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1. INTRODUCTION

A heated discussion has been taking place in Japan concerning hetaitioor raise the
academic standard of university students. The subject of Engligint as a foreign lan-
guage is no exception, as students’ English ability has detedarathe last decade. Not
only has aural-oral communication ability suffered, but alsalirey and writing skills as
well as grammar. Previously, grammar had been the oneshk#idered to be the strong-
est compared to other skills. As a result of such low standamiy idepartment, approxi-
mately 5-10% of the students out of 1,600 freshmen and sophomores paatEaglish
courses every year (Takase & Otsuki, 2012). There areadqu@ssible reasons for this
unfortunate situation.

First of all, the EFL learners’ environment lacks enough iEhghput. Japanese learn-
ers have very limited exposure to English outside of the dassrThe use of English is
not necessarily required since, for example, movies, TV nedigames are quickly trans-
lated into Japanese. In addition, the amazingly swift improvesmiariechnology such as
translation software on almost all computers, and easysatzdsanslation websites have
accelerated this trend.

A change which has taken place in the education system hagl Gausere serious
problem.Yutori education is a type of education which was meant to be tlessfsl. It
was established by the Ministry of Education in primary arcdrsgary schools and lasted
from 1992 to 2010. As a result, the traditional cramming style wéatgbn was abolished,
Saturday became a day off and class time for a number of subjagse reduced, with Eng-
lish lessons being reduced from four hours to three hours periw@akior high school.
Students who were brought up in thetori education system in the 1990s are entering
universities without the adequate preparation needed for studyoaileges or universi-
ties.

In Japan, the main goal of secondary school English education isactuaents suc-
ceed in the entrance examinations to colleges and universitiesidr to pursue this goal,
the traditional grammar-translation method is employed in maaustrclassrooms (Soda
& Kazawa, 1994). In most English lessons, translation practite the analysis of sen-
tence structure using grammar is emphasized, while aural-oratwoication practice and
fluency development are neglected. Students are required taiféewlt English texts
while translating word for word, reordering the translated weod# into Japanese word
order (Hino, 1988). Students are encouraged to make good Japansksidrenrather
than to appreciate the contents of a text. Consequently, comprameof any text is
through Japanese, and exposure to English at secondary school leve¢bérsufficient
(Chujo, Hasegawa & Nishigaki, 2008). There are question sestémtiee grammar prac-
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tice following every reading text which are often taken owtasftext. This means that the
grammar exercises do not directly serve as a basis for actual readiritjngy iw the target
language. The result is that many students are unmotivatedit fdifficult to follow the
lessons and become disinterested in studying English. They do noteanjaing the lan-
guage and have already become reluctant students before thegnéstea college or uni-
versity (Takase, 2008a).

Another problem is the decrease in the number of childrahencountry, enabling
those with a relatively lower level of ability to entelleges or universities (Takase &
Otsuki, 2012). Some students are admitted on their high school pFsegEommenda-
tion without having to take any examination at all. Many of thesemmended students
are likely to stop studying at an earlier period as soon asatkegccepted into a university,
while their counterparts are still making the final attentptpass the official entrance ex-
aminations. By the time those who were accepted on thes @y system start attending
university classes, they often find themselves behind their pedreecome candidates for
a repeater course.

2. IMPLEMENTING EXTENSIVE READING

Students in repeater courses are reluctant, lack motivation andfsuffidow self-esteem.
In order to motivate these students to read English, the reseamgplemented extensive
reading (ER).

ER has been gaining popularity across Japan (Takase, 2010a), as wellgisaiir the
world. It is one of the most effective methods for motivateeyters to read, thus improv-
ing reading fluency and English proficiency. As ER allowsrees to choose reading ma-
terials which match their ability, ER is supposed to cope le#hners of any level. Fol-
lowing the process of first language acquisition, ER aimmrdweide learners with an op-
portunity to receive a substantial amount of input in the tdagguage. Such input means
exposing the students to a vast amount of English in context. ThroudbdeRers read a
lot of easy materials (Bamford & Day, 2004) “to develop good reduiatnits, to build up
knowledge and structure, and to encourage a liking for readingh4Rls, Platt & Platt,
1992: 133).

To date, numerous studies have been conducted, and the positite effé&dR on
learners’ motivation to read English and learners’ Englishtyliiave been reported as
gains in: reading proficiency (e.g. Elley & Mangubhai, 1981; Robb &e3u%989; Mason
& Krashen, 1997; Takase, 2004; Cirocki, 2009), vocabulary (Waring l&adgia 2003;
Horst, 2005; Cirocki, 2009), reading rate and fluency (Taguchi, Takaymass & Gor-
such, 2004; lwahori, 2008; Beglar, Hunt & Kite, 2011), positive affedeyE& Mangub-
hai, 1981; Mason & Krashen, 1997; Asraf & Ahmad, 2003; Takase, 20@thgrability
(Janopoulos, 1986; Irvine, 2011), spelling (Polak & Krashen, 1988), selfieoct (Ni-
shizawa, Yoshioka & Fukada, 2010b; Takase, 2007, 2008b), TOEIC scorethangdro-
ficiency tests (Furukawa, 2010; Nishizawa, Yoshioka & Fukada, 2@0D0&)p), the read-
ing enjoyment experience (Takase, 2008a) and reading profiqi€akgse, 2007; 2009a).
From these various studies, it can be said that ER improaeg aspects of English profi-
ciency for any level of learners, at all ages. Howevencerning the effects of ER on
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grammatical competence, reliable studies are rare. Oreptixe is Maruhashi (2011),
who investigated the improvement in receptive grammatical ciempe of 137 Japanese
university students after approximately three months (one academiester) of ER prac-
tice. Also, Takase (2008b) found that 42.1% of the participants fepesater courses re-
sponded positively when these participants read an abundance of booksmaltitied
their proficiency level. On the other hand, only 6.3% of their copat&s in advanced
classes who read books beyond their proficiency level felthhdyrecognized a grammar
improvement.

