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KEERA	By-laws
Bye-Laws of the

Korean English Extensive Reading Association (KEERA)
Last amended Friday April 29, 2011

The	 Korean	 English	 Extensive	 Reading	 Association	 (KEERA)	 is	 a	 voluntary	
association	 for	 people	 interested	 in	 Extensive	 Reading	 in	 second	 languages	 within	 the	
Korean	peninsula
Extensive	 Reading	 shall	 be	 defined	 as	 “fast,	 fluent	 reading	 of	 a	 second	 language	 with	
high	comprehension	of	the	reading	material.”

1. Name
The	 English	 name	 of	 this	 Association	 shall	 be	 “The	 Korean	 English	 Extensive	
Reading	Association”.	The	Korean	name	shall	be	decided	in	due	course.

2. Aims
KEERA	shall	have	as	is	aims:
tofurthereducationaboutandpromoteExtensiveReadingintheKorean• 			peninsula
promo tebe st prac ti ce i npromoti ng, imp l ementi ng,adminis t er i ngandev a lua ti ngE xtens iv eRe a•

dingprogramsinKorea
top rovi deh ighqua li ty assi s tanc eandsuppor ttot eachersandp aren tswhowisht oadop tanExt ens•

iveReadingapproachtoreading
tosupportandfurtherresearchintoExtensiveReading•
tosupportExtensiveListening•
To	achieve	its	aims	KEERA	may	do	the	following	activities:
cre a t ean dmanag eawebs i te an demail di scuss i onl i s ts to di s semin a te in for mati onab out KEE RA•

andExtensiveReadingingeneral
holdworkshopsandlectures•
supportresearchintoExtensiveReading•
haveactivitiestosupportlearners•
publishajournalornewsletter•
andothersasdecidedbyKEERAanditsOfficers•
3.	Structure
KEERA	 shall	 be	 managed	 by	 the	 KEERA	 Executive	 who	 shall	 manage	 KEERA	 in	
order	 to	 follow	 its	 aims	 and	 for	 the	 good	 of	 KEERA	 and	 Extensive	 Reading	 in	 Korea	
in	general.

The	KEERA	Executive
The	 KEERA	 Executive	 shall	 comprise	 5	 officers	 a	 President,	 Vice-president	 and	 3	•	 –	

General	Officers.
Atle as ttwo oft heEx ecuti ve shou ldbeKo re annat ion a ls . If the rei sa tie i nvot ing betweenaKore an•

nati ona l andanon-Kore annati ona l, th eKo re annati ona l sha ll be el ec tedup toamaximumoftwosu c
hcases.IfnoKoreannationalsarenominated,thennon-Koreannationalsmaythattheirplace.
The lang uage theKEE RAExe cuti ve sha l l uset oc ond uc tKEE RA ’sb us i ne ss sha ll be agre ed uponb•

ytheKEERAExecutive.
ThePresidentshallleadKEERAassistedbytheVice-president•
TheKEERAExecutiveshalldecidehowKEERAisrun.•
OnlytheKEERAExecutivecanchangethesebye-laws.•
KEERAOfficersshallserveforatwoyearperiodwhentheirpositionshallbeopenforelection.•
NolimitsshallbeputonthenumberoftimesapersoncanbeelectedtoKEERA’sExecutive.•
KEERAOfficersareallowedtonotetheirappointmenttotheExecutiveontheirCVorresume.•
KEERA’sExecutive,uponappointment,shallagreetoabidebythesebye-laws.•
Anymembe ro ftheKEERAE xecuti vewhodo esno t, inth eop i nio nofas imp l ema j or ity of othe rmem•

be rsofth eKEE RAExe cut iv eappe ar tob ec arryi ngout hiso rh erdut ie s ,or isno tc ompl y ingwi thth es
ebye -l awssha ll be sub je ctto remov al a fte rade c is io nbyth eKEERAExe cutiv e. Int hec aseofa ti e, the
President’svoteshallcountdouble.
Ordinary	KEERA	Members
AnypersonororganizationcanbecomeamemberofKEERA.•
Or dinaryKE ERAMembe rsa reNOTal lowedto no te th e irmemb e rshi p of KEE RAon th ei rC Vo rre•

sume.
KEERA	Advisors



KEERA	 Advisors	 are	 individuals	 whom	 KEERA	 may	 wish	 to	 consult	 for	 advice	•	
about	KEERA’s	operations.
KEERAAdvisorshavenovotingpowerandcannotmakeKEERAdecisions.•
KEERA ’sO ffi ce r s sha ll de ci debyamaj or ityv otewhoc anbecomeaKEERAAdv iso ran dwhocanbe•

removedasanAdvisor.
KEERAAdvisorsareallowedtonotetheirappointmentontheirCVorresume.•
AKEERAAdvisormayalsobeelectedtotheKEERAExecutive•

4. Fees
An annual fee of 10,000 Korean Won needs to be paid to join KEERA. This runs from • 

January 1st to December 31st each year. To join and pay contact the KEERA Treasurer at  
treasurer@keera.or.k r

No payments for services to the KEERA Officers shall be paid for work  done for KEERA.• 
All  work  shall be voluntary.• 
KEERA shall reimburse any individual who  has been pre-authorized to spend money on behalf • 

o KEERA and its work.

5.	Elections
The	 KEERA	 Executive	 Officers	 shall	 be	 elected	 by	 a	 popular	 vote	 of	 the	 paid-up	•	

KEERA	Members.
KEERAshallholdelectionsattheendofeveryeven-numberedyear(i.e.every2years).•
Peo pl ewi shing tos tandt obe comeaKEERAO ffi c er , sha ll nomina te themse l ve sb efo reane le c tio ni•

sheld.
Apopularvoteshalldeterminewhoiselected.•
TheOrdi narymembe rsofKE ERAsha l l be inf ormedo nthe email di scu ss io nl is t oft hee l ec ti on a tl e•

astonemonthbeforeanelection.
VotingshallbeconductedinsecretwithtwoOrdinaryKEERAmembersactingasvotecounters.•
Ifama jo r ity oft heo rd inaryKEERAmemb erswishe s toho ldare fe rendumt oca l lf oranel ec ti onof th•

eKEERAOff ic er s , thisc anbedo nea tany time .Avote ofmore than60% oftheordinarymembe rsi s suf
ficienttocallelections.

6.	Decisions	of	the	KEERA	Officers.
D ec i s io nsreg ardin gthe a ff a ir so fKEER Asha ll bemadeby as imp l ema j or i ty of theKEER AOf fic e r s .
Ifavoteistied,theChair’svoteshallcountasthedecidingvote.

7. KEERA Officer limitations and responsibilities
KEERA	Officers	shall:
ConductregularExecutivemeetingstodiscussKEERAActivities•
CreateandattempttofollowanannualplanofobjectivestofurtherKEERAanditsobjectives•
Provi det ime ly re p or tsofde c is io ns ,eventsandupdate themembe rso nKEERA ’ sac ti vi tie sandde c•

isions.Theseshallbepostedontheemaildiscussionlist.
ActivelypursueKEERA’sgoalsandobjectives•
Con vene and hol dan annua l gene ra lme et in gof KEER Aatama j orc o nfe renc eev enti nKo re aa tl ea•

s ton ce ay ear .Thed ate, t ime andlo ca t ion ofth is sha l lbe gi vento al l KEERAmembersa t le a s tonewee
kbeforetheevent
KEERAOf fic e rsmay co nsultw i thord inarymembe rsv ia th eema il li s ttosol ic it the irop in ionsabo u•

tKEERA’soperations.TheseopinionsshallnotbebindingontheKEERAOfficers.
PromoteKEERAandattempttoincreasemembershipandparticipationwithinKEERA•
Have theaut hor it yto setup temporary orpe rmanen tsub-c ommitt ee s toworko nspe ci fic a spe c tsof•

KEERA ’ swo rk (e . g .ac ommitte e toov ersee thewebs i te, authoro redit anews le tte r ,ho ldac onfe renc
eetc.)
KEERA	Officers	shall	NOT:
UseKEERAasavehic le forse lf -promoti on,or theOf fic er ’ scomme rci a li nte res ts , or th ep romoti on•

ofotherorganizationswithwhichanOfficerisassociated.
UseanyofKEERA’smoneyorassetsforpersonalgain.•

8.	Affiliations
KEERA	 shall	 be	 affiliated	 to	 the	•	 Extensive Reading Foundation	 and	 shall	 co-promote	

the	work	of	the	Extensive	Reading	Foundation.
KEERAhasasitsrighttorenegeonanyaffiliationatanytimeitchooses.•

9.	KEERA’s	Bye-laws
KEERA’s	 bye-laws	 shall	 be	 written	 in	 English	 and	 Hangul.	 The	 Hangul	•	



interpretation	shall	take	precedence	over	the	English	version.
BoththeHangulandEnglishversionsofthesebye-lawsshallbepostedonKEERA’swebsite.•
Th eseby e- lawsc anbe ch angedatany timea ft erKE ERA ’sE xecuti vehav econsu ltedt heO rdi nary•

KEE RAMembe rs for t he iro pi ni onsabo utany change s , andbyas impl evot ing majo r ity of theKEER
AExecutive.
Anyamendments t othe seb ye -l awssha ll bemad ei nthi sdocumentandan ewv ers i onof the seby e -l•

awsshallbedatedandpostedonKEERA’swebsite.
AfullrecordofpreviousKEERAbye-lawsshallalwaysbeavailableontheKEERAwebsite.•

Information for Contributors of English Manuscripts -‘Journal of 
Extensive Reading in Foreign Language’-

Journal of Extensive Reading in Foreign Language is a referred, quarterly published –
journal of the Korean English Extensive Reading Association(KEERA).

1. Content
The			content	of	the	manuscript	to	be	submitted	to	Journal	of	Extensive
Reading			in	Foreign	Language	should	concern	theories	and/or	practices
in	the			field	of	extensive	reading	in	foreign	language	education.	The
manuscript			may	be	on	an	experimental	analysis,	a	new	proposal,	or	a
critique			of	theories	and/or	practices	in	the	field.	The	manuscript	dealing
with			topics	in	linguistics,	literature,	or	interdisciplinary	areas	must	have
implications			for	extensive	reading	in	foreign	language	education.
The			manuscript	is	accepted	for	review	with	the	understanding	that
the			same	work	has	not	been	submitted	elsewhere,	or	previously	published.

	
KEERA   publishes	four	issues	of
	" Journal of   Extensive Reading in Foreign Language 	"	Journal	per			year:
(1)Springissue,March31st;



3. Style Guidelines

All submissions to Journal of Extensive Reading in Foreign Language should conform 
to the requirements of Publication Manual of the American Psychological Association 
(6th ed.). The following are some important examples taken from the manual. 

(2)Summerissue,June30th;
(3)Fallissue,September30th;
(4)Winterissue,December31st.

2. Specifications

1)	The			length	of	the	manuscript	should	not	exceed	20	pages	of	
Journal	of	Extensive	Reading	in	Foreign	Language	.	
2)	The			manuscript	should	be	prepared	in	MS	Word	(2000	or	a	higher	version)
	in	the	A4	-	size	paper	setting.	
3) The   left and right margins should be 4.2 cm; the top margin, 5 cm, and the bottom   margin, 
5.2 cm; the top header, 4.2   cm and the bottom header, 1 cm. The line spacing of the 
title, the main text, and   the reference list should be fixed 14.5-point, while that of the 
abstract and direct   quotations should be fixed 12.5-point, and footnotes should be fixed 
10-point. The main text   should be Times New Roman 10-point and the letter spacing 
should be 100% in 0.1-   point narrow spacing. 

4) The title of the article   should not exceed two lines. 
5) The abstract should be   composed of approximately 200 words. 
(Please indicate how many   words are included in parentheses at its end.) 
6) The subheadings should be   numbered in the following manner: I. 1. 1) (1) ① 
7) The dash should be   presented as “.” rather than “--”. 
8) Quotation marks should be   in the format of . . or “ ”. 
9) A new line in the body of   text should begin with letters not with symbols or 
punctuations such as dashes   or hyphens. For example, if there is a hyphen in the 
beginning of a new line, the   hyphen needs to be moved to the previous line. 

10) Korean words cannot be   mingled with English ones for a reference, a title,
 or any other information, English words need   to be used or Korean words 
should be romanized. 

11) A list of references,   tables, and figures should conform to the style 
of Publication Manual of   the American Psychological Association (6th ed.) (2010). 

12) A list of references   should be made using reverse indentation. For a book,
the place of publication and   the publisher should be provided. When the place 
of publication is a city in   the U.S., specify the name of the state by writing the 
abbreviation of the state   (e.g., TX for Texas). For other places in other countries, 
provide both the name of the   city and of the country. When citing an article or 
a chapter in an edited book,   include its page numbers. When citing a revised book, 
cite the edition used with   an Arabic numeral in parentheses. 

13) Korean references need   to be presented in English. If the title of the article 
and of the journal is not   known in English, romanize it including its 
English translation in   brackets. 

14) In the list of references,   single-author citations precede multiple-author 
citation regardless of when   the citations were published. 

15) “Applicable levels” and   “key words” should be listed at the end of the article. 
16) After the list of the   key words, the author’s name, affiliation, mailing 
address, home/office phone   number, fax number, email address, and cell 
phone numbers should be   provided. 

17) When two or more authors   submit an article, the degree of authorial partici-
pation should be indicated   such as a co-author, a corresponding author, a first 
author, a second author,   etc. 



1) Text Citation

(1) One Work by a Single Author: 

Thelastnameoftheauthorandtheyearofpublicationareinsertedinthetextattheappropriatepoint.

(2) One Work by Two Authors: 

Citebothnameseverytimethereferenceoccursinthetext.

(3) One Work by 3-5 Authors: 

Citeallauthorsthefirsttimethereferenceoccurs;insubsequentcitationsincludeonlythesurnameofthef
irstauthorfollowedby“etal.”andtheyearinparentheses.

