2016; 

Türker, 2010) concluded that the inclusion of audio did not impede the students’ 

comprehension, which means that giving students the option to choose their media is something 

a teacher should not hesitate to do.  

The future of the audiobook and the research conducted in this field is essential for the 

educational system. The limitations which were previously mentioned are factors which could 

be researched in the future. Would the findings of this study change if the students were at an 

equal language competence level and if the novel chosen was in their knowledge range? Would 

the groups with audio perform better if they could listen to the recording without a time 

limitation or how would the printed reading be affected with the same time limitation as to the 

audio format? It would also be of value to study how a long-term perspective could affect the 

findings, together with ensuring a sample with equal language competence. A further avenue 

of investigation might be to establish whether specific groups of students would benefit more 

from using audio than other students, e.g. students with dyslexia or learning disorders.  
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Appendices 
 

Appendix 1: The Questionnaire in its entirety  
 

Introduction: 

Thank you for participating in this pilot study about the differences between audiobooks and 

physical texts.  

All data collected will be used for the purpose of writing my master thesis and destroyed once 

completed. The author and examinators will be the only persons with access to the collected 

data. 

Section 1:  

Gender: 

x Female 

x Male 

x Prefer not to say 

x _______ 

Age: 

x _______ 

Which programme do you attend? (Vilket gymnasieprogram?) 

x _______ 

Which English course do you currently attend? 

x English 5 

x English 6 

x English 7 

Section 2:  

Below you will find questions about the novel The Open Window.  
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You will be asked to write an answer or choose one. 

Have you ever read The Open Window by Saki before? 

x Yes, for school 

x Yes, for pleasure 

x No 

If you have read The Open Window before, when did you read it? 

x _______ 

How old is the niece? 

x  _______ 

How did Framton know Mrs. Sappleton? 

x  _______ 

Which month of the year does the story take place? 

x  _______ 

Is Mrs. Sappleton Vera’s mother? 

x Yes 

x No 

Why did Framton leave in a hurry? 

x  _______ 

What is Framton’s diagnosis? 

x He has asthma 

x He has a nervous condition 

x He has cancer 

x   

Why did Framton visit Mrs. Sappleton? 

x  _______ 

Framton’s sister thinks he can recover through the help of loneliness. 
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x  _______ 

What was the tragedy according to the niece? 

x  _______ 

Who is Vera? 

x  _______ 

Why is the window open? 

x  _______ 

Section 3 

What kind of books do you prefer? 

x Audiobooks 

x Normal books 

x  _______ 

Have you ever used an audiobook in school? 

x Yes 

x No 

If you listen to audiobooks, when you listen to them? 

x  _______ 

 

Appendix 2: Answers ‘If you listen to audiobooks, when you listen to them?’ 
 

? 

When I’m about to fall asleep or When I’m Reading a book 

the perks of being a wallflower  

When we are supposed to read books in school i always listen to audiobooks instead 

When im on the bus.  

I can't use them because I listen but i can't remember but If I read I remember. 

At home 
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Used to in "grundskolan" but not anymore because i felt i had more control over my studies if 

i could read them anywhere.  

Never 

School work 

When I have to finish a book fast 

For school 

When iam mostly in a quiet setting and alone 

When i'm going to sleep 

At the same time as a read in a book  

Alone  

in school or at my home 

No 

when i was supposed to read a bood in class 

I never listen to audiobooks. I like to see the text.  

i dont 

when i have a book in school that i have to read i listen to the book and read at the same time 

the day before the assignment 

i dont listen to them, but i would like to listen to one. 

on the bus 

yeah last year was the last time  

In school 

On the bus. 

if I want to listen to something before sleep or if i want to do something at the same time 

To have in the background when i'm doing something else. Or when I don't want to concentrate 

so much. 

Ibland hemma, och i min förra skola, tyckte de gav bättre resultat om man fick både läsa och 

höra samtidigt. Man förstod mer och lärde sig uttala vissa ord, och man kommer ihåg saker 

lättare om man hör. 

when im free 

In the bus  

In the car�ⷅⷆⷈⷉⷊ 

We could listen to the last book we read. There was audio files which I used.  
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Yes i have. We read a book in school as an assigment and during that I listened to an audiobook 

and read in the book at the same time. I found that very helpfull but i prefer a normal book and 

not listening to anything.  

I don't like audiobooks because i feel like it's harder to focus. 

in school  

On english lessons 

When i am out walking with my dog 

just when we must in school 

sometimes when it is a long text to read, i prefer to listen.  

In school  

One time in eighth grade as well as in sixth grade 

when the teachers want you to listen to audiobooks 

last year 

When i don't understand the text and Because i have some problem with writings and 

remembering text 

When i am in the bus and when im doing something else and i can listen to the book at the 

same time. 

I have only listen to audiobooks in school, for a test or as an assignment.  

Sometimes at home and school but not often 

i dont now 

I dont 

Often when I’m going on a vaccination  

indeed 

When we had a English book in school last year I used a audio book and it helped me really 

much. I think that I understod it more when I was listening to it.  

At home when i play FIFA. 

I listen to them insted of reading books in school because i think it's easier 

my spare time and when I want to listen  

School 

When I’m to lazy to read 

Never 

In the car while driving to school. 

Not audiobooks but podcasts, at home  

at home 
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when i didntint want to read 

When I’m don’t feel to read  

Don’t know 

During the day, when I go to bed 

när jag reser 

sleep 

When I go home from school 

when I do something that makes me unable to read a normal book.  

if i dont have the time or the energi to read 

When I study or cleaning  

I have storytel so we didnt listen to it in class but i listen to the book we read at storytel 

i do not listen to audiobooks 

When i don`t feel for reading a book for example when im going to sleep 

before bed 

its easier to not get lost, sometimes when you read you can get into other thoughts.  

home  

At home while doing chorus 

 

 



PO Box 823,  SE-301 18 Halmstad
Phone: +35 46 16 71 00
E-mail: registrator@hh.se
www.hh.se

Kim Andrén