2.1. TWO CRITICAL FACTORS FOR SUCCESSFUL ER PROGRAMMES: SSS & SSR

Most of the students in repeater courses have a poor acasemid and dislike studying
English (Takase, 2008a). According to Takase (2008a), ER, if mngpieed effectively, is
one of the best strategies to motivate learners to re&agfish. She has found that two
key factors are required to successfully practise ER igh school and university stu-
dents. These factors are likely to encourage reluctamdesato read and keep them moti-
vated to read during the ER course.

First of all, it is necessary to provide learners with bootlitem in easily comprehensi-
ble English, which is the main element of Btart with Simple Storigl§SS) method (Fu-
rukawa, 2010; Takase, 2010a). By reading many relatively sistptees written in easy
English in the early stages of ER, learners gradually learead English as it is. These
learners then break the habit of translating English irpariese for comprehension (Ta-
kase, 2010a). What is more, being able to finish a whole book inskrgings the stu-
dents a sense of accomplishment and self-confidence.

Secondly, it is crucial to secure a certain amount of timegfading in classSustained
Silent Readingd SSR) refers to any in-school programme where students arelguos
short time for reading without any after-reading requiremenagk&n, 2004). The effec-
tiveness of SSR on the development of learners’ reading praficigas been reported by
many teachers and practitioners in the students’ first lgeg(lal) (e.g. Henry, 1995; Pil-
green, 2000) as well as in the learners’ second or foreign lam@8agai & Kanda, 2005;
Takase, 2008b, 2009b, 2010a, 2010b; Takase & Nishizawa, 2010). Allocating time not only
makes it possible for learners to concentrate on ERafEgk2009b), but also enables
teachers to observe how learners read books. Teachers ambtbdn give appropriate
advice on the spot, demonstrating the importance of reading gOBamford, 1998;
Krashen, 2004).

Considering the effects of ER reported so far, this artiabeeiant to investigate the im-
pact of ER on unmotivated students in repeater courses. Thie arimines the ability of
ER to motivate reluctant learners to read English books and hmh students’ English
proficiency and attitudes towards ER are affected. Thus, tlwviol research questions
are investigated:

1. Does the use of SSS and SSR methods in ER motivate reluetargrieof different
proficiency levels in repeater courses to read?
2. Do reluctant learners of different proficiency levels ipaater courses make pro-
gress on their post-test? This is a test which measwmeswar learnt in context as
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well as general English proficiency after three months of extemeading.
3. What are the reluctant learners’ impressions and attitudesrds ER, and what is
their self-perception of their own English proficiency improvement?

3. METHOD
3.1. PARTICIPANTS

There were 94 participants (77 male and 17 female partisjpenthis study. The partici-
pants were 2nd-4th year EFL university students of law, aged .19H2¥ had failed to
pass the former compulsory English course and were enrolldt inesearcher’s class.
These students participated in ER for one academic seprsggbeoximately three months,
as repeater students. Since they had attended several stidagses with different teach-
ers over previous years, these students had various levelsgbsh proficiency. Their
level of English varied widely from very low beginners tghhintermediate. The partici-
pants were divided into three groups depending on the results pfeakest scores for
analysis: the Upper Group € 29; 18 male and 11 female), the Middle Groug 35; 32
male and 3 female) and the Lower Groop=(30; 27 male and 3 female). Approximately
two-thirds of the participating 1st and 2nd year students weodlezhin their compulsory
English course as well as the current repeater course elfaning one-third of the par-
ticipants, who were in the 3rd-4th years, received only the repeater.course

3.2. INSTRUMENTATION
3.2.1. PRE-QUESTIONNAIRE ON ATTITUDES TOWARDS ENGLISH STUDIES

Based on the author’s previous research and extensive experiegmdmthithe repeater
class and students from regular classes, a questionnaiey suais constructed. The ques-
tionnaire survey pertained to the causes of the participaiitsemand their attitudes to-
wards English studies. The survey was administered at the begioinihe class. Accord-
ing to the questionnaire survey, 64 participants (68.1%) statkafattendance as one of
their major reasons for failure, and 42 participants (44.7%) igeohtibw academic per-
formance as a reason for failing the course. 22 students (234%g both of these items,
many commenting that they had been intimidated by the difficult lessons agdadadlly
become reluctant to attend class. According to the responds® mdrticipants (59.6%)
who reported that they were poor learners of English, the migtuliilessons were
Grammar § = 27; 48.2%), Listeningn(= 24; 42.9%), Intensive Reading £ 20; 35.7%),
Writing (n = 15; 26.8%), Vocabularyn(= 11; 19.6%) and Speaking € 9; 16.1%). The
reason that speaking lessons were not chosen as one of trdiffivodtt subjects could be
due to the character of the EFL classes in Japan, wherddrgp&anglish in class is mini-
mal. Students who attributed their failure to a lack ofnalémce rather than low profi-
ciency admitted that they did not attend classes becaussithply did not get up early
enough for the 1st period or had busy lifestyles which included ipatjobs and other
social activities.