(4) One Work by More Than Six Authors: 

Citeonlythesurnameofthefirstauthorfollowedby“etal.”andtheyearinthefirstandsubsequentcitation
s.However,inthereferencelist,thenamesofallsixormoreauthorsshouldbespelledout.

(5) Two or More Works Within the Same Parentheses:

Arrangetwoormoreworksbythesameauthorbyyearofpublication,andlisttwoormoreworksbydiffere
ntauthorsinalphabeticalorderbythefirstauthors.surnames.Separatethecitationswithsemicolons.

He stated, “[t]he .placebo   effect. disappeared when [his own and other.s] — 
behaviors were studied in this   manner” (Smith, 1982, p. 276). 

Smith (1982) found that “[t]he .placebo effect.   disappeared when [his own and — 
other.s] behaviors were studied in this manner”   (p. 276).

Gardner and Lambert (1976)   found that their previous study (Gardner & — 
Lambert, 
1972)couldnot...

First citation: William,   Jones, Smith, Bradner, and Torrington (1983) found — 
that . . . 

Second citation: William et al. (1983) studied the   effect of . . . — 



(6) Authors with the Same Surname: 

Ifareferencelistincludespublicationsbytwoormoreauthorswiththesamesurname,includetheauthors
.initialsinalltextcitationstoavoidconfusion,eveniftheyearofpublicationdiffers.

(7) Personal Communications: 

Personalcommunicationsmaybeprivateletters,memos,someelectroniccommunications(e.g.,e-mail
,messagesfromnonarchiveddiscussiongroups,orelectronicbulletinboards),personalinterviews,tele
phoneconversations,andthelike.Becausetheydonotproviderecoverabledata,personalcommunicati
onsarenotincludedinthereferencelist.Givetheinitialsaswellasthesurnameofthecommunicator,andp
rovideasexactadateaspossible.

2) Reference List 

All sources cited in the text must be included alphabetically in the reference list. Below 
are examples of the entries: journal articles, books, articles or chapters in the edited 
book, magazines or newspaper articles, reports, proceedings of meetings and symposia, 
and doctoral dissertations or master.s theses. Reference examples of online sources are 
added in each entry.

(1) Journal Articles 

(2) Books 

Oxford (1986, 1989, 1994)   reported that many studies (Gosden, 1992; Hanania — 
& Akhtar, 1985;Hopkins,   1987, 1988a, 1989; Tarone et al., 1981) used strategy 
training . . . 

H. D. Brown (1993) and J.   D. Brown (1994) agreed that . . . — 

T. K. Lutes (personal   communication, April 18, 2010) — 

(V.-G. Nguyen, personal communication, September   28, 2009) — 

Setter, J., & Jenkins, J. (2005).   Pronunciation. — Language Teaching, 38,   1-17. 

Sillick, T. J., & Schutte, N. S. (2006).   Emotional intelligence and self-esteem — 
medicate betweenperceived early   parental love and adult happiness. E-Journal of 
Applied Psychology, 2(2),   38-48. Retrieved from http://ojs.lib.swin.edu.au/index.php/ 
ejap 

Bachman, L. F. (2004). — Statistical   analyses for language assessment. 
Cambridge: Cambridge University Press. 
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How a Japanese Junior College Added ER to its English Curriculum
Tetsushi Takemori

Miyagi University of Education
Yoko Kodama

University of Shimane Junior College
Kriss Lange

University of Shimane Junior College

Takemori, T., Kodama, Y., & Lange, K	 (2013),	 How	 a	 Japanese	 Junior	 College	 Added	 ER	 to	
its	English	Curriculum.	Journal	of	Extensive	Reading	in	Foreign	Language.	1(1),	1-13.

ABSTRACT
We started a new English curriculum including ER in 2012. We will report the history and results 
of our ER program. Starting as an extracurricular ER activity, we continued to develop ways to 
encourage students to read more by developing our program. We discuss how we made use of ER 
in our regular classes such as American and British Literature, English Writing and Graduation 
Project. We also discuss our new courses such as Extensive Reading A and B, and Extensive 
Listening with the results of improvements of students’ English proficiency and of their attitudes 
toward reading. Our results are based on survey results, class observations and proficiency test 
scores. Based on these results, we set a goal of reading 100,000 words in one academic year. (115 
words)

I.  General Background of English Education at Our Two-Year College

In 2007, we restructured the department and build a new curriculum. The general trend was 
toward fewer English classes. Reading classes, including literature classes especially, were cut 
back. Before restructuring, there were 8 Literature courses and after rest ructuring, only 4 were 
offered in our two-year curriculum. However, other practical skill courses such as speaking, 
listening and writing courses were maintained at 4 courses for speaking, 3 for listening and 4 
for writing. These curriculum changes were in response to the perceived needs of our students 
who seemed to be more interested in practical English courses. 

II. Changes We have Found in Students’ English Ability

Our most reliable and constant means of evaluating our students’ English proficiency is with 
the TOEIC test that we give twice a year. The results of the TOEIC test before restructuring 
our curriculum show that a larger part of the gains made were in the reading section. For 
example, in 2006 our first and second year student total gains on the two tests were 11.1 points, 
with 9.4 points gained on the reading section, but only 1.7 points on the listening section.

The same thing can be said in 2007 where the total gains on the two tests were 19.4 points, 
with 14.3 gained in the reading section and just 5.1 in the listening section.  These p roportions 
clearly favor gains in reading (see Table 1).

TABLE 1
TOEIC Score Gains Over 6 Month Period in 2006 and 2007

1st and 2nd Year 
Students Listening Reading Total



After restructuring, the proportion of TOEIC reading and listening score gains began to change. 
We began to notice lower gains in TOEIC reading scores. For example, in 2008, almost all of 
the gains made between the first and second TOEIC tests were from the listening section (32.8 
points) and students only gained an average of 0.4 points on the reading section. Again in 2010, 
of the 21.5 points gained on the second TOEIC, 24.7 points came from listening and there was 
a negative gain of 3.1 points on the reading sections (see Table 
2).1Wepresumedthatourstudents’readingproficiencywasindecline,possiblyduetofactorssuchastherestructuri
ngofthecurriculumwiththedecreaseofEnglishreadingcourses.

TABLE 2     
TOEIC Score Gains Over 6 Month Period in 2008 and 2010

III.  History of Using ER at this Junior College 

1. Starting ER with graduation project group 

Lange started using ER in his graduation project seminar with a group of 6 students. The 
results were very promising. The average reading amount was 608,000 words a year, which 
means 304,000 words in one semester. One student read 1,291,000 words in one year. Another 
read 809,000 words. And both of their TOEIC reading scores increased by about 80 points 
during the year. In addition, the average gains on the TOEIC reading section of the 6 graduation 
project students were on average 41 points higher than the average gains of the rest  o f the 
second year English majors (see Table 3).

TABLE 3
2009 ER Graduation Project Students’ TOEIC Results

2006 1.7 9.4 11.1
2007 5.1 14.3 19.4

1st and 2nd 
Year Students Listening Reading   Total

2008 32.8 0.4 33.2
2010 24.7 -3.1 21.5

Students TOEIC Tests One Year Gains 
on TOEIC Total 

Words 
ReadGP 2008.12.03 2009.06.27 2009.11.25 L.S. R.S. T.S.

A 545
315

530
265

615
305

-10 80 70 1,291,047
230 265 310

B 435
300

420
255

560
345

45 80 125 809,340
135 165 215

C 245
145

405
200

345
235

90 10 100 690,906
100 205 110

D 455
305

530
310

615
360

55 105 160 478,635
150 220 255

E 305
215

290
195

335
225

10 20 30 325,786
90 95 110

F 325 230 305 205 235 140 -90 0 -90 52,194
95 100 95

GP 
Averages 385 252 413 238 451 268 16.7 49.2 65.8 607,985

133 175 183

2nd Year 
English 
Major 
Ave. 
(n=23)

441
262

436
251

444
258

-3.4 6.6 3.4 　
179 193 186



2. Extracurricular Activities from the 2nd semester of 2009 to the 1st semester 
of 2011 

Being encouraged by the results of graduation project, Takemori, Kodama, and Lange moved 
toward wider implementation of ER for our students. We received a special research subsidy 
from the University of Shimane in 2009 & 2010, with which we could provide our students 
with more graded readers and leveled readers for ER. From 2011 to 2013, we received a 
Grant-in-Aid  for Scientific Research from the government. With this grant we increased the 
books for ER in our library (see Table 4). 

TABLE 4
ER Library Publisher and Number of Titles

Our first activity was to introduce ER to the students through an extracurricular activity. The 
following is the history of the extracurricular activities from 2009 to 2011.

1) ER Club 1
In the second semester of 2009, we organized the ER club and advertised it in various 

English related courses. The activity of the club was simply to get together in a reading room in 
the college library and read graded readers and leveled readers using the SSS style ER method.  
SSS style means Start with Simple Stories and students were encouraged to read a lot of easy 
books without using dictionaries, skipping parts they didn’t understand and switching to a 
different book at any time if they wanted.   

The number of participants was 14 with 9 English majors and 5 Japanese majors.  We 
gathered twice a week for 45 minutes, 28 times a semester. Two meetings were used for the pre 
and post tests. They generally liked reading in this way so they came to the library regularly 
and read.  The average reading amount was 62,000 words with the highest of 85,000 and the 
lowest of 42,000. We figured out the reading speed as 76 words per minute (wpm), calculating 
the words read and the time spent (See Table 5).  We gave the students the pre and post Cloze 
tests to measure the increase in their reading proficiency. The students made average gains of 6 
points on the post test. The 9 English majors who  participated regularly made an average gain 
of 27.2 points on the reading section of the TOEIC test.  

The average rate of attendance was 81%. Some students came regularly but others didn’t. This 
may be because we met after classes and it may have been a little too late for some of them as 
one student commented in a questionnaire. We realized that it was important to consider the 
meeting times to maximize attendance.    

2)  ER Club 2
The activity period for ER Club 2 was in the first semester of 2010. We gathered twice a 

week for 45 minutes, 26 times a semester.  Two meetings were used for the pre and post tests 
as in Club 1. The number of participants was 8 first year students with 7 English majors and 1 
Japanese major. One second year Japanese major continued from Club 1. She was the only one 
to continue even though many students from Club 1 indicated that they would  like to continue 
doing ER in the questionnaire. The average reading amount was 57,000 words with the highest 
of 87,000 and the lowest of 30,000.  Using the same calculation as in Club 1, we figured out 
the reading speed as 86 wpm.  The one second year student who continued from Club 1 read at 
100 wpm. This gain from the average of 76 wpm in Club 1 indicates the importance of 
continuing Extensive Reading.  

On  the same Cloze test we used in Club 1, students made an average gain of 15 points.  The 
one second year continuing student from Club 1 made the highest gain of 27 points on the 

Publisher Stages Titles
Cambridge U. Press 0 to 6 83
Footprints Reading Library 1 to 2 26
Foundations Reading Library 1 to 7 42
I Can Read 0 to 4 195
Ladder Series 1 to 5 128
Macmillan Readers 1 to 6 160
Oxford Reading Tree 2 to 11 196
Oxford Bookworms 0 to 6 242
Penguin Readers 0 to 6 337



post-test. This student read over 150,000 words in Club 1 and 2. Since she was a Japanese 
major who took very few English courses, we may be able to att ribute these gains to ER.   

The average rate of attendance was 61%. The meeting times were the same as that of Club 1.  
Due to scheduling constraints we had to set the club meeting times after classes again.  It was 
especially difficult to adjust the meeting times to the needs of all students of different majors 
and years (see Table 5).

TABLE 5
ER Club from 2009 -2010

3)  ER Club 3 and ER Club 4
ER Club 3 was in the second semester of 2010. We tried to make several improvements in 

Club 3 to increase attendance and reading amount. After seeing the result of rather low 
attendance rate of Club 2, we set the meeting session at 4 times a week to give choices for the 
students to fit their own class schedules. But having so many options for meeting was actually 
detrimental to attendance. The easier they could come, the fewer times they came.  We also 
tried a new test to measure the effectiveness of ER. The Cloze test that we had been using took 
about 60 minutes and students felt this was too long. So, we used a new comprehension test 
from the publisher of Penguin Readers. Although we gave the pre comprehension test to the 
students, we could not give them the post test due to the scarce attendance of the students. 

For the activity of Club 3, we made an original ER recording booklet called ‘The First Stage’ 
which  already includes the YL (readability score for Japanese students), word numbers and titles 
of the ER books we have in our library. The students could save recording time especially of 
the lower level books by using this booklet.  They also used ready-made, blank recording books 
after they finished  ‘The First Stage’ booklet.  

Club 4 was in the first semester of 2011. We gathered twice a week for 45 minutes, 29 times 
a semester. We tried to find the best possible times for students to meet between classes. The 
attendance rate was only 36%. We think this illustrates just how difficult it can be to maintain 
attendance in a club activity.  

3.  In-class Reading in Writing Classes and Making Use of Graded Readers in 
Literature Classes

1)  Writing Classes
In order to share the beneficial effects of ER with more students Lange added in-class ER to 

his writing courses for first and second year students in the first semester of the 2010 academic 
year. Writing  1 for first year students had 14 students. Writing 3 for second year students had 8 
students. Students were given 20 minutes for reading in class.  The first year students’ average 
in reading amount was about 46,000 words fo r the semester while the second year students read 
about 31,000 words on average. If we roughly figure that students read 80 wpm (based on the 
ER Club’s calculations of 76 and 86 wpm) during the 20 minute in-class ER time, students 
would have read about 21,000 words, so both groups must have also spent time reading outside 
of class.  Some of the students taking the course were also regular ER Club members. 

