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Abstract

This study explored the following research questions in English classes at a
university in Japan: Are there any differences among student reactions to Extensive
Reading (ER) in three different classes ? If so, what kinds of differences are apparent ?
Student reactions were collected through questionnaire surveys from two Science
Engineering major classes, where out-of-class ER assignments were given, and one Arts
major class, in which in-class ER activities were done. In addition to the students’
responses to the surveys, the teacher’'s records of students’ out-of-class work (i.e., book
reports) and of observation of students’ engagement in in-class reading activities were
examined. The findings of this study included the following: (1) Even students with
similar backgrounds showed different reactions to ER; and (2) students showed different
reactions to ER when the required ER assignments or activities were different. The
study suggests that it is important to help students to develop the habit of reading
extensively from the very beginning of the academic year, and that in-class reading
activities can serve as an effective trigger for students to begin experiencing the joy of
reading. These activities seem especially beneficial for less motivated students who are

not willing to study outside the class.

1. Introduction
Extensive Reading (ER) has become quite popular among universities and colleges
in Japan in recent years. At recent conferences relating to language teaching and

learning, a number of presentations are usually given about ER. ER has gained much
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attention in publications in the language education field, as well. For example, Takase
(2008, July) made a presentation on how effective ER was in English classes for
repeaters (i.e., students who failed in the course in the previous semester or year).
Robb (2008, November) demonstrated an ER quiz program using an on-line Moodle
learning management system. Toyota National College of Technology, which started
ER classes in 2002, has reported on positive effects of ER and ways to implement ER in
a program on several occasions (e.g., Nishizawa & Yoshioka, 2008; Nishizawa, Yoshioka,
Ito, Fukada, & Nagaoka, 2008). At Kinki University, a number of teachers are
currently using ER in their classes. The Department of Language is developing a new
curriculum to start in 2010, and in their proposal, ER is incorporated as part of the
core course activities (Omura, 2009).

Over the last decade, a number of ER study groups and research associations have
been formed. The Start with Simple Stories (SSS) English Learning Methods Study
Group was founded in 2001 and renamed as SSS Extensive Reading Study Group in
2008. They have been providing workshops and seminars on ER throughout Japan. In
2004, Kunihide Sakai and a number of other educators established the Japan Extensive
Reading Association to further the promotion of ER. Their activities helped to spread
ER among young and adult learners and at various levels of the educational system.
The Extensive Reading Special Interest Group (ER SIG) was officially acknowledged by
the Japan Association for Language Teaching (JALT) as a JALT Forming SIG in 2008
after being active for a few years as an informal group.

A large number of teachers and researchers agree that ER is useful in language
learning (e.g., Day and Bamford, 1998, 2000), even though quite a few may argue over
the hypothesis that ER or “comprehensible input” (e.g., Krashen, 1985) is the only
main source for developing the target language proficiency. I have been using ER
activities in several classes and also view ER as an effective tool for helping learners to
develop their reading proficiency. This paper will report and discuss student reactions

collected from the three different classes I taught at a university in Japan.
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2. Literature review

Extensive studies have been conducted on ER activities in the second language
education field over the past twenty years. The studies have focused on various issues
such as the relationship between ER and target language skills as well as the
relationship between the first language (L.1) and the second language (L2) reading
motivation. Other studies have examined ways to incorporate ER in a language
classroom, assessment in ER activities, and ER effects on learner affect such as
motivation and interest in reading.

For example, Janopoulos (1986) explored the correlation between L1 and/or L2
pleasure reading and L2 writing proficiency among adult learners. This study
supported the hypothesis that proficiency levels for L2 reading and writing are strongly
related, but it did not answer whether L2 reading improved L2 writing proficiency. Nor
did the study find any significant correlation between the total pleasure reading in both
L1 and L2 and L2 writing proficiency. Nation and Wang Ming-tzu (1999) explored the
role of graded readers in vocabulary development. They suggested in their paper that
learners read about one graded reader per week, read several books at each of the
various levels, and work their way through the levels in order to be effectively exposed
to high frequency words on repetitive occasions. Robb and Susser (1989) compared the
effect of reading instruction treatment in two different groups: one with ER and the
other with skills-building approach with a textbook one third of which was texts for
reading. Their study suggested that ER could be at least as effective as skills-building
and more importantly, it was more interesting for learners.