It should also be noted that more than half of the repeater$1) had been suffering
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from low performance and poor academic grades in English sinime high school when
they were 13 to 15 (34.9%) years old or senior high school when they M8eto 18
(51.2%) years old. They had not been able to follow the difficefidies which were tar-
geted at higher education entrance examinations. In other wbodg $tudents were al-
ready unprepared for the rigors of English education by secondary school vehéaite
skills to prepare for entrance examinations were emphasized.

3.2.2. EPER PLACEMENT TEST

The EPER Placement Test is a cloze test developed tgdthburgh Project on Extensive
Reading Among several versions, version A is most commonly used fortigagsg the
effectiveness of ER on learners’ general proficiency mgliEh. Although this test is a
fixed-ratio cloze, it also contains blanks in every 5th to 7th warédjustment. It consists
of twelve paragraphs (963 words) arranged in an ascending orddfiafltgh with 141
words removed; the participants are asked to replace thngnisgerds. In order to iden-
tify the correct words or type of words that belong in the dedepassages of a text,
grammatical knowledge in context as well as the abilityniderstand context and vocabu-
lary is required. Most of the missing words are related to gean(ine. what part of speech
is hecessary to complete the sentence or text).

EPER raw scores are converted into standard scores from 0 wHifB,are classified
from X to H (EPER level), with X being the highest and H beleglowest (see Appendix
1). Appropriate levels of graded readers are recommended forefdeR level by the
EPER group. However, those levels are too high for Japanesk#ifkers due to the stu-
dents’ rigid translation habits and the students’ inexperigmeeading English as it is.
Generally, their comfortable reading levels at the beginnirigRofare two or more below
the recommended EPER group level.

3.2.3. POST-QUESTIONNAIRE ON ATTITUDES TOWARDS ER

New items on self-perception concerning the effectiveness arEtRe participants’ Eng-
lish improvement were included in the questionnaire. Based ondheitems and the
questionnaire used for the purpose of investigating participampsbivement and attitudes
towards ER (Yamazaki, 2008), a five-point Likert scale questiomneas constructed and
administered at the end of the course. The questionnaire itemdadagbarticipants’ reac-
tion and attitudes towards ER, self-perceived effects of ERnpnovement of English

proficiency, factors that motivated them to read extensively derdotivating factors

which discouraged them from reading.

3.3. PROCEDURE

At the onset of the course, the EPER Placement Testwdmfistered to diagnose the

learners’ current level of reading proficiency. Then, thestjoenaire pertaining to the

participants’ attitudes towards and motivation for studyingliEh as well as the students’

reasons for failure was administered. After that, ER waeduced in order to raise stu-
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dent awareness of the necessity and effectiveness of readgligh books extensively.
The emphasis was placed on choosing easily comprehensible books dfiicent ER
strategy so that students would experience the joy of reading.

All the students participated in ER for one academic semedgtérh is approximately
three months. The classes met once a week for 90 minutes, tatdligegsions. A room in
the university library was designated for the classes. Thednd the last sessions were
used for the pre- and the post-EPER tests. The remaining 12 SSR sessianadecup of
approximately 80 minutes for reading and 10 minutes for keepinghehatis. The logs
were to include date, title, series, level, word count, readimg interest level and a short
comment. The participants, except for some students who were placed in@BDERER
levels, were required to read at least 100 easily comprehebsibks during the course,
following the SSS method, which meant starting with very sirspdees. Although they
started reading very easy books, they were soon encouraged anchigiheseevels of
books after some ER practice, surpassing the minimum requirement of 100 bookgsStuden
could choose books on their own from among the suggested levelsrasdfs®Em the
library shelves. Some examples were Oxford Reading Tree, dFoeflies, Longman
Literacy Land, Step Into Reading, and Usborne First Reading. Ongeattieipants be-
came used to reading without translating every phrase, the&yemeouraged to gradually
raise their level and attempt longer books to acquire reathngirea. While the students
were engaging in reading, the researcher observed the mamt&ipeading style. The re-
searcher read their reading logs and provided suggestions cogcigraichoice of books,
and read their reading logs.

At the end of the course, the post-EPER test was administemagetigate the partici-
pants’ improvement. After that, the post-questionnaire was adnedste investigate the
participants’ reaction and attitudes towards ER, self-percepfigheoeffects of ER on
different aspects of English proficiency, and motivating and deatoipy factors for and
against ER.

3. 4. MATERIALS
3.4.1. READING MATERIALS FOR ER

Two kinds of reading materials were used: 1) levelledeeafl R), picture books for L1
children to learn to read published by Oxford (ORT — Oxford Reatlirg), Longman
(LLSS - Literacy Land Story Street), Random House, Schald$sborne and other major
publishers; and 2) graded readers (GR) containing vocabulary raingmg00 to 1700
headwords. They were mainly Foundations Reading Library (FRIb}-Dengage, Cam-
bridge English Readers (CERO-3) by Cambridge, Macmillan ReéeiddRR1-5) by Mac-
millan, Oxford Bookworms (OBWO0-3) by Oxford and Penguin Readers (PGRoy
Pearson Longman. All books were from the library bookshelves.
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3.4.2. YL (Yomiyasusa LEVEL) READABILITY

For levelling, the researcher used YL, which standsYfoniyasusd.evel in Japanese,
referring to a readability standard measurement for Japéasers. It was established by
Akio Furukawa from the SSS (Start with Simple Storiesply@roup in cooperation with
Japan Extensive Reading Association (JERA) members. Tdysofvlevelling books is a
subjective assessment of readability for both graded and @ubredders. Such factors as
word count, difficulty of words, illustrations, the size of font$fedent text styles, genres,
Japanese learners’ background knowledge and familiarity witbothient were considered.
This scale fills the gap of readability differences amgraded readers (GR) of various
publishers where the publishers use their own readability scaleheadwords. All the
books are graded into 100 levels from 0.0 to 10.0. The former areepbmioks with no
words except for their titles, whereas the latter are authtmts, inappropriate for ER.
For more details on YL see Takase (2009c).