Similar implementation of ER was also carried out in Lange’s 2011 writing courses.  Students 
were given over twice as much time, 45 minutes, in the first year writing classes for in-class 
ER. This increase in time for reading, however, did not lead to a p roportional increase in words 
read. The average reading amount was 60,000 words. If students read at 80 wpm using the same 
calculation above to find how many of those words were read in class, we see that about 
47,000 words could have been read in class.  This figure is only 1000 words more than the first 
year students’ average of 46,000 words in 2010 Writing Class, even though they had half as 
much time to read in class.  The first year writing course students in 2011 did in-class ER for 
45 minutes but spent less time reading outside of class compared with those of 2010 who did 
in-class ER for 20 minutes (see Table 6).  

ER Club 
Year

Number 
of 

Students

Number 
of 

Meetings 
(45   

min)

Attendance
Rate

Word 
Totals 
(aver)

Highest 
Total

Lowest 
Total

Reading 
Speed 
(wpm)

 Club 1 (2nd 
sem. 2009) 14 28 81% 62,000 85,000 42,000 76

Club 2 (1st 
sem. 2010) 9 26 61% 57,000 87,000 30,000 86



TABLE 6
ER in Writing Courses in 2010 and 2011

This in-class ER was a good chance for more of our students to experience ER. The average 
word totals were not that large but some students developed the habit of reading extensively 
with one student reaching over 180,000 words.       
2)  Literature Classes

In 2010 and 2011, ‘Reading British and American Literature B’ were offered to second year 
students in the second semester. About  35 students took the courses. The Christmas Carol 
(Oxford Bookworms Stage 3, 10,385 words) was assigned as homework over the winter vacation 
in both years. After the vacation students took a comprehension test on the book.  The average 
score was 80%.    

In 2011, ‘Reading British and American Literature C’ was offered to second year students in 
the first semester. 15 students took the course. Moby Dick  (Macmillan Readers Level 6, 34,000 
words) was used as the textbook for the course.  In class students focused on understanding the 
plot, characters and general content of the novel.  In  the questionnaires given during the last 
class period, 60% of the students felt that they could understand more than 80% of the story. 
About 70% of them enjoyed reading the story.  

In 2012, ‘Introduction to American Literature’ was offered to the first year students in the 
second semester. About 35 students took the course. Pocahontas (Oxford Bookworms Stage 1, 
5,300 words) was assigned as homework over the winter vacation.  After the vacation students 
took a comprehension test on the book (see Table 7 ).  

TABLE 7
ER in Literature Courses from 2010 to 2012

Year and Course
Number 

of 
Students

Time for 
SSR (min.)

Expected 
SSR word 

totals   
(80 wpm)

Actual 
Word 
Totals 
(aver)

Words 
read out 
of class

2010 　 　 　 　 　
Writing 1        
(1st year, 1st sem.) 16

13 classes 
X 20 min.

20,800 45,745 24,945

Writing 3       
(2nd year, 1st sem.) 8 20,800 30,654 9,854

2011 　 　 　 　 　
Writing 1        
(1st year, 1st sem.) 17 13 classes 

X 45 min. 46,800 60,000 13,200

Year / 
Sem. Course Book Title Publisher. / 

Stage
Word 
Total

Homework  
  / In-Class 

2010 　 　 　 　 　

2nd year, 
2nd Sem.

Reading British and 
American Literature B

A   
Christmas 

Carol
Oxford 3 10,385 Homework

2011 　 　 　 　 　
2nd year, 
2nd Sem.

Reading British and 
American Literature B

A   
Christmas 

Carol
Oxford 3 10,385 Homework

2nd year, 
2nd Sem.

Reading British and 
American Literature C Moby   Dick Macmillan 

6 34,000 In-Class

2012 　 　 　 　 　
2nd year, 
2nd Sem.

Reading British and 
American Literature B

A   
Christmas Oxford 3 10,385 Homework



In these literature courses we expected that they could enjoy the story while improving their 
reading proficiency by reading famous works of literature.

4.  Findings through ER Club activities from 2009 to 2011

Through ER Club activities since 2009, we could obtain the basic information about reading 
rate and average amount of words students could read. For example, based on the club data, the 
average number of words they can read if meeting twice a week  for 45 minutes, 25 times in a 
semester is 60,000 words. Student reading speed is about 80 wpm.  

We gave a questionnaire to determine student attitudes towards ER and any effects they might 
have noticed. Some of their responses were consistently high. For example, many students felt 
that their resistance to reading English lessened, reading books was fun and they’d like to 
continue to do ER. Nevertheless, student rates of attendance to the ER Clubs were rather low 
after Club 1. Also, we should take note that only one student continued from Club 1 to Club 2. 
This might have been partly because of the difficulty in arranging an ER club meeting time 
when students could consistently attend. Another reason we can think of is that second year 
students at a two year college must focus on job-hunting o r transferring to a four year university 
so their time is limited and continuing extra-curricular activities is difficult. 

It is said in Tadoku-Tacho Magazine (vol. 19, pp.10-28), if students read more than 100,000 
words, they will notice that their reading comprehension will improve. And, reading over 150,000 
words, reading speed will increase. One student who  read over 150,000 words in ER Club 1 and 
2 showed higher reading speeds and better reading comprehension. So, an important first step to 
continue ER is to help students read over 100,000 words.

IV.  New Courses for ER and Extensive Listening

1. Establishing the New Courses

Starting in 2012 we put ER Course A in the first semester for fi rst year students, and ER 
Course B and Extensive Listening (EL) in the second semester for first year students into our 
curriculum. Through ER club activities since 2009, we could gather the basic information on 
what we can expect students to do. For example, the average number of words they can read 
over a semester, average gains we can expect on proficiency tests, how much students can 
maintain interest in ER and to continue with ER.  This information was valuable when designing 
these new courses.

By creating courses for ER we could concentrate more directly on motivating students to read 
and ensure enough time in class for reading the minimum amount of words. By setting ER 
courses in the first and second semesters, students have a chance to continue reading throughout 
the year. This creates the continuity needed to reach word totals as high as 100,000.

2. Implementing the Courses

We started ‘Extensive Reading A’, ‘Extensive Reading B’ and ‘Extensive Listening’ classes for 
the 2012 entering students. Almost all of our students majoring in English took these courses but 
there was a wide range in the number of total words read in each course. The total 
reading/listening goal for each course was roughly 100,000 words.  There were a few students 
who were able to achieve this goal.

Extensive Reading courses A and B both give students about 45 minutes of in-class reading 
time. Based on the average reading speed of the students, we figured out the minimum number 
of words they can read  just by attending classes. From this number we set the minimum word 
total requirement for Extensive Reading A at 35,000 words, Extensive Reading B at 40,000 
words and Extensive Listening at 20,000 words. These totals, plus the words read from literature 
courses for first year students should bring the minimum total number of words to 100,000.  

In ER Course A there were 25 students who read an average of 49,000 words. In ER Course 
B and Extensive Listening which are offered in the second semester the combined average word 
total was 89,000 words. 28 students attended ER Course B and 31 students took EL (see Table 
8).

TABLE 8
ER Courses Results from 2012

Carol
1st year, 
2nd Sem.

Introduction to 
American Literature Pocahontas Oxford 1 5,320 Homework



Out of the 22 students who took all three courses, 15 achieved the minimum word goal of 
100,000 words. There were two who  read over 300,000 and 6 who  read over 200,000. On the 
other hand, 7 students couldn’t achieve the minimum goal. One of our challenges from now is 
how to help students who  couldn’t reach 100,000 words achieve the minimum word goal.

We examined the TOEIC scores for the first year students according to the average number of 
words they read. We found that those who read more than 200,000 words made average gains 
of 43 points in the reading section and 78 points in their total score from the first test in July 
to the second test in December in 2012. Then on the third TOEIC test they gained an average 
of 63 points on the reading section and 120 for the total score from their fi rst test scores. 
Students who read between 190,000 and 100,000 words made average gains of 20 points in the 
reading section and 5 points in their total score from the first test in July to the second test in 
December in 2012. Then on the third TOEIC test they gained an average of 27.5 points on the 
reading section and 35 for the total score from their first test scores. These TOEIC scores seem 
to clearly reflect the amount of reading the students completed (see Figure 1). 

FIGURE 1
One Year TOEIC Gains Grouped by Amount of Words Read

V.  Conclusion

Returning to the topic of gains on the TOEIC tests, our students continued to show a lower 
percentage of gains on the reading section since the restructuring of the curriculum as discussed 
in section II. However, the gains for the 2012 entering students, who began attending our college 
after Extensive Reading A, B and EL were added to the curriculum, are encouraging. Thei r 
reading score went up an average o f 26.5 points from July 2012 to July 2013. Listening scores 
also increased by 19 points resulting in a total gain of 45.5 points on the TOEIC in one year.  

2012 ER/ EL Courses
Number 

of 
Student

s

Time for 
SSR (min.)

Expected 
word total 
from SSR 

(at 80 wpm)

Actual 
Word 
Totals 
(aver.)

ER Course A                 
(first semester 2012) 25 13 classes 

X 45 min. 46,800 48,893

ER Course B             
(second semester 2012) 28 13 classes 

X 45 min. 46,800

89,074
Extensive Listening Course 
(second semester   2012) 31 13 classes 

X 9 min. 9,360



After one year, we could see the expected results of using ER. Our present challenge is to help 
more students reach the minimum word  goal.

APPENDIX
Content Notes for Reference

1TOEIC Score Summary from 2006 to 2010

Key words: Extensive reading, English curriculum, Japanese Junior College, TOEIC scores

		The Authors
Tetsushi Takemori
Faculty of Education, Miyagi University of Education

1st and 2nd 
year students

 1st   TOEIC Scores 　 2nd TOEIC Scores

n L R T n L R T

2006 101 253.3 154.5 407.7 73 254.9 163.9 418.8
2007 97 239.5 164.5 404 84 244.6 178.8 423.3
　 　 　 　 　 　 　 　 　

1st year 
s tudents

 1st   TOEIC Scores 　 2nd TOEIC Scores

n L R T n L R T

2008 35 220.9 165.4 386.3 30 253.7 165.8 419.5
2010 24 246.7 170.4 417.1 22 271.4 167.3 438.6

Implicit   Learning Explicit   Learning
Improving   word recognition with 
known words through fluent text 
reading and rereading

Learning   new words on first 
encounters through explicit 
definitions

Stabilizing   and expanding word 
meanings by being exposed to words 
again in similar and   new contexts

Learning   new word meanings by 
noticing new uses of words and 
figuring out their   meanings

Expanding   word meanings through 
multiple incidental contacts with a 
word in consistent   supporting 
contexts

Learning   new word meanings by 
intentionally making inferences from 
context information

Processing   letter-sounds 
correspondences by reading easy 
texts

Attending   to letter-sound 
correspondence by direct instruction

Increasing   word reading fluency 
through large amounts of extensive 
reading

Attending   to words that are not 
well established by noting words 
that reappear of   intentionally 
using the word

Increasing   text reading fluency by 
rereading texts and by extensive 
reading with easy   texts

Intentionally   practicing passage 
reading to improve reading accuracy

# correct answers
   

# of the whole questions 
(33)

× 100 = reading comprehension scores

Date June 7, 2012 November 14, 2012
Scores out of 100 29 67

Groups Control	group	(n=-30) Experimental	group	(n=30)

Tests Pre-test Post-test Pre-test Post-test

M 53.50 57.56 54.10 65.57

SE 0.84 0.84 0.84 0.84

95%	CI [51.00,	58.21] [52.31,	562.50] [2.10,	59.20] [89.23,	72.45]

SD 9.82 10.14 9.95 11.81

Skewness 0.92 -0.83 -0.89 -105

SES 0.40 0.40 0.41 0.41

Kurtosis 0.85 -.079 0.41 2.01

SEK 0.80 .0.80 0.81 0.81
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Publisher Level Words   Num.

Simon   and the Spy P e n g u i n   
Readers Beginner 200

Give   us the Money OXFORD Starter 250
Survive! OXFORD Starter 250
The White   Stones OXFORD Starter 250
Oranges   in the Snow OXFORD Starter 250
Orca OXFORD Starter 250
Starman OXFORD Starter 250
Sally’s   Phone OXFORD Starter 250
Connecticut   Yankee In 
King Arthur’s Court OXFORD Starter 250

Mystery   in London OXFORD Starter 250
The   Gift of the Magi and 
Other Stories

P e n g u i n   
Readers Beginner 300

The   Adventures of Tom 
Sawyer

P e n g u i n   
Readers Beginner 300

The   Wrong Man P e n g u i n   
Readers Beginner 300

Amazon   Rally P e n g u i n   
Readers Beginner 300

Marcel   and the 
Shakespeare Letters

P e n g u i n   
Readers Beginner 300

A   Biker’s Ghost P e n g u i n   
Readers Beginner 300

Groups Control	group	(n=-30)
Experimental	 group	
(n=30)

Tests Pre-test Post-test Pre-test Post-test

M 2.91 3.25 2.86 3.77

SE 0.04 0.04 0.04 0.04

95%	CI [2.54,	3.43] [2.78,	3.81] [2.56,3.51] [3.32,	4.21]

SD 0.57 0.44 0.57 0.61

Skewness 0.52 0.56 0.41 0.59

SES 0.14 0.14 0.15 0.15

Kurtosis 0.36 0.41 0.33 0.54

SEK 0.28 0.28 0.29 0.29

　 Items Persons

　 Location Fit residuals location Fit residuals

Mean 0.000 -0.167 -0.670 -0.233 
SD 2.405 1.644 0.993 0.769 



Principles & Practice of Extensive Reading
Bjorn Fuisting

Ritsumeikan University

Fuisting, Bjorn (2013), Principles & Practice of Extensive Reading. Journal of Extensive Reading in Foreign 
Language. 1(1), 14-19.   

