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Abstract

Extensive reading has been drawing attention as a method of instruction
for its possible effectiveness on language learning. Many consider it
suitable for EFL classrooms because it can provide individual learners
with an ample amount of appropriate input. However, the method has not
gained popularity in Japan, in part because of an insufficient amount of
practice; practitioners have not been provided with enough materials
and opportunities to judge whether to introduce it. This study
investigates the possible effects of a partial extensive reading instruction
on attitudes toward reading English for 133 learners from three different
disciplines and with different learning experiences, attitudes toward
English learning, and English proficiency. The results of the question-
naire surveys and informal interviews showed that nearly half of the
participants at a minimum enjoyed the course, and that over 70% of the
students felt fulfilled after reading the books. Therefore, results suggest

that this particular course could positively affect learners’ attitude
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toward English learning.
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1. Introduction
1.1  What Is Extensive Reading?

Extensive reading is generally defined as an approach to language
teaching wherein learners read a large number of simple books in the
target language, which they choose themselves and read independently
of the teacher. Their aim is to understand the general, overall meaning,
and they read for information and pleasure (Bamford & Day, 2004). The
purposes for teachers to introduce this method, as Richards and Schmidt
(2002) state, should be the development of good reading habits, the
building up of knowledge of vocabulary and structure, and the
encouragement of learners to like reading.

Decades have passed since the benefits of extensive reading were
introduced to second language teaching (Macalister, 2008) and the
practice can be found in an EFL context, including in Japan, from
secondary to tertiary pedagogy (Fujita & Noro, 2009; Iwahori, 2008;
Matsui & Noro, 2010; Takase, 2008). However, as some researchers have
claimed, it is still not a popular and universal method of teaching (He &
Green, 2012; Macalister, 2008). As part of the reason for this, He and
Green (2012) pointed out unwilling readers, the change of teachers’ roles,
and the classroom culture. This may mean that it is not easy for
instructors to have a realistic image of how to successfully implement
this method in their classroom or what the benefits of its implementation

are. Therefore, it is crucial to accumulate examples or models of various
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successful classroom implementations and let teachers know how they

can work in a Japanese EFL context.

1.2 Why Should Extensive Reading Be Adopted?

A number of studies have suggested the benefit of introducing
extensive reading in classrooms; Nuttall (1996) claims that it is the second
best way to improve one’s knowledge of the target language, after living
in a native speaker community. This is typically an input-oriented
instruction that is supported by input hypothesis (Krashen, 1985) and
pleasure hypothesis (Krashen, 2004), wherein leaners can be exposed to a
flood of comprehensible input because they freely choose the books they
read by themselves, with levels that are appropriate for them (Iwahori,
2008). Therefore, it is suggested that this method works for various
aspects of learner development, not only for skills such as reading
comprehension (e.g., Nakanishi & Ueda, 2011), reading rate (e.g., Chang &
Millett, 2015), vocabulary acquisition (Pigada & Schmitt, 2006), grammar
(e.g., Lee, Schallert, & Kim, 2015), and writing (e.g., Park, 2015), but also for
motivation and attitude toward language learning in various contexts,
including research conducted in Japan (e.g., Day & Bamford, 1998; Fujita
& Noro, 2009; Grabe, 2009; Matsui & Noro, 2010; Poulshock, 2010; Takase,
2007a). In particular, motivational and attitudinal aspects are crucial
because they can directly affect language learning (Dornyei, 2001) and

therefore influence all the skill areas.

1.3 How is Extensive Reading Conducted?
One of the most important points to consider when we set an

extensive reading course is when and where students will read the
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books. Generally, teachers can be reluctant to allocate class time for
extensive reading because of limited classroom hours (Robb & Kano,
2013). However, Takase (2008) argues that allocating some class time for
extensive reading is crucial for the success of the course, mainly because
it gives students time to read and concentrate on books, which may lead
to good reading habits. The next step is to determine how much time is
considered appropriate. In EFL classrooms, it is not realistic to spend too
much time on this activity (Mermelstein, 2015), and there is research that
has yielded significant increases in students’ reading levels by adopting
15 to 20 minutes (Mermelstein, 2013; 2015). This study therefore allocated
an average of 20 minutes of class time per week to sustained silent
reading.

Another crucial point for success is how instructors set the
environment and intervene with students. Day and Bamford (2002) set
forth 10 characteristics for successful extensive reading programs:

1. The reading material is easy.

2. A variety of reading material on a wide range of topics must be
available.

3. Learners choose what they want to read.

4. Learners read as much as possible.

5. The purpose of reading is wusually related to pleasure,
Information and general understanding.

6. Reading is its own reward.

7. Reading speed is usually faster rather than slower.

8. Reading is individual and silent.

9. Teachers orient and guide their students.

10. The teacher is a role model of a reader. (pp. 137-140)

216



Effects of Extensive Reading on Developing Motivation across Disciplines in College EFL Classrooms

In addition to the above, Stoller (2015) posits the following top five
practices for reading teachers:

- The best way to help students learn to read and improve their
reading skills is through reading itself.

- Giving students choices in what they read can empower students
and lead to more student engagement in reading.

- One of the best ways to inspire students to read and to
demonstrate the excitement that is often associated with reading
is for teachers to lead by example.

- One of the best ways to promote reading fluency and meaningful
reading is through rereading.

- Students most often rise or fall to the level of expectation of their
teachers. Thus, teachers should set high expectations for all
learners and assist them in achieving those expectations. (pp.
152-153)

Our course was developed and conducted while keeping these points in
mind. If this research serves as a possible model to introduce an
extensive reading program to Japanese classrooms, it could have a

favorable impact on traditional English pedagogy in Japan.