3.5. DATA ANALYSIS

As the proficiency level of the participants varied sigaifitty, it was important to exam-
ine what differences each group of participants would show, if any.

In order to investigate the differences in reading quantity adéhgestyle between the
three groups, the reading volume of the participants was daldutaterms of the number
of books and words read and the average word count per book whitigreap of stu-
dents read during the semester.

The descriptive statistics of the pre- and the post-EPER cloze test fdenson A) for
upper, middle and lower groups were also calculated. Standard seveealso used, and
those scores were converted into EPER levels for each group.

Lastly, the effects of ER on general reading proficiency were examiimgglaisne-way
repeated-measures ANOVA, which is a statistical tesd teseompare the means of three
or more research groups employing a correlated-groups arrangement (Jack8pn, 200

4. RESULTS AND DISCUSSION
4.1. PARTICIPANTS’ READING PERFORMANCE

Question 1 was: Does ER, using the SSS and SSR methods, motivetintdearners of
different proficiency levels in repeater courses to read@rder to answer this question,
the participants’ reading logs were collected and calculdednterpretation. Table 1
shows the amount of reading by the participants in terms of the nahbeoks and the
number of words read, as well as the average word count per book.
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Table 1. Participants’ reading performance

Group Item N M SD Min Max
Books 29 69.3 44.08 13 197
Upper Words 29  72962.1 32784.3018096 132050
W/B 29 1947.0 2221.00 187 9485
Books 35 102.4 23.04 46 176
Middle Words 35  45231.2 26253.2913017 124901
W/B 35 471.7 326.2 136 1600
Books 30 104.7 36.14 52 238
Lower Words 30  46536.5 33389.3613122 166010
W/B 30 458.4 270.19 127 1075

As shown in Table 1, the Upper Group read the largest number of ,veordserage,
and the smallest number of books, resulting in 1947.0 words per book. Gin¢hdiand,
both the Middle and the Lower Groups read a relatively lamgeber of books (102.4 and
104.7) which had a smaller number of words (45,231.2 and 46,536.5). The sinditbe
Lower Groups, thus, had a relatively smaller word count per Aduekaverage number of
books in different levels in each group is detailed in Table 2.

Table 2. Average number of books read in diffetemtls

L1 (0.0<YL=0.9) L2 (1.0<YL=1.9) L3-5 (2.0<YL=4.9)
Group N M Min—Max M Min—Max M Min—Max
(SD) (n)* (SD) (n)* (SD) (n)*
Upper 29 49.0 1-179 16.6 0-49 2.6 0-14
(47.30) (29) (14.33) (26) (3.65) (13)
Middle 35 90.8 15-123 8.7 0-50 0.2 0-3
(24.62) (35) (12.37) (22) (0.58) (5)
Lower 30 91.7 29-198 8.9 0-50 1.3 0-31
(37.25) (30) (19.93) (22) (5.67) 4

*Note: (n)= number of participants who read books of thatipalar level

As seen in Tables 1 and 2, participants in both the Middle andativerLGroups read
more than the required number (100) of books. Approximately 90% of the baoks
chosen from Level 1 books, and 8.7 (8.8%) and 8.9 (8.8%) books wergawabevel 2
by 22 (62.9%) and 21 (70.0%) participants, respectively. Over 85¥teqgbarticipants of
each group stayed around Levels 1 and 2. Only a small number of thetst&dE 4.3%)
and 4 (13.3%) from the Middle and the Lower Groups, respectivelgnadd to Level 3.
They read English books extensively, which they had never dafeimformer classes.
Completing over 100 books in only three months promoted a great sleaskievement
and became a source of higher self-esteem.

On the other hand, although all the participants in the Upper Geaup49.0 books
(71.9%) from the lowest level at the beginning of the ER prac#i6 (89.7%) participants
chose books from Level 2 at the same time. Then, 13 (44.8%) parscipdwvanced to
books at Levels 3, 4 and 5 with a word count of almost 10,000, asEfRgiractice pro-
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ceeded. The quick advancement of these students in such a sloortspggests that read-
ing an abundance of easy books at the beginning of ER practioe s@dave promoted
the efficacy of ER for high level learners in the repeater classes.

In conclusion, reluctant students with both higher and lower levdidbngroficiency
in repeater classes were motivated to read books appropriftgrtéevels and according
to their interest. Thus, ER was effective in motivatingatot learners of repeater courses
to read in quantity.

4.2. THE EPER TEST RESULTS
4.2.1. DESCRIPTIVE STATISTICS FOR THE EPER TESTS

In order to answer research questio(D® learners of different proficiency levels in re-
peater courses make progress in their general English pnaficifter three months of
extensive reading?), pre- and post-EPER tests scorescaeletdated. Table 3 illustrates
the descriptive statistics of the pre- and the post-EPHR, te#kich were administered at
the beginning and at the end of the course.