ALL TYPE 1 TYPE 2 TYPE 3 TYPE 4
Time 1

Mean 50.69 41.98 51.54 50.48 52.26
SD 13.88 12.57 15.65 14.08 14.75

MIN 0 0 0 0 0
MAX 92 76.21 93.58 89.9 91.1

Time 2
Mean 60.81 51.12 58.60 60.65 60.82

SD 13.31 12.66 15.21 13.17 14.41
MIN 3 13.88 0 0 0
MAX 90 100 100 94.78 100

Time 3
Mean 61.7 51.91 59.30 61.39 61.98

SD 13.66 12.28 15.74 13.77 14.39
MIN 14 13.88 9.77 18.88 18.43
MAX 100 85.67 100 100 100

Fixed effect Variance components
Estimate s.e. p Estimate χ2 df p

Type 1
initial status 43.43 0.67 *** 99.11 813.23 467 ***

 rate of change 5.01 0.24 *** 0.50 470.40 467 0.45
Level   1 error -- 42.53

correlation -0.27
Type 2

initial status 47.96 0.94 *** 209.73 941.11 467 ***
 rate of change 4.31 0.36 *** 12.42 604.67 467 ***
Level   1 error -- 73.58

correlation -0.49
Type 3

initial status 45.85 0.76 *** 142.16 941.33 467 ***
 rate of change 5.98 0.26 *** 0.79 479.61 467 0.33
Level   1 error -- 49.11

correlation -0.07
Type 4

initial status 47.49 0.89 *** 135.68 700.55 467 ***
 rate of change 5.43 0.34 *** 0.82 446.64 467 0.50
Level   1 error -- 87.51

correlation -0.26



ABSTRACT
Starting or revamping an Extensive Reading (ER) program can be a daunting task. There are 
several factors to consider, including reading materials, objectives, grades, and the role of the 
teacher among others. Richard Day and Julian Bamford (2002) have outlined ten fundamental 
principles of ER but how can they be used to implement an ER program from the ground up? 
This article discusses these ten principles of ER and suggests how they can be practically applied 
when planning an ER program, as well as provides tips for avoiding pitfalls encountered when 
planning/implementing an ER course. (95 words)

I. Introduction

Extensive Reading (ER) comes in many shapes and forms. A single definition is hard to come 
by but in 1990 Susser and Robb summarized various research into their working definition of 
“reading (a) of large quantities of material or long texts; (b) for global or general understanding; 
(c) with the intention of obtaining pleasure from the text” (Susser & Robb, 1990, p.165). The 
definition has since been expanded and explained in more details and Richard Day and Julian 
Bamford (2002) have listed ten fundamental  principles of ER. The Day and Bamford principles 
were inspired by Williams (1986) and have been developed over the considerable time they have 
been involved in researching and promoting ER. This article will discuss these ten principles and 
suggest how they can be practically applied when planning an ER program, as well  as provide 
tips for avoiding pitfalls encountered when  planning/implementing an ER course.

II. Top Ten Principles for Teaching Extensive Reading

These are the top ten principles as originally listed by (Bamford & Day (2002).
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
5The purpose of reading is usually 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

When the list was published in 2002, two responses where published in the same issue of 
Reading in a Foreign Language (Prowse, 2002, and Robb, 2002). Whilst Prowse mainly concurs 
with Day and Bamford, he also advocates the use of recordings, Robb disagrees with the 
6thp rinciple ‘Readingisitsownreward’.Heclaimsthatthereneedtobesomekindofcontrolfunctionandthatreadin
g“tosatisfyacourserequirement”mightbenecessaryinordertomotivatestudentstocontinuetoread(Robb,2002,p
.146).

1. Issues and Advice

The ten ER principles are a good starting point but when putting them into practice some issues 
arise, especially when it comes the reading material, covered by principle 1 and 2, and the 
purpose, principle 5 and 6. 

1) Reading Material

In addition to Day and Bamford’s principles of easy and varied material, Williams claims that 
“In the absence of interesting texts, very little is possible”  (1986, p. 42) and Prowse (2002) 
stresses that texts should be easy and engaging. This makes selecting books one of the most 
crucial aspects of any ER program. In  the author’s experience, the largest difficulties have been 
in securing enough funds and convincing faculty and staff to supply material that is easy enough 
for the students. It is recommended that there should be few or no unfamiliar items of 
vocabulary. Hu and Nation (2002) state it is necessary for readers to have a 98% coverage rate 
of the vocabulary. However, this may mean that some college students should be reading very 
simple texts, such as Reading Foundation Library or even Building Blocks Library. Both these 
series are excellent for lower level students but were rejected to be purchased by a mid-level 
private university in Japan due to being deemed beneath university level. As a result, the author 



had to use his private funds as well  as donated samples to secure enough books at an 
appropriate level for the ER program. Once students are able to read at the 200-250 headword 
level the choice of material greatly increases, but it can still be a challenge to have your 
institution purchase enough books. Having students buy and donate books, using library or 
material budgets are other ways of securing funds (see more suggestions in Waring, 2000). For a 
successful program you need to have a minimum of three books per student in the program, 
preferably more (Extensive Reading Foundation [ERF], 2011). There is also a lot of free material 
available that can inspire and improve your ER program (Fuisting, 2010).

Following the principles of having a variety of topics and engaging material is getting easier 
with more and more material being published for the EFL market. The Language Learner 
Literature (LLL) awards, administrated by the Extensive Reading Foundation, can serve as a good 
guide to high quality books written for learners of English. An excellent example of a low level 
but extremely engaging, and sadly always current topic, is Phil Prowse ’s Why? (2008). It deals 
with the subject of war but is written at a beginner level of 250 headwords. In terms of variety, 
it is recommended to included several publishers’ series, and both fiction and non-fiction, original 
stories and adaptations, as well  as a variety of genres (ERF, 2011).

2) Purpose

Day  and Bamford (2002) state ‘Reading is its own reward’ and other ER advocates (Prowse, 
2002; Williams, 1986) strongly discourage the use of the quizzes and other forms of tests to 
check if students have read the books they claim to have completed. Book talks, reviews and 
discussions could instead be used to measure if the students have engaged with  the book 
(Bamford & Day, 2003). Depending on the nature of the class this approach might be suitable. 
However, most educational institutions require some kind of control function and it can be 
argued that passing a quiz and thereby increasing the number of words read can be motivational 
(Robb, 2002). In the author’s experience the Moodle Reader, developed by Tom Robb at Kyoto 
Sangyo University, Japan, is one of the best and easiest to use ER monitoring system. It can be 
used for individual classes or institutional wide ER programs. It covers and impressive 3000+ 
graded readers and books for young readers and is based on the amount of words read (see 
www.moodlereader.org). 

III. Conclusion

The principles stated by Day and Bamford are a very good guide and inspiration for how to do 
ER but each educator should look to his or her situation and adapt them as necessary. The 
students’ and the institution’s needs and capabilities should be taken into account when  deciding 
how to adjust the principles. The author has broken down the original ten ER principles into 
five areas and added some brief advice for each one that has p roven to be successful in the 10 
years he has been teaching ER at junior high school, senior high school and university in Japan.

Reading Material

1 The reading material is easy
2 A variety of reading material on a wide range of topics must be available

Choose material belowstudents’normalreadinglevel
Few or no unfamiliar items of vocabulary or grammar
Sets of books can be good but have a variety of series
You need a minimumof3booksperstudent
Include a variety of genres including non-fiction

Learner’s choice & goals

3 Learners choose what they want to read
4 Learners read as much as possible

Allow students to choose both which level and which  books to read
One book per week or a set amount of words per semester/course

Purpose

5 The purpose of reading  is usually related to pleasure, information and            general 
understanding
6 Reading is its own reward



Use follow-up activities such as book talks, recommendations & discussions
There are no or minimal tests and/or book reports
If quizzes must be used, the Moodle Reader is highly recommended

Reading style

7 Reading speed is usually faster rather than slower
8 Reading is individual and silent

Start by having sustained silent reading (SSR) during class time
Gradually move to set the reading as homework
Consider adding a Speed Reading course to your class

Teacher’s role

9 Teachers orient and guide their students
10 The teacher is a role model of a reader

Help students select books
Read yourself during SSR to show your love of reading

Apart from the above recommendations on the implementation of the principles of ER there 
are also a lot of resources and advice available for starting an ER program. The Japan 
Association for Language Teaching (JALT) ER Special Interest Group has collected some of the 
major ones on their website (www.ersig.org/drupal-ersig/links) and an in 2010 Oxford published 
an excellent book written by ten different researcher and practitioners on different aspects of ER 
(Day et al, 2010). Good luck with your ER program.
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ABSTRACT
In the process of learning English, many Korean students feel pressure to achieve good grades to 
enter a pres tigious university. In such a situation, extensive reading may serve to encourage 
students to read English books without pressure. Consequently, an 8-week extensive reading 
individual case study was conducted with an 18-year-old high school student to assess how it can 
influence performance on the English section of the KSAT. During 8 weeks, a participant read 16 
books according to his level and interest,  keeping his reading journals. It was found that the 
volume of words is expanded, reading speed and comprehension is enhanced, and grades from 
mock tests are improved. The participant also expressed that he could overcome the fear to read 
books and solve questions from the English section of the KSAT and raise motivation to study 
English through the influence of extensive reading. These findings suggest that incorporating 
extensive reading into the existing English education system in Korea provides a viable mechanism 
with which to improve English language learning. (169 words)

Ⅰ. INTRODUCTION

For most Korean high school students, gaining high scores in the Korean Scholastic 
Aptitude Test, the most crucial exam to enter the top universities in Korea, could be the 
most cogent reason for studying English. Yet, many students in Korea are burdened by 
studying English, approaching it with tangible results and achievement in their mind rather 
than enjoyment. A recent survey of 28,762 elementary, middle, and high school students 
conducted by the Seoul Metropolitan Office of Education (2011), suggests that students are 
reluctant to study English because they find it boring and difficult. For example, high school 
students found English class too boring (33.4%) and hard to handle (20.5%). However, this 
is a natural outcome because the high school curriculum concentrates on preparing students 
for the college entrance exams, which have many difficult questions often beyond the ability 
of the students. Moreover, it employs a textbook-based approach focusing on grammar 
teaching, vocabulary learning, and reading comprehension. Consequently, students come to 
harbor a defensive and negative attitude towards English (Heo, Choi, & Lee, 2009), which 
suggests that the future of English education in Korea does not look too promising. Another 
notable result is that students’ responses about improving the effectiveness of English classes 
included more interesting classes, improvement of the current classroom environment, and 
various after-school programs. From the survey by the Seoul Metropolitan Office of 
Education (2011), 18.2% of students also responded that a reading program with English 
books is needed as the most efficient way of studying English. Thus, to deal with problems 



facing the Korean English education system, a great deal of change is needed, including 
encouraging students to study and read English books, as opposed to textbooks, without 
undue pressure and a government level improvement to fix the overall picture of English 
education.

For several years, there have been numerous studies indicating that extensive reading 
affects reading comprehension and speed (Bell, 2001; Robb & Susser, 1989), vocabulary 
gains (Cho & Krashen, 1994; Horst, 2005, Pitts, White, & Krashen, 1989), writing (Hafiz & 
Tudor, 1990; Tsang, 1996), and even listening proficiency (Elley & Mangubhai, 1983). These 
studies offer educators the chance to consider and implement extensive reading programs in 
classroom settings. These are quantitative studies with a focus on whether extensive reading 
influences students positively. But, there are few distinctive studies which show what exactly 
learners are going through and gaining, through an extensive reading program, sometimes 
losing the opportunity to observe learners’ situation and viewpoint.

Besides, there have never been few studies specifically focusing on the relevance between 
the KSAT and extensive reading until now, except for extensive reading studies regarding 
classroom environment (Lee & Kim, 2007), vocabulary gains (Cha, 2009), and motivation 
(Shin & Ahn, 2006) focusing on Korean English education. Consequently, the present study 
examines the core relationship between extensive reading and the English section of the 
KSAT in a form of a learner’s diary study, which is defined as “a first-person account of a 
language learning or teaching experience, documented through regular, candid entries in a 
personal journal and then analyzed for recurring patterns or salient events” (Bailey, 1990, 
p.215). In other words, this study aims to investigate both the benefits and challenges that 
one might have when engaging in extensive reading and find out how extensive reading 
affects solving questions from English section in KSAT. 

Ⅱ. EXTENSIVE READING AND KSAT

1. Extensive Reading 

The increasing attention to extensive reading is based on Krashen’s (1993) theory which 
states that “when second language learners read for pleasure, they can continue to improve 
in their second language without classes, without teachers, without study and even without 
people to converse with.” Additionally, Krashen’s Input Hypothesis (1982, 1997) and 
Comprehension Hypothesis (2004) may support the value of extensive reading, asserting that 
comprehensible input and low affective filter should be considered as the prime need. He 
also suggests that reading materials must be abundantly available, comprehensible, and of a 
slightly high-level input.
Furthermore, extensive reading acts as an implicit learning system (Grabe, 2009, p. 63). 
Table 1, drawn from Grabe (2009) outlines the way that reading skills are acquired as 
implicit knowledge through extensive reading.

Table 1: Reading Tasks that Involve Implicit and Explicit Learning

2. Korean SAT

The Korean College Scholastic Aptitude Test estimates students’ ability necessary for 
college education and makes students choose what subjects they take for the test, as a 
credible and objective resource for universities to select students, aiming to improve the 
academic standards of public school system. The English section of the KSAT exam 
demands that students have comprehensive linguistic ability. It assesses communicative 
competence and thinking skills for college-level inference ability at the same time. There are 
four types of questions in the test: listening, speaking, reading, and writing to assess 
language ability around vocabulary, grammar, and thinking skill, emphasizing both accuracy 
and fluency. Examination questions aim to make the best use of all textbooks published for 
the year and to avoid introducing a particular subject and textbook. The level of vocabulary 
is decided on according to frequency in optional subjects or intensive classes. In other 
words, the English section of the KSAT exam demands that students have comprehensive 
linguistic ability. Thus, whether a single method of teaching English is appropriate for such 
a wide variety of skills is unclear. Consequently, some language instructors in Korea are 
increasingly seeking alternative approaches to teaching English but the problem still remains 
that many students struggle to concentrate on target language and finding effective ways to 



produce better grades in the KSAT. Introducing extensive reading may complement the 
existing approach and increase student’s performance in the KSAT.

