OZET

internet Projeleri Seklinde Uygulanan Yaygm Okuma Programlarmin Yabanc Dilde
Okuma Motivasyonu ve Dil Diizeyleri Uzerine Etkisi

Miinevver Biiyiikyazi

Bu calisma yaygin okuma olarak internete dayali okuma aktivitelerinin
ogrencilerin ikinci dilde okuma motivasyonu ve dil diizeyleri {iizerine olan etkilerini
incelemektedir. Arastirma Celal Bayar Universitesi hazirlik siniflarindaki 36 orta-alt diizey
ogrenci ile gerceklestirilmistir. Geleneksel grup (GG) derecelendirilmis kitaplardan olusan bir
yaygin okuma programi takip ederken, Internet grubu (IG) internet aktivitelerine (webquests)
dayal1 bir programi alt1 hafta siire ile uygulamistir. Kontrol grubuna (KG) herhangi bir yaygin
okuma programi verilmemistir. Bu gruplara ikinci dilde okuma motivasyonu ve dil diizeyleri
hakkinda veri elde edebilmek i¢in On ve son testler verilmistir. Ayrica, deney gruplari
uygulamadan sonra goriismeye alinmislardir. Veriler SPSS (siiriim 9.0) programu ile analiz
edilmistir. Nitel verilerin ¢6zlimii ise betimleme analizi ile yapilmistir. Calismanin sonunda,
IG nin dil yeterliligi sonuglar1 GG ve KG’den anlamli olarak yiiksek bulunmustur. Ug grup én
ve son testleri arasindaki farkliliklar bakimindan anlamli olarak farklilhik gostermistir (p<
0.05). Grup i¢i karsilagtirmasi, deney gruplarinin ikinci dilde okuma motivasyonunda anlamli
bir artis oldugunu gostermistir (p< 0.01 ve p< 0.05, sirastyla IG ve GG). Fakat, bu iki grup
ikinci dilde okuma motivasyonu son-test sonuclart bakimindan bir farklilik géstermemistir.
Deney gruplarinin dil yeterliligi son-test sonuclari ve ikinci dilde okuma motivasyonu son-test
sonuglar1 arasinda anlamli bir iligki saptanmis (p< 0.01), fakat bu iliski KG’nin aym
degiskenlerinde tespit edilememistir. Goriisme analizinden elde edilen veriler ise deney
gruplarinin uygulanan programlan sozciik dagarcigini gelistirme, okuma hizini, okudugunu
anlama, okuma motivasyonunu arttirma, anlama teknikleri gelistirme ve edinilen sozciikleri

tiretici becerilerde kullanma gibi pek cok bakimdan yararli bulduklarini ortaya ¢ikarmaistir.

Anahtar sozciikler: webquestler, derecelendirilmis kitaplar, dil yeterliligi, ikinci dilde okuma
motivasyonu



ABSTRACT

The Effects of Web-based Reading Activities as Extensive Reading on the L2

Reading Motivation and Language Proficiency

Miinevver Biiyiikyazi

This study investigates the effects of web-based reading activities as extensive
reading (ER) on the L2 reading motivation and language proficiency on learners. The research
was conducted on 36 pre-intermediate level preparatory class students of Celal Bayar
University. The Traditional Group (TG) followed an ER program via graded readers; the
Internet Group (IG) followed a program of web-based activities (webquests) for six weeks.
The control Group (CG) received no ER. These groups were given pre- and post-tests to elicit
data on L2 reading motivation and language proficiency. The learners in the experimental
groups were also given an interview after the treatment. Quantitative data was analyzed using
SPSS program; qualitative data was analyzed descriptively. The proficiency post-test scores
of the IG showed a significant difference from those of the TG and the CG. The three groups
also showed a significant difference from each other in terms of the differences obtained from
their pre- and post-test proficiency scores (p< 0.05). Within-group comparisons of the
experimental groups revealed a significant difference in their L2 reading motivation (p< 0.01
and p< 0.05 for the IG and TG, respectively). However, they were not different from each
other in terms of their L2 reading motivation post-test scores. There was also a positive
correlation between the post-test proficiency and L2 reading motivation scores of the
experimental groups (p< 0.01), which was not the case in the CG. The analysis of the
interview revealed that the learners in the experimental groups found the programs beneficial
from many respects such as an increase in their vocabulary storage, reading speed, reading
comprehension, motivation in reading in English, developing some comprehension

techniques, and transferring the vocabulary items gained through ER to the productive skills.

Key Words: Webquests, graded readers, language proficiency, L2 reading

motivation



CHAPTER1

INTRODUCTION

Background of the Problem

Definition of Reading

Reading means to apprehend the meaning, to understand what is written
more than simply decode symbols (letters). The reading process thus requires an
analysis about the context that surrounds the text. Penny Ur (1996: 140) starts
defining reading as “reading and understanding”. According to the author, there are
some aspects about the nature of reading that must be considered to reach an accurate
and satisfactory result when the teachers teach their students how to read and
understand any text. The first one is concerning the assumption that it is necessary to
perceive and decode letters so that we can read words. She argues that it is possible
to read and understand words without decoding single letters, just by fitting its
general “shape” into a sense context. As Penny Ur asserts (1996:140), “a successful
reading results from the understanding you bring to a text, which is often based on
previous knowledge of a type of story or context”. When there is little information
about the context, however, students have the tendency of decoding letters to
understand words. Establishing a clear definition of reading provides an important

perspective for evaluating approaches to teaching word-identification skills.

Two of the most widely cited and agreed-upon definitions of reading are the
following: “Reading is the process of constructing meaning from written texts. It is a
complex skill requiring the coordination of a number of interrelated sources of

information.” (Anderson, Hiebert, Scott, & Wilkinson, 1985) “Reading is the process



of constructing meaning through the dynamic interaction among: (1) the reader's
existing knowledge; (2) the information suggested by the text being read; and (3) the
context of the reading situation.” (Wixson, Peters, Weber, & Roeber, 1987)

Reading has been the skill most emphasized in traditional foreign language
(FL) teaching, and even today is the mainstream of English as a foreign language
(EFL) instruction in many countries. English instruction at the university level is
usually the “intensive reading procedure,” which implies close study of short
passages, including syntactic, semantic, and lexical analyses. This, as Alderson &

Urquhart (1984) have argued, is not a reading but a language lesson.

Today, FL / EFL / English as a second language (ESL) reading instruction is
moving increasingly from teaching texts to teaching readers (Haas & Flower, 1988:
169). Specifically, learners are taught reading skills/strategies for understanding
such elements as content, textual features, rhetorical elements, and cultural
background. “Skills building” emphasizes skills/strategies for text comprehension
(Hamp-Lyons, 1985; Mikulecky, 1985). There has been much research on skills-
based teaching procedures, including basic skills (finding the main idea, skimming,
inferencing) and advanced skills (schema-building, metacognitive skills). In other
words, while reading, learners are engaged in activities such as recalling word
meanings, inferring, drawing conclusions, and so on, but these are all aspects of the
act of comprehending (i.e., reading). They cannot be separated into discrete skills,
either statistically or by task-specific testing. Whatever problems there might be
with “intensive reading” and “skills building” as procedures for teaching reading,
they represent the mainstream of FL/ESL/EFL reading instruction today. The
“extensive reading” on the other hand, while often used, has attracted comparatively
less research interest than has intensive reading. As a result, we know little about

either its pedagogical aspects or its effectiveness.

It can be quite difficult to convince adult learners, in an EFL or ESL
environment, with an already tight work and school schedule, to make the time to

read if they do not already have the habit. Nuttall (1996) points out that teachers have



to create the right conditions for reading to become a valuable part of every student's
life. They first have to ensure that attractive books are available and second, use
every trick available they know to persuade students to 'get hooked on books'. If a
school has a class library, and teachers purposely take their students into it and
actively promote reading, the chances of people beginning to read are greatly
improved. There are four essentially important points to keep in mind if we want our
readers to be successful and want to continue reading, which is the primary goal of
any extensive reading program. Nuttall (1996) offers an attractive acronym to aid
teachers and administrators in expressing these four points: SAVE. S for short. A for

appealing. V for varied. And E for easy.

Extensive Reading Procedure
Definition of Extensive Reading

Extensive reading (ER) has been defined in several ways. For instance,
Hafiz & Tudor (1989: 4) defined ER as “the reading of large amounts of material in
the second language over time for personal pleasure or interest, and without the
addition of productive tasks or follow up language work”. Likewise, Grabe & Stoller
(2002: 259) in a comprehensive discussion of L2 reading stipulate that ER is an
“approach to the teaching and learning of reading in which learners read large
quantities of material that is within their linguistic competence”. The latter definition
appears to implicitly recognize Krashen’s (1982) Input Hypothesis, a cornerstone of
many ER programs in place today. The Input hypothesis is Krashen's attempt to
explain how the learner acquires a second language. In other words, this hypothesis
is Krashen's explanation of how second language acquisition takes place. So, the
Input hypothesis is only concerned with ‘acquisition’, not ‘learning’. According to
this hypothesis, the learner improves and progresses along the ‘natural order’ when
he/she receives second language ‘input’ that is one step beyond his/her current stage
of linguistic competence. For example, if a learner is at a stage ‘i’, then acquisition
takes place when he/she is exposed to ‘Comprehensible Input’ that belongs to level ‘i
+ 1’. Since not all of the learners can be at the same level of linguistic competence at
the same time, Krashen suggests that ‘natural communicative input’ is the key to

designing a syllabus, ensuring in this way that each learner will receive some ‘i + 1°



input that is appropriate for his/her current stage of linguistic competence. (Krashen,
1988) In practice, this means that students are to read materials that are a little

beyond their current reading skills levels.

While definitions vary, experts agree that extensive reading (ER) involves
the independent reading of a large quantity of material for information or pleasure.
Most ER procedures also capture the essence of “students learn to read by reading”
slogan (Smith, 1983). In addition, ER has been defined by contrasting it with
intensive reading, the reading of fewer texts in detail accompanied by linguistic
activities of all sorts, teacher’s explanation of discourse, vocabulary exercises
grammar and text analysis, among other things. These two approaches to teaching
reading —intensive and extensive reading —are not seen as being in opposition, as

both serve different but complementary purposes (Nuttall, 1982).

The working definition of “extensive reading” as a language
teaching/learning procedure is that it is reading of large quantities of material or long
texts for global or general understanding with the intention of obtaining pleasure
from the text. In addition, in ER, reading is individualized since students choose the
books they want to read and the books are not discussed in class. (Bamford, 1987;
Barnett, 1989; Brumfit, 1984, Grellet, 1981; Hedge, 1985; Krashen, 1982; Krashen
& Terrell, 1983; Thompson, 1984). It is important to note that upon examination of
Bamford’s (2000) annotated bibliography on ER, one quickly discovers that a good
number of ER programs use simplified books or graded readers as the basic reading

material (Day and Bamford, 1988).