Table 3. Descriptive statistics for the pre- and the posERRests

Group N Mean SD SE Min  Max
Upper pre-test 29 22.14 4.88 91 18 40
Upper post-test 29 26.14 6.17 31 15 43
Middle pre-test 35 14.77 1.52 6.2 13 17
Middle post-test 35 19.89 3.64 .62 13 29
Lower pre-test 30 8.07 2.60 A7 3 12
Lower post-test 30 13.33 4.64 .85 3 23

The gains of the mean standard scores on the post-EPER testfnoer the Upper
Group to the Lower Group: 4.00 (26.14-11.14), 5.12 (19.89-14.77) and 5.26 (13.33-8.07),
respectively. There was a significant variance of scbetween the three groups. The re-
sults illustrate that each group showed significant improvement on theepbst-t

4.2.2. DISTRIBUTION OF THE NUMBER OF PARTICIPANTS IN THE EPER LEVEL

Table 4 illustrates the distribution of the participants ingitwaips who were placed in each
EPER level based on the pre-EPER test scores (see Apde&dbable 3). As shown in
Table 4, the Upper Group consists of EPER levels E and oide the Middle Group
consists of most of the F EPER level, leaving four F gipgnts to the Lower Group. In-
cluding these four Fs, G and H were placed in the Lower GrdugreTwere no partici-
pants who scored high enough to be placed in A or B.
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Table 4. EPER Levels in the pre- and the post-ERER

Level UG pre UG post MG pre MG post LG pre LG post

H 0 0 0 0 14 3
G 0 0 0 0 12 7
F 0 2 35 9 4 15
E 23 10 0 23 0 5
D 5 15 0 3 0 0
C 1 2 0 0 0 0
Tot 29 29 35 35 30 30

As seen in Tables 3 and 4, the participants in all three groups gained sigyificatite
post-test. As a result, all the students moved up to higher ERER with the exception
of two participants who fell from E to F. In order to examinegiagistics in more detail, a
repeated-measures ANOVA was conducted on the EPER pre- and the postrésst sc

4.2.3. REPEATED-MEASURES ANOVA ON THE EPER PRE- AND POST-TESTS

The effects of extensive reading on overall reading proficiemene examined using a
two-way repeated-measures factorial ANOVA. This test vgasl ior the purpose of inves-
tigating the differences among the groups in their improvemeeteliices on the post-test.
Table 5 summarizes the repeated-measures ANOVA on the EPER pre- atadipesbres.

Table 5. Repeated-Measures ANOVA on the pre- aagdist-EPER tests

Source SS df MS F p g7 ObservedPower
Between Subjects

Group 5325.55 22662.77 98.32 .000**.684 1.000
Error 2464.44 91 27.08

Total 7789.99 2689.85

Within Subjects

EPER Test 1072.81 11072.81 154.79 .000** .630 1.000
EPER x Group 14.26 2 713 1.03 .362 022 .225
Error 630.71 91 6.93

Total 1717.78

TOTAL 9505.77

**p<.0001

As seen in Table 5, the results of the analysis indicated aisagtifnain effect for each
group F =98.32,df = 2,p = .000), a significant main effect for the EPER tést (154.79,
df =1,p=.000) and an insignificant interaction effect between the EP&ER tgoup F =
1.03,df = 2, p < .362). The results revealed significant changes betweernréhand the
post-EPER tests, although the EPER test factor and group factor showedautiante

As Tables 3, 4, and 5 illustrate, the results revealed that each group shogreficasi
improvement in English proficiency, moving into higher EPER levels withxbeption of
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two participants. The improvements took place after only tmagths of ER, utilizing the
SSS and SSR methods. Students used a designated room in the sdryolSioh pro-
gress took place even though student proficiency levels wetee\guied. The participants
chose books according to their English ability with the helpefinstructor. All levels of
the repeaters showed improvement on the post-EPER test, whicatésdibat ER was
effective. The test measured grammar learnt in context lhasvine general English profi-
ciency of students using SSR for 80 minutes a week. Thusycesguestion Z2Do reluc-
tant learners of different proficiency levels in repeaterrses make progress on their post-
test, which includes the measurement of grammar learnt in ¢@gexell as general pro-
ficiency in English after three months of extensive reading?) waseaed positively.

4.3. POST-QUESTIONNAIRE

A 5-point Likert scale questionnaire was administered (5engly agree, 4 = agree, 3 =
cannot decide, 2 = do not agree, 1 = strongly disagree). Diffarearoeng the three
groups were examined in the four categories: (1) attitudes deviERR, (2) self-perceived
effects of ER on English proficiency, (3) motivating factiansreading extensively and (4)
demotivating factors that discouraged participants frordingaextensively. Table 6 illus-
trates the mean scores of each item for the three groups.