1.3 Study Purpose

The purpose of the present study is to determine the effects of a
particular type of extensive reading program on the development of
positive attitudes toward reading English for students from different
disciplines who have varied learning experiences, general attitudes

toward English learning, and proficiency levels.
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2. Method
2.1 Participants

The participants of this study were female first-year junior college
students aged 18-20 from three different disciplines. They possessed a
wide range of English proficiency and were enrolled in different
academic years under different English-related compulsory subjects.
The total number of participants was 133 students: 39 students, enrolled
in general English, were from the Liberal Arts (LA) department in the
second semester of 2015; 57, enrolled in general English, were from the
Economics (EC) department in the first semester of 2017; and 37, enrolled
in reading, were from the English (EN) department in three different
academic years (10 from the second semester of 2015, 11 from the first
semester of 2016, and 16 from the first semester of 2017). Their self-
reported English proficiency levels were somewhere between Grade 4
and Grade pre-1 on the Eiken Test in Practical English Proficiency, or
from around Al to B2 on CEFR.

All first-year students take an institutional placement test and are
divided into groups according to their proficiency. LA was divided into
six groups (from A, the highest, to F, the lowest); the participants in this
study were from group F. EC was divided into three groups (from A, the
highest, to C, the lowest); the participants were from group B, and group
C. EN was divided into three groups; each group was represented once
over the course of three years. The students from EN are generally more
motivated and proficient in English. Overall, the students from LA and
EC are similar, but the students from EC in this study were generally a
bit more proficient than LA.

The students from LA in this study had a proficiency level around
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Al or A2. EC students had a proficiency level around Al to Bl, and EN
students had a proficiency level around A2 to B2. General English was
the only compulsory English subject for LA and EC students, and only a
few students took an additional elective subject, Business English. On the
other hand, EN students had a much higher variety of English subjects,
both compulsory and elective. Most of them were simultaneously
enrolled in listening, speaking, grammar, and pronunciation courses in
addition to reading. Due to absences, the datasets for three students from
LA and two students from EC were eliminated. Hence, a total of 128
complete datasets were available for analysis. The students first
language was Japanese, and none of them had experienced staying

abroad for more than two weeks.

2.2 Material
2.2.1 The Institutional Placement Test

An institutional placement test was conducted before the onset of
the class. The test consisted of three sections: reading (18 items),
language use (34 items), and listening (18 items). The test items were
common across all the disciplines. The students in the department of
English were given an additional 30 items on vocabulary and grammar.
All items were multiple choice. In this research, only the reading section
was adopted to determine if differences in their abilities were found

among disciplines.

2.2.2 Instructions
The classes were conducted in different academic years and under

different subject names. Two different teachers taught the courses; one
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taught EC and the other AL and EN. However, the following points were
in common across the sections: the durations of the classes were 90
minutes. The class included in-class extensive reading using graded
readers. The participants were encouraged to read extensively outside
the class period as well. A minimum number of words to read each
semester was set as a course requirement (the numbers varied
depending upon the course and the academic year). M-Reader, the online

word-count system, and a book report were adopted.

2.2.3 Graded Readers

The reading materials were graded readers from various publishers
including Cambridge, Macmillan, Oxford, Pearson, and Penguin. All the
books were in the booklist of M-Reader and selected by the instructor.
Most of the chosen books were below level four in M-Reader, which is
equivalent to level 1 in the Oxford Bookworm series, meaning they are
considered to be beginning to pre-intermediate levels. Crucial to the
success of the course was access to a large number of beginning level
books (Day & Bamford, 2002), because the learners must know at least
98% of the words in a text for unassisted comprehension (Hu & Nation,
2000). Otherwise, the learners would find the books too difficult to
understand and easily be demotivated to read. In addition, the genres and
topics varied greatly so that they could fit the interests of the students
from different disciplines. Because of the great support from the
librarians of the college, the number of books, which had been only 400 at
the start of the program, reached to over 2,000 copies in three years. The
books were in the library, so the students could borrow them anytime

they wanted to during its service hours. In addition to the books in the
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library, approximately 120 copies were available for the students in the

author’s office, most of which were also below level four in the M-Reader.

2.2.4 M-Reader System

All of the courses in this study adopted the M-Reader system, an
online management program for extensive reading courses, which was
first developed by Tomas Robb at Kyoto Sangyo University (Robb &
Kano, 2013). This program helps teachers run extensive reading
programs for free. Once the instructors enroll their students online, the
students are allowed to take short timed quizzes, which check to make
sure the students read the books they chose. After students read the
chosen books, they log on to the website, choose the title, and answer the
comprehension questions within a time limit set by the instructor. The
questions are randomized and selected automatically by the program.
When the percentage of correct answers clears the instructor’s pre-set
level, the number of words in the book is automatically added to the total
amount of words the students have read. Students can access the
website and take the quizzes virtually anytime they want since it is on
the web. Instructors also have constant access to the site and can check
individual students’ progress on the web, which includes information on
not only the total number of words but also when they took quizzes, for
which books, and whether they were successful. This greatly reduces
the instructor's burden for checking their students’ progress. The
numbers of words required in this study varied depending on the
academic year and discipline. LA in 2015 was 10,000, EC in 2017 was
20,000, EN in 2015 was 15,000, EN in 2016 was 20,000, and EN in 2017 was
30,000. Table 1 shows the summary of the participants” descriptions and
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their quotas.

Introducing the M-Reader system and having students answer
comprehension questions after they read books runs counter to the
above mentioned 10 principles by Day and Bamford (1998), and as
Krashen (2004) also argues, students should read because they want to
read, not because of a requirement. However, teachers must check
whether their students really read the books they chose and assess them
as a course requirement (Day & Bamford, 1998). Hence, the M-Reader

system was adopted in this study.

Table 1

Summary of Participants’ Description and Quota
Discipline  Academic Year Semester n Quota
LA 2015 SS 39 10,000
EC 2017 FS 57 20,000
EN 2015 SS 10 20,000
2016 FS 11 15,000
2017 FS 16 30,000

LA stands for the department of Liberal Arts, EC stands for the
Department of Economics, EN stands for the department of English, FS
stands for the first semester, SS stands for the second semester.