Extensive Reading Before 1990s

In a survey of the literature on FL extensive reading, Brumfit (1978) noted:
(a) the role of the extensive reader in the curriculum has been surprisingly little
studied; and (b) the discussion of teaching methods is conducted at a low theoretical
level if it is conducted at all. MacLean's (1985) bibliography of reading in a second
or foreign language lists only four items on extensive reading. Zvetina’s (1987)

survey of research on second language (L2) reading does not even mention extensive



reading. Swaffar’s (1988) survey of FL reading research mentions only one article on

extensive reading out of 221 items.

Most general works on FL reading discussed extensive reading in terms of
book selection and course administration. Some even had detailed drawings showing
how to display books (Nuttall, 1982). Only a few experimental studies of FL
extensive reading existed: Hafiz & Tudor, 1989; Hafiz & Tudor 1990; Petrimoulx,
1988. However, these studies are limited for two reasons: First, methodological
problems make many of their results worthless. Hafiz and Tudor (1990), for instance,
report “significant post-treatment gains” for students who read extensively, but the
gain could be the result solely of the 90 additional hours of exposure to English that
the experimental group received, rather than from the extensive reading procedure
itself. A second problem with studies on extensive reading is that the theoretical
problems which underlie the extensive reading procedure —the definition of extensive
reading, the nature of the materials to be read, and the transfer of first language (LL1)

reading ability —have not been resolved.

Extensive Reading After 1990s

The 1990s saw renewed interest in ER and the role it plays in second
language learning. Some researchers argue that ER should be given a larger share in
our language curriculum and present ideas on how to achieve this. The principal
theoretical motivation behind the use of ER in second language learning comes from
the idea that learners need large amounts of comprehensible input in their new
language in order to make progress toward overall command of that language
(Krashen, 1982). In this way, ER benefits not only reading proficiency but overall

language proficiency as well.

Over the last 15 years a considerable amount of experimental research has
been published that deals with some aspect of second language ER. There have been
studies that ask whether subjects can learn from ER (including many incidental
learning from reading experiments), other studies that compare ER approaches with

other treatments (such as with ‘normal’ approaches or ‘translation’ approaches), and



yet others that have looked at the effect of ER on other aspects of language learning

(such as on writing, confidence and motivation and so on).

The experiment reported by Lituanas, Jacobs, and Renandya, (cited in
Renandya, 1999) for instance, demonstrated how remedial students at a secondary
school in the Philippines considerably improved their reading skills during a six-
month ER program. In this experiment, two groups of students received the same
amount of daily instruction (40 minutes) during their remedial reading class.
However, unlike the control group who were taught the conventional way, the
experimental group were given class time to read books, magazines, and newspapers,
and were encouraged to continue this ER outside class hours. After six months, the
ER treatment was associated with learning gains that were greater to a statistically
significant degree than those registered by remedial students taught via the traditional

mode of reading instruction.

In addition to being associated with learning gains in experimental studies,
ER has also been a reliable predictor of second language proficiency in ex post facto
research. In a study of ESL students in the US, Constantino, Lee, Cho, and Krashen
(1997) report that, along with amount of previous English study in their home
countries and length of residence in the US, the amount of reading was a significant
predictor of students' TOEFL scores. In contrast, other variables (i.e., amount of TV
viewing in English, frequency and amount of L1 reading, and amount of English
study in the US) included in the study were not significantly correlated with TOEFL

SCores.

In another study involving ESL students in the United States, Lee, Krashen,
and Gibbons (1996, cited in Krashen, 1997) report that amount of L2 reading was
also a reliable predictor of students' ability to translate and to perform a

grammaticality judgment task.



Characteristics of Successful ER Programs

ER programs encourage the reading of a wide variety of texts from a range
of genre in the target language. It is important that the material read is well within the
student's level of comprehension and that s/he can choose what is read. The primary
focus of extensive reading programs is on reading, so that while there may be follow-
up activities or monitoring by the teacher these do not deter the student from wanting

to read.

Extensive reading is a procedure in which students read large quantities of
easy and interesting reading materials for pleasure and for general understanding and
meaning. Day & Bamford (1998: 7-8) list the following ten characteristics found in

successful extensive reading programs:

1. Students read as much as possible, perhaps in and definitely out of the
classroom.

2. A wide variety of materials on a wide range of topics is available so as to
encourage reading for different reasons and in different ways.

3. Students select what they want to read and have the freedom to stop reading
material that fails to interest them.

4. The purposes of reading are usually related to pleasure, information and
general understanding. These purposes are determined by the nature of the
material and the interests of the student.

5. Reading is its own reward. There are few or no follow-up exercises to be
completed after reading.

6. Reading materials are well within the linguistic competence of the students in
terms of vocabulary and grammar. Dictionaries are rarely used while reading
because the constant stopping to look up words makes fluent reading
difficult.

7. Reading is individual and silent, at the student’s own pace, and, outside class,

done when and where the student chooses.



8. Reading speed is usually faster rather than slower as students read books and
other material that they find easily understandable.

9. Teachers orient students to the goals of the program, explain the
methodology, keep track of what each student reads, and guide students in
getting the most out of the program.

10. The teacher is a role model of a reader for students — an active member of the
classroom reading community, demonstrating what it means to be a reader

and the rewards of being a reader.

Reading is an interactive process between the reader and the reading
material. The reader brings the knowledge that he or she has about the world to
interact with the text to create or construct meaning. The research of all reading
experts indicates that one learns to read by reading. This applies to both first
language and foreign language learning. Krashen (cited in Day & Bamford, 1998:
38) makes the point crystal clear. “Reading is the only way, the only way we become
good readers.” This means that only by reading large quantities of material that are
well within their linguistic competence will language learners become fluent readers.
This kind of extensive reading, especially for beginning and intermediate level

students, means reading mainly graded readers or “language learner literature”.

Benefits of Extensive Reading

The specific benefits of extensive reading are manifold and wide-ranging.

They have been cited by many teachers who have been deeply involved in this
instructional approach for a very long time. From Day & Bamford (1998), Hill
(2001), Nation (1997), and Prowse (2003) the following benefits of extensive reading
are reported:

e Extensive reading builds automaticity of word recognition.

® Automatic recognition of a word allows lexical access — the automatic calling

up from memory of a word’s meanings and its phonological representation.
e Extensive reading builds vocabulary knowledge.
e Comprehension and fluent reading depend on automatic word recognition and

vocabulary knowledge, and thus are advanced through extensive reading.



¢ Fluent reading allows the reader to move from word-by-word decoding to the
processing of ideas, which is essential to higher-level reading and thinking
skills.

e Extensive reading builds awareness of grammatical structures and the ability
to quickly and accurately process sentence structures.

¢ Extensive reading enhances learners’ background knowledge.

e Extensive reading promotes learners’ positive attitude toward reading. It
fosters their confidence and motivation to read.

e Extensive reading increases exposure to English. The important role of
“comprehensible input” in foreign language learning has been strongly
demonstrated by Krashen (1993).

e Extensive reading reinforces a grasp of language that is taught in class. It
provides students with an excellent opportunity to consolidate what they have
learned, which is an essential aspect of foreign language learning.

e Research studies also show that extensive reading improves learners’ writing

skills, listening and speaking skills, and examination results.

Numerous research studies have consistently provided empirical evidence
for these effects of extensive reading in language learning (Day & Bamford, 1998;

Nation, 1997; Sheu, 2003).

Effects of ER Programs on Promoting Language Development

Although there are some negative claims about the role of the extensive
reading programs conducted through graded readers on foreign language learning,
many researchers of extensive reading programs are very positive about the role such
an approach can play in both improving reading skills and developing learner
language. It has long been claimed that ‘we learn to read by reading’ and teachers in
most schools are well aware of the importance of wide reading in the language
development of their students. Researchers also claim a significant role for reading in
the learning of a second language. Nuttall (1996: 128) states, “The best way to
improve your knowledge of a foreign language is to go and live among its speakers.

The next best way is to read extensively in it.”
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Day & Bamford (1998) present a summary of the results of research into
twelve extensive reading programs. These represent both ESL and EFL situations,
are from a range of countries and are across all levels from primary to university,
adolescent to adult. The results of these studies are overwhelmingly positive about
extensive reading and the researchers report gains in vocabulary and in all language
skills, particularly in reading and writing proficiency although the findings were not

statistically significant in all cases.

In other more recent findings, Hayashi (1999), Renandya et al (1999) and
Lao and Krashen (2000) confirm this view. Hayashi and Renandya both found a
strong correlation between the amount of reading done and student gains. Lao and
Krashen (2000) report significant gains in both vocabulary and reading rate made by
students on a popular literature course compared with others enrolled in a traditional
academic skills class. Their research also showed that students in the popular
literature course had a much more positive view of the value of their course for

learning English than the other group did.

To be a good reader demands a vast sight vocabulary, general vocabulary
knowledge, an awareness of text structures and extensive background knowledge
linked together so that comprehension can occur. Reading is the most effective way
of building that sight vocabulary, word knowledge and awareness of how text works.
Repeated exposure to words in print builds familiarity and automaticity develops.
Facing the words in context builds up the knowledge of that word so that
comprehension comes more readily and ultimately at a deeper level. Experience with
text builds knowledge of how text works and if comprehension occurs, knowledge

increases. It is indeed a “virtuous” cycle. (Nuttall, 1996)

The key, however, is that the texts being read must be within the learners’
competence. Day and Bamford (1998) refer to this in terms of Krashen’s
comprehensible input hypothesis and say “the materials must be at ‘i minus 1° where

[13%4]
1

is “the student’s current level of acquisition.” Extensive reading at an ‘i minus 1’
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level allows for multiple exposures to known words and syntactic structures,
encouraging automaticity and faster processing of text which enables comprehension
to occur. The importance of comprehensibility is emphasized in Nation’s research.
Hu and Nation’s study (2000) suggests, “with around 98% coverage almost all
learners have a chance of gaining adequate comprehension... (but)... at 95%

coverage some gained adequate comprehension but most did not.”

Vocabulary gains are not the only positive outcome from extensive reading
programs. Extensive reading also develops general knowledge which is a crucial
factor in comprehension. Research has shown that students who have background
knowledge of a topic have a much better chance of making sense of it than if they
read a similar level text on an unknown topic. But if learners are reading text on an
unknown topic within their “i minus 1” range they are also building their knowledge
of that topic. Peregoy and Boyle (2000: 240) refer to this aspect, “Wide reading
increases general knowledge, which in turn facilitates comprehension when reading
texts of all kinds, including content area texts.” This is valuable information for
teachers in different curriculum areas. They should be aware that by providing
extensive reading opportunities for their students and materials which are
comprehensible to them, the students are more likely to build the vocabulary and

background knowledge which will facilitate understanding of that topic.