There have been various papers about the effectiveness of extensive reading and analysis 
of KSAT, but the purpose of this experimentation is to let students, parents, and teachers 
know how extensive reading influences students, as an initial attempt to relate extensive 
reading to KSAT.  

Here are research questions related with what is arranged above. 
1. How does the extensive reading help a low-ranking high school student to improve 
vocabulary, reading speed and comprehension, and especially KSAT scores?
2. What challenges does a student confront in the extensive reading process and how did 
the learner deal with these challenges?

With these research questions, the present study sought to take an exploratory approach to 
the effectiveness of extensive reading in relation to the KSAT, adopting an in-depth case 
study with a single participant. A case study provides an illuminating, in depth approach to 
the understanding of a phenomenon (Rowley, 2000). Consequently, this approach was 
adopted as it was considered most likely to provide a thorough understanding of how and 
why extensive reading may or may not support Korean English Language teaching presently.

. METHODⅢ
1. The participant

The participant in this case study is 18-year-old high school student. He comes from a 
common family in Korea. He has lived in Korea all his life and never been to any 
English-speaking countries before. For the last four years, he has spent his time and energy 
concentrating on athletic achievement such as boxing and taekwondo to get into college on 
his merits as a sportsman. Even though he has been studying English for about eight years 
from elementary school and knows the alphabet, basic words, and some phrases, he has 
always remained in the lowest ranks of his school and been reluctant to study English. In 
school, he has studied English, using a textbook according to the regular curriculum of his 
school and an extra workbook which deals with listening and reading comprehension for the 
KSAT. 

2.Procedure

Twice weekly meetings have been held with the participant for 8 weeks from September 
17 to November 10 of 2012. Two graded readers a week were provided as homework. Each 
book has several chapters, from a minimum of five to a maximum of seven chapters. In 
extensive reading, students are asked to divide these chapters into seven parts to provide a 
reading for each day of the week. Each session began by checking what he had studied for 
a week in and out of school and inspecting his assignment of reading graded readers, 
providing him with worksheets and asking him the contents of what he read in order to 
check whether he actually read the books or not. After reading each book, the student 
should write short essay in Korean regarding what he read as a form of review and his 
reaction to the story. He was also supposed to write all the unknown words from the books 
in his journal. The books he read were borrowed from Sogang University library and 
classified according to their level. 
The following table shows the books the participant was supposed to read on a daily basis. 

Table 2: Book Lists

When choosing what he would read, he was allowed to pick what he felt attracted to 
from a number of books presented to him. However, he was guided to choose books with 
95% of known words and 5% of unknown words (Dubin & Olshtain, 1993) in order not to 
be confused by a number of unknown words, encouraging him to select books of as 
different a genre and topics as possible. Upon finding unknown words, he wrote them down 
on the reading journal and was not allowed to look up dictionary immediately after 
encountering unknown words. Instead, he was encouraged to figure out what these words 
were from the context, and allowed to search the dictionary after reading the whole story. 



When he felt bored toward the book he selected before starting to read in earnest, he 
could change to recharge his enthusiasm. To be a good model for the student, the researcher 
read the same books he picked and talked about the contents of the books after reading 
with him. For pleasure reading, a heavy burden of test was not imposed on him and it was 
explained to him that extensive reading cared more for what he read and experienced as 
beneficial tools for his linguistic ability rather than to judge him on his capability, even 
though I prepared after the reading activity and reading journal for each graded reader. It 
was also emphasized that reading the graded reader silently as homework was like having a 
sort of relationship with books and experience of extensive reading affected how he learns a 
foreign language deeply related to his personal life.

3. Instruments and Analysis

There were five methods to estimate what the participant has gained during the whole 
period of experimentation: vocabulary tests (pre and post tests), reading speed (pre and post 
tests), reading comprehension tests (pre and post tests), mock tests (pre and post tests), and 
his daily journals. Under conditions of dealing with graded readers for 8 weeks, vocabulary 
expansion, progress in reading speed and comprehension, improved KSAT mock test scores, 
and confidence regarding both exams and the language itself would be defined as improved 
English. Tools for the tests of vocabulary, reading speed and comprehension are extracted 
from the English exams in the KSAT, and mock tests from professional organizations which 
are the most similar to the KSAT for judging if a student is influenced by the graded 
reader books so as to deal with English test. During the experimentation, the participant was 
not allowed to take other official mock tests. As this study has a purpose of expressing how 
extensive reading approach influences on a participant in detail, following student’s reading 
experience with his journals and observing his change is meaningful to the results.

Firstly, the vocabulary test was comprised of a word test invented by Laufer and Nation 
(1999) through the website for word test to verify the general vocabulary ability and a 
vocabulary test form with actual words on the English exam of the KSAT from 2009 to 
2011, which was devised by the researcher. In order to avoid the participant getting a hint 
from similar word forms arranged together, words were mixed as randomly as possible. 
Secondly, reading speed and comprehension ability was measured respectively with exam 
sheets designed by the researcher, which consisted of 33 random questions extracted from 
English section of KSAT in 2009 2011. Because questions set at those examinations were – 
taken from careful consideration of eminent scholars in Korea and verified already, the 
intension of assessing the participant by these questions seems fair. His scholastic level was 
also measured by mock tests on April 10 from Visangedu (English education institution), 
June 7 from Korea Institute for Curriculum and Evaluation (KICE,), and November 14 from 
Gyeonggido Office Education. The last method to judge what he earned from the 
experimentation was his daily journals which included his whole process and history of 
reading experience words entries, summary, and reaction to the story in English. I – 
particularly guided him to write his feelings in terms of development in his reading in 
Korean, because it could be the most important standard to write his candid reaction to the 
language for judging his English ability from what he was saying.

This study focuses on the question about how reading graded readers actually affects 
student’s grades on the English test of the KSAT. That is why tools are the tests of 
vocabulary, reading speed and comprehension extracted from the English exams in the 
KSAT, and mock tests from professional organizations which are the most similar to the 
KSAT for judging if a student is influenced by the graded reader books so as to deal with 
English test. During the experimentation, the participant was not allowed to take other 
official mock tests. As this study has a purpose of expressing how extensive reading 
approach influences on a participant in detail, following student’s reading experience with his 
journals and observing his change is meaningful to the results. 

Figure 1. Five Instruments According to Time Order



Ⅳ. RESULTS

1. Vocabulary

During the experiment, the student read two books per week, totaling 16 books. For the 
first three weeks, he found more than 45 unknown words, about 3 to 4 words per page, 
from each book and there seemed to be little difference about word gains. However, it was 
3 weeks later that the number of unknown words started to reduce gradually. As the 
experiment entered the sixth week, the numbers seemed to increase to 95 words but the 
books he read, The Gift of the Magi and Other Stories and The Adventures of Tom Sawyer, 
have 26 pages and 300 headwords, meaning this discrepancy can be explained by a 
significant increase in length of readings. Before arriving at the sixth week, he had read 
books of 250 headwords. To sum up, when taking a close look at the trend of words gain 
through the whole experimentation, it is easy to verify how he could accumulate vocabulary 
from graded readers. 

When analyzing his journals concerning unknown words, several characteristics are found. 
First, the pattern of unknown words he displayed, including all kinds of inflectional 
morphemes, lasted for 3 weeks. For example, he could not distinguish the difference 
between catch and catches, long and longest, asking the meaning of shine, shining, and 
shines. Secondly, in the first week, he could not recognize what is a proper noun or a 
common noun. He wrote Skaran and Langrun, which are the name of places, as unknown 
words in the second week. Yet, he stopped writing those words from the fourth week and 
presumably could sense the difference. Finally, in his journals, some unidentified words are 
repeated over and over again, such as suddenly, thief, liquid, nobody, through, etc. Once he 
was informed that he wrote the same words several times in the third week, he started to 
pay attention to what he wrote before taking notes and did not write the same words on his 
journal whatsoever from the fourth week. 

2. Reading speed and comprehension

In the reading material for the pre-test, there were five questions with 630 words and the 
participant was asked to check the answer without being pressured by time limitation, having 
enough time to solve each question. Five post-test reading materials have 678 words and the 
environment for solving the questions is uniform with that of the pre-test.
In the pretest, it took the participant more than 10 minutes to complete the answers and 8 
minutes in the post test. Out of 5 questions, he checked 3 correct answers in both tests. In 
the situation that time is one of the most critical elements in the exams, he reduced more 
than 2 minutes, which draws a conclusion that he shows marked improvement in this section 
and possibility of completing questions on time as well. 

Figure 2. Comparison of Pre- and Post-Reading Speed in wpm

Reading comprehension test was proceeded by exam papers. Reading materials were made 
especially for both pre and post test including 33 questions (the same number of questions 



in KSAT) respectively. Questions were taken out of 2009 2011 KSAT English section test – 
papers and they are mixed spontaneously, abiding by the order of questions in KSAT. The 
number of correct answers and the number of the whole questions are subjected to the 
following formula:

Figure 3. Reading Comprehension Score

When taking a close look at his journals, especially in terms of reading comprehension, 
there is a gradual improvement. It can be seen from the following journal entries, which are 
translated to English by the researcher:

Journal for week 1
“When I solved questions in the reading comprehension test from a teacher and questions 
from mock tests in school, they were too difficult for me to handle, because I did not 
know most of the words in the paragraphs and honestly, I did not understand what the 
paragraphs were about. I also felt difficulty in decoding meaning of words in the books the 
research gave me.” 
Journal for week 3
     “Compared to questions from mock tests or workbook in school, words in the books I 
read are quite easy for me to deal with. Until last week, I had had hard time understanding 
and processing what I read, but I think I could grasp the flow of contents in the graded 
readers.”
Journal for week 5
     “I like reading comic books rather than normal books with many texts. I also enjoy 
seeing pictures on certain pages, because I can guess the next episode. As I read the graded 
readers for the last few weeks, I think the books I read are quite appropriate for my level.”
Journal for week 8
     “I used to loathe studying English only because I could not understand what it is 
about. But I think I have confidence from reading graded readers in that I could actually 
understand contents from the context. I could read one chapter without pausing and 
concentrate on what I read without distraction, but only if contents were interesting.”



Improvement of reading comprehension did not occur in a single day. He received the 
opportunity to practice and adjust reading materials that he is dealing with from the 
experience of extensive reading for eight weeks. He often expressed that he was getting 
better when it comes to reading comprehension and showed satisfaction with graded readers 
because they did not force him to read against his will. As far as contents are easy and 
interesting, reading graded readers is effective for reading comprehension and makes learners 
have confidence about the target language.

3. Mock Test

The participant took a mock test as a pre-test before experimentation and one mock test 
as a post-test for confirming the difference of grades between pre- and post-test. The mock 
test in June proved to be his second examination as a mock test in this year. He confessed 
that he did not actually solve the questions from the test sheets, checked the answers 
randomly and fell asleep, even though he controlled himself not to spoil his exam.

Table 3: Mock Test Grades Before and After the Treatment
    

After the whole experiment, he had gained 67 points. He mentioned that he had 
concentrated on the test felt strained unlike the other times because he took this exam after 
a committed attempt to study English. He was confident that he could do well and expected 
better results this time. When compared to the grades of the test in June, 38 points, his 
achievements in the post-test could provide a greater opportunity to apply for universities 
because it would be difficult to be accepted by universities with such low grades. In the 
interview, he expressed excitement and enthusiasm when taking the last exam in that he 
could actually read questions and solve them with low inhibition and higher confidence. He 
also mentioned in the following journal entry that doing extensive reading helped him to 
read fast and see the whole context of the paragraphs he deals with even when he solved 
questions on mock tests.

Journal for week 6
     “When I solve the questions from workbook in school, I used to translate paragraphs 
into Korean in my head, because I cannot help but do it. If not, I could not process what I 
read clearly. In contrast, when I read graded reader, I do not have to translate contents I 
read in Korean. It sometimes confuses me in that I can read many English words and 
phrases in graded reader books without stopping and specific translation but when dealing 
with questions for preparing KSAT, I need to concentrate on the text much more thoroughly 
and scrutinize even one sentence for a few minutes.” 

That is, his attitude toward reading materials in English seems to be different from the 
initial phase of the experiment. Of course, difficult questions require a learner to translate 
them into Korean and graded readers do not. After experimentation he pointed out that he 
did feel confusion when dealing with different texts of the KSAT questions and contents in 
graded reader books. However, he also emphasized that even when studying English 
questions in school and taking mock test in November, he felt the ratio of reading English 
texts in English had climbed up. After the period of adjustment, reading habit without 
translation can be earned by experience of extensive reading and the learner’s desperate 
effort. 

Ⅴ. DISCUSSION

This study found that extensive reading facilitated achievement within the English language 
section of the KSAT. The participant achieved increased performance across all sections of 
the test and illustrated more confidence and interest in English through his learning diary. 

The relevance between extensive reading and the English section of the KSAT should be 
discussed here in terms of research questions regarding vocabulary, reading speed and 
comprehension, and miscellaneous aspects of learning English with results in this study. 
First, a low-ranking learner’s limited lexical ability which particularly lacks delexical verbs, 
collocational parings, and basic words could be filled with an experience of reading graded 
readers in addition to intensive drills of difficult and professional words for gaining high 
grades on the KSAT. Secondly, regarding reading speed and comprehension, the situation 



that students should squeeze in more accurate answers of the KSAT in a smaller time frame 
needs a new idea of applying extensive reading into the current intensive reading program. 
That is because the benefits followed by extensive reading makes a slow reader like the 
study participant exposed to a repetitious training of reading a wide range of materials, 
graded readers, as an eclectic way of teaching English. Lastly, while the English section of 
the KSAT contains many questions related to cultural factors, students at low levels 
including the participant in this study were not used to understanding cultural points from 
each question. Also, without motivation and confidence to read texts in English boosted by 
extensive reading, it would be very challenging to solve many questions in the exam of 
KSAT as well. Thus, the results say that books with lot of cultural information and driving 
force to read eventually help the subject to reach advanced levels.