2.2.5 Book Report

The students were required to keep a record of books they read by
writing a book report, which is a small booklet where they fill in the date
they start reading a book, the level of the book, the title of the book, a
short response on the book (e.g, “scary, but interesting”), stars (Y &%
= a great book, %% %= a good book, %% = some good parts, %= not
very interesting, and X = a terrible book), and word count (words in the

book they have just read, and a running total number of words). The
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number of words is shown on a sticker in each book, and they can also
check word numbers in M-Reader. They were allowed to add the
number of words for a book they read even if they did not pass its
quizzes on M-Reader (M-Reader does not count a book’s words if the
reader does not pass its quiz). These book reports were used as an
emergency backup tool and a personal record; they were collected at the

end of the course to check the number of words the students truly read.

2.2.6 Questionnaire and Informal Interviews

Two questionnaire surveys and an informal interview were
conducted. The preliminary questionnaire was conducted in the first
week of the course, and it asked for the participants’ general experience
and attitude toward English learning. The final questionnaire dealt with
the participants’ review and reflection on the extensive readings of the
course and it was conducted in the 15" week. The preliminary
questionnaire contained 10 items developed by the author, and the final
one had 51 items, which were based on Takase (2008), in common for all
groups, with some additional items added after 2016. The questionnaires
can be found in the appendix. An informal interview was also conducted

to confirm the participants’ responses to the questionnaires.

2.3 Procedure

Before the class started, all the students took an institutional
placement test and groups were formed in each discipline based on their
English proficiency. The extensive reading courses for LA and EN were
conducted by the author, and the course for EC was conducted by one

other teacher. However, the preliminary questionnaire as well as the
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orientation, done in the first week, on the extensive reading class for EC
were conducted by the author, followed by another orientation for the
whole course by the other teacher. Before the first week, the author
enrolled all of the participants into M-Reader. In the first week, right
after the preliminary questionnaire, the author defined extensive reading
and explained its aim and the M-Reader system. The author then took
the students to the college library to show them where the graded
readers were and how to choose suitable books. Each student chose one
book and gathered in the computer room, where they were instructed on
the use of M-Reader. Those who were not comfortable using the
computer were allowed to use their smartphones. The rest of the class
time was spent reading the books they had borrowed and answering
questions about the course.

From the second class through the 14" class, 20 out of the 90 class
minutes were allocated to in-class sustained silent reading. The students
were expected to borrow books before the class to read in the classroom.
Another 10 minutes was often allocated for LA and EN to share their
reading experiences in class (in their native language for LA and in
English for EN). The rest of the period, for all of the courses (LA, EN, and
EC) was spent on instruction including various activities like intensive
reading, speaking, and writing using textbooks. The instructor also read
books as a role model while observing the students and talked to them
individually to introduce books that might be suitable for the students’
interests and their levels of English. The students were encouraged to
read outside the class period as well so as to meet the required number of
words set by the instructors. They were also encouraged to take M-

Reader quizzes and fill in the book reports outside the class period. If
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problems arose with M-Reader, the author took care of them.
On the 15" week, there were no sustained silent reading or class
activities. Instead, book reports were collected and the final question-

naire survey was conducted.

2.4 Data Collection and Data Analysis

There were five main sources of data that were collected and
analyzed by the author. The first was the result of the preliminary
questionnaire, which focused on the students’ general attitude toward
English learning and their past experiences. The second was the result of
the institutional placement test (only the reading section) to determine if
there were any differences in English reading proficiency among the
groups. A one-way analysis of variance (ANOVA) on the institutional
placement test scores (reading section) was conducted with group (LA,
EC, and EN) as the between-subjects variable. In the case of significant
variance among the tests, Ryan’s method was adopted. The third was the
average number of words each group of students read, which was
collected mainly by M-Reader; when the participants did not meet the
required number of words, the numbers of words in the book report
were adopted. The fourth was the result of the final questionnaire, which
contained their responses to the extensive reading course and reflections
on their experience during the course. The fifth was an informal
interview to confirm the first and fourth sources of data, which was
conducted outside the class period. The courses began in the second
semester of 2015 (LA 2015 and EN 2015). The courses continued for two
semesters in 2016 (EN 2016) and 2017 (EN 2017 and EC 2017), which

means the courses in 2017 were still underway when this paper was
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being written. In order to align the conditions as much as possible, only
the data of the first semester were adopted from EN 2016. Likewise, only
the data of the first semester were adopted from EN 2017 and EC 2017.
As previously mentioned, the data of five participants were eliminated
because they missed one of the questionnaire surveys. Hence, a total of

128 datasets were analyzed.

3. Results and Discussion

Table 2 shows the results from the preliminary questionnaire
focusing on the participants’ learning experiences and general attitude
toward English learning. The students majoring English mostly enjoy
English, and over half of them answered that they liked each macro skill
other than writing. The other non-English-major students seemed to
have negative feelings about learning English, including all the macro
skills, although 33% of EC students answered they liked English. LA and
EC students did not consider themselves to be good at English, which
was also believed by 40% of EN students. Even for EN students, self-
estimations were not very high. The most confidence was displayed for
reading for all the disciplines, probably because intensive reading was
the most common instruction in Japanese high school. The least
confidence was displayed for speaking (for EC and EN) and grammar (for
LA). The skill they most wanted to improve was common in all the
disciplines: speaking. Finally, the students responded if they had ever
read English books; 3% of LA students, 4% of EC students, and 44% of EN
students had done so. However, according to the informal interview,
none of them had experienced formal extensive reading instruction using

graded readers. The general description of the participants in this study
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Table 2
The Preliminary Questionnaire Result

LA 2015(n=36) EC 2017 (n=55) EN 2015-17 (n=37)

Item Positive Negative Positive Negative Positive Negative

bGor4 (2orl) Gord (2orl) Gord (2orl
Do you like English? 19% 47% 33% 44% 86% 3%
Do you like Reading? 19% 42% 38% 36% 53% 19%
Do you like Listening? 3% 61% 16% 45% 58% 14%
Do you like Speaking? 11% 56% 20% 53% 75% 11%
Do you like Writing? 3% 64% 25% 40% 42% 17%
Are you good at English? 0% 83% 7% 76% 39% 33%

Have you ever read English books o o o o o o
other than school textbooks? 3% 97 4% 96% % o6%