Extensive reading encourages exposure to a wide range of text types.
Explicit teaching of text types may help students recognize the patterns of different
genre more easily, but learners need repeated exposure to a text type to build up their
experience of how it works. “Familiarity with text types facilitates reading
comprehension.” (Peregoy & Boyle, 2000: 240) Extensive reading helps students to
recognize the format, internal text structure, language patterns and vocabulary
associated with particular text types and it is this knowledge of how texts work

gained by wide reading that enables learners to construct their own texts of that type.

Day and Bamford (1998) also refer to affective reasons why ER extends

language proficiency. ER encourages learner autonomy and ‘“there is substantial
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evidence that learners taking responsibility for their own learning succeed in second
language learning.” (Day & Bamford, 1998: 27) In addition, ER can help them

develop positive attitudes and a strong motivation to read.

ER enables learners to make gains in the development of knowledge that
contributes to comprehension, vocabulary, reading and writing proficiency. Day and
Bamford (1998: 38) quote Krashen who puts an extremely high value on the
extensive reading approach: “Reading is good for you. (...) Reading is the only way,
the only way we become good readers, develop a writing style, an adequate
vocabulary, advanced grammar, and the only way we become good spellers.” If we
accept this view, and it is well supported by research, there is obvious value in

having extensive reading as a part of the second language curriculum.

Graded Readers: Language Learner Literature

There are many different kinds of good reading material available for
extensive reading, such as carefully chosen English language books, magazines, and
newspapers. Graded readers are well known by both teachers and students, readily
available, generally of high quality, easy to use, and very effective for the purposes
of extensive reading. Exactly what are graded readers? Simensen (1987: 42-43)
distinguishes three types of graded reader: (a) authentic readers, not written for
pedagogic purposes; (b) pedagogic readers, specially written for EFL/ESL students;
and (c) adapted readers, which have been adapted from authentic texts. Strictly
speaking, materials in her first category are “graded” after the fact; they include L1
children’s literature and books for young people, known as high interest low
vocabulary books” (the ERIC descriptor), “young adult literature” (Reed, 1985),
High interest--easy reading (Matthews, 1988), or “easy read books” (Abrahamson &
Conlon, 1988: 686). Hill and Thomas (1988: 44) define a graded reader as a book
“written to a grading scheme,” whether it is a simplified version of a previously

written work or an original work written in simple language.

Graded readers are fiction and non-fiction books written or adapted for

language learners of various ability levels. Grading means the material has been
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simplified according to vocabulary, phrasing, sentence structure, and information.
[lustrations and other reading aids may be included within the text. There is a rich
variety of genres available which are appropriate to college and university students
of many interests, including modified versions of popular novels, novels based on
popular movies or TV shows, classics, original stories written for EFL language
learners, science fiction, biographies, travel books, other non-fiction works, and so
on. Hundreds of titles are available from the principal publishers of English language

teaching materials.

Many graded readers now are skillfully and excellently written. A great
variety and quantity of high-quality books is published for English language learners
of all ability levels. Day and Bamford (interviewed in Donnes, 1999: 5) speak

strongly on the authenticity of these reading texts for EFL learners.

Writing for language learners is like any other kind of writing in that the writer
tries to communicate in a way the intended audience will understand. The defining
characteristic of an audience of language learners is its limited linguistic ability (....)
As a result of the writers’ communicative intent, they write authentic, natural, fully-
formed discourse (....) These books deserve the name ‘language learner literature,’
analogous to children’s literature and teenage literature. Increasingly skillful writing
and enlightened editing have given language learner literature the two characteristics
teachers want: appropriateness and authenticity.

Swaffar (cited in Day & Bamford, 1998: 60) clarifies the issue of the
authenticity of graded readers in a convincing manner. “The relevant consideration
here is not for whom the text is written but that there has been an authentic

communicative objective in mind.”

As Sheu (2003) correctly points out, effective extensive reading programs
rely heavily on the teacher to make good judgment about the purchase and use of
appropriate reading materials and rely as well on the teacher’s ability to effectively
guide students in their choices. Thus, for teachers setting out to establish a graded
reader library and to implement an extensive reading program with these books, it is

imperative that they consult these invaluable guides.
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Although graded readers are widely used, research has pointed out some
important problems with them. It is not possible to expect that the simplified version
will reflect the rich language and descriptive elements of the original one, but we do
expect that the graded version will be written in correct English. However, there are
many examples of graded readers that are written in poor English or are empty of
content (Davison, 1986: 20-21; Wallace, 1988: 153-154). In some cases,
understanding the simplified version may become more difficult than the original
version because, for example, cohesion, coherence, and discourse structure are
impaired (Anderson & Armbruster, 1986: 154; Beck & McKeown, 1986: 122;
Harrison, 1980: 134; Hedge, 1985: 20-21; Yorio, 1985: 160).

Some reading experts argue that denying FL learners access to complicated
prose will prevent them from ever learning to comprehend it. Lautamatti (1978:104)

says that we cannot use graded readers because

(...) the reading process relies on a selective use of all possible levels of the
text, and is based on the maximum use of minimum clues [so] it is only by giving
the student material containing all the features naturally occurring in informative
texts, that we can make it possible for him to learn to take advantage of these.

Despite all these claims, it can be said based on the grounds of experience
that there are good reasons for using the extensive reading procedure much more
than it is being used today. One could argue that students “learn to read by reading”
(Smith, 1985: 88) and that “comprehension will take care of itself” (Pearson, cited in
Cooper, 1987: 77). In other words, students with a certain level of ability in English

can learn to read by extensive reading alone.

In brief, the results of various studies with ER have reported positive gains
in different language fields, such as vocabulary, grammar, reading comprehension,
writing, and even listening and speaking. In addition, some researchers have tried to
draw guidelines for successful ER programs so that the practitioners can make use of
them thoroughly. They also indicated that ER programs might have positive effects

on affective variables such as motivation and attitudes. Therefore, defining
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motivation in general, some information about the types of motivation and its
importance on foreign language learning is important. Equally important is to define
and the need to measure L2 reading motivation, since motivation is a multi-

dimensional concept.

Motivation

Definition of Motivation

There is considerable interest today in the notion of motivation to learn a
second or foreign language, but it wasn’t always this way. Before the research of
Gardner and Lambert, it was generally agreed that learning another language
involved intelligence and verbal ability. Concepts like attitudes, motivation and
anxiety were not considered to be important at all. Today, much of this has changed,
and one sometimes gets the impression that affective variables are considered to be
the only important ones. It is clear, however, that learning a second language is a
difficult, time-consuming process, and it would not be surprising if it turned out that
a number of variables, not considered important so far, are found to be implicated in

learning a second language.

However simple and easy the word “motivation” might appear, it is in fact
very difficult to define. It seems to have been impossible for theorists to reach
consensus on a single definition. According to the Webster's, to motivate means to

provide with a motive, a need or desire that causes a person to act.

Motivation is also defined as the impetus to create and sustain intentions
and goal-seeking acts. It is also a desire to achieve a goal, combined with the energy

to work towards that goal (Ames & Ames, 1989).

According to Keller (1983), motivation by definition is the degree of the
choices people make and the degree of effort they will exert. Harmer (2001: 51)
defines motivation as “some kind of internal drive which pushes someone to do

things in order to achieve something”. As stated by Brown (1994a: 152), motivation
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is a term that is used to define the success or the failure of any complex task. Steers

and Porter (1991: 6) deal with three matters while discussing motivation:

o what energizes human behavior,
o what directs or channels such behavior and
o how this behavior is maintained or sustained.

Motivation is thought to be responsible for “why people decide to do
something, how long they are willing to sustain the activity and how hard they are
going to pursue it” (Dornyei, 2001a: 8). Ryan and Deci (2000: 54) state “to be
motivated means to be moved to do something”. Unlike unmotivated people who
have lost impetus and inspiration to act, motivated people are energized and activated
to the end of a task. “Interest, curiosity, or a desire to achieve” (Williams & Burden,
1997: 111) are the key factors that compose motivated people. However, they believe
that arousing interest is not enough to be motivated. This interest should be
sustained. In addition to this, time and energy should be invested and the effect
which is required needs to be sustained so as to reach the aim. According to Steers

and Porter (1991: 6), motivation can be characterized as follows:

. needs or expectations,
o behavior,

o goals, and

. some form of feedback.

Past studies indicate that motivation is affected by affective, social, and
cognitive factors (Relan, 1992). Keller (1983) identified four components of
motivation — i.e., attention, relevance, confidence, and satisfaction —and strategies to
design motivating instruction. Clark (1998) developed a CANE (Commitment And
Necessary Effort) model that identified two processes of motivation: commitment

and necessary effort.

Many researchers consider motivation as one of the main elements that
determine success in developing a second or foreign language; it determines the

extent of active, personal involvement in L2 learning. (Oxford & Shearin, 1994)
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Types of Motivation

Motivation is essential for successful language learning. Motivation is the
factor that arouses, directs, and sustains increased performance (Duttweiler, 1986).
According to Krashen (1985), learners with high motivation, self-confidence, a good
self-image, and a low level of anxiety are better equipped for success in second
language acquisition. Low motivation, low self-esteem, and debilitating anxiety, on
the contrary, can combine to raise a learner’s affective filter and form a mental block
to impede language acquisition. Disagreeing with the concept of cognitive-
centeredness, both Horwitz (1988) and Brown (1987) point out that along with other
affective factors, motivation plays a very important role in language learning. In
addition, Gardner and Lambert’s studies (Gardner & Lambert, 1972; Gardner, 1985)

found a relationship between degree of motivation and successful language learning.

But not all motivation functions the same. From a socio-psychological
perspective, Gardner and Lambert (1972) distinguished instrumental motivation, a
pragmatic purpose to learn the language, from integrative motivation, the desire to
know the people of target language; and found a link between integrative motivation
and higher level of language level achievement. Similarly, Graham (1984) found that
learners’ desire to assimilate into the culture of the target language is a key factor for
the development of learners’ communicative competence. Nevertheless, results on
the study of integrative motivation are not consistent (Au, 1988). Some findings have
indicated that instrumental motivation is as much as or even more related to language
proficiency than integrative motivation (Chihara & Oller, 1978; Oller, Hudson, &
Liu, 1977). As a result, alternative approaches to the study of foreign language
learning motivation have been adopted (Brown, 1990; Crookes & Schmidt, 1991),
and one that has received much attention and is particularly relevant to learning in
the language classroom is the model that distinguishes between intrinsic and extrinsic
motivation (Brown, 1994b; Dicinson, 1995; Williams & Burden, 1997). Intrinsic
motivation is the drive inherent in an activity itself, as when we engage in an activity

for its own sake or merely because it is fun. That is, a student who is intrinsically
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motivated undertakes an activity because of the enjoyment it provides, the learning it
permits, or the feelings of accomplishment it evokes. Extrinsic motivation, on the
other hand, is the force that stems from the work environment external to the task.
Therefore, an extrinsically motivated student performs because of rewards and/or
punishments external to the activity itself. In terms of the impacts of motivation on
learning, it is believed that learners with intrinsic motivation are more successful on
the account that they are willing to accept and meet challenges in order to achieve
satisfaction and enjoyment inherent in the activity or task itself (Deci & Ryan, 1985).
Learners with extrinsic motivation, on the other hand, try to keep away from difficult
tasks to avoid punishment or gain rewards. Chang and Lehman (2002) have found
that students who are more highly intrinsically motivated perform better
academically and are more motivated by an instructional computer-based language-

learning program.