In addition to the implication of this study, measuring the effectiveness of extensive 
reading in practical research should be debated to provide a challenge as researchers aim to 
measure effective in a realistic and understandable way of parents and educators alike. For 
instance, the present study investigating relationship between extensive reading and TOEIC 
scores implies that extensive reading intrigues automaticity and reading fluency with TOEIC 
scores increased over the 10 weeks of the investigation (Storey, Gibson, & Williamson, 
2006). Also, influence of extensive reading on TOEFL score progress was verified as 
effective (Constantino, Lee, Cho, & Krashen, 1997). However, this approach was chosen as 
it was considered the most productive method to garner attention towards extensive reading 
if visible benefits were found. Specifically, the goal of this study was to consider extensive 
reading as a way of improving scores for the KSAT because English is commonly studied 
for practical reasons, such as gaining good grades on the KSAT. In Japan, Furukawa (2008) 
examined the effects of extensive reading on the Japanese equivalent of the KSAT. The 
results from that study lead many Japanese language instructors to adopt extensive reading 
as their approach to teaching English and they intuitively realize that their students need a 
large quantity of English input through extensive reading (Schmidt, 1996). Thus, extensive 
reading research focusing on English proficiency tests including the KSAT and school 
examination should be done so as to grab the attention of Korean students, parents, and 
teachers. 

However, some limitations of this study exist. Foremost among these is the use of a 
single participant as a case study. For example, in single-subjects design it is not uncommon 
for researchers to do the treatment for a month and check progress, then withdraw the 
treatment, for two weeks, and see how progress has changed, before restarting the treatment 
for another two weeks or one month. This is called an A-B-A design in single-subjects 
research (Christensen, 1941). So, not doing this is another limitation of this study. There 
could have been a two week period where the student did not engage in extensive reading 
class with me, seeing if his results dipped again, and then restarting the meetings with him, 
and measuring if it worked. Without comparing to 
baselineresponsesrecordedbeforeandafterthetreatmentforcertainperiodoftime,hisresponsetothetreatme
ntconditioncannotbefullyguaranteed.Thus,extraobservationisnecessaryforseeingwhetherhisimproved
Englishabilitylastslongafterthetreatment.AnotherlimitationmightbethatextratimetakingEnglishclasses
withtheresearchercouldhavecausedhimtobecomemorepassionateandmoreinterestedinEnglishduringhi
sclasstimes.Sowhileextensivereadingprovidedabenefit,someofhisimprovementcouldalso,potentially,b
eattributedtohisincreasedconcentrationinclassorsituationofbeingtested.

Jones (1994) suggests that if the purpose of a case study is to find out what is involved 
via the process of learning, records from a subject are what subjectivity represents. 
Fortunately, this study provides positive results about extensive reading in a short period of 
time in an environment of learning that is optimized for a single student. Nevertheless, 
further studies of extensive reading that increase the number of participants in a variety of 
situations will provide a more assertive and substantial exploration of the effectiveness of 
extensive reading. 

Ⅵ. CONCLUSION

This case study examined the impact of extensive reading on vocabulary, reading 
comprehension, and grades of the English test in the KSAT from the perspective of a 
low-ranking Korean high school student. Reading materials with 16 graded readers were 
offered to a student for 8 weeks and words and questions from an English test of the 
KSAT were used to measure the impact of extensive reading on student performance. Since 
this research is a qualitative study, conclusions cover what a student has gained from 



experimentation in a close association with the researcher. Results are discussed according to 
vocabulary gains, reading speed and comprehension, and relevance of the KSAT with 
extensive reading.

Regarding vocabulary gains, the participant seems to add steadily to his stock of words 
during the 8 week intervention. Throughout this time, he kept his diaries in a conscientious 
manner, writing down unknown words from the books. As a result of his limited initial 
English vocabulary, he illustrated word recognition patterns at the elementary school level, 
such as confusion regarding inflectional morpheme, classification of nouns, and the repetition 
of writing down the same words. Over time, and especially from the fifth week, these 
patterns seemed to fade away and he could understand words which used to be challenging 
for him without pausing while reading. Improvement was also shown in the measurement 
test using common words and authentic vocabulary from KSAT. This suggests that beginning 
reading graded readers allowed him to accumulate words from the very beginning level.

Secondly, his improvement was manifest in term of reading speed and comprehension. His 
journals suggest that he gradually grasped the meaning of the context from an initial state 
of no understanding to that of overall comprehension. When taking the measurement tests of 
reading speed and comprehension with actual reading questions from KSAT, he demonstrated 
progress on both speed and comprehension by showing that reading speed increased from 
58.1 wpm to 76.75 wpm and reading scores from 27 to 69. It means that reading graded 
readers leads him to learn speed reading with a better understanding of text. 

Finally, his grades on an English section of a mock test indicated progress, showing a 
large gap between pre and post tests. When he took mock test as a pretest in June, he 
belonged to the sixth grade according to the graded classification of 
KSAT.Afterthetreatment,hegotascoreof67,whichcorrespondstothefourthgrade,ontheEnglishsectionof
mocktestinNovember.EventhoughhetrainedhimselfinpreparingfortheKSATandthemocktestwithwork
booksinschool,hisprogressonmocktestcanalsobeattributedtoexperiencingextensivereadingtoacertainde
gree.Thatisbecausehestronglyexpressedreadinggradedreaderhelpedhimgosmoothlyonthetestwhichheu
sedtobestuckinwithmanyobstaclessuchasdifficultwords,structure,andlongpassages.Hisexperienceofex
tensivereadingenabledhimtoovercomehisfeartocomprehendtheoverwhelmingamountoftextfortheKSA
Tinthathehadtodealwithonebookasawhole,eventhoughitisaveryeasyone,notasingleparagraphdrill.

Overall, the experience of extensive reading from the viewpoint of the once poor student 
who did not have motivation to study English suggests thought-provoking issue. In other 
words, there is a possibility for extensive reading to exert a strong influence on many 
students who are going through learning difficulties, especially related to studying English. 
The use of interesting contents with an abundant amount of cultural exposure from 
appropriate level books without inhibition are beneficial to a student to improve vocabulary 
and reading comprehension. Furthermore, the positive habits gained through extensive reading 
also affect grades on the English section of the KSAT. In this manner, if recognition grows 
of the effectiveness of extensive reading for studying a second language, there could be 
many viable options for a proper system of English education in Korea.
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ABSTRACT
This study investigated the effects of an extensive listening project on the development of listening 
skills and confidence improvement of university English majors over one academic year. The 
research draws on the listening skill development instruction suggested by the four strands of 
teaching (Nation & Newton, 2009). Nation and Newton claim that listening skills will be improved 
by engaging in meaning-focused input and fluency development tasks using easy and interesting 
materials for extended periods of time. In the present study, 30 first-year intermediate-level English 
majors at a university engaged in an extensive listening  activity: they were required to listen to or 
watch materials they selected from a large selection of online listening materials for 30 minutes a 
day. The results show that the approach improved s tudent listening skills as measured using a 
listening test and confidence as measured using a questionnaire. (141 words)

. 

Ⅰ. INTRODUCTION

The importance of extensive listening is well documented in language learning. L2 literature 
(Dunkel, 1986; Ellis: 2008; Rost, 2002; Vandergrift, 2007) indicates that a large amount of 
exposure to input, whether visual o r aural, is vital for language acquisition. This seems to be 
supported by Nation and Newton (2009) who argue that listening is the natural precursor to 
speaking and that the early stages of language development, whether the first  language or other 
languages, are dependent on listening. Thus, the important role listening plays suggests that 
listening instruction should aim to improve listening fluency (i.e., the ability to automatically 
understand the main points of texts and interpret speakers’ feelings using top-down-strategies) as 
well as to promote basic listening skills (i.e., the ability to identify words and phrases using 
bottom-up skills).
  In this regard, Nation and Newton’s (2009) four strands of teaching approach is worth 
considering and employing in order to effectively improve language skills. The four strands are 
meaning-focused input, language-focused learning, meaning-focused output, and fluency 
development. They suggest that a language course ideally have about 25 percent o f each of these 
four strands. Different kinds of activities can be used in each component to promote language 
learning. For the development of listening fluency, tasks from meaning-focused input and 
fluency-development strands such as listening to easy stories, repeated listening to CDs, and 
extensive listening are effective; all of these promote automaticity of particular language items 
through multiple encounters and retrieval of them, therefore enhancing listening fluency. Among 
them, extensive listening (i.e., listening to easy and interesting materials for extended periods of 
time) that subsumes the first two tasks appears to be most promising. According to Nation and 
Newton (2009), extensive listening must meet the following four requirements of the 
meaning-focused input and fluency strands: 

(1) learners listen to what is largely familiar to them in terms of vocabulary, content, and discourse 
features (i.e., encouraging the use of top-down skills), 

(2) learners focus on meaning (i.e., intrinsically interesting texts), 
(3) some pressure or encouragement is applied on the learners to perform at a faster than usual speed, and 
(4) learners are exposed to a large amount of input (i.e., repeated practice of language items).

Thus, Nation and Newton’s four st rands of teaching appear to substantiate the use of an 
extensive listening approach	to improve student listening fluency and confidence. 

Here note that in extensive listening, learners are exposed to language items repeatedly, which 
promotes automatization. It is well documented that automatization is necessary for all kinds of 
skill development. Anderson’s (1983) ACT theory postulates that the development of skills entails 
the transformation of conscious describable types of knowledge into more unconscious and 
automatic types of knowledge that can be available at the time of use. The theory implies that it 
is repeated  practice that can facilitate unconscious and automatic p rocessing, and thereby, skill 
acquisition (DeKeyser, 2007). It appears that the theory can apply to L2 language learning, 
particularly listening fluency development. Abundant literature holds that automatization, facilitated 
by multiple encounters and retrievals of language items (Nation, 2007; Schmitt & Carter, 2004), 
enhances L2 listening and speaking fluency (Nation & Newton, 2009; Wood, 2001). Automatic 



linguistic processing requires little working memory capacity when a particular language unit is 
recognized and retrieved in its entirety. Therefore, attentional resources allow for the processing 
of other information and enable the listener and speaker to process larger pieces of information 
efficiently. 
  Although there has been limited research on the effects of extensive listening, some studies 
indicate that it is effective for improving listening fluency and confidence in language learning. 
  One of them is Millet’s (2010) pedagogical intervention utilizing the QuickListen approach that 
adopted easy story listening, a task categorized by Nation  and Newton as meaning-focused input 
and fluency development. The results indicate that listening to easy and interesting stories over 
the course of a year enhances both listening skills and confidence. 
  Similar results were yielded in Onoda’s study (2012). He investigated the effects of 
QuickListens  (Millet, 2010) in tandem with extensive listening assignments on listening skill and 
confidence development in university English majors over a term. The intervention drew on 
meaning-focused input and fluency development tasks suggested in the four strands of teaching 
(Nation & Newton, 2009) and the results of Millet’s study (2010) on the employment of the 
QuickListens  approach. Thirty first-year intermediate level English majors engaged in a 
QuickListens  activity (i.e., listened to an easy and interesting story with  time pressure) during 
every class meeting, and were also required to listen to or watch self-selected materials for 30 
minutes on a daily basis outside the classroom. The results show that the intervention improved 
student listening skills as measured using a listening test and confidence as measured using a 
questionnaire.
  These study results substantiated Nation and Newton and Millet’s postulation that student 
listening skills and confidence improve when they listen extensively to easy texts that arouse 
their interests. 

It may be that the practice of extensive listening can be corroborated by several studies to 
date that investigated the effects of extensive reading on language learning. Elley and Magunbhai 
(1981) used “book flood” with primary school students and reported that participants improved 
their abilities to understand sentence structures and memorize them as well as their reading and 
listening skills. Renandya, Rajan, and Jacobs’ (1999) showed that through extensive reading adult 
learners in Vietnam improved their general English proficiency. Davis (1995) comments that 
extensive reading makes learners more positive about reading, which implies enhanced motivation 
and confidence in L2 reading. Summarizing the results of extensive reading studies, Harmer 
(2001) argues that extensive reading has a number of benefits for the development of language 
skills, and that the effects of extensive reading are echoed by effects of extensive listening: 

“The more students listen, the more language they acquire, and the better they get at listening activities in 
general” (p. 204).
  

Of equal importance, support comes from literature on the use of listening strategies and 
self-regulation strategies in L2 learning. The use of extensive listening for listening skill 
development is congruent with strategies reported by successful English learners, especially those 
who improved listening skills effectively (Onoda, 2012; White, 2008). In these studies, various 
strategies were used to increase exposure to spoken language by talking to peers in and out of 
the class, going to a self-access learning center, and listening to self-selected listening materials 
at home or while using public transportation. In addition, self-determination theory (Deci & 
Ryan, 2000) and social cognitive theory (Bandura, 1986) explicate the effects of intrinsic 
motivation and self-efficacy on language skill development. Learners can regulate their learning 
when they are intrinsically motivated and sel f-efficacious, and self-regulated learning thus 
affectively enhanced yields academic achievement, which in turn improves self-efficacy. The 
theoretical underpinning is corroborated by a large number of studies in educational psychology 
(e.g., Pintich & De Groot, 1990) and a few studies in second language acquisition (Onoda, 
2012). 
  From these findings, it appears that extensive listening will improve listening skill and possibly 
overall English skills, promote incidental vocabulary learning, and enhance confidence in and 
motivation for learning English.

.	Ⅱ RESEARCH QUESTION

Drawing on suggestions by Nation and Newton, the results of extensive reading and listening 
studies, and self-regulation study results, a large amount of exposure to listening material that is 
easy and interesting is expected to improve listening skills of the participants who have been 
exposed to limited amounts of spoken English. This line o f thought leads to the research 
question: To what extent is the use of daily extensive listening assignments effective for listening 
skill and confidence development in university English majors over one academic year? 