Item Skill LA (2015) EC (2017) EN (2015-17)
What is your most Reading 45% 51% 44%
confident English skills? Listening 5% 7% 17%
Speaking 8% 2% 6%
Writing 11% 13% 22%
Grammar 3% 2% 0%
None of the above 29% 25% 11%
What is your least Reading 11% 4% 6%
confident English skills? Listening 24% 18% 11%
Speaking 11% 49% 44%
Writing 24% 7% 8%
Grammar 32% 18% 31%
None of the above 0% 4% 0%
What skill do you want to Reading 11% 7% 3%
improve most? Listening 8% 9% 8%
Speaking 58% 69% 86%
Writing 11% 7% 0%
Grammar 13% 7% 3%
None of the above 0% 0% 0%

Likert Scale: 5 strongly agree, 4 agree, 3 neutral, 2 disagree, 1 strongly disagree

mostly corresponded to the results of the English proficiency test as well
as a survey by Ministry of Education, Culture, Sports, Science and
Technology (henceforth MEXT), which was conducted for 90,000 third-
year high school students (MEXT, 2016): according to MEXT, the

students generally had positive attitudes toward English learning, at
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44.5%. In our study, the non-English-major students scored slightly lower
and the English-major students scored higher. In addition, the survey
revealed that only 30.7% of the high school students experienced
speaking activities such as speech or presentations in class. The informal
interview revealed that no students in this study had undertaken regular
speaking activities in high school. This lack of speaking experience could
result in a lack of confidence and the desire to improve speaking skills.

Table 3 summarizes the results of the institutional placement test
(reading section, maximum score: 18), including the means and standard
deviations of the three groups. The one-way ANOVA revealed
significant main effects of the group with large effect sizes [F(2, 127) =
57672, p = .000, n? = .23]. Given the significant difference between
groups, Ryan’s method was applied, and the results of analysis confirmed
that there was a significant difference between LA and EC [#(89) = 4.16,
p = .000], LA and EN [471) = 10.55, p = .000], and EC and EN [£(90) = 742,
p = .000]. The result could have reflected the students’ responses to the
preliminary questionnaire, which meant that the more positive feelings
they have toward English learning, the higher the test scores. However,
this could be predicted to some extent, because LA students were from
group F, EC students were from group B, and group C, and EN students

were proficient, English-majors.

Table 3
Means and Standard Deviations of the Test Scores for the Three Groups (out of 18)
Group M SD n
LA 2015 8.80 244 36
EC 2017 10.82 2.10 55
EN 2015-17 14.38 233 37
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Table 4 represents the general description of the participants’
reading experience in the course, which includes the average numbers of
words they read, the most and least numbers of words, and standard
deviations for each group during one semester. Although all the
participants met the requirement, the table shows that the total number
of words they read varied greatly. Surprisingly enough, the top two
participants who read extensively were not from EN, but from EC.
Those two participants read far more than the requirement in the
course. The informal interview revealed that they liked reading
extensively in L1 as well. In addition, some reluctant readers answered
that they did not like to read in L1, either. This is not enough evidence to
conclude that motivation to read in L1 is connected to that in L2, as
Takase (2007b) indicated that motivated L1 readers were not always
motivated to read in L2 and vice versa. However, it could at least be true

that the more they read, the more motivated they become (Mori, 2004).

Table 4
Number of Words for Each Discipline

LA 2015 SS (n=36) EC 2017 FS (n=55) EN per semester (n=37)

Average 15924 30,217 27826
Max 51,326 107,331 66,102
Min 10,292 17,193 15,000
SD 7,508 16,656 10,729

LA stands for the Department of Liberal Arts, EC stands for the Department of Economics, EN
stands for the Department of English, F'S stands for the first semester, SS stands for the second
semester, per semester includes 2015 SS, 2016 FS, and 2017 FS.

The results of the final questionnaire consisted of seven areas. The
first area reflects how the students felt about extensive reading, and the
results are shown in Table 5. Over 60% of LA and EC and over 70% of EN

responded positively about reading extensively. Probably the most
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positive point about the course was that 56% of LA, 47% of EC, and 84%
of EN students answered that they enjoyed extensive reading despite
the fact that nearly half of the students in LA and EC said that they did
not like studying English and were not confident about English.
Furthermore, over 70% of non-English-major students and over 95% of
English-major students felt fulfilled when they finished a book. This
suggests that, regardless of their proficiency levels or the degree of
confidence or pleasure, extensive reading can be enjoyable. Therefore, it
is reasonable that the majority of students responded that they were able
to concentrate on the books. Additionally, nearly 70% of EN students and
over 70% of LA and EC students felt that extensive reading was difficult.
However, they did not feel the required number of words was
unreachable, meaning it was manageable. Surely, if L2 learners feel they
can understand the book and perceive the value of reading, learners are
more likely to read more (Day & Bamford, 1998).

Over half of the LA and EC students and over 70% of the EN
students felt that there were many appealing books out of the graded
readers. Some research suggests that authentic books, rather than
graded readers, which often adopt simplified text, are better and, in fact,
proficient or mature learners may prefer them (e.g., Lien, 2017; Yang,
2001). However, the learners in this research were not considered to be
very proficient or mature. Therefore, the instructor and the library tried
to collect as many beginning level books as possible from a wide range of
genres to cover the various needs of the students; it is safe to say that
this was at least to some extent successful. In other words, the book list
from M-Reader covers appropriate books. Indeed, a large number of

beginning level books is an important element for a successful course
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(Day & Bamford, 2002).

The majority of students felt that it was good to have in-class
reading. This corresponds to research that claims that instructors should
include an extensive reading program not only outside the classroom, but
also within it (Takase, 2004; 2007a), though there is not enough time for all
the readings in the class period alone (Helgesen, 2005). However, fewer
than 40% of non-English major students reported that they would either
keep trying extensive reading even after this course or reading English
books in the future, though these were 62% and 86% respectively for
English-major students. This means that, in order to provide opportuni-
ties for enough exposure to English, especially for reluctant or less
confident learners, instructors should include an extensive reading
program in their courses, as suggested by Nakanishi (2015). Relying too
much on learners’ autonomy does not always lead to success, and the
balance between compulsion and autonomy is crucial. More importantly,
it is quite difficult to provide appropriate teacher intervention, including
introducing appropriate books to each student, without in-class
instruction.