Importance of Motivation in Learning a Foreign Language

Before examining the effect of motivation on second language learning it is
first important to realize that it is one variable, which, combined with other factors,
influences a learner's success. Gardner (1982), in his socio-educational model,
identified a number of factors which are interrelated when learning a second
language. Within the model, motivation is perceived to be composed of three
elements. These include effort, desire and affect. Effort refers to the time spent
studying the language and the drive of the learner. Desire indicates how much the
learner wants to become proficient in the language, and affect illustrates the learner's

emotional reactions with regard to language study.

Gardner’s Socio-Educational Model of language learning includes
“Integrative Motivation” as a key construct, and attempts to measure it together with
other motivational constructs such as “Instrumental Orientation” using a standardized
motivation assessment instrument called the “Attitude/Motivation Test Battery”
(AMTB). The results of Gardner and his associates’ work (Gardner 1979, 1985,
1988; Gardner and Lambert 1959) repeatedly suggest a strong correlation between
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integrative motivation and achievement, and between integrative motivation and

motivational behavior.

Although no one seems to argue against the importance of socio-
psychological aspects of motivation in language learning, a number of criticisms
have been raised against Gardner’s socio-psychological approach to motivation. First
of all, the definition of integrative motivation is ambiguous (e.g. Crookes and
Schmidt 1991). Secondly, too much emphasis has been given on integrative
motivation. As summarized in Au (1988) as the “Integrative Motive Hypothesis”,
Gardner and his associates (Gardner 1979, 1985, 1988; Gardner & Lambert 1959)
consistently found the significant role “Integrative Motivation” plays in second
language. However, many studies (Au 1988; Crookes & Schmidt 1991; Dornyei
1990; Ely 1986; Oller 1981) carried out in different contexts, especially in EFL
contexts found contradictory results. Dornyei (1990), for instance, developed a
motivational questionnaire in order to investigate the components of motivation in
foreign-language learning, assuming that the parameters created for second-language
learning contexts are not directly applicable. The results of the study indicated that
“Integrative Motivation” was weaker than “Instrumental Motivation” for predicting
proficiency. Schmidt, Boraie and Kassabgy (1996) also argued in their study of
Egyptian learners of English that Gardner’s model couldn’t be assumed appropriate
to an EFL context where learners have limited interaction with the target language.
In an EFL context where this study was carried out, it could be assumed that the
concept of “Integrativeness” or “Integrative Orientation” may be a weaker predictor
of success in language learning since students in such a context rarely have chance to

integrate themselves into the target society.

It is clear from these criticisms that unlike other research carried out in the
area, Gardner's model looks specifically at second language acquisition in a
structured classroom setting rather than a natural environment. His work focuses on
the foreign language classroom. The model attempts to interrelate four features of

second language acquisition. These include the social and cultural milieu, individual
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learner differences, the setting or context in which learning takes place and linguistic

outcomes (Gardner 1982).

The social or cultural milieu refers to the environment in which an
individual is situated, thus determining their beliefs about other cultures and
language. It is these beliefs which have a significant impact on second language
acquisition. The second phase of Gardner’s model introduces the four individual
differences which are believed to be the most influential in second language
acquisition. These include the variables of intelligence, language aptitude, motivation
and situational anxiety (Giles & Coupland, 1991). Closely interrelated with these
variables is the next phase of the model, referred to as the setting or context in which
learning takes place. Two contexts are identified, namely, formal instruction within
the classroom and unstructured language acquisition in a natural setting. Depending
upon the context, the impact of the individual difference variables alters. For
example, in a formal setting intelligence and aptitude play a dominant role in
learning, while exerting a weaker influence in an informal setting. The variables of
situational anxiety and motivation are thought to influence both settings equally. The
final phase of the model identifies linguistic and non-linguistic outcomes of the
learning experience. Linguistic outcomes refer to actual language knowledge and
language skills. It includes test indices such as course grades or general proficiency
tests. Non-linguistic outcomes reflect an individual's attitudes concerning cultural
values and beliefs, usually towards the target language community. Ellis (1997)
reasons that individuals who are motivated to integrate both linguistic and non-
linguistic outcomes of the learning experience will attain a higher degree of L2

proficiency and more desirable attitudes.

Why Should Foreign Language Reading Motivation Be Measured?

Although the significance of socio-psychological aspects of motivation in
language learning is widely accepted, as mentioned above, the concept of integrative
motivation has often been an object of criticism. Some researchers (e.g., Crookes &

Schmidt, 1991; Dornyei, 1994) argue that Gardner's definitions of integration-related
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terms are ambiguous whereas other researchers (Crookes & Schmidt, 1991; Dérnyei,
1990; Oxford & Shearin, 1994) claim that the integrative motivational subsystem is
more multifaceted than originally proposed. In part due to such dissatisfaction with
Gardner and his associate's dominant models of motivation, there have been
numerous attempts to redefine second/foreign language learning motivation in the

past decade, (e.g., Crookes & Schmidt, 1991; Doérnyei, 2001b).

Wigtield and Guthrie (1995) tried to conceptualize the nature of motivation
specifically for reading, arguing that motivation to learn can be domain-specific.
Using some motivational theories as reference points, they divided L1 reading
motivation into the following three categories, which entail 11 sub-components:

1. Competence and Reading Efficacy
1) reading efficacy
2) reading challenge
3) reading work avoidance
2. Achievement Values and Goals
Intrinsic motivation:
4) reading curiosity
5) reading involvement
6) importance of reading
Extrinsic motivation:
7) competition in reading
8) reading recognition
9) reading for grades
3. Social Aspects of Reading
10) social reasons for reading

11) reading compliance

Based on their 11 theoretical aspects of reading motivation, Wigfield and
Guthrie (1995) developed the Motivation for Reading Questionnaire (MRQ). Baker
and Wigfield (1999) also administered the MRQ to 371 fifth- and sixth-graders in the
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United States. The statistical analyses of the data obtained confirmed Wigfield and

Guthrie's claim for the multidimensionality of L1 reading motivation.

Considering these findings that suggest the multidimensionality of reading
motivation, Mori (2002) attempted to investigate what comprises foreign language
reading motivation, but with a different sample. His study was designed to fit an EFL
context, drawing upon the model proposed by Wigfield and Guthrie (1995). It was
hypothesized that foreign language reading motivation, although different in some
respects from L1 reading motivation, would be a multidimensional construct, and, to
a certain degree, independent of general motivational constructs. He tried to find out
the major sub-components of motivation to read in English for a sample of university
students in an EFL setting. The results suggest that foreign language reading
motivation closely resembles more general forms of motivation as laid out in
expectancy-value theory and his research confirm the multidimensionality of reading
motivation. The results of a statistical analysis suggest that motivation to read in
English may be divided into four sub-components, namely Intrinsic Value of
Reading in English, Attainment Value of Reading in English, Extrinsic Utility Value
of Reading in English, and Expectancy for Success in Reading in English.

Most students who decide to learn a foreign language may have a mixture of
the above-mentioned reasons. Whether motivated extrinsically, intrinsically,
integratively or instrumentally, it is admitted that learners with high degrees of
motivation are more successful than the ones who are not. What the teachers of
foreign languages should consider is that motivation is a multi-dimensional concept
and the learners need to be motivated. In order to increase learning motivation,
teachers should make use of different techniques including the latest improvements.
One of the main issues in the field of foreign language instruction is the integration

of new technologies in the foreign language classroom.
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Technology and Foreign Language Education
A Brief History

Technology and foreign language education are no longer stranger to one
another. In the sixties and seventies, language laboratories were being installed in
numerous educational settings. The traditional language laboratory was comprised of
a series of booths, each providing a cassette deck, and accompanying microphone
and headphone. Teachers monitored their students’ interactions by using a central
control panel. The basic premise behind this technology was that if verbal behavior
was modeled, and then reinforced, students would quickly learn the language in
question. The language lab activities were therefore grounded in a stimulus-response
behavior pattern. The more drill practice the students encountered, the faster they
would learn the second language. While the language laboratory was a positive step
in linking technology and language education, it was soon recognized that such
activities were both tedious and boring for learners. Furthermore, the amount of
student-teacher interaction was minimal, and individualized instruction was
irrelevant. Besides the pedagogical deficiencies, the audio equipment was
cumbersome and prone to breakdown, and had only one function —to disseminate
auditory input. These factors put together led to a shift to the communicative
approach to second language education, namely, computer assisted language learning

(Singhal, 1997).

Usage of Computers in Language Education

In recent years, computers have started to take place in education. Even
though adopting computer-assisted language learning (CALL) is still a controversial
issue, many new generation students and teachers believe that computer-based
education will improve learning. At the same time, experienced teachers may be
afraid of using this technology in the classroom because they are not familiar with
the technology while novice teachers are more confident, because they might have
experience in using computers when they were students (Russell, Bebell, O’Dwyer,

& O’Connor, 2003; Smith, 2003). However, as we enter the new millennium, there
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are two realities that few people would contest. The first is that English is an

essential world language today. The second is that the computers are here to stay.

Computers were first used for language learning in the 1950s. In 1960s, new
language programs and computer-based activities, which aimed to investigate how
computer-based activities could be developed, took their place in educational
settings. These early examples of CALL, however, were only available at research
facilities of universities, which severely limited their access. With the continuing
development of technology day-by-day, new software and more sophisticated
computers have increased access and expanded capabilities (Chapelle, 2001; Beatty,

2003)

Microcomputers and quality CALL software provided another medium for
language learning. Its potentials as both a teaching and learning tool are widely
written about in the educational literature. At present, there are a variety of computer
applications available including vocabulary, grammar, and pronunciation tutors, spell
checkers, electronic workbooks, writing and reading programs, as well as various
authoring packages to allow instructors to create their own exercises to supplement
existing language courses. In addition to the range of software available, CALL has
also been shown to increase learner motivation (Blake, 1987). Chun and Brandl
(1992) also propose that the interactive and multimedia capabilities of the computer
make it an attractive teaching/learning tool. Computers can provide immediate
feedback to students and students can work at an individualized pace. Software can
be designed to include sound, graphics, video, and animation. Moreover, information
is presented in a non-linear sequence enabling learners to select the exercises or

concepts they wish to review.