Takase (2007) examined the components of L2 reading motivation among high
school students in Japan. She concluded that “intrinsic motivation for L2 reading” and
“Intrinsic motivation for L1 reading” best predicted students’ motivation to read in L2
(English in this study), whereas reading performance in L1 and L2 did not correlate
with each other. Mason and Krashen (1997a, 1997b) reported that, compared to
traditional course materials including reading selections, comprehension questions,

vocabulary and grammar exercises, and translation exercises, ER worked more
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effectively to help unmotivated learners to improve reading comprehension and to enjoy
the class. Mason and Krashen (1997b) also reported that ER approach worked well
both at a prestigious university and a two-year college. Apple (2007) investigated
Japanese university students’ perceptions of ER and proposed that instructors could
more efficiently utilize graded readers by considering student perceived advantages and
disadvantages of graded readers and of the ER program.

Thus, numerous researchers have explored into issues surrounding ER. Some of
them investigated the effects of ER activities on learner attitudes and perceptions about
reading or about ER activities themselves. However, none of these studies focused on
how students’ perceptions of ER may vary when learning environments, learner
characteristics, and differences in ER activities are considered. This paper is to
investigate these issues by examining reactions collected from three Japanese university

English classes.

3. Research questions
The following questions were set for this study: Are there any differences in
student reactions to ER in three different classes ? If so, what kinds of differences are
apparent ?
I will explore background factors to examine and explain the differences by
comparing student reactions collected through questionnaire surveys and records of

students’ reading activities.

4. Methods
4.1 Students and Extensive Reading treatment
ER assignments were given in three “Eigo Enshu (English Seminar)” classes for
university first-year students that I taught in the 2008 academic year: Class A was held
during the spring semester, and Class B and Class C were held during the fall semester.
Students in Class A and Class B were Science Engineering majors, and students in Class

C were Arts majors. These Eigo Enshu classes met twice per week for 90 minutes long



Student Reactions to Extensive Reading

each time over 14 weeks.

In the two Science Engineering classes (Class A and Class B), ER assignments were
quite similar. The differences were that Class B was given six rather than five times
ER assignments while the required length of the after-reading reactions were reduced
from 70 to 60 English words. The modifications were in response to the students’
reactions to the survey given at the end of the spring semester (See Section 4.2). In
the Arts major class (Class C), I provided different ER activities after considering the
students’ English proficiency levels and general attitudes towards learning (Table 1).

For these Eigo Enshu classes, students had been assigned to a class based on the
results of a placement test at the beginning of the semester in the spring semester, and
reassigned to a class in the fall semester based on the results of a test given at the end
of the spring semester. Class A and Class B were mid-level with an estimated average
TOEIC score of around 300. Five students from Class A remained in Class B. In other
words, the majority of the students (28 students) in Class B were new to my class and
to the ER assignments while five students were familiar with the ER assignments by
the time the fall semester started. Class C was the lowest class among the Arts
majors, and many students had failed to acquire basic grammar and vocabulary of the
English language. The students’ poor attendance records illustrated a general lack of
motivation. No more than 15 students generally attended the class, and a number of
students did not attend the class at all or attended no more than two or three times.

The most salient difference between the treatment for the Science Engineering major
classes and the Arts major class was the location of reading (Table 1). In the former
classes, students were told to read and do the after-reading tasks outside the class,
while in the latter class, students were instructed to bring books that they had
borrowed from the library or from the Language Center? to the class so they could do
the ER activity in class.