Table 6. Attitudes towards ER

Group Upper Middle Lower

Item M (SD) M (SD) M (SD)
1. Reading LRs & GRs was good for me. 4.33 (0.49) .2440.78) 4.80 (0.56)
2. | have read a lot of books. 4.21 (0.69) 4.04 (0.92) 3.90 (0.83)
3. | have enjoyed reading English books. 4.00 (1.17) .8030.80) 4.30 (0.74)
4. | want to continue reading English

3.74 (1.21 3.32(0.91 4.10 (0.99
books. (1.21) (0.91) (0.99)

| have come to like English through ER.  3.58 (1.28) 3.50 (0.89) 3.70 (1.08)
6. | have come to enjoy reading English. 3.50(1.28) .2431.12) 3.80 (0.78)

o

As seen in Table 6, all three groups responded favourably on &k pertaining to
attitudes towards ER. In particular, items 1, 2 and 3 receivdd duigres. These patrtici-
pants found ER effective and enjoyable; as a result, thewillieg to continue to read
extensively. The responses to their attitudes towards ER werly merst favourable.
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Table 7. Self-perceived effects of ER on Englistfipiency

Group Upper Middle Lower

Item M (SD) M (SD) M (SD)
7. My reading speed has increased. 3.83 (1.06) 3.60 (0.67) 4.10 (0.81)
8. My reading proficiency has improved. 3.46 (1.11) 333(1.08) 4.20 (0.76)

9. My overall English proficiency has im-
proved.
10. My listening proficiency has improved.

3.33(1.07)  3.29(0.69)  3.60 (0.70)

3.33(1.20)  2.70(0.84)  2.90 (0.76)

11. My writing proficiency has improved. 3.25(1.07) 88.(0.82) 3.40 (0.72)
12. | have learned many new words. 3.17 (1.05) 3.085(0. 3.11(0.94)
13. My grammar knowledge has increased. 3.08 (1.09) 3 @®HB6) 3.30(0.88)
14. My speaking proficiency has improved.  3.08 (1.06) .79X0.79) 3.20 (0.86)

Table 7 shows the students’ self-perceived effects of EfRemarious aspects of over-
all English proficiency: reading speed, reading skills, listeskilys, writing skills, speak-
ing skills, grammar knowledge and vocabulary acquisition. As se@able 7, the items
that received the highest scores from all the three groups, iteens 7 and 8 related to
reading speed and proficiency. All the other values ranged fromt@.3@0. As far as
grammar knowledge is concerned, interestingly, the Lower Greagied more positively
than the other two groups.

Table 8. Motivating factors for reading extensively

Group Upper Middle Lower
ltem M (SD) M (SD) M (SD)
| read English books, because
15. | felt a sense of accomplishment. 3.92 (1.42) 30671) 4.30 (1.06)
16. ER was a course requirement. 3.50 (0.87) 3.4®)0.9 3.30(0.94

17. 1 had fun reading English extensively. 3.46 (.94 3.17 (1.01) 3.70 (0.75)

18. | enjoyed seeing the increase of the
number of words read.

19. | wanted to improve my English profi-

3.38(1.30)  3.33(0.91)  3.70(1.08)

3.33(1.01)  3.25(1.01)  3.70(0.79)

ciency.
20. | like reading. 3.21 (1.00) 3.25(1.00)  3.60 (0.99)
21. | like English. 3.04 (1.12) 2.92(0.85) 3.30(1.05)

Table 8 shows the results of the questionnaire pertaining twatioy factors for read-
ing English books extensively. As seen in Table 8, item 15 waslex) as the strongest
factor for motivating participants from all the groups. Item B8 whe second factor for the
Upper and Middle groups, whereas it was the lowest for the LowamGFor the partici-
pants from the Lower Group, items 17, 18 and 19 worked better foratogwvhem to
read. Reading itself was perceived as fun. In addition, seeingddeng amount increase
in terms of the number of words read also motivated the students to cortidirey.
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Table 9. Demotivating factors that discouraged estisi from reading extensively

Group Upper Middle Lower

ltem M (SD) M (SD) M (SD)

| could not read much because...

22. | was busy with courses in my ma-

jor. 2.92 (1.01) 3.00 (0.86) 2.90 (1.02)
23. | am poor at English. 2.88 (1.18) 2.38 (1.01) 1(Ba4)
24. | could not find interesting books. 2.75 (0.99) 2(0.94) 1.60 (1.10)
25. | do not like English. 2.71(1.01) 2.46 (0.94) a@4.15)
26. | could not concentrate on reading. 2.50 (1.06) 471509) 1.90 (1.35)
27. | wanted to read books in Japanese. 2.46 (1.28) 9 (2.25) 2.20 (1.32)

Table 9 shows demotivating factors that discouraged the stuftent reading exten-
sively. As the data show, the majority of the participantsndidthink they were demoti-
vated by any of the factors. It should be noted that, among thegitmegs, the smallest
numbers were received by the Lower Group on all the items.stiggests that the partici-
pants in the Lower Group felt least demotivated from readktgnsively. They experi-
enced the joy of reading English books extensively, which #usgitted had benefited
them (see Table 6).

To answer research question 3 (What are the impressionstitueattowards ER, and
learners’ self-perception of their English proficiency improeat?), the results of the
guestionnaire were examined. The participants showed positivelastitowards ER. As
illustrated in Table 6, all the groups responded favourabheading ER books of over
4.00 by a high percentage and enjoyed reading an abundance of English books. In addition
the lowest group showed a desire to continue reading even aftaufse was over. Some
of them actually did continue reading voluntarily for another.y€he participants also
perceived the effects of ER to have benefited various aspktiieir English proficiency,
including reading speed and reading proficiency in particularTakle 7). It is important
to note that an average of over 60% (3.07) of the participayspdmately half (48.2%)
of who claimed that grammar was the most difficult, percki@e improvement in their
grammar. This point of view was put forward even though tteglreceived no grammar
instruction. Among several motivating factors, the strongesbrfavas a sense of accom-
plishment. This factor can be attributed to the abundance of booksdhwteted, how-
ever easy they were. Only a small percentage responded to each dengofacitir, which
suggests that the participants were motivated to read with enjoyment.