Despite the advantages and widespread use of CALL, it continues to suffer
from criticisms for several reasons. Many believe that learning and practicing
grammar rules of a foreign language through fill-in-the-blank exercises, for example,
does little to improve a speaker's ability to produce grammatically appropriate

utterances (Armstrong & Yetter-Vassot, 1994). Others point out that CALL suffers
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from its rigidity in light of the complexities of natural languages. For example, a
program designed to provide drill practice on French verb conjugation is useful for
only that and nothing else. Recently, however, we are beginning to see encouraging
and promising results in the area of CALL software development. Interactive video
and programs which provide more authentic and communicative task-based activities
are being created, which are more in line with the current theoretical and pedagogical

views of learning.

What is the Internet?

While the computer is now used in some form or another in most language
classrooms, and is considered standard equipment in some institutions, the Internet is
also gradually being introduced in the second language classroom as teachers
become more familiar with it. The Internet is a confederation of thousands of
computers from various sectors of society such as education, business, government
and the military. It is a network of thousands of computer networks (Lewis, 1994).
Each individual system brings something different to the whole (databases, library
services, graphs, maps, electronic journals, etc), and the end result is a vast
accumulation of information. It is a worldwide network of computers that interact on
a standardized set of protocols which act independently of particular computer
operating systems, allowing for a variety of access methods to the Internet. There are
two main sections of the Internet. Gopherspace is that part typically accessed through
character-based computer terminals (e.g., a VAX terminal or an older IBM-
compatible personal computer). The World Wide Web, also referred as WWW or the
Web, incorporates graphics and multimedia and it is much more colorful and visually

engaging. It is also easier to use even for new users.

The Web is the fastest growing and most dynamic part of the Internet. The
number of Web sites is increasing at a rate of 3,000% per year as hundreds of new
sites are added each week. As a mirror on society, the Web reflects both depth (i.e.,
there often is a great deal available on a particular subject) and breadth (i.e., an
extremely wide variety of subjects are available). For example, 293 Web sites are

accessible for those interested in dance. There are 698 sites devoted to hobbies, 3,713
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to games, and 4,576 to sports. World Wide Web documents are generally written in
nonsequential sections, or hypertext. In hypertext, the user can jump from topic to
related topic throughout the Web, picking out a path along the way (the term for this
kind of navigation is “surfing”). The emergence of hypertext as an organizational
feature of the Web is significant; it may influence literate behavior and textual forms

well into the next century (Reinking, 1994).

It can be used to both exchange information through electronic mail,
newsgroups, listservs, professional on-line discussion groups, and so forth, as well as
to retrieve information on a variety of topics through the World Wide Web.
Regardless of whether one uses the Internet or not, one must be clear about the fact
that we have entered a new information age and the Internet is here to stay. Because
the use of the Internet is widespread in numerous fields and domains, without doubt,
it carries great potential for educational use, specifically second and foreign language

education.

The Internet as a Teaching and Learning Tool

Although the Internet has been available to most people, only recently have
educators been realizing the potential the Internet can have in second and foreign
language classrooms. The Internet has been used by some language instructors in
creative ways - one of these innovations being use of electronic mail (e-mail), a
specific feature of the Internet. E-mail can encourage students to use computers in

realistic, authentic situations in order to develop communicative and thinking skills.

Chat rooms can also be carried out through e-mail. In this situation, two or
more individuals can talk on-line about various topics or issues. Such experiences
once again stimulate authentic communication and assist students in developing
specific communication skills such as arguing, persuading, or defending a particular
point. Listservs from around the world can offer news and discussion groups in the
target language providing another source of authentic input and interaction.
Cononelos and Oliva (1993) organized e-mail exchanges between entire classes of

students in order to generate discussion, improve writing skills, and promote peer
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interaction. In this particular project, advanced level Italian students employed e-mail
newsgroups to improve both their writing, as well as their knowledge of
contemporary Italian society. In this manner, the teaching of culture was also
facilitated through the immediate feedback and contact of L2 speakers who were
interested in informing others about their culture. Without a doubt e-mail can provide
authentic communication and can foster awareness of both the language learner and

the languages they are learning.

In addition to the communication benefits of the Internet, the Internet can be
used for retrieving and accessing information. The World Wide Web is a virtual
library at one's fingertips; it is a readily available world of information for the

language learner.

The Web pages contain not only text and pictures but also sounds, music,
animation and movies and are linked together differently to the linear method of
books and page numbers through the use of hyperlinks whereby clicking on a textual

or graphic link transports you directly to a different page in a different book.

Linda Mak (1995) lists some ways in which language learning on the Web

is different from conventional classroom learning:

Traditional Language Learning Web-based Language Learning
Linear presentation Hypertext, Multimedia
Not motivating High motivation
Receptive learning Self-paced, Self-access
High teacher control High learner control
One-to-many (teacher to students) Individual + many to many
Limited resources Unlimited, update information

Perhaps one of the most essential pedagogical principles of language
teaching is one that emphasizes the study of language in a cultural context. It is

believed that language and culture are inextricable and interdependent;
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Understanding the culture of the target language enhances understanding of the
language. To this end, the Internet is a valuable resource to both language teachers
and learners. The Internet can also be used to acquire information from language
resources for a variety of purposes. For example, students can access current
information from countries around the world. They can obtain geographical,
historical, social/cultural, economic, and political information from the countries in
which the target language is spoken. Students can read web versions of daily
newspapers and same-day news reports from various sources (Armstrong & Yetter-
Vassot, 1994). Such experiences can allow learners to participate in the culture of the
target language, which in turn can enable them to further learn how cultural

background influences one's view of the world.

The Internet also serves as a medium for experiencing and presenting
creative works. While students can peruse the information on the Net, they can also
use it as a platform for their own work such as essays, poetry, or stories. Numerous
public schools, for example, are making use of the World Wide Web for publishing
student work which can be accessed by other web users. Students therefore become

not only consumers of content, but in fact generate the content.

As Mike (1996) describes, the use of the Internet has also been shown to
promote higher order thinking skills. A language teacher, for example, may instruct
learners to search for specific information. Searching the Web requires logic skills.
Once information has been obtained, the results must be reviewed which requires
scanning, discarding, and evaluative judgment on part of the learner. The information
must be put together to make a complete and coherent whole which entails the
synthesis process. Such an endeavor permits students to practice reading skills and
strategies. The Internet also promotes literacy for authentic purposes, as stated
previously. In addition to being a supplement to reading materials, especially current
information, when students are exploring the Net, they are essentially exploring the
real world. Such browsing or exploration can also lead to incidental learning as they

encounter a variety of information in this way.



29

Lastly, the Internet provides supplemental language activities which can
provide students with additional practice in specific areas of language learning.
These include reading tests and comprehension questions, grammar exercises,
pronunciation exercises possible through the available multimedia capabilities, cloze
tests, vocabulary exercises, and so forth. Students can search the Web for such sites,
or teachers may recommend specific sites on the Web. Published lists are also
available from various sources. For example, Paramskas (1993) offers a list of sites
for both language teachers and language learners, some of which relate to issues of
language learning, others which use language as a medium for discussion of culture

or current affairs, and others which assist in locating native speakers.

Reasons for Using the Internet in English Classes

Learning to use computers provides a strong intrinsic motivation for
learning English. For most of the students, using computers is still a relatively new
(and thus exciting) experience, so students are eager to use computers in class. The
effect of computer use on the motivation of students has been investigated in detail
(Chang & Lehman, 2002; Gale, 1991; Klein, 1990; Song & Keller, 2001; Watts &
Lloyd, 2001).

In addition to increasing student motivation, the Internet has tremendous
potential as a tool for teaching EFL. Sayers (1993) mentioned that network-based
technology can contribute significantly to:

1. Experiential Learning: The World Wide Web makes it possible for students
to tackle a huge amount of human experience. In such a way, they can learn
by doing things themselves. They become the creators not just the receivers
of knowledge. Information is presented in a non-linear way and users develop
more flexible thinking skills and choose what to explore.

2. Motivation: Computers are most popular among students as they are often
associated with fun and games. Student motivation is therefore increased,
especially whenever a variety of activities are offered. This in turn makes

students feel more independent.
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3. Enhanced student achievement: Network-based instruction can help pupils
strengthen their linguistic skills by positively affecting their attitude towards
learning and by helping them build self-instruction strategies and promote
their self-confidence.

4. Authentic materials for study: All students can use various resources of
authentic reading materials either at school or from their home. Those
materials can be accessed 24 hours a day at a relatively low cost.

5. Greater Interaction: Random access to Web pages breaks the linear flow of
instruction. By sending E-mail and joining newsgroups, EFL students can
communicate with people they have never met. They can also interact with
their own classmates. Furthermore, some Internet activities give students
positive and negative feedback by automatically correcting their on-line
eXercises.

6. Individualization: Shy or inhibited students can be greatly benefited by
individualized, student-centered collaborative learning. High fliers can also
realize their full potential without preventing their peers from working at their
own pace.

7. Independence from a single source of information: Although students can still
use their books, they are presented with opportunities to escape from canned
knowledge and discover thousands of information sources. As a result, their
education fulfils the need for interdisciplinary learning in a multicultural
world.

8. Global Understanding: A foreign language is studied in a cultural context. In
a world where the use of the Internet becomes more and more widespread, an
English Language teacher's duty is to facilitate students' access to the web
and make them feel like citizens of a global classroom, practicing

communication on a global level.

Using the Internet for Strengthening Reading Skills.-An important
principle of communicative language teaching is the use of authentic materials. A
great deal of research has been conducted on how to integrate such materials along
with pedagogically well-designed reading tasks into the foreign language curriculum

(Lee & VanPatten, 1995; Omaggio-Hadley, 2001).
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In principal, the approach to task and lesson design of Internet-based
reading materials should follow the same guidelines suggested in the literature on
reading methodology. Needless to say, the open-ended structure of the Internet limits
the possibility of a text-specific and interactive teacher-student approach.
Furthermore, the use of the Internet as a learning environment requires some
technological skills and knowledge. This raises the question on how to take full
advantage of the vast amount of Internet resources. In particular, what technological
skills are necessary and how learning tasks that make Internet-based resources

accessible to the learners can be designed.

Furstenberg (1997: 24) suggests student tasks should “exploit the
associative nature of hypertext or hypermedia so that students can collaboratively
discover and construct new connections, which they combine in a coherent whole”.
She sees the role of the instructor or Web designer as that of designing “tasks that
enable students to tell us what they have seen, learned, or understood and that enable
students to work collaboratively to create valid arguments, contexts, and stories that

they can support, illustrate, and justify.”