In all these three classes, students were given the freedom to choose books to read.
Students in Class C were recommended books at the lowest level of the graded reader

series (e.g., Easystarts from the Longman Penguin Readers series) because these books
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were considered easy enough for their English proficiency levels. During the allocated
time in class, most students read one book, while one or two students read two or read
part of a rather long story in a book. Similarly, many students in Class A and Class
B borrowed books from lower-level graded readers (e.g., Level 1 from the Longman
Penguin Readers series and Step 1 from the Random House Books for young readers)
while a few challenged themselves with higher-level books (e.g., Level 3 from the series).
Even in the latter case, students were instructed to choose a book that had no more
than five unknown words on one page. Although some of the low-level books may have
been too easy for the students, the students were not forced to read more difficult ones
because the opportunity to experience learner autonomy and the joy of reading was
given a high priority in the assignment. Students were told to read at least one book

for the one-time assignment, and the students usually read the minimum amount unless

they had not done the assignment for the previous time, in which case some read two

to make up for the missing time.

Table 1. Extensive Reading Activity / Assignment in Class A, Class B, and Class C
Class A Class B Class C
Time 2008 Spring Semester 2008 Fall Semester 2008 Fall Semester
Major Science Engineering Science Engineering Arts
Registered N 31 students 33 students 24 students
Materials Graded readers from the Graded readers from the Graded readers from the
library or from the Language library or from the Language library or from the Language
Center of their choice Center of their choice Center of their choice?
Location Out-of-class reading Out-of-class reading In-class reading

Reading time
Times in
semester

After-reading
tasks

Grade portion

Depended on the student.

5 times (approximately once
in two weeks)

Wrote a summary in about
100 Japanese characters and
a reaction in 70 English
words as an out-of-class
assignment and shared them
in small groups in class.

10% of the course grade

Depended on the student.
6 times" (once in two weeks)

Wrote a summary in about
100 Japanese characters and
a reaction in 60 English
words as an out-of-class
assignment and shared them
in small groups in class.

10% of the course grade

About 15 minutes per activity
13 times® (once a week)

Wrote a short summary
and reactions either in
English or in Japanese on a
provided reading log sheet
in class.

10% of the course grade

2 Students were told to bring a couple of graded readers that they borrowed to the class.

b The

teacher brought a box of 44 low-level graded readers to the class so students could choose books
and read in class once in Class B and twice in Class C. The number of assignments for Class
B above is the number of out-of-class assignments and does not include this one-time in-class
reading as it was an exceptional case.
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4.2 Collection of student reactions

Students’ reactions to ER assignments were collected through surveys given at the
end of the semester (see Appendix A, B, and C for the actual surveys used). The
surveys were done in Japanese, the students’ mother language, so that they would have
no trouble understanding the survey or expressing their opinions.

In the spring semester, the survey included four closed-response questions:

1. What do you think of the amount of assignments ?

2. Did you enjoy ER activities ?

3. Did you find ER activities useful ?

4. Would you like to continue ER activities even if they are no longer class

assignments ?

It also provided two open-response questions: what students thought the benefits or
positive effects of ER activities were and what they thought the drawbacks or problems
with the ER activities were. These questions were included with a few additional
questions in the fall semester survey. The additional questions were about the number
of books students read, the time they spent reading and writing book reports
(summaries and reactions), and the difficulty in choosing books appropriate for their
own level. The questions which were used both in the spring and the fall semester were
examined for this paper.

In addition to the surveys, I kept records of students’ ER activities. In Class A and
Class B, I maintained records of students’ submissions in an Excel spreadsheet after
reading and commenting on book reports students had submitted. In Class C, T kept
notes of my observation of students’ involvement in ER activities in class. These
records were also referenced in this study.

In the next section, the results of the survey are provided. They will be followed
by two comparisons of the three classes. One comparison is between Class A and Class
B (two classes of the same major), and the other comparison is between Class B and

Class C (two classes from the same semester).
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5. Results, findings, and discussion
5.1 Survey results
The results of student reactions to the closed-response questions in the surveys are
listed in Table 2, Table 3, Table, 4, and Table 5. The number of students who
responded to the survey was very different, especially between the Science Engineering
classes (Class A and Class B) and the Arts major class (Class C). It may not be valid
to compare the responses by using percentages, because the total number of responders

in each class was no more than thirty. However, this information is included in the

tables in order to provide an additional aspect in order to compare classes.