5. CONCLUSION

This study focused on the effects of extensive reading on retuejgeater students’ moti-
vation, attitudes and achievements via a post-test. From thiésrekthis study, it can be
concluded that a range of students from reluctant repeatdrsiomit English ability to

higher level students who had failed their previous classe®#sions other than English
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proficiency, benefited from ER, using the SSS and SSR methods. Althoaidgdngth of

the programme was only three months, almost all the participapteved their motiva-

tion to read English books. The participants from the Middle aad_thwer groups suc-
ceeded in reading over 100 English books, and the Upper Group memlokesppeaxi-

mately 73,000 words, on average, in three months. The effects of reading in quantity on the
participants’ sentence level grammar as well as teeral English proficiency were il-
lustrated as gains on the post-EPER test scores in alirdeedroups. Each group showed
significant gains, which was attributed to the ample timesf®R provided under the guid-

ance of an instructor.

In conclusion, extensive reading appears to be one of the mosivefi@gproaches to
motivate reluctant learners to read in quantity. This apprpemred particularly valid for
those enrolled in repeater courses where there were studdmtgavittus proficiency lev-
els. Motivated by reading materials, the reading method andchti®mement, the learners
enjoyed the experience of reading many easily comprehensible books. They improved the
general English proficiency while gaining favourable attitudes towandgish. If ER were
employed earlier in English education, such as in elementarylssheecondary school,
there might be a lower number of reluctant repeaters.

REFERENCES

Asraf, R. M. & I. S. Ahmad. 2003. Promoting English Language Developamahtthe
Reading Habit among Students in Rural Schools through the Guided izxtResd-
ing ProgramReading in a Foreign Languag#&5(2), 83-102.

Beglar, D., A. Hunt & Y. Kite. 2011. The Effect of Pleasure Readimgapanese Univer-
sity EFL Learners’ Reading Ratésanguage Teache61(4), 1-39.

Chujo, K., S. Hasegawa & C. Nishigaki. 2008. An Analysis of HighoStEnglish Text-
book Vocabulary, 1980s and 2000surnal of the College of Industrial Technology,
Nihon UniversityB(41),57-89.

Cirocki, A. 2009. Implementing the ER Approach to Literature | BFL Secondary
Classroom: An Action Research Study. In A. Cirocki (E&)tensive Reading in
English Language Teachifgp.521-546). Muenchen: Lincom.

Day, R. & J. Bamford. 199&Xxtensive Reading in the Second Language ClassiGam-
bridge: Cambridge University Press.

Elley, W. B. & F. Mangbhai. 1981. The Impact of a Book Flood iin FHijmary Schools.
New Zealand Council for Educational Research and Institute ofaidacUniversity
of South Pacific.

EPER. 2003List of Graded Readers: Current Titles. March 20&8linburgh Project on
Extensive Reading. Institute for Applied Language Studies, Universityinb&dh.

Furukawa, A. 2010Eigo tadoku hdHow to Read English Extensivgelyokyo: Shogaku-
kan

Furukawa, A., M. Kanda, M. Mayuzumi, M. Sato, H. Nishizawa, TaHaka & |. Miya-
shita. 2010Eigo Tadoku Kanzen Book Guifird ed.)]Complete Book Guide for Ex-
tensive ReadirfjgTokyo: Comopier.

110



Hafiz, F. M. & I. Tudor. 1989. Extensive Reading and the Developmerdarmjuage Skills.
ELT Journa) 43(1), 4-13.

Henry, J. 1995If Not Now: Developmental Readers in the College Classr@amismouth,
NH: Boynton/Cook, Heinemann.

Hino, N. 1988. Yakudoklt Japan’'s Dominant Tradition in Foreign Language Learning.
JALT Journa) 10, 45-53.

Horst, M. 2005. Learning L2 Vocabulary through Extensive Readindgfle@surement
Study.The Canadian Modern Language Reviély, 355—-82.

Irvine, A. 2011 Extensive Reading and the Development of L2 Writhager presented at
the First Extensive Reading World Congress, Kyoto.

Iwahori, Y. 2008. Developing Reading Fluency: A Study of ExtensivedRg in EFL.
Reading in a Foreign Languag20(1), 70-91.

Jackson, S. L. 200%tatistics Plain and SimpleBelmont, CA: Wadsworth, Cengage
Learning.

Janopoulos, M. 1986. The Relationship of Pleasure Reading and Second LaNgtiage
Proficiency. TESOL Quarterly20(4), 763—-768.

Krashen, S. D. 2004'he Power of Reading: Insights from the Reseé2chl ed.) Ports-
mouth, NH: Heinemann.

Lai, F. K. 1993. The Effects of Summer Reading Course on Readithg/Nriting Skills.
System21(1), 87-100.

Maruhashi, K. 2011. The Effect of Extensive Reading on Japdtfelsd earners’ Gram-
matical Competence. Unpublished graduate dissertation, Kdnsagrsity, Osaka.

Mason, B. & S. Krashen. 1997. Extensive Reading in English as gfdr@nguageSys-
tem 25(1), 99-102.

Nishizawa, H., T. Yoshioka & M. Fukada. 2010a. The Impact ofyaat-Extensive Read-
ing Program. In A. M. Stoke (Ed.JALT2009 Conference Proceedingp.632—-640).
Tokyo: JALT.