In this study, post-reading requirements were limited to M-Reader
quizzes and book reports, as too high of a burden leads to demotivation
(Day & Bamford, 2002). However, the questionnaire and informal
interview revealed that only a few students felt that writing the simple
book reports or taking the M-Reader quizzes motivated them. Some
remarked that, because M-Reader quizzes had time limitations, they felt
a lot of pressure, and when they failed the quizzes, it was shocking and
they became demotivated. Although Stoeckel and colleagues (2012)

argue that relatively simple quizzes did not negatively influence
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students’ reading attitudes, they could still bring about demotivation
when learners continuously fail them. In particular, in this research,
there were several students who did not understand the quizzes even
though they understood the book adequately enough. Therefore,
instructors should find a way to assist them, such as translating

questions into L1 or lowering the passing score of the quizzes.

Table 5
The Final Questionnaire Result 1
Ttem LA 2015 (n=36) EC 2017 (»=55) EN 2015-17 (n=37)
How I feel about the extensive Positive Negative Positive Negative Positive Negative
reading course. Gord (2orl) Gord (2orl) (Gord (2orl)
I read books extensively. 61% 11% 69% 9% 73% 8%

Extensive reading was interesting. 56% 11% 47% 22% 84% 0%
Extensive reading was very hard for me. ~ 75% 11% 78% 9% 68% 22%
;I;};ehriggulred number of words was 39% 492% 49% 299 24% 399
I would ‘hke to read extensively even 33% 399% 20% 10% 62% 11%
after this course.

I would like to read English books in the 36% 28% 36% 259% 36% 5%
future as well.

There were many appealing books. 58% 6% 56% 18% 73% 5%
i hfsl; éléglslled after I finished reading 79% 11% 71% 5% 95% 0%
I could not concentrate on the books.  19% 33% 16% 49% 27% 51%
Itisa good idea to spgnd a par't of the 929% 3% 85% 2% 86% 3%
class time for extensive reading.

Writing the book reports motivates me.  31% 25% 36% 27% 22% 19%

Likert Scale: 5 strongly agree, 4 agree, 3 neutral, 2 disagree, 1 strongly disagree

The second area is concerned with feelings of improvement. Fewer
than half of the participants felt that their overall English ability
improved. The results of the questionnaire revealed that they did not
sense much improvement in their listening, speaking, or grammar skills

(Table 6). Actually, research suggests that extensive reading is effective
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for the improvement of writing skills (Lai, 1993; Mason & Krashen, 1997;
Mermelstein, 2015) in a variety of ways including areas of content,
organization, vocabulary, language use, and mechanics, due to abundant
input (Park, 2015). However, the participants in this study did not sense
much improvement; the highest percent of participants that felt
improvement was 24% in EN. The reason may be that there were not
enough writing opportunities in the curriculum, especially for non-
English-major students; this program was the only English-related
subject for most of them. On the other hand, 45% of LA, 60% of EC, and
78% of EN students felt that their reading ability improved. This could be
partly because they frequently engaged in reading activities. As
Yamashita (2008) asserts, reading ability can improve relatively quickly
through extensive reading, while overall linguistic ability does not; it

might take time for learners to sense improvement of other skills.

Table 6
The Final Questionnaire Result 2
Item LA 2015 (»=36) EC 2017 (2=55) EN 2015-17 (»=37)
Feeling of improvement Positive Negative Positive Negative Positive Negative
g ot imp Gord) (orl) (Gord) (orl) (Gord) (2orl)

'I feel my general English 'ablllty hgs 14% 299 36% 16% 43% 11%
improved through extensive reading.

[feel my reading ability has 4z 1700 609, 15%  78% 3%
improved through extensive reading.

I feel my listening ability has improved 14% 36% 7% 55% 59 46%
through extensive reading.

I feel my writing ability has improved
through extensive reading.

I feel myspeaking ability has improved
through extensive reading.

[ feel my knowledge of grammar has improved
through extensive reading.

17% 33% 9% 40% 24% 30%

8% 33% 11% 36% 14% 32%

17% 25% 16% 47% 24% 24%

Likert Scale: 5 strongly agree, 4 agree, 3 neutral, 2 disagree, 1 strongly disagree
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nozomi
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nozomi
タイプライターテキスト

nozomi
タイプライターテキスト
60

nozomi
タイプライターテキスト

nozomi
タイプライターテキスト
15

nozomi
タイプライターテキスト

nozomi
タイプライターテキスト

nozomi
タイプライターテキスト
78

nozomi
タイプライターテキスト
3

nozomi
タイプライターテキスト

nozomi
タイプライターテキスト

nozomi
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7

nozomi
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nozomi
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55

nozomi
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5
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46

nozomi
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nozomi
タイプライターテキスト
speaking

nozomi
タイプライターテキスト

nozomi
タイプライターテキスト

nozomi
タイプライターテキスト

nozomi
タイプライターテキスト
writing

nozomi
タイプライターテキスト

nozomi
タイプライターテキスト

nozomi
タイプライターテキスト

nozomi
タイプライターテキスト

nozomi
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nozomi
タイプライターテキスト

nozomi
タイプライターテキスト

nozomi
タイプライターテキスト

nozomi
タイプライターテキスト


The third area, which is connected to the previous area, is the
impact of extensive reading on English learning (Table 7). Participants
from all three disciplines reported that their reading speed improved
(56% for LA, 55% for EC, and 78% for EN). Although the participants’
reading rates were not checked in this study, given the report from
recent research (e.g., Chang & Millett, 2015), it is quite possible that they
indeed improved their reading speed. It is a widespread belief that
reading leads to vocabulary acquisition (Pigada & Schmitt, 2006).
However, some researchers argue that it is an inefficient way to build
vocabulary (Paribakht & Wesche, 1997). Perhaps because of this, only a
relatively high percentage of the EN students felt that they increased
their vocabulary (43%). The number of students in each discipline who
liked English because of extensive reading remains unchanged.
However, through extensive reading, more LA and EN students
reported liking reading English, and at least 60% of students from all
disciplines answered that they had become accustomed to reading
English books or had come to perceive it as a less difficult activity (LA:
61%, EC: 44%, and EN: 70%). This may show that extensive reading can
alleviate learners’ negative feelings or the burden of English learning.
70% of EN students felt that extensive reading was helpful for other
areas of English learning, while only 25% of LA and 35% of EC students
felt similarly. This may be merely because the majority of non-English-
major students did not have other English subjects.