Table 2. What do you think of the amount of assignments ?
More would be It was It was too Total
. Other
better. appropriate. much. respondents

Class A n 0 15 13 1 29
% 0.0 51.7 44.8 34 100.0

Class B n 0 15 14 1 30
% 0.0 50.0 46.7 3.3 100.0

Class C n 1 11 2 0 14
% 7.1 78.6 14.3 0.0 100.0

Table 3. I enjoyed the ER activities.
Total
1 2 3 4 5 6 o
respondents

Class A n 3 2 8 14 1 1 29
% 10.3 6.9 27.6 48.3 34 34 100.0

Class B n 4 14 6 1 0 30
% 13.3 16.7 46.7 20.0 3.3 0.0 100.0

Class C n 0 2 5 6 1 14
% 0.0 0.0 14.3 35.7 42.9 7.1 100.0

Notes: 1=1I totally disagree; 2=1I disagree; 3=1I kind of disagree; 4=1I kind of agree; 5=I agree;

6=1I strongly agree.
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Table 4. The ER activities were useful.

1 2 3 4 5 6 Total
respondents

Class A n 1 2 4 11 10 1 29
% 3.4 6.9 13.8 37.9 34.5 34 100.0

Class B n 2 7 12 3 0 30
% 6.7 20.0 23.3 40.0 10.0 0.0 100.0

Class C n 0 1 9 4 0 14
% 0.0 0.0 7.1 64.3 28.6 0.0 100.0

Note: 1=1I totally disagree; 2=1I disagree; 3=1I kind of disagree; 4=1I kind of agree; 5=I agree;
6=1I strongly agree.

Table 5. I would like to continue ER activities.

1 2 3 4 5 6 Total
respondents

Class A n 8 5 4 11 0 1 29
% 27.6 17.2 13.8 37.9 0.0 3.4 100.0

Class B n 6 11 10 3 0 0 30
% 20.0 36.7 33.3 10.0 0.0 0.0 100.0

Class C n 0 3 4 4 3 0 14
% 0.0 214 28.6 28.6 214 0.0 100.0

Note: 1=1I totally disagree; 2=1I disagree; 3=1I kind of disagree; 4=1I kind of agree; 5=I agree;
6=1I strongly agree.

5.2 Comparison between Class A and Class B

Students in Class A and Class B shared similar backgrounds, as they both were
Science Engineering majors. In addition, these two classes were both assigned to mid-
level English classes in the Science Engineering Department as a result of the
proficiency tests. The number of students registered for each class was about thirty.
In spite of these similarities, some clear differences were found.

First, Class A generally showed more positive attitudes towards ER activities than
Class B. The survey results also supported this observation. For example, 16 out of 29
students in Class A responded that they (kind of or totally) agree that they enjoyed ER
activities, while only seven out of 30 students had similar responses in Class B (Table

3). Similarly, 22 out of 29 students in Class A responded that they (kind of or totally)
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agree that they found ER activities useful, while only 15 out of 30 students chose those
responses in Class B (Table 4). As for the question of whether they would like to
continue ER activities even if these activities were not class assignments, 12 out of 29
students in Class A answered (kind of or totally) positively. However, only three out
of 30 students in Class B responded somewhat positively to the same question by
choosing the answer “I kind of agree” (Table 5).

Secondly, students in Class A generally did ER activities more seriously than Class
B students. The average number of the assignments submitted per student in Class A
was 4.6 assignments out of the five required (submission rate: 92.3 percent), while each
Class B student only submitted an average of 3.7 assignments out of the six required
(submission rate: 62.1 percent).

Additionally, students in Class A generally did cooperative activities more eagerly
than students in Class B. Students in Class A were also generally more willing to
work with other classmates and they seemed to enjoy sharing book reactions with each
other. Some students, on their own initiative, brought books that they had read to
show to other classmates along with their book reports. On the other hand, students
in Class B seemed generally more reserved. It is possible that the cooperative
atmosphere among the class served to develop positive attitudes towards learning in
students in Class A.