An effective way to engage FL students in an active-interactive reading
process is also to have them write about what they read. Writing about one’s reading
experience seems to facilitate reading comprehension and leads to the discovery of
the different factors that intervene in the reading process (Martinez-Lage, 1995). In
addition, the choice of tasks to be given to the learners is of great importance.
Warshauer & Whittaker (1997) recommends that computer-mediated communication
activities be experiential and goal-oriented, and that tasks be consistent with
principles of situated learning (i.e., that learners engage in meaningful tasks and
solve meaningful problems that are of interest to the learners and can also be applied

in multiple contexts).

When shifting from teacher-centered to student-centered designs, the
students’ levels of proficiency play an increasing pivotal role that also need to be

taken into account. The learners need to have a minimal functional proficiency that
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allows them to explore an open-ended environment as the Internet without the
intervention of an instructor. Nevertheless, the degree of teacher and student
involvement in making decisions regarding the choice of resources, the scope of
learning environment, and comprehension tasks closely correspond to the learner’s

level of language expertise.

Extensive Reading through the Internet

Encouraged by students’ reaction, a reading online project was started in
1999. The diskette was partially eliminated and a new version of the ER emerged.
Thus, by the time Discover, Scientific American, the Economist, Newsweek, Time,
and a host of magazines went online, the author turned to the Internet to give
complete freedom to students to access texts of their choices and submit their work
to a web site. Two procedures were designed, one involving the author’s own web
page and one involving a Yahoo Group. The former procedure, simply asked
students to open two websites: www.discover.com and www.Juanpino.com. In the
first site, students would find authentic, scientific texts written in English for native
speakers and in the second site, students would find the electronic version of the
worksheet used in the paper-based program. The worksheet was programmed in Java
script and required students to provide the information by clicking their mouse to
mark a simple checkmark. A space was left at the end to write the main idea of the
text. By pushing the button submit, all the data and main ideas written by the
students were housed in a server that kept all the information collected in the
electronic worksheets. By using these two web pages, students worked outside class-

time at their own pace and their own time in a completely autonomous manner.

After three years in place, this fancy arrangement ran into problems. First,
personal fundings were quickly running out and attempts to finding alternative
funding sources failed. Secondly, by the third year, the program was attracting an
average of 40 to 58% of students in whole classes. Compared to the face-to-face
scheme, web-based extensive reading program was falling behind expectations. A
new perspective was deemed necessary. The second procedure was implemented in

2002. It involved the use of a Yahoo Group — readingonlinel — perhaps the most
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successful and cheapest tool thus far at the disposal of teachers who may wish to
adopt an ER approach. This site immediately attracted a larger number of students to
do the extensive reading through the Internet, mainly because students were familiar
with the Internet and Yahoo was already familiar to most students for different
reasons. A web page Http://USB.Profs/jpino, held some 100 suggested texts,
categorized by scientific discipline (Biology, Chemistry, etc), from which students
selected the text to be read online. The same page had a link to the yahoo group

where students posted the main idea of the texts they read.

This web-based ER procedure is in constant change following research and
students’, teachers’ and research assistants’ suggestions. A case in point is the
follow-up task. At this point only the main idea is being requested and although it
appears to be working well, this is yet to be confirmed by on-going research (Pino-

Silva, 2006).

Internet-based Activities

According to March (1998) the Internet holds such a wealth of possibilities
that it is important to choose the kind of Internet site that supports the learning goal.
He describes six different types of web activities as follows:

1) Topic Hotlists, which are simple theme-based links to resource sites.

2) Knowledge Hunts, which also include worksheets to guide students and
encourage them to find specific pieces of information.

3) Subject Samplers, which are similar to the above, but intended to provoke an
emotive response, or help students "connect emotively with a subject."”

4) Insight Reflectors, which ask students to "look more deeply" into a subject,
examine their own point of view, and produce written work based on that
examination.

5) Concept Builders, where students "analyze a series of examples that illustrate a
concept,”" and develop their own explanations and hypotheses to describe it.

6) Webquests, where students "engage in critical thinking," most often by adopting

different roles that orient their investigations towards specific goals.
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What is a Webquest?

Bernie Dodge of San Diego State University was one of the first people to
attempt to define and structure this kind of learning activity. According to him, a
webquest is an “inquiry-oriented activity in which some or all of the information that

learners interact with comes from resources on the Internet (....)”" (Dodge, 1995)

This definition has been refined over the years, and adapted for various
different disciplines. Benz (2001) describes a webquest as follows: A “Webquest” is
a constructivist approach to learning (....) Students not only collate and organize
information they have found on the web, they orient their activities towards a
specific goal they’ve been given, often associated with one or more roles modeled on
adult professions. Since students have to participate in the elaboration of their
learning strategies, the level of autonomy and creative production they attain is
increased. With the proper guidance and “scaffolding” students can accomplish far
more actual learning than in traditional transmission-of-knowledge situations that so

often leave them wishing they were anywhere but in the classroom.

According to March (2003: 43) a “Webquest” is

(...) ascaffolded learning structure that uses links to essential resources on the
World Wide Web and an authentic task to motivate students’ investigation of a
central, open-ended question, development of individual expertise and
participation in a final group process that attempts to transform newly acquired
information into a more sophisticated understanding.

Essentially, then, we might consider webquests to be mini-projects in which
a large percentage of the input and material is supplied by the Internet. Most
Webquests are designed so that students can integrate complex concepts of a specific
discipline—for example, science, music, art, or history—with new technologies
(Dodge, 1995; Abraham, 1998; Cotton, 1998). The principles underlying Webquests
are those of constructivism. Internet technology is integrated into the course
curriculum, thus enabling students to learn by constructing their perceptions of

complex concepts.
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Parts of a Webquest.- Webquests have now been around long enough for
them to have a clearly-defined structure. However, this structure should only really
be taken as a basic guideline and teachers should design their webquests to suit the

needs and learning styles of their group.

Webquests are deliberately designed to make the best use of a learner’s
time. There is questionable educational benefit in having learners surfing the net
without a clear task in mind, and most schools must ration student connect time
severely. To achieve that efficiency and clarity of purpose, Webquests should contain

at least the following parts:

e An introduction that sets the stage and provides some background
information;

e A task that is doable and interesting;

e A set of information sources needed to complete the task. Many (though not
necessarily all) of the resources are embedded in the Webquest document
itself as anchors pointing to information on the World Wide Web.
Information sources might include web documents, experts available via e-
mail or realtime conferencing, searchable databases on the net, and books and
other documents physically available in the learner's setting. Because pointers
to resources are included, the learner is not left to wander through webspace
completely adrift.

e A description of the process the learners should go through in accomplishing
the task. The process should be broken out into clearly described steps. Some
guidance on how to organize the information acquired. This can take the
form of guiding questions, or directions to complete organizational
frameworks such as timelines, concept maps, or cause-and-effect diagrams.

e A conclusion that brings closure to the quest, reminds the learners about what
they've learned, and perhaps encourages them to extend the experience into

other domains.
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Why Webquests Are Used in Second Language Instruction.- From the
point of view of second language learning, webquests are in connection with the

methodological approaches of Content Based learning and Task Based Learning.

Exposure, use and motivation are three essential conditions for language
learning. One without the others, or even two without the third, will not be
sufficient. (...) W

e have a fourth condition, which although not totally essential, is highly
desirable. (...) It is generally accepted that instruction which focuses on language
form can both speed up the rate of language development and raise the ultimate

level of learners’ attainment. (Willis, 1996: 15)

Chapelle (2001) establishes six criteria for CALL evaluation: Language
learning potential, meaning focus, learner fit, authenticity, impact and practicality. If
an element of direct instruction is included in the original webquest model, this will
guarantee that the webquest is a language oriented activity and the student will be
aware of their language learning experience. Thus, the webquest will fulfill the

criteria and the four essential conditions for language learning.

According to March (1998), there are many compelling reasons for using

webquests in the classroom, including:

e They are a relatively easy way for teachers to begin to incorporate the
Internet into the language classroom, on both a short-term and long-term
basis —no specialist technical knowledge is needed either to produce or use

them.

e Webquests foster cooperative learning. Since Webquests are concerned with
complex topics, students have to cooperate and take on specific roles to

complete the task.

e They can be used simply as a linguistic tool, but can also be interdisciplinary,

allowing for cross-over into other departments and subject areas (where
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applicable). This can often give them a more 'real-world' look and feel, and

provide greater motivation for the learner.

e They encourage critical (or higher level) thinking skills, including:
comparing, classifying, inducing, deducing, analyzing errors, constructing
support, abstraction, analyzing perspectives, etc. Learners are not able to
simply regurgitate information they find, but are guided towards a

transformation of that information in order to achieve a given task.

e They are both motivating and authentic tasks (if well-designed) and
encourage learners to view the activities they are doing as something “real”
or “useful”. This inevitably leads to more effort, greater concentration and a
real interest in task achievement. This, coupled with real-life material and
input, can be a greater motivator than outdated course books and other such

teaching materials.

How Webquests are Used in Second Language Instruction.- In a
Webquest, students go beyond mere fact finding by studying a controversial issue in
order to analyze its components and suggest a solution (Krauss, 2000). First, they
need to learn some basic background information about the issue. Then, working in
small groups, students become ‘“‘experts” on some aspect of the problem by analyzing
the Web sites given to them by the teacher. Finally, students complete a real world
activity such as e-mailing elected officials or presenting their interpretation to
recognized experts on the topic (Krauss, 2000). Research on Webquests has focused
on their use for interdisciplinary teaching (Pohan & Mathison, 1998) and cooperative
learning (Brucklacher & Gimbert, 1999). Webquests also promote learner motivation
and skills in problem solving and decision-making (Cotton, 1998; Seamon, 1999).
Most Webquests are intended for middle or high school, but their use at university

level has also been explored (Abraham, 1998).



38

Purpose of the Study

Research in ER has been undertaken to demonstrate that language gains of
many types occur from exposure to simplified second language texts. Research by
Hafiz & Tudor (1990), Cho & Krashen (1994), and Renandya, Rajan & Jacobs
(1999) among others, report linguistic gains as a result of ER. Reading extensively
has also been reported to increase motivation to read and the development of a
positive attitude to reading in the second language (Cho & Krashen, 1994, Evans,
1999; Hayashi, 1999). Oral proficiency was (anecdotally) said to have improved
after reading large amounts of text (Cho & Krashen, 1994). There are a considerable
number of vocabulary studies that report gains in vocabulary from ER (Dupuy &
Krashen, 1993; Grabe & Stoller, 1997; Hayashi, 1999; Mason & Krashen, 1997 are
just a few examples). Almost all of this research has been done by researchers who
wish to show ER in a good light and there is considerable cross-citation within this

literature which is used as evidence to support the claims made in the research.