The fourth area was on reading strategy, as shown in Table 8 On
the use of a dictionary, 22% (LA), 36% (EC), and 24% (EN) of the students
reported occasionally looking words up in dictionaries. However, most of

the participants were comfortable without dictionaries, as 61% (LA), 58%

234



Effects of Extensive Reading on Developing Motivation across Disciplines in College EFL Classrooms

Table 7
The Final Questionnaire Result 3
Item LA 2015 (»=36) EC 2017 (»=55) EN 2015-17 (»=37)
The impact of extensive reading Positive Negative Positive Negative Positive ~Negative
on English learning bGord) (2orl) Gord4 (2orl) (Gord (2orl)

I can.read faster through extensive 56% 14% 559% 1% 78% 3%
reading.

I find reading English books is not hard
because of extensive reading.

I feel that it is enjoyable to read English
books because of extensive reading.

61% 17% 44% 25% 70% 8%

44% 25% 33% 25% 73% 3%

I learn-ed many words through 28% 259% 249% 33% 43% 30%
extensive reading.

Extensive reading helps me understand o o o o o o
how to use other English skills. 25% 25% 35% 22% 70% 5%
I came to like English through

. . 14% 39% 31% 24% 62% 19%
extensive reading.

Likert Scale: 5 strongly agree, 4 agree, 3 neutral, 2 disagree, 1 strongly disagree

(EC), and 81% (EN) of them did not consult dictionaries. Approximately
70% of the students agreed that they used other strategies when they
came upon new words. One was to try to guess the meaning of the
unknown words in context. This is possible because graded readers
provide suitable conditions for this tactic (Wodinsky & Nation, 1988). The
other was to ignore the unknown words and keep reading. This is
actually a very common strategy among L2 learners (Paribakht &
Wesche, 1997). Concerning the use of L1, interestingly, more English-
major students tried not to translate the text into Japanese, even though
the translation quickly came to mind, than did the non-English-major
students, though the percentage was not very high. Almost 70% of the
students tried to understand the flow of the story. 60% to 70% of them
surmised the contents based on the title, and the majority of students
utilized illustrations or pictures as hints. Over half of them explained that

they reread the part they did not understand. Yoshida (2011) asserts that
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this could be an effective strategy leading to comprehension.

Table 8
The Final Questionnaire Result 4

Ttem LA 2015 (n=36) EC 2017 (n=55) EN 2015-17 (n=37)

. Positive Negative Positive Negative Positive Negative

Reading strategy bord) (2orl) Gord4 (2orl) Gord) (2orl

éfﬁlkrf‘gi ‘éf{f;lfgfv“fr‘gggigadlmonary 22%  61%  36%  47%  24%  68%

I keep reading and skip unknown words.  86% 6% 69% 15% 84% 11%

Lo e meavg ol ioows 1y oo o w o

Do e oJoowese ooy g s o o

Japane_se translations come to mlpd 25% 33% 20% 45% 439% 299
immediately when I read in English.

[ oot el g s e

I surmise the contents by the title 64% 1% 67% 9% 73% 3%

when I read English books.

Likert Scale: 5 strongly agree, 4 agree, 3 neutral, 2 disagree, 1 strongly disagree

The fifth area was the criteria for choosing a book (Table 9). A large

number of students agreed that they chose books based on the following

information: volume, genre or title, and appearance. In the interview,

some students said that they first looked at the volume, then title and

appearance, especially the illustrations or pictures on the front cover, to

see if the content was interesting and to see if it was manageable. The

likelihood of understanding a book is one strong factor in choosing a book

(Day & Bamford, 1998).
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Table 9
The Final Questionnaire Result 5

Item LA 2015 (2=36) EC 2017 (»=55) EN 2015-17 (n=37)

Positive Negative Positive Negative Positive  Negative

Criteria for choosing a book Gord) Corl) Gord (orl) Gord) (2orl)

I choose books by their appearance (cover,
binding, illustrations, pictures)

I choose books by thg size of letters, total 33% 3% 7% 2% 739% 16%
number of words, or total number of pages.

I choose books by the title or genre. 61% 17% 62% 15% 86% 3%

Likert Scale: 5 strongly agree, 4 agree, 3 neutral, 2 disagree, 1 strongly disagree

86% 11% 67% 13% 84% 5%

The sixth area was on the reason they kept reading (Table 10). The
majority of students answered that they read books because it was a
course requirement. This seemed to be the strongest extrinsic factor
that motivated them across all disciplines. In addition, the book report
was not a very effective motivator across disciplines. The other three
items showed a sharp contrast between English-major and non-English-
major students. EN students were far more positive than LA and EC
students about the following reasons for reading books: they wanted to
improve their English ability, they found reading interesting, and they
liked English. It may be that students with a more positive attitude
toward learning English, and with higher proficiency, are more likely to
have intrinsic motivation. Although research has shown a positive
relationship between the enjoyment of extensive reading and motivation-
al improvement (e.g., Poulshock, 2010; Takase, 2008), this result may
indicate that 15 weeks of a course could have an impact on learners’ short
term motivation or attitude toward learning English. However, it may
not be a large enough period to change long term attitudes toward

English.
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Table 10
The Final Questionnaire Result 6

Item LA 2015 (n=36) EC 2017 (n=55) EN 2015-17 (n=37)

Positive Negative Positive Negative Positive Negative
Gord (2orl) Gord4 (Rorl) (Gord ((2orl)

Reason I kept reading

I read books because it was a
requirement for the class.

I read books because I want to
improve my English ability.