Furthermore, the results of this study highlighted the importance of the formation
of good reading habits during the spring semester when the students’ college life just
started. In the fall semester, university freshmen are generally more relaxed as they
have become used to their new life. Also, there are more national holidays, in addition
to the two-week end-of-year and beginning-of-year break. The university festival is
held in November, and a number of students become preoccupied with club activities
related to the festival. Students may also become busier with their major courses than
the spring semester. For these reasons, many students may find it difficult to focus on
learning English, which is not their major. Since most of the students in Class B had

not experienced ER activities in the previous semester, they might have found it hard to
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adjust to the new requirements in the fall English class.

As for the five students who remained in Class B from Class A, the average number
of the ER assignments submitted was 4.6 (submission rate: 76.7 percent), while the
number for the rest of the students was 3.6 (submission rate: 59.5 percent). The five
students submitted the first three assignments with a submission rate of 93.3 percent.
For the last three assignments, their submission rate dropped down to 60.0 percent.
Perhaps these five students were negatively influenced by the whole-class attitude that
did not take the ER assignments seriously. These figures indicate that it is important

to help students to form good reading habits from their first semester at the university.

5.3 Comparison between Class B and Class C

The differences observed between Class B and Class C, both from the fall semester,
were also interesting. It seemed that students in Class C appreciated ER activities more
than students in Class B. For instance, 13 out of 14 students in Class C responded that
they found ER activities useful, while only 15 out of 30 students said that they (kind
of) agree with it (Table 4). Also, seven out of 14 students in Class C answered that
they would like to continue ER activities, but only three expressed such a desire in
Class B (Table 5).

The location of reading (i.e., in-class reading or out-of-class reading) probably
influenced these student reactions. In Class C, 11 students out of 14 answered that the
amount of the ER activities was appropriate and one even said that more would have
been better. On the other hand, half the students in Class B answered that it was too
much (Class A also showed a similar tendency on this question) (Table 2). Students in
Class C experienced about double the times of ER activities compared to students in
Class B (and Class A), as the activity was basically done once a week in Class C (Table
1). Tt seems that students in Class B reacted negatively to “out-of-class (or home) as
signments.”

In order to familiarize students even more with graded readers, I brought a box of

44 graded readers to the class once in Class B, and twice in Class C (see Note b in Table

11
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1). In Class C, where students themselves usually brought two or three books to read
in class that they had borrowed from the library or from the Language Center,
students seemed to be reading books more eagerly when the books were provided by the
teacher. Some students were trying to read more books in the limited amount of time.
Students may have become excited by the fact that books were available at hand, and
they could actually open and compare the books in person. Of course, students can
compare books when they go to the library or to the Language Center, but in-class
reading where books are provided may work as an effective trigger for low-motivated
students to begin experiencing the joy of reading easy materials. Such students may
otherwise remain skeptical, believing that class assignments must be difficult and
bothersome.

In fact, two students in Class B and six students in Class C commented on having
had to borrow books from the library or from the Language Center, as “negative sides”
of ER activities in the survey responses (e.g., “It is bothersome to have to go to the
library.”). Students should appreciate that they have more opportunities to make use
of the learning facilities. It is a shame that these students failed to appreciate the
resources on campus. On the other hand, there was no such comment from Class A.
On the contrary, one student said that it was good to be able to learn more about the
library, and another reported that it was good to have more chances to go to the
library.

In-class reading seems to have been more effective than out-of-class reading in
promoting positive affect among students in the comparison of student responses in
Class B and Class C. However, the finding that out-of-class reading assignments were
well received by students in Class A is equally important (see Section 5.2). Thus, it
should be emphasized that developing students’ extensive reading habits from the
beginning of the first academic year is essential. In addition, when implementing ER
activities, teachers should take into account other factors such as learner general

attitudes towards learning and class atmosphere.

12
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6. Conclusion

The analysis in this study has revealed two interesting points. First, even students
with similar backgrounds (same majors, similar proficiency levels, and similar class
size) showed different reactions to ER assignments. The differences may be explained
by the time of the academic year and the class atmosphere. When students can start
ER activities in their first semester in college life, they may be more willing to do the
activities. Furthermore, when students in the class are open to cooperative activities
and willing to share each other’s work in class, out-of-class ER activities which are
followed up with in-class activities such as sharing book reports with classmates may
work more effectively. It is also important for the teacher to provide a cooperative
atmosphere, where students feel “positive peer pressure” to do the assignments. The
results of this study implied that when the majority of the students did ER activities,
they kept doing the activities and expressed more positive attitudes towards ER. If
students failed to experience sufficient ER activities, they would not be able to learn the
joy of extensive reading and may continue to be bound by negative beliefs such as
“reading is difficult” or “home assignment is bothersome.”