The studies aiming to highlight the gains from ER have some concerns.
Firstly, in several studies (e.g. Evans, 1999; Mason & Krashen, 1997) extra time for
contact with English was given to the experimental group. In Evans (1999) the ER
group had extra reading while the controls did not. This means that with this design
we will not be able to see the comparative benefit of ER over other methods as more
exposure in one group will bias the results to that group, thus we should be cautious

in interpreting the effectiveness of this research over other methods.

Secondly, there are some outside factors affecting the subjects and their
gains from ER. In one study (Hafiz & Tudor, 1989) the data were collected in the
UK despite the fact that the subjects were living in a Punjabi community. The effect
of outside exposure in the community at large and from their other classes at school

was hardly mentioned as influential in the study.

Thirdly, ER is typically compared with instructional approaches which do
not have the benefit of the ‘rich’ environment of the ER approach (Coady, 1997a).
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Comparisons are made with ‘audiolingual approaches’ (Elley, 1991), or ‘regular

classes’ (Mason & Krashen, 1997).

The positive effect of ER on motivation and attitude to reading is very
commonly reported (e.g. Evans, 1999; Elley, 1991; Hayashi, 1999). Some of these
data come from formal post-reading interviews but much of this evidence is
anecdotal. While there are measures of motivation and ways to reading confidence,
only in very few of them these techniques have been used to provide quantitative

data.

Quite a number of these studies were probably influenced by contaminating
factors. Firstly, the subjects did not finish all their reading (Pitts, White & Krashen,
1989), or the same children were used as both the experimental and control group
(Elley, experiment 1, 1991). Secondly, contamination was in evidence when the
instruction was very similar in both control groups and treatment groups. For
example, in Robb and Susser (1989) both the treatment group and the control group
received reading strategy. Thirdly, in Dupuy and Krashen (1993) for example, the
subjects were told to expect a test at the end of the reading and viewing, which in
their academic settings it is to be expected that students who are told they will be
tested would try extra hard to do well and this may have affected the results to reach

above a ‘natural’ acquisition level.

In some studies there was excellent reporting and in others there was very
little detail. For example, we know very little about the effect of the subjects’
background in learning French in the Dupuy and Krashen’s (1993) study. In other
studies the amount of reading that was done was left unreported (e.g. Elley, 1991,
experiment 2; Constantino, 1994), or there is insufficient reporting on how much was
read. Not knowing how much was read makes interpretation almost impossible, but a

lack of detail can also affect interpretation.

The use of computer as a teaching/learning tool has been investigated in

many studies. However, the studies have revealed conflicting results. While some
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studies related to computer use or CALL (Computer Assisted Language Learning)
programs revealed very positive results on the motivation of the students (Chang &
Lehman, 2002; Gale, 1991; Klein, 1990; Song & Keller, 2001; Watts & Lloyd, 2001)
and tried to show the improvements as a result of computer use (Pennington, 1989;
Stevens, 1984; Taira, 1994; Windeatt 1986), in the others authors reported the
discontent of the teachers or learners with the computers or CALL. (Chen, 1996;
Mohan, 1994; Windeatt, 1986) Similarly, the use of Internet as a foreign language

teaching/learning tool has some controversies.

In the studies mentioned above, the effects of ER on different language
fields have been studied. However, most of them have some limitations and their
methodology brings about some questions on the interpretations of the results.
Furthermore, to our knowledge, the usage of webquests as extensive reading have
not been used in scientific research yet. In addition, the effects of conventional ER
activities and webquests on several variables known to affect language capacity of
EFL learners have not been studied, either. In the age of technology and Internet,
some research investigating the effect of webquests on EFL learners should be done.
This study will provide the field of language teaching with more sound information
on the effect of these web-based projects and will enable the experts and
professionals in the foreign language instruction field to compare the conventional

extensive reading programs to web-based extensive reading activities. .

Significance of the Study

Researchers of extensive reading programs are very positive about the role
such an approach can play in both improving reading skills and developing learner
language. It has long been claimed that ‘we learn to read by reading’ and teachers in
most schools are well aware of the importance of wide reading in the language
development of their students. Researchers also claim a significant role for reading in
the learning of a second language. Nuttall (1996: 128) states, “The best way to
improve your knowledge of a foreign language is to go and live among its speakers.
The next best way is to read extensively in it.” Combining technology and EFL

methodology has a rising trend in recent years. In the age of information, the
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Internet, without doubt, is the largest information source. Therefore, integrating the
information presented via the Internet to the EFL classes is inevitable. Knowing the
effects of this source on the language abilities of the learners is quite exciting. As
language teachers, our purpose should be to have our students make use of this vast
source effectively. However, letting our students alone in this wide area will cause
them to waste a lot of time and use this technology for harmful purposes. Therefore,
in this age of technology and information, each foreign language teacher should

know how to integrate this technology in their classes to be helpful to their learners.

Since the positive effects of ER is known to improve language abilities, it is
also important to know how the Internet can be utilized as an ER source. The
findings are supposed to help scientists and instructors in the field of English
language teaching to be aware that whether web-based activities or conventional ER
activities are more effective to enhance the EFL students’ language abilities in
different fields in addition to increase their L2 reading motivation. In addition, this
research makes a path for further research and gives some implications to anyone in

the field.

Research Questions

The research questions to be answered in this study are as follows:
1. Do traditional ER and web-based reading activities (webquests) differ in

enhancing EFL learners’ language proficiency?

2. Do traditional ER and web-based reading activities (webquests) differ in

enhancing EFL learners’ foreign language (L.2) reading motivation?

3. Is there a relationship between L2 reading motivation and language

proficiency?

4. What are the thoughts of learners on traditional ER activities and web-based

reading activities (webquests)?
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Assumptions of the Study

The study was conducted under the following assumptions:

1. The students included in this research answered the questions in the
proficiency tests, the items in the scales aiming to measure their foreign
language reading motivation, and the questions in the interview honestly and
sincerely.

2. The research sampling represents the whole group.

3. The research model used is congruent with the purpose and the subject matter

of the study.

Limitations of the Study

This study was conducted with only 24 students serving as experiment
groups and a 12-student control group. To supply close interaction with the subjects,
the researcher avoided forming more crowded treatment groups. In addition, due to
the technical requirements, i.e. the necessity to have a computer with the Internet
connection, experimental group subjects were chosen from among the ones who
fulfilled this requirement. Moreover, beginner and Elementary level students were
excluded because in order to follow both the conventional and the web-based ER
programs, the level of the students should be above the elementary level.
Experimental groups were formed randomly from among the ones fulfilling the

aforementioned criteria.
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CHAPTERII

LITERATURE REVIEW

In this chapter studies on extensive reading through graded readers and
studies related to the use of the Internet on language teaching and learning are

presented in detail.

Studies on Extensive Reading through Graded Readers

Despite the growing amount of research supporting the use of extensive
reading for improving second language competence, many teachers are still uncertain
about how effective it is. Mason and Krashen (1997) carried out a series of research
to see whether extensive reading is also viable in a foreign language acquisition
environment; whether the students lacking the grammatical knowledge and
vocabulary can benefit from extensive reading as well as the motivated and
successful students; whether extensive reading can be enhanced by the use of
output/writing activities in the foreign language and whether the effect of extensive

reading is reliable.

In the first experimental procedure they investigated whether so-called bad
students or failures in EFL could improve with an extensive reading treatment.
Subjects were members of two EFL/reading classes at a women's university in
Osaka, Japan. The comparison group consisted of second year students in the general
education curriculum. The experimental class was designed for students who had

failed EFL classes, termed a Sai Rishu (retakers) class. Since The Sai Rishu class
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students were not successful in adopting the traditional curriculum followed in the

first semester, a new approach was tried for the second semester with them.

While the comparison group continued with traditional instruction, the Sai
Rishu class spent the second semester reading graded readers, both in class and as
homework. Students were required to read 50 books during the semester, and were
also required to write short synopses and keep a diary in Japanese recording their
feelings, opinions, and progress. Books ranged from the 600 to the 1600 word level.
During class sessions, the teacher checked students’ notebooks, discussed their
reading with them, and encouraged them. By the end of the semester, some students
had read over 40 books, and the average number of books read was about 30. A 100-
item cloze test, written at the sixth grade level, was given as a pre-test and post-test

to both groups.

Experiment 2 was designed to establish the reliability of the effect of
extensive reading with two additional groups, one from a prestigious university and
one from a junior college in one academic year. A total sample size of 128 students,
from the English literature department and from a junior college participated in this
experiment. The experimental classes in each institution read from graded readers.
Students read at their own level and at their own pace. When students finished a
book, they wrote a summary of the book in English (from a half to a whole page),
then wrote an “appreciation” of the book in Japanese as well as reflections on their
reading comprehension. Students also chose one book each week and told a partner
about the book in English. Regular classes were taught the traditional way, focusing
on direct teaching of reading comprehension and intensive reading of short, difficult,
assigned passages, which necessitates a great deal of dictionary work. All students
were pre- and post-tested on the same 100-item cloze test used in Experiment 1. In
addition, the experimental students wrote a summary of the first book they read, and
repeated this procedure with a different book at the end of the academic year. These
summaries were rated by three native speakers. They were asked to rate each essay
as “good”, “average”, and “not good”, using any criteria they wished. In addition,

experimental subjects also filled out a brief questionnaire during the final session.
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Experiment 3 was designed to test the possibility of the “simple writing
hypothesis”, the claim that writing without feedback will cause language acquisition.
In the third study, groups differed in the language used for writing their summaries.
In addition, a comparison group was used that had extensive work on cloze exercises.
Another way in which this study differed from the others was the fact that more
books were available. In Experiments 1 and 2, a total of about 100 texts were
available. In Experiment 3 setting, there were over 3000 books from which the

subjects had the chance to choose.

The clearest result they found is that extensive reading was a consistent
winner in all three studies. In the first study, “reluctant” EFL students who did
extensive reading for one semester made superior gains compared to a traditional
class, nearly catching up to them by the end of the semester. In the second study,
which lasted for one year, extensive readers in four-year and two-year colleges
outperformed traditional students. In the third study, extensive readers who wrote
summaries of the books they read in English outperformed traditional students who
focused on practicing cloze exercises on a test of reading comprehension and had
better gains on a cloze test. A group that wrote their summaries in Japanese also
outperformed comparisons, but the difference was only significant for the reading
comprehension test. This group, however, made the best gains in writing and reading
speed, exceeding both the comparison group and the group that wrote summaries in

English.