Ⅲ. METHOD
	
1. Participants

The participants were 60 first -year English majors at a university in eastern Japan. Thirty of 
these students participated in 2009 and the other 30 participated in 2012. Participants 
demonst rated an intermediate English proficiency as measured by the TOEFL. The 2009 group 
was composed of 24 female and 6 male students including five repeaters of the course, and the 
2012 group comprised 22 female and 8 male students including four repeaters. They had 
studied English for six years at secondary schools, but because reading and grammar are mainly 
taught using Japanese and the development of listening and speaking skills is still on the 
periphery of curricula (Murphey, Onoda, Sato, & Takaki, 2012), they still had difficulties 
understanding and interpreting naturally spoken English in a timely manner and wanted  to 
improve listening and speaking skills.

2. Research Design

Based on the fact that there were no statistically significant differences between the two 
groups (the 2009 group and 2012 group) in terms of listening skills measured by a listening 
comprehension test and listening and reading skills measured by the TOEFL at the beginning of 
the study in April, 2009 and 2012, listening skill improvement was compared between the two 
groups using a listening comprehension test at the end of each year. The listening comprehension 
test was composed of 50 questions (monologues and dialogues), lasting for 40 minutes (See 
Appendix) and demonstrated a high reliability ( = .87). At these times confidence in L2 listening α
was also measured using a questionnaire, and interviews were conducted in order to elicit 
feelings about the extensive listening task in which the experimental group had engaged. 
  The classroom	 tasks and assignments were designed based on Nation and Newton’s (2009) 
four strands of teaching. Both groups were engaged in learning using TOEFL listening, reading, 
and grammar exercises (a language-focused learning task) in class, an Academic Word List quiz 
(another language-focused learning task), and easy story reading and discussions based on it 
(meaning-focused input and output tasks) . However, the assignments given to them were 
different. The 2009 control group was given VOA (Voice of America) listening and TOEFL 
listening practices as an assignment (a language-focused learning task) to do for 30 minutes a 
day whereas the 2012 experimental group was assigned to do extensive listening practices using 
EnglishCentral (a fluency development task) for 30 minutes a day outside the classroom. The 
extensive listening assignment was designed based on some of the principles of extensive reading 
posited by Day and Bamford (2002): 

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 usually 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.

It is important to note that while student engagement in the listening assignment (i.e., VOA 
listening and TOEFL listening p ractices) was checked by their completed listening diaries to be 
handed in every two weeks, their engagement in the extensive listening assignment was 
monitored by the teacher on the EnglishCentral website and by reading  their completed listening 
diaries to be handed in every two weeks.

.	Ⅳ RESULTS

This study investigated the effects of extensive listening assignments on the development of 
listening skills and confidence improvement o f university English majors by comparing the 
achievements of the control and experimental g roups over an academic year. The descriptive 
statistics for the listening comprehension test scores and the confidence questionnaire results are 
presented in Tables 1 and 2.



Listening skill improvements by the control g roup and experimental group as measured by the 
listening comprehension test were analyzed using t-tests, and it was found that the mean of the 
experimental group (M = 65.57, SD = 11.81) was significantly different from the mean of the 
control group (M = 57.56, SD = 10.14), t(29) = 3.21, p< .001. In addition, results of the 
questionnaire conducted in both groups in April 2009 and in January 2010, and in April 2012 
and January 2013 indicated that confidence in L2 listening increased in the experimental group 
but not in the control group. On  a 5 point Likert scale (1 = not confident at all to 5 = very 
confident ), confidence in L2 learning did not improve in the control group (M = 2.91, SD = 
0.75, in April 2009 and M = 3.25, SD = 0.44, in January, 2010) as much as in the 
experimental group (M  = 2.86, SD = 0.57 in April 2012 and M = 3.77, SD = 0.61, in January 
2013). 

TABLE 1
Descriptive Statistics for the Listening Comprehension Test Scores 

Note:	CI	=	Confidence	interval.

The skewness and kurtosis statistics for the listening comprehension test scores was 
acceptable, and no outliers were identified. In addition, the listening comprehension test 
demonst rated a high reliability coefficient of = .87.α

TABLE	2
Descriptive	Statistics	for	the	Confidence	Questionnaire	Results

Note:	CI	=	Confidence	interval.

The skewness and kurtosis statistics for the confidence questionnaire was acceptable, and no 
outliers were identified. 

.Ⅴ  DISCUSSION

Results show that the extensive listening practice (a fluency development task) helped improve 
listening skills significantly and improve confidence in listening to naturally spoken English to a 
greater extent than the VOA and TOEFL listening practice (a language-focused learning task). 
The results o f this study on extensive listening seem to parallel some of the benefits of 
extensive reading reported in L2 literature: it is fun and provides a sense of achievement, 
improving motivation for and confidence in listening to naturally spoken English. Student 
feedback may help clarify the reasons for improved listening skills and listening confidence. 
Fifteen students in the experimental group discussed the value of the extensive listening practice 
and described the benefits: they took pleasure in understanding the listening materials, had 
stronger motivation for and confidence in listening, and in fact learned expressions. Seven 
students said they had practiced shadowing to memorize sentences and five students said that 
they had felt some of the English sentences echoing in thei r head. Eight students commented 
that using the TOEFL practice book (language-focused learning) in addition to the extensive 
listening assignment (fluency-development) felt well balanced. The TOEFL reading, listening, and 
grammar exercises were a little difficult, and the students had to read, listen, and think very 
attentively. Although they had to study for TOEFL tests, they were often discouraged because 
they could not answer the questions correctly. However, students could relax and easily follow 
the sto ryline when engaged in the extensive listening task. This was not the case with the 
control group, who reported that it was good to practice TOEFL listening exercises at home, but 
that there were a lot of di fficult vocabulary included in the TOEFL listening exercises and 
sometimes they felt discouraged and lost motivation to continue the study. 

Also, student feedback revealed the value of the material used for the research and their 
proactive and possibly self-regulating learning behaviors. EnglishCentral provided a wide range of 
listening materials from TV news clips to movies and TV dramas, and students were free to 
choose the materials that were suited to thei r interests and English proficiencies. The materials in 
each genre were changed every few weeks by the website organizer so that students could keep 
watching the same types of texts (such  as TV dramas, movies, and TV news clips) and maintain 
their interest in and motivation for learning English for a long time. Also, they could watch the 
same material as many times as they wanted to within the few weeks, check their understanding 
by looking at the transcripts and subtitles, and learn words and phrases they were interested in 
by using explanations given by the texts. Using EnglishCentral, twelve students in the 
experimental group reported  to have improved their listening skills and to have expanded their 
English vocabulary, enhancing their confidence in naturally spoken English. Eight students utilized 



various listening strategies such as watching  movies without  subtitles first, then watching them 
with subtitles, and finally discussing the content with thei r friends or teachers, in o rder to 
improve their understanding. 

More importantly, student feedback appears to substantiate some of the benefits of Nation and 
Newton’s (2009) four strands of teaching; they postulate that four strands be employed in 
language teaching to develop student language skills effectively. The control group was engaged 
in three strands or types of tasks that did not include fluency development whereas the 
experimental group experienced the four strands o r types of tasks including a fluency 
development task. The inclusion of a fluency development task, particularly extensive listening, 
appears to be better balanced and more cognitively and motivationally beneficial for student 
language learning. 

The results can also be supported by self-determination theory (Deci & Ryan, 2000) and social 
cognitive theory (Bandura, 1986) that postulate that intrinsic motivation and self-efficacy have a 
deep impact on academic achievement. These theories imply that improved self-efficacy appears 
to be related to improved listening skills (Onoda, 2012; Pint rich, & De Groot, 1990). 

.	Ⅵ CONCLUSION

The use of the extensive listening task appears to be effective fo r the improvement of listening 
skills and confidence in listening to naturally spoken English in university English majors; 
extensive listening seems to have similar effects as extensive reading. However, given the small 
sample size (n = 30), some caution should be exercised in the interpretation of the results. 
Replication with a larger sample size with more rigid control of the control group’s engagement 
in a different task may provide more substantial data to verify these findings. Finally, it might 
yield more accurate and pedagogically useful data i f the improvement of student listening skills 
and confidence in listening is investigated by using a growth curve model.
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APPENDIX
Listening comprehension test

Monologues: 
(Script)
1. 
American  alligators once almost completely died out. In 1967, the United  States government 
began to protect them. Today there are over one million alligators in the United States. They are 
found mainly in the southern party of the United  States, especially in the states of Florida and 
Louisiana. They love in rivers, lakes, ponds, or wetland areas.
These animals are great swimmers. They have strong feet and tails that help them swim quickly 
through the water. An average male alligator is three to five meters long. Half of its length is 
its tail. An average male alligator weighs between 220 and 270 kilograms. Females are usually 
smaller than males.
Female alligators are gentle mothers to their young. A mother alligator makes a nest on shore, 
where she lays her eggs. Then she guards her eggs until they’re ready to hatch. When the baby 
alligators come out of their eggs, she gently carries them in her mouth to the water near by. 
Their mother protects them from animals that might hurt then, including other alligators. The 
young alligators stay with their mother for up to two years, until they are able to take care of 
themselves.

Question 1: What is true about American alligators?
a) They are poor swimmers.
b) They rarely love in lakes or ponds.
c) They love mainly in Florida and Louisiana.



d) They are especially found in northern rivers and lakes.

Question 2: What is true about baby alligators?
a) They are born from eggs.
b) They are born in the water.
c) They protect their mother.
d) They live with their mother for over three years.

Dialogues:
(Script): 
1.
  W:  Did you know that we need at least 8 hours of sleep every day?
  M: Don’t people say different things about the amount of sleep we need?
  W:  Right, but most seem to agree that teenagers don’t sleep enough for their schooling.
  M: Well at least that explains the low scores on my exams.

Question 1: What are the man and the woman talking about?
a) The results of the exams
b) The necessary amount o f sleep
c) Teenagers’ school behavior
d) Sleeping students during class hours

2. 
  M: So, where are we going to watch the program? At  your place or my place?
  W:  What program?
  M: I told you yesterday. There’s going to be a TV program about famous doctors in Japan.
  W:  Ah, I forgot. Sure. I7ll come to your place. What time does it start>?
  M: In an hour.

 Question 2: What are the man and the woman going to do next?
a) Go to the man’s place.
b) Go to a hospital.
c) Go out to see a movie.
d) Go to the woman’s house.
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ABTRACT
It is hypothesized that extensive reading (ER) helps learners to learn grammar in context and to 
expand the scope of text to process when they read. This study examines whether EFL learners 
expand the scope of text to process as they engage themselves in reading. Data was collected over 
three academic years. 341 Japanese EFL learners participated in all the data collection sessions, and 
they took a cloze test developed to place learners and monitor their progress. Each deletion of the 
cloze test was classified into four types, depending on the amount of information required for a 
successful task completion (Bachman, 1985). In order to examine how the learners’ responses to the 
items in each of the four categories changed over time, a linear growth model was applied. The 
results indicate that the participants’ rate of change was rather similar to each other across different 
types of items. (148 words)

I. INTRODUCTION

Extensive reading (ER, hereafter) has been widely  recognized as one of the effective ways 
to learn languages for the last two decades. In Japan, more institutional organizations, including 
secondary schools, colleges and universities, have implemented ER to improve their students’ 
English ability. This trend is backed by an abundance of research, which demonstrates that ER 
contributes to improvement in various aspects of learners’ language learning: reading proficiency 
(e.g. Elley & Mangubhai, 1981; Mason & Krashen, 1997; Yamashita, 2008), vocabulary 
acquisition (Cirocki, 2009; Horst, 2005), reading rate and fluency (Beglar, Hunt & Kite, 2011; 
Iwahori, 2008), writing ability (Irvine, 2011; Janopoulos, 1986;), gains on the TOEIC scores 
(Nishizawa, Yoshioka, & Fukada, 2010), and improvement of general English proficiency 
(Takase, 2008, 2012; Takase & Otsuki, 2012). 

In addition to these various effects of ER on linguistic improvement, ER has great impacts 
on learners’ positive attitudes towards learning English and self-confidence (Mason & Krashen, 
1997; Takase, 2004, 2007, 2009).

Among these reports on effectiveness of ER on development of various language aspects, 
research on grammar is scarce. To our knowledge, Maruhashi’ research (2011) is the only one, 
in which she reported 137 university students’ improvement on some grammatical aspects after 
three months of ER. Meanwhile, Takase (2008) reported that after three months of ER, over 
40 % of the unmotivated reluctant repeaters in university perceived improvement in their 
g rammar knowledge such as the st ructures of English sentences or role o f adjectives. The 
participants in the study  had been acquainted  with those g rammatical points, but they had not 
completely understood them since their early stage of studying English at secondary school . 
The students in the study actually showed a signi ficant improvement on the post Edinburgh 
Project  on Extensive Reading Placement/Progress Test  (EPER PPT, hereafter). EPER PPT is 
a cloze test developed by the Institute for Applied Language Studies in the University  o f 
Edinburgh in 1992 in order to measure general English proficiency including grammar in 
context, and to place learners into appropriate reading levels. It also monitors thei r progress. 
The cloze test, by its nature, requires learners to process text at various levels, ranging from 
clauses to across sentences. On the other hand, research reports that poor L2 readers focus on a 
limited range of text when  they read for comprehension (e.g., Yoshizawa, 2000). Thus, obtaining 



high marks in the EPER PPT could indicate that learners are capable of processing wider range 
of context required for giving answers. Considering these observations and the report from 
Takase (2008), it might be assumed that while learners are engaged in extensive reading, 
processing unit in context will be expanding, which is reflected in the improvement of their 
performance on different types of items deleted in the EPER PPT. The present study aims to 
examine how learners’ rates of change grow across different types of cloze items over time. 
Thus, we posed the following research questions: 

1) Will  extensive reading help learners expand the scope of text to process?