78% 6% 82% 2% 76% 8%

25% 31% 38% 25% 59% 11%

I read books'because reading 31% 33% 319% 36% 579% 14%
was Interesting.

I read books because I like English. 14% 53% 15% 56% 65% 14%

I read books because it was interesting .to keep 36% 429 36% 35% 419% 27%
a record and see the number of words increase.

Likert Scale: 5 strongly agree, 4 agree, 3 neutral, 2 disagree, 1 strongly disagree

The seventh area was on the reasons they did not read (Table 11).
Almost all responses for these reasons were negative, because 61% (LA),
69% (EC), and 73% (EN) of the participants felt that they read extensively.
Some participants, out of apparent modesty, said that they could have
read more, and said they worked very hard. Considering that none of
them had previously had formal extensive reading instruction, their
comments were based in truth. However, one item with a relatively high
percentage was the existence of a part-time job. Indeed, some students
reported that they had to work almost every day to make money not for
their leisure, but for survival. Takase (2008) noted two major points that
get in the way of reading: university students in Japan have become very
busy and it is difficult to find time, and they are not in the habit of

reading.
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Table 11
The Final Questionnaire Result 7

Item LA 2015 (n=36) EC 2017 (n=55) EN 2015-17 (n=37)

Positive Negative Positive Negative Positive Negative
bGord (2orl) Gord (@2orl) (Gord ((2orl)

Reason I did not read English books

I could not read much because I was busy
studying specialized subjects.

I did not read much because I hate
English.

I did not read much because

I hate reading books.

1 did not read much because there were
few books I wanted to read.

I did not read much because reading
books was not interesting.

I could not read much because

I was busy working part-time.

22% 33% 27% 31% 32% 27%
22% 53% 15% 55% 11% 62%

6% 67% 7% 75% 22% 54%
17% 61% 7% 73% 14% 49%
17% 67% 11% 73% 14% 57%

28% 47% 25% 47% 30% 38%

I did not read much because it was o 0 0 0, 0 0
troublesome to borrow books from the library. 2% 96% 9% 78% % o7

1 did not have much time to read English

0, 0, 0, 0, 0, 0,
books because I wanted to read Japanese books. 28% 96% 7% 75% 14% 59%

Likert Scale: 5 strongly agree, 4 agree, 3 neutral, 2 disagree, 1 strongly disagree

4. Conclusion and Future Research

In this study, three groups of students from different disciplines,
with different levels of proficiency, past learning experiences, and
attitude toward learning English were compared mainly in terms of their
perceptions of a 15-week extensive reading course. The results of
questionnaires and informal interviews suggest that extensive reading is
an effective method to improve learners’ attitudes and motivation
toward learning English regardless of their proficiency and enjoyment of
English.

Future research should focus on the relationship between the
amount of reading and improvement of reading ability, vocabulary gain,

and the development of learner autonomy.
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Appendix A: Preliminary Questionnaire
[%FE] ICEAT 37— b

(BHEV) CO7 27— MEESADINE TOEFIZOWTRESL D HIR
RO, LORBWIREEY IR TAZE, FEEAHGTLINETE
RVEY) O, INPOLOFNIHILTSHIEXHIE LTWET, il
LI E KB LETADT, EEIZBEZ (S,

5. Strongly agree (KZ%9 &)

4. Somewhat agree (¥HZ 9 )

3. Neutral (EH5E BV ARV

2. Somewhat disagree (HF 1 Z 9 EbAw)

1. Strongly disagree (&< %9 Ebiwv)

. BBRIFEFEIUE TT 0,
CWFED) =T I ETT A
FEDTA T4 Y ZIIFETT D
EDY A=Y 73 ETTH
EDAY —F 2 73 & T
TR TI D
EAmUIICHED DD T30
DIZFETDOBH 7= 0 E 7% BT T D%
HAZS  SeRhhm b BB oMl (BRI
(%I L)
9. 4% T (BKET) THMFUNTHBORELFALZIENHY E L
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»HiEv — 10, 11~ Wiwvng — 12
10. WOITAH L By, EABREREGAE Lz (ERE. F126 1
BV, ZalowiEs L)
1. FAZEZoPFIIMAT L2 (RIMKREDORELE 726 7 )
12. WREERICESOEFE T—HF MO0 A% TIT, $-Z20FHEIE
fif 72 & B F 3200

ol o o1 o1 o1 O Ol
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W W W W w W w
INCRE NG NG G N N N W)
— = e e e
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S
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» wLhH v B 9 #EW X FEIH
B XEh o korhTinw
JEA
13, ®R7B—FHEDH B FEFHEDOIEIZKD ) B ENTT 0,
» bl v B 9 #EKH x2 FETD
B XFEhH » korhTinw
4. Hulr—FHEO L VIEFEOHFEIZRD ) b ENTT D,
» mbly w9 #ECH x2 FETD
B XFEh o korhTinw
15, HHR7OFEFEOFHHETL o L MIELAVER ) DX EALRIITT H
» bl v B 9 #wWCH x2 FETh
B XEh o korhTinw
16. HEFEICHT 2 BRI H KL TF S,
et () #. TOEIC ( ) A FofEER ( )
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Appendix B : Final Questionnaire
[%8%] CBAT37> 47— b

(RIS HERT T — )

(BEV) SN F CRERBO—HE2Hi> TEHHEIT>CEF LD BEN
WEEDTLFIEIONT, LTOT v/ — MIBEZLEE W, XA
WIZEMED IR TH Z L TR EAHGTHINETEIRD B A5,
INHPLDFEWIHILTH IR HNE LTWE T, iR EI2EFE -7214
HELITADOT, EHICBEZ SV,

P

5. Strongly agree (KZ% 9 HE9)
4. Somewhat agree (¥HZHHE9H)
3. Neutral (EBE5EH WV HW)
2. Somewhat disagree (HF V) 2 Bbiwy)
1. Strongly disagree (&< %9 Ebiwv)
1. BiEZHit 911 -o 72, 5 4 3 2 1
2. ZEtldgE Loz, 5 4 3 2 1
3. BRI REZ 5T, 5 4 3 2 1
4. &m0 BEEERIIZ T & 5 4 3 2 1
5. MERIETRLCOINMMS b EHiaHlIzve 5 4 3 2 1
6. SHRLIEFORETATAHALI EEI, 5 4 3 2 1
7. ZH5HOT XA NONEIZERZ 0 LDV EH o7,

5 4 3 2 1
8. REFAMZLDL L ERBE KL/, 5 4 3 2 1
9. WFEORIZEFTE o7, 5 4 3 2 1
10. ZFIEthOIEFEDMERIZFLT > T o 5 4 3 2 1
11, SRR O—8E2 s> TEHETHDIT LIV ER)

5 4 3 2 1
12. %k LC, &Mk i3EiE ooy, 5 4 3 2 1
13. Z35ix LT, VA=Y T IOz, 5 4 3 2 1
4. %3k LT, V=741 Y 7 IOz, 5 4 3 2 1
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15.