Second, students showed different reactions to ER when the required ER
assignments or activities were different. The difference in the student reactions can be
partially explained by the differences in the assignments or activities, but they are
probably not sufficient. Students who experienced in-class ER activities appreciated ER
more, compared to students who did out-of-class ER as “home assignments.” However,
out-of-class ER assignments worked fairly well with a class in the spring semester, and
therefore, this study cannot conclude that the in-class versus out-of-class reading was
the main factor to have contributed to the difference in student reactions to ER.
Nevertheless, the results of this study suggest that in-class reading can be an effective
trigger for learning more about ER. This seems especially beneficial for students who
are not highly-motivated readers and who will only go and check out graded readers
from the library or Language Center when it is required. Such students might need

additional external stimuli to participate in ER long enough to learn the joy of reading

13
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by being provided with graded readers and in-class reading time. Teachers may even
find i1t useful for the entire class to visit the library or Language Center to give
students more exposure to available resources and provide encouragement for the
students to participate in ER.

Lastly, it i1s interesting that approximately half the students in Class A and Class
B said that the amount of ER assignments was too much, and in Class C, only two out
of 14 students responded as negatively. The “appropriate amount” of assignments is
another topic for discussion for teachers and researchers, which was not covered by this
paper. The appropriate amount would be decided by the course objectives and goals,
and student achievement levels of the goals. In practice, the balance of all the
assignments from all the courses that students are taking should be considered, as well.
It is possible, however, that if students believe that they could learn without making
much effort, the amount of reading may be exactly appropriate even when students feel
“it was too much.” To put it another way, perhaps more ER activities might have been
required to meet the optimum level of effectiveness in Class C, even though the majority

of students reported that the amount of activities was appropriate.

Notes

1  This study has been conducted as a part of the Extensive Reading research project with
the Heisei 20 academic year (the 2008—2009 academic year) Kinki University Research
Grant. Research Number: KS02; Research Title: “A New, Can-Do-List-Based Curriculum
by the Department of Language Education: Developing a Program Using Extensive
Reading”; Research Group Members: Yoshihiro Omura (project leader), Alison Kitzman,
Thomas Koch, Kaori Nitta, Etsuko Shimo, and George Truscott. (3%}-EK204F K ¥
FNTHFEBRS © FEF S KS02; HFFEEE [Can-Do Y R MZASWIEEKETH AV F 2
Sh—ZHEFEM LT 07 S LOBE—)

2 The main library on the university main campus has more than 1,800 graded readers (as
of April, 2008). The Language Center provides various language learning tools and
materials, such as graded readers, DVDs, and on-line programs. There are about 1,000
graded readers at the Language Center (as of February, 2009). The number of graded
readers is not necessarily considered sufficient for a large university of over 21,000

students in six departments on the main campus.
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Appendix A. Survey for Class A in the 2008 spring semester (Japanese original)

%%t (Extensive Reading) {EEjICBAT 27 v 7 — b
SEMIZHOREN S B (A AXRPS 6 AREFET2HABICIR) dbFELAK, ThitBdTs7 04—
TYoe COT U7 — bPIWEOREE BT BRIV ETADT, EHIKEZTLEI D, SBOIEH