2) Do learners differ in their estimated rate of change across different types of EPER items? 

3) Is there any relationship between the learners’ initial language proficiency and their rate 
of change?  

II. METHOD

1. Participants

A total of 526 second-year Japanese EFL university students participated in the study. Out 
of 526 participants, 341 participated in all the data collection sessions. Their majors were 
commerce, economics, law, and literature. Thei r English proficiency varied from false beginner to 
advanced level, which can be converted to approximately CFER A1 to B2. Each student was 
engaged in ER in a reading class for one academic year, choosing books appropriate to their 
English proficiency levels and their interest.

2. Materials

The participants took the EPER Placement/Progress Test (Form A) three times during the 
course. The EPER PPT, mentioned above, is a cloze test which comprises 12 short passages 
(approximately 80 words on average) taken from different levels of graded readers and arranged 
in an ascending order of difficulty. There are 141 deleted items at the rate of 4 to 12 words (M 
= 6.30, SD = 1.16). 

Among  language testing researchers, the type of language ability measured by cloze tests 
is inconclusive. According  to Bachman (1985), cloze tests can measure both lower level (e.g. 
within clause) and higher level (e.g . across sentences) reading abilities. Also, empirical 
research demonstrated that cloze tests can measure  learners’ proficiency level (Chihara et al . 
1994; Sasaki 2000; Yamashita 2008) including micro-level linguistic competence such as 
vocabulary, spelling and morphosyntax, as scoring criterion is limited to the list o f given 



answers. As 12 short passages in the EPER PPT were all taken from obsolete g raded 
readers, the EPER PPT is considered as an  appropriate test to measure general English 
proficiency and improvement of the learners who  use various graded readers fo r ER.

Each deletion in the EPER Form A test was classified into four types based on Bachman’s 
classification (1985), reflecting four different levels of context required for closure:

Type 1 requires context within the same clause where the closure is located;
Type 2 requires context across clauses, within a sentence;
Type 3 requires context across sentence, within a text;
Type 4 requires extra-textual knowledge.  

Type 1 items require grammatical knowledge and respondents need to use context within the 
same clause where a particular blank is located. From Type 2 to Type 4, context required fo r 
answering items expands from sentence level to text level and ultimately world knowledge. The 
following are examples of deletion of each type. 

Simon looks at the people in the station. (1) can see students in jeans, and men (2 ) suits. 
He can see families and children. He cannot see any spies. Simon’s train goes (3) 11.00, 
and it is 10.57 now. Simon (4) to the train. There is an old woman with  an umbrella near 
Simon. She is walking very fast. Simon does not see her. He does not see her bag. 
(Simon and the Spy, Penguin Readers)

In order to answer item 1, learners should read the previous sentence and know that Simon is a 
name for men (world knowledge), which leads to the answer, the third person singular masculine 
pronoun he. Thus, answering item 1 requires the context across sentences (Type 3) and world 
knowledge (Type 4) as well as grammatical knowledge. In order to answer item 2, learners need 
to look at the sentence in which item 2 is included. Since two types of clothes jeans and 
clothes are juxtaposed, the preposition in will come here. Because the information called for the 
closure is from two clauses within the sentence, this is the Type 2 deletion. Item 3 serves as an 
example of Type 1 items: only g rammatical knowledge is required to reach the correct answer 
for item 3. The word which  comes before the time expression (i.e., 11:00) will be at. To fill in 
(4), learners need to know how Simon is engaged in the train in this context. Based on the 
previous sentence, learners know that the train is going to leave soon, which leads them to 
consider that Simon is in a rush. Therefore, item 4 is categorized into Type 3. 

According to the scheme explained above, deleted items were classified by two of the 
authors and another person from outside, resulting in the high degree of consistency. The 
distribution of deletion types in EPER (A) is as follows: Type 1 counts for 27.0%; Type 2, 
19.9%; Type 3, 47.5%; and Type 4, 5.7%. 

3. Procedure

At the onset of the course, Edinburgh Project on Extensive Reading (EPER) 
Placement/Progress Test (PPT) (Form A) was administered as the pre-test in order to investigate 
the participants’ general English proficiency. The same EPER Test was administered as a 
mid-test at the end of the first semester (14 weeks after the pre-test), and as a post-test at the 
end of the academic year (9 months after the beginning of the course including summer 
vacation) in order to examine the learners’ improvement in their general English proficiency.

The class met once a week for 15 sessions each semester. During the 90-minute session, 



participants were provided with  40 - 45 minutes fo r in-class reading including the time to keep 
their reading log and to exchange books delivered to class by the instructor, meaning that 
participants were engaged in Sustained Silent Reading (SSR, hereafter) for approximately 30 - 35 
minutes in each session. They were also encouraged to read as many books as possible outside 
class and required to keep a reading log each time they finished a book.

Concerning the reading materials, the participants used two types of materials: graded 
readers that are written for EFL and ESL learners; and leveled readers and young readers that 
are written for L1 children of English. Major graded readers participants read include Cambridge 
English Readers, Foundations Reading Library, Macmillan Readers, Oxford Bookworms, Penguin 
Readers, and Scholastic ELT Readers. Leveled readers include Oxford Reading Tree, Longman 
Literacy Land Story Street, Rookie Readers, Scholastic Reading, Step Into Reading, Capstone 
Series, Nate the Great, A to Z Mysteries, Magic Tree House, etc.  

4. Data Analysis

The EPER PPT data were analyzed using Rasch Unidementional Measurement Model 
software (RUMM Laboratory). The main purpose of conducting Rasch analysis was to convert 
the data into an interval scale. The dichotomous model was used. In order to confirm that the 
data fit  the dichotomous model , the following aspects were examined prior to obtaining the 
participants’ ability scores (i.e., pre-, mid- and post-test scores) in logits: the item-total statistics 
fit of items and persons to the model, the assumption of the local item independence, 
unidimensionality, targeting of the scale, and reliability.

By the end of the Rasch analyses, 23 items were deleted as misfitting items. Table 1 
shows the result of the final analysis. When the data fits the model, the mean of the fit 
residuals becomes close to zero and the standard deviation becomes close to one. The results 
show a fairly good fit to the model. However, the means of the items and persons indicate that 
item difficulty has a higher logit than the person logit , meaning that items were rather difficult 
for the participants. Also, a Rasch item reliability was .93.

 
TABLE 1 

The Summary Statistics of the Rasch Analysis

FIGURE 1. 

Figure 1 shows the person-item threshold distribution. The upper graph shows the 
distribution of the persons (i.e., participants); the lower graph shows the distribution of items. 
Although the dist ribution of the items is greater than that o f the persons, indicating that there are 
easier and more difficult items than the abilities of the participants, the items are well targeted.

In the second part of the data analysis, we applied the linear growth curve modeling to 
examine whether ER would help learners expand the scope of text to process and what type of 
closure would improve most. We examined whether individuals differ in their estimated rate of 
change across different types of EPER items. 



III. RESULT

Table 2 shows the descriptive statistics fo r the standard scores of the EPER administered at 
the beginning, in the middle, and at the end of the extensive reading course. The mean score of 
the EPER at the beginning of the course was 50.69 (SD = 13.86), 60.81 (SD = 13.31) in the 
middle of the course, and 61.70 (SD = 13.66) at the end of the course, respectively. Figure 2 
shows the mean scores of the EPER PPT at three administrations. Those results show that the 
participants scored about 10 points higher at the end of the first semester (Time 2) than they did 
at the beginning of the ER course (Time 1). On the other hand, they scored only about one 
point higher at the end of the course (Time 3) than they did at the end of the first semester 
(Time 2). 

Based on the last Rasch analysis where 23 test items were deleted, a separate analysis was 
conducted for each of the four types of items. For each type of items, it was confirmed that the 
data fit the Rasch model. Then, person measures were created based on the items of the same 
type. Similar to the person measures based on all the items, person measures were converted to 
standard scores ranging from zero to 100. Table 2 shows the descriptive statistics of four types 
of items. On the table, MIN 0 refers to the minimum score and MAX 100 refers to the 
maximum score, respectively. The results show patterns similar to those described about the 
person measures based on all the items. 

TABLE 2 
The Descriptive Statistics for the EPER at Three Administrations



FIGURE 2. 
The Mean Scores of the EPER at Three Administrations

In order to answer our research question, we applied linear individual growth models to 
examine the change of the learners’ reading performance over time. Linear growth models 
include two components: level-1 and level-2 submodels. The fo rmer describes how individuals 
change over time, i.e., within-person change; the latter describes how these changes di ffer across 
individuals, i.e., between-person differences in change. In this study, we focus only on the 
level-1 submodel. We write the level-1 submodel as:

Yij= π0i+π1i (Time)ij + eij   (Equation 1). 
In the study, we applied liner growth models to estimate (a) an intercept (i.e., an initial status at 
the onset of the ER course); (b) a mean growth curve and the extent of individual variation 
around it; (c) the correlation between an initial status and rate of change. Four types of items 
were analyzed separately, using HLM version 6 software (Scientific  Software International, Inc.). 
Table 3 shows the results of fitting a liner growth model for change to the EPER data. The 
estimated average initial status and rate of growth were 43.43 and 5.01 for Type 1 items, 47.96 
and 4.31 for Type 2 items, 45.85 and 5.98 for Type 3 items, and 47.49 and 5.43 for Type 4 
items, respectively. In other words, the average score of Type 1 items at the pretest time were 
estimated to be 43.43 and the participants were gaining 5.01 points per year, for example. Also, 
both the intercept and the slope were significant and both parameters were necessary to explain 
the mean g rowth trajectories across four types of items.

Next, we examined the individual variation in growth trajectories from the mean curve. The 
variance components in Table 3 indicate the amount of variability left after fitting the model. 
The estimates for the variances of individual growth parameters (i.e ., the initial status and the 
rate of change) were 99.11 and 0.50 for Type 1 items, 209.73 and 12.42 for Type 2 items, 
142.16 and 0.79 for Type 3 items, and 135.68 and 0.82 for Type 4 items, respectively. The 



variance of the intercept was significant for all four types. This indicates that the participants 
varied significantly in their abilities to endorse each type o f items at the onset of the ER course. 
On the other hand, the variance of the growth rate indicates different patterns. The variance of 
the growth rate was significant for Type 2 items, but insignificant for other types of items. This 
means a lot of individual differences were involved in the growth rate of Type 2 items. 

Further, we examined the correlations between the initial state and the growth rate. In 
general, negative correlations ranging from -0.07 to -0.49 were observed between the initial status 
and the growth rate. 

TABLE 3
Results of Fitting a Liner Growth Model for Change to Four Types of Items

* P < .05  ** p < .01  *** p < .001.

IV. DISCUSSION

1. Main findings

It is hypothesized that extensive reading (ER) helps learners to learn grammar in context and 
to expand the scope of text to process (across sentences or entire paragraphs) when they read. 
Our first research question is as follows: Will extensive reading help learners expand the scope 
of text to process? Based on the results of the linear growth modeling, we can conclude that the 
learners’ g rowth rates were quite similar across four types of items. The growth rates range from 
4.31 (Type 2) to 5.98 (Type 3). Although the slope of Type 3 items seems to be slightly higher 
than the rest, the difference is quite small. 

The second research question is “Do learners di ffer in their estimated rate of change across 
different types of EPER items?” We hypothesized that learners would show greater growth rates 
in Type 2 and Type 3 items than Type 1 items. Learners have to use context across clauses 
within a sentence to answer Type 2 items correctly and context across sentences within text to 
answer Type 3 items correctly. However, the data analyses show a different pictu re. That is, the 
learners’ growth rates were quite similar across four types of items. This may indicate that the 
participants improved their implicit knowledge of grammar through ER. Table 3 shows that the 
growth rate of Type 1 items is similar to those of the other types of items. This result may 
provide additional support for what is reported in Takase (2008, 2012). She reports that over 
40% of the repeaters in her ER class perceived their improvement in grammar. The participants 
in the current study might have improved their knowledge of grammar through ER and this is 
shown in the growth rate of Type 1 items. 

Further, the results of the data analysis direct us to a future direction of our research. Even 
though learners’ growth rates were very similar to each other, Type 2 items show rather large 
variability. This indicates that learners show individual differences in their growth rates. In the 
current study, we focused on only the level -1 submodel and examined the within-person changes 



over time. Other time-varying predictors should be able to give a clearer picture about learners’ 
growth trajectories. 

The third research question is whether there is any relationship between the learners’ initial 
language proficiency and thei r rate of change. There was a weak negative correlation between 
the learners’ initial status and their growth rate especially for Type 2 items. This indicates that 
the learners who had limited language proficiency at the beginning of the ER course, measured 
by Type 2 items, tended to gain at rather a faster rate than those who had higher language 
proficiency. 

2. Limitations
The results of the present study should be viewed taking the following limitations into 

consideration. First, the participants of the p resent study were Japanese EFL learners at a 
university. The genelizability of the results is limited to the learners in similar learning context. 
Second, the participants were in the ER class for one academic year. If they had continued to 
read extensively for a longer time period, clearer trends might have been obtained across 
different types of cloze items. Third, we need to confi rm the degree in which Bachman’s 
classification of items on a cloze test would  match the way test-takers would respond each of 
the items on the EPER PPT.

3. Educational Implication
As the results of this research illustrate, even one year of engagement in extensive reading 

help learners, from low- to high-level university students, improve their general English 
proficiency by processing texts using grammar in context, context within and across sentences, or 
ext ra-textual knowledge. With implementation of extensive reading into school curriculum at an 
early stage of formal English education in elementary school or secondary school, these skills 
could be developed faster and better than translation practice and explicit knowledge of grammar 
rules, which have been practiced  extensively in the learning context where the current study 
took place.
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 The target behavior of the subject in its naturally occurring stage or prior to presentation 
of the treatment condition
 The graded classification of KSAT is to divide all KSAT applicants into nine groups of 
grade from one (prime) to nine (the lowest). 