16.

17.

18.

19.

20.

21.

22.

23.

24.

25.

26.

27.

28.

29.

30.

31
32.

33.
34.

%5k LC. 474 2 7 HdMH Tz, 5 4 3 2 1
Lk LTAY =X v 7 o7z, 5 4 3 2 1
Ltk LT, CENIPMOT7 2, 5 4 3 2 1

METHE) o T, HlEHOG AL HE B o7,

5 4 3 2 1
ST H L) %o T, FREHD I N R R o7

5 4 3 2 1
ZHE T2 L) ho T FEEHE I ENRL B o7,

5 4 3 2 1
ST H L) %o T, FEEOMEEI(SAKER T,

5 4 3 2 1
PFFEOR LA FHL 2 LI EN 2, 5 4 3 2 1
77 LAR— I\%iwtmibﬁb& "ol 5 4 3 2 1
L L CHEMTE 2% o 720 5 4 3 2 1
Ltk TAHALE, MSHRVHEFERFFETHNAZ, 5 4 3 2 1
PEOREFG & & 1E, FHEEZTI» RV THAHT 5.

5 4 3 2 1
BIROGP LR VHEFENH B & TNERITL THiAsfT %o
5 4 3 2 1
EIRD G370 5 WHGEL, SEOHT R b EREHEN L TR
5 4 3 2 1
HRO 570 5 3 WHFRI T CICRFE THR LW ERLTH b,
5 4 3 2 1
Frait b &, HARRICIRE LRV THATY %
5 4 3 2 1
EXZFATVD &, TCICHAFERPHT S, 5 4 3 2 1
HIRD 5 E AL DR L THRA TV,
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KX et &, 2foiinz>»d 3%, 5 4 3 2 1
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5 4 3 2 1
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35, FEFEOREGO L EIE, KOBEAD» L THELTHRATY 5,

36. AT BALZIIEIIHL (MK - hfs - BH - BT) Tha,

5 4 3 2
37, K BALIEREITORES -5 - "=V L TH L,

5 4 3 2
38, REBALKEII A PLRIY Y IV TH D, 5 4 3 2
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40. FEFEN RN LS L2010, REFEAT 5 4 3 2
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42. FEFEIFE DD REHA T, 5 4 3 2
43. FLERE AT CREEDM O 2 OSHH T REFA T

5 4 3 2
44, EHMELHOMBEAICL S T, KEH T D F@D R h o7z,

5 4
45, PEEDBRNTZH O, KeHEVHE kv o7, 5 4
46. FEEDBENEDNSH. KEDHFT VT hh o7, 5 4
A7, HARIZNKDB o leh b, KebhE Vi ko,

5 4 3 2
48, REGFLONWELL Lho>72DT, bFViaiEheh o7z,

5 4 3 2
49. WA PTILLL TRERP D E D Fnd o720 5 4 3 2
50. XEHEETREZME D 20D MHBE 72720 T, KedbFVitE b o7,

5 4 3 2
51. HARFEORZFAIZND T, FEFEORE GEL R A\,

5 4 3 2

52. FHAMIATEE S S VWHSEYI E B 40 ?
53. M-Reader (22T HHIZEMEZFLHR LT 28w,
54, % HCB L CHBICEE AR LT &,
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BE3FFIHTIEESLHEIOT 7 LOHMRE
~EFAN=2 3 &FROIC~

Lt E— IS BESETEINFEE R I L s TSR L ANVORE |
WEOKIPLRBHER LA A2 HNE LTRKEICHED 2 £ 2L (Bamford
& Day, 2004) . HIESEOMEZE DT 5I121E. TOSFEIHE STV 5 Hilsk
D ORISR 2 7 L vwbiiTw b (Nuttall, 1996) 0 Z DR H
137if# 7] (Nakanish & Ueda, 2011). #tdA®# & (Change & Millett, 2015) .
FEwE 14 (Pigada & Schmitt, 2006) . 3C{:#1% (Lee, Schallert, & Kim, 2015) |
7474 > 7)) (Park, 2015) 705 BB RFH 121070 ) BEIZE Th A
Wbt Twb (Day & Bamford, 1998) . LA L. HATIZEERGIOA LR
HBEIALOE D SEAIHRINZ N E L, FHIER LTS E
EEZBWVIRITH % (Takase, 2008) o AWFFE TIXIZIEN & 2341 O
2o 720 O S EiREDS, RS EOPREEE I 5 BB KIT T
Brih L, FREER, EEFENOBK, EFHRPGEENR LD 3ODF
B2 133 %0%A %512, e 1 M oS L2 1T, Fai -
FET = HERY @A, B LU MReader ¥ A7 A2 & 2 FE%GEHH
fT o720 MEDIER. ETOFEROPLEY EOBINE it A K — FAhsH
{Tpofz LKL, T0% L EDSTnERIEREZ K 2747 &, Shta il Ly
HNYFEIH L BN R % b O RESEATRIE S 7z BARN AR RO
FER RN 2 B I A RUT T ERICOWTIE, 414 S HITHET A
HCThb,

W 2HTOT T LAOEINIART K % ROBEAROEHIZ, EHEIZT
BTN TR B HEERE O 412, L&) EHE L EFEd,
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