Taking all cloze and reading comprehension comparisons into
consideration, extensive readers made better gains in six out of seven cases and were
worse in none. Study 3 attempted to determine whether the fact that students wrote
their summaries in English had any impact on their progress. While the results of one
comparison supported the output hypothesis, most of the data did not. In fact, those
who wrote summaries in their first language made superior gains in writing and

reading speed.
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An interesting study was carried out by Leung (2002), in which the
researcher acted as the subject of this research and called herself Wendy. Wendy
lived in Hong Kong for 20 years where she learned Chinese as her first language and
English as a second language. She had taken a few Japanese lessons 10 years before
the study, but she had forgotten most of the expressions she had learned. Therefore,
she had to relearn hiragana as a beginning learner of Japanese at the time she began
this study. The goals of this study were to discover the effectiveness of extensive
reading and to better understand the extensive reading process from the perspective
of a foreign language learner. She wanted to see whether extensive reading leads to
vocabulary acquisition; whether extensive reading promotes reading comprehension
and positive attitudes toward reading; and what challenges a beginning foreign
language learner faces in the extensive reading process and how the learner deals

with these challenges.

Since Wendy could not find any Japanese courses featuring extensive
reading for beginning learners, an ideal way to carry out her study was to set her own
course. After the necessary preparation, she set some goals for her depending on the
suggestions from the research in this field and furthered her study accordingly. By
the end of the study, Wendy had read 32 books which covered about 1,260 pages of
simple Japanese text, of which 483 pages came from comic books and 170 pages
from children’s textbooks. Due to Wendy’s limited Japanese proficiency, she was not
able to read a variety of materials in terms of genre. However, she was able to read a
variety of children’s stories of interest to her which included some traditional
Japanese stories. She read books with which she felt comfortable and ones that were
interesting to read. Since Wendy did not study Japanese in a classroom setting, there
were no follow up tasks in the study. She only kept a journal regarding her own
progress and experience about her study could be considered as a task related to
Wendy’s reading which was done in a low anxiety environment. Wendy spent an
average of one hour studying and reading Japanese each day. Every day after her
study, Wendy reflected on what she learned that day and wrote in her journal issues
that concerned her. Then she gathered her notes and made one to two diary entries

recording her experience and progress for the week. The diary was written in
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English, which is the language she had been using to write her personal journal for

more than 8 years.

In order to triangulate the subjective data from journal entries and provide a
more objective view, other sources of data were used to evaluate Wendy’s progress
in her learning as part of the study during the second stage. First, the tutoring
sessions containing discussions of various reading passages and Wendy’ questions
about Japanese and her tutor’s comment and oral reading were tape-recorded. A
second source of evaluation was a vocabulary test created by a Japanese graduate
student who randomly selected a sub-sample of 150 words from a word list of 689
words in Japanese for Busy People. 50 words were randomly selected for the first
test (version A) and 50 words for the second test (version B). The answers were

marked by the test constructor and scored by the researcher.

Results of the vocabulary test showed that Wendy’s vocabulary knowledge
improved by 23.5% in one month. The largest improvement was manifested in her
ability to identify words and use them to construct more semantically and
grammatically correct sentences in the second test (from 10% on the first test to 16%
on the second test). In addition, her responses in the "don't know the word" answers
(categories 0 and 1) decreased slightly in the second test. The gain in vocabulary
knowledge as assessed by Wendy’s ability to use words in sentences resulted form
the largest linguistic input she received through extensive reading and her increased

knowledge in Japanese grammar and sentence structure through self-study.

As a result, the researcher suggested that language learners, especially those
who have never experienced the benefits of extensive reading, may find it
challenging to find the time, discipline, and commitment to read extensively at the
beginning. The problem will probably be resolved as they begin to experience the
impact of extensive reading during the reading process. Once a routine is established,
with constant encouragement from friends and teachers, reading can become a part of

learners' daily activities and provide a nice break from other intensive studies.



48

The researcher concluded that learning to read a new language is not an easy

task, but it does not necessarily mean that one cannot find enjoyment in the process.

If learners are given the opportunity to read extensively for pleasure and develop a

passion for reading, they can become more eager to learn the necessary reading skills

and vocabulary they need in order to enjoy what they read. In addition, extensive

reading also gives learners more control over and confidence in their own learning.

She emphasized that in light of research that shows the benefits of extensive reading,

it is worth incorporating extensive reading into the reading curriculum.

In recent years, there are studies confirming the view that vocabulary in

second or foreign language can be acquired through reading. The following table

taken from Waring and Takaki (2003) is a summary of the studies in which

vocabulary gains of the subjects as a result of extensive reading are given:

Table 1

A Representative Sample of Often Cited Studies of Vocabulary Growth from
Reading in a Foreign Language

Study Population | Exposure | Materials | Type of Vocabulary gains
read test used
Pitts, White |35 ESL 6700 words | 2 chapters of | Multiple- 6.4%
& Krashen learners Clockwork choice (MC)
(1989) Orange with | test
experiment 1 123 nadsat
words
Pitts, White |16 ESL 6700 words | 2 chapters of | MC test 8.1%
& Krashen learners Clockwork
(1989) Orange plus 2
experiment 2 scenes of the
video
Day, Omura |92 High 1032 words | Short story MC test 1/17 words (5.8%) and
& Hiramatsu | school EFL 3/17 words (17.6%)
(1991) & 200 (scores above controls who
university did not see the text)
EFL learners
Dupuy & 42 ESL 15 page of | French text MC test 6.6 words above controls
Krashen learners text plus watched
(1993) a video
Hulstijn 65 EFL 907 words | Advertisemen | State the 1 of 13 words (7.6%)
(1992) learners t in Dutch meaning of
12 words
Horst, Cobb |34 EFL 21.232 A full native |MC & word |4.62 of 23 MC the words
& Meara learners words speaker novel |association | unknown before reading
(1998) test (20.0%) 1.8 of 13 (16%) of

the word associations
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However, some studies suggest that incidental vocabulary acquisition is a
time-consuming and unpredictable process and, therefore, the researchers cannot
help thinking whether this approach is suitable for second language learners
(Paribakht & Wesche, 1997; Zimmerman, 1997; cited in Pigada & Schmitt, 2006).
Studies of implicit vocabulary acquisition have shown that learning through
extensive reading is not only possible, but is almost certainly the means by which
native speakers acquire the majority of their vocabulary (Saragi, Nation, & Meister,
1978). For such learning to occur, however, the reader must understand
approximately 95% or more of the running words in the text (Laufer, 1989; Nation,

1990; Parry, 1991) in order to infer meaning.

Despite the abundance of the studies, the limitations related to extensive
reading makes the process quite controversial and one cannot easily claim that the
process of incidental vocabulary acquisition has been thoroughly understood. In an
attempt to further this understanding, Pigada and Schmitt (2006) conducted a case
study to investigate the relationship between incidental vocabulary acquisition and
extensive reading, with a particular focus on a variable that is commonly assumed to
affect the retention of words; that is, the number of times a word occurs in the text.
They tried to find out whether extensive reading leads to increased word knowledge,
in terms of spelling, meaning and grammatical behavior of words; these three aspects
are equally affected by extensive reading; and words that occur more frequently in
the texts are more affected in these three aspects of word knowledge. Graded readers
from the "Lectures CLE en Francais facile" collection (Level 1) were used in this
study. The vocabulary lists on which readers in Level 1 are based range from 400 to
700 words. The participant was a 27-year old intermediate level learner of French
and he was called G throughout the study. His mother tongue is Greek, and he also
speaks fluent English as a second language. At the time of the study he was living
and studying in England as a postgraduate student in a non-linguistic field. Apart
from the readers, G had no other exposure to French. Therefore, the gains in his
vocabulary acquisition are purely the result of the graded readers. The target words
consisted of 70 nouns and 63 verbs (133 words in total). Although one-on-one

interview is a time consuming method, the researchers employed it because of its
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highly informative nature. The interview was given both before and after the
treatment to test the spelling, meaning and the grammatical behavior of the words.
Substantial learning of the target words occurred during the extensive reading
treatment, although this was not uniform across the three types of word knowledge.
For spelling, there was relatively strong enhancement, with improvement in all noun
frequency groups and in all but two of the verb groups; for the 6-10 and 20+ groups
there was no improvement, as the participant already knew how to spell most of the
words. For all target words, G earned 98 spelling points out of a possible 266
(36.8%) in the T1, but improved to 159 out of 266 (59.8%) in the T2. For meaning,
there was also improvement in all but one frequency category. The T1 meaning
scores were 22 points out of 266 (8.3%), moving up to 63 out of 266 (23.7%) in the
T2. On the other hand, although there was an improvement in the grammatical
mastery of verbs (i.e., knowledge of appropriate preposition) for all but the 10+
group, the percentages were much lower: for T1, five out of 126 (4.0%); and for T2,
26 out of 126 (20.6%). In short, the results suggest that spelling is a type of word
knowledge that is especially amenable to exposure to comprehensible input. On the
other hand, the same cannot be argued for prepositions of verbs, at least in French.
Thus, the authors suggest the language teachers that they should first consider which
language feature they want to focus on before they try to decide which type of

learning (intentional or incidental) is more effective.

Coady (1997b) studied the possibility of learning vocabulary through
reading in a second language. While proponents of the input hypothesis claim that
the best way to learn second language vocabulary is through extensive reading, some
research has indicated that this may not be true. This researcher sought to explain the

research on extensive reading and how extensive reading might be best applied.

Proponents of incidental vocabulary learning claim that vocabulary is
learned gradually with repeated exposure. They estimate that second language
learners need about ten to twelve exposures to a word in a comprehensible context
over time in order to learn it well. While some L2 vocabulary acquisition research

indicates that this can happen through reading, most of these studies did not provide
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adequate controls and were conducted with intermediate to advanced level learners.
Other studies have failed to show any benefits from extensive reading to vocabulary
acquisition. These explain the foundations of the beginner’s paradox, which is

Coady’s focus here.

The beginner’s paradox comes from two competing ideas in the L2 literacy
acquisition literature. The input hypothesis states that a second language learner can
learn vocabulary through reading. However, bottom-up processing research has
indicated that there is a vocabulary threshold for reading. Learners cannot read in a
second language at a level of comprehension sufficient to learn new words from
context until they have gained a certain threshold of vocabulary in the second
language. This threshold has been estimated to be in the range of 3,000 to 5,000
word families, or 5,000 to 8,000 lexical items. Before attaining this level, it will be
impossible for readers to comprehend with accuracy. This is the paradox: beginning
language learners need to read to gain vocabulary, but they need to gain vocabulary

to read.

Coady (1997b) suggests that special attention be given to vocabulary
learning until learners have reached the vocabulary threshold. He also suggests that
top-down processing will be more effective—and better able to overcome the effects
of limited vocabulary—if the student reads texts that are personally interesting and
familiar. He suggests that the bottom-up processing instruction in vocabulary and
structures be complemented with an emphasis on reader interest and a match

between the text and the reader’s background knowledge.

The article clearly explains the nature of the beginner’s paradox and the
need to support beginning students through both vocabulary and reading instruction.
It articulates a rationale for attending to both bottom-up and top-down processing in
literacy instruction. It also emphasizes the fact that different learner background
knowledge may preclude the possibility of effective homogenized instruction at the