YWEDDDBEER LI T RKESET,

1. GAREOEEIZOWT ES BOETh,
( ) bo EZWVIEI ML,
( ) #YITH -T2,
( ) BT ER,

( ) Z2oftt (BEMIZENTL SN

9. FEIRENESE U 5 72T Do

1 2 3 5 6
F 724 ZHBbRn EbohEndE EFhohiunoE 25RH MM EHIES
ZHEbisn Zz5Bbin z585
3. ZHEIEBIREM - EB LTI h,
1 2 3 4 5 6
F-7< ZHIRLIBL EbEohEndE EbohtndE 2H5ES5 WMCEHIES
ZHIBbin ZHBbin ZzH5 85
4. A%, BEFUETRLTHEZHEHEETI TOE OBV ET D,
1 2 3 4 5 6
F o724 ZH9RDbIEL Ebohind e FhohEniE: 2H5ES HMIEHES

zH5Bbiw ZzH5Bbisn z5 1895

5. ZEIGEENIOVLT, FWEB I EEAHZITLEE Y,

6. ZWIEENIDWLT, HF DXL UM oENI T EPHELLSIOEEBHZ T LI,
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Appendix B. Survey for Class B in the 2008 fall semester (Japanese original)*

*Questions 5 to 10, omitted from this appendix, are the same as Questions 1 to 6 in Appendix A.

CERIEH 5 ~10%12 Appendix A D 1 ~6FHKEFRETHBDT, BHEFITEKT 3,)
%%t (Extensive Reading) #E#EjICBAd 27 47— (BTD
S ZHOHEN 6 [nl L0E»S 1 AFEE T 2AMIINEE) bbbk Lz, 2hitBdT 37 v

F—hTT, SBROEHUGED/ICHDDEEER LS T TOALEETOT, EHICELZ TS,

TRO1I~THIZOOLTR, RADOHFOWENTHALZRIZODOTIE, T I TREBELT., MR aE

DNTEHEZ TS,

L ¥ AR EOZ A 25 A E Lich ?
@ 0-11f (b 2-3# (¢ 4-54 @ 64 (& THEE C D

2. 1MOZHAZFZAKDBDIFHEED S S OERBAHD ELICh?
(a) 104> (b) 204> {c) 404> d 605 () 6053& DKL

3. 1 20ARDVR—F (MEOFELDERM) 24 LT 20IFHEOL SWKRBMNLD E Lch?

(KzFA IR Z DI

(a 104 (b 204 (c) 404 d 605> (&) 604k b RS

4, BHAEH TV NINVOEHREERIENTEE LM

1 2 3 4 5 6
E o724 ZHEbIEL EBohEnd e EbohEHE 25HES HMIESED
Zz 5 Bbisn ZzHBbisn z51895

5.~10. (Appendix A D1 ~6FAEBHDOI &)
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Appendix C. Survey for Class C in the 2008 fall semester (Japanese original)*

*Questions 5 to 10, omitted from this appendix, are the same as Questions 1 to 6 in Appendix A.

(ERMIEH 5 ~10%i3 Appendix A ® 1 ~6FKLFAKTH DT, BIRITERT 5,)

% (Extensive Reading) IGENICPIT 27 v 7r— b (O
SEMRRENIT, ZHOF/ENEZITOE LI, 002 A1 o RBOOREOHRIZLELzOT, 1158
FT12fk, £LUTAH (LHI9H) 20h 3 &4 18Mb D E L, TNIKBETET7 07— b T, 4

DIEHUED I DDOBREGH ESH TV LIS ETOT, FHIZEZTL I,

L FWPCAFMEOFEE T, Gttt OZHA LHSE L ?
@ 0-3m () 4-6[ (¢ 7-9mE (d 10-12E (e} 13ME
@ 0-3M b 4-6M (@ 7-9M (& 10-12MF  (¢) 13MRRAL (1D

2. 1MoZHEAEFEABRDZDICEFEHED SVIFEBPHD £ Lich? (BEIFEEOIEE &
LT, ERBEO©DEFEF 2L LI TIMRARLZIC EIZEDET,)

(@ 54 (b) 1043 (c) 1543 d 204 (e) 203k E<
3. A, BETEZREEET AL, REECHEE v —THV REZHEREREUN TG AZ
Lih?

@ Wiz b 1 ~215EAL () HiFiAL () BEKHEAK

4, BHREH -V NIVOEHREERIENTEE LM

1 2 3 4 5 6
E o724 ZHEbIEL EBohEnd e EbohEHE Z2H5HES HMIESED
Zz 95 Bbisn ZzHEbisn z5 1895

5.~10. (Appendix A ® 1 ~6FAEBHDOI &)
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