Nishizawa, H., T. Yoshioka & M. Fukada. 2010b. Choki Keizoku Tadoku no kpithe
Effects of Long-term Extensive ReadindERA Bulletin4, 2—14.

Pilgreen, J. L. 2000rhe SSR Handbook: How to Organize and Manage a Sustained Silent
Reading ProgramPortsmouth, NHBoynton/Cook, Heinemann.

Polak, J. & S. Krashen. 1988. Do We Need to Teach Spelling?: TagoRship between
Spelling and Voluntary Reading among Community College ESL StaildBESOL
Quarterly, 22(1), 141-146.

Richards, J. C., J. Platt & H. Platt. 19®#ctionary of Language Teaching & Applied lin-
guistics.London: Longman.

Robb, T. N. & B. Susser. 1989. Extensive Reading vs. Skills BuildirsgniEFL Context.
Reading in a Foreign Language, 239-251.

Sakai, K. & M. Kanda. 2005. Kyoshitsu de yomu 100 marfggagding One Million Words
in the Classrooin Tokyo: Taishukan.

Soda, T. & T. Kazawa. 1994. A Discussion on the Merits and Denoé Grammar Trans-
lation Method and the Effective Practical UsaBelletin of the Center of Research
and Instruction on Practical Educatipd, 73—-83.

111



Taguchi, E., M. Takayasu-Maass & G. J. Gorsuch. 2004. Developingrigelldiency in
EFL: How Assisted Repeated Reading and Extensive ReadiegtAffuency Devel-
opment.Reading in a Foreign Languag&6(2), 1-23.

Takase, A. 2004. Investigating Students’ Reading Motivation thréniginviews. Forum
for Foreign Language EducatioB. Osaka: Naniwa Press.

Takase, A. 2007. Effects of Easy Books on EFL Students’ Re&uofiziency. Paper pre-
sented at JALT Conference, Tokyo.

Takase, A. 2008a. Yaruki wo okosaseru jyugyonai tadoku [SSR for MogvReluctant
Learners to ReadKinki University English Journal, 19-36.

Takase, A. 2008b. The Two Most Critical Tips for a Successfudrisite Reading Pro-
gram.Kinki University English Journall, 119-136.

Takase, A. 2009a. The Effects of Different Types of ExtensiveliRgdaterials on Read-
ing Amount, Attitude and Motivation. In A. Cirocki (EdExtensive Reading in Eng-
lish Language Teachingpp.451-465). Muenchen: Lincom.

Takase, A. 2009b. The Effects of SSR on Learners’ Reading Asitidetivation and
Achievement: A Quantitative Study. In A. Cirocki (EdEKtensive Reading in English
Language Teachinfpp. 547-560). Muenchen: Lincom.

Takase, A. 2010&igo tadoku tacho shido manudleaching Manual for Extensive Read-
ing and Listeninfy Tokyo: Taishukan.

Takase, A. 2010b. The Effectiveness of Sustained Silent Readitelping Learners Be-
come Independent Readers. In G. Pineda (Budogeedings of the 87MEXTESOL
International Convention/fCentral American and Caribbean Conventigop.90—
94). Mexico: MEXTESOL.

Takase, A. & H. Nishizawa. 2010. Two Critical Tips to Motivate_Hearners to Read
Extensively. In A. Harris & A. Brandt (EdsProceedings of the 42Annual Meeting
of the British Association for Applied Linguisti¢sp.135-138)New Castle: Scit-
siugnil Press.

Takase, A. & K. Otsuki. 2012. The Impact of Extensive Reading on éahfétudents.
Kinki University Center for Liberal Arts and Foreign Language Edienn Journal
(Foreign Language EditionP(1), 331-345.

Waring, R. & M. Takaki. 2003. At What Rate do Learners Learn atairRBlew Vocabu-
lary from Reading a Graded ReadB®ading in a Foreign Languag#5, 1-27.

Yamazaki, A. 2008Extensive Reading to Improve Learners’ English ProficieWayking
Papers for the Grant-in-Aid for Scientific Research &jentific Research Fund for
2006-2007 (18520455).

112



Atsuko Takase, Ed.D, is an assistant professor at Kinki UniversBte has taught at high
school and university for over ten years, employ@xgensive reading in any of her reading
class. Her research interests include extensivdinmgaextensive listening, motivation, shadgw-
ing, vocabulary acquisition, and CALL. She has pited a book on Extensive Regd-
ing/Listening teaching manual. She is currentlywisey as President of Japan Extensive Readling
Association and a board member of Extensive Redgimdation.

APPENDIX 1

EPER standard scores and EPER level conversios, @fdl summarized recommended approxi-
mate level of GR

Stand. Score  100-66 69-65 64-5645 44-35 34-25 24-18 17-12 11-87-0

EPER Level * X A B C D E F G H

Rec. Approx. Unsimplified PGR6 PGR5 PGR4GR3 PGR2 PGR1 PGR1* PGRO PYR1
GR level OBW6 OBWSB®4 OBW3 OBR2 OBW1 PYR4 OBWO PYR2
CEREER5 CER4 CER3 CER2 CER1 PYR3 PYR3*

MMR5 MMR4 MMR3 MMR2L MMR2 MMR1

*Note: Originally, individual books are recommended focle&PER level. Therefore, books in the
same series and level appear in different recomateBPER levels. (EPER, 2003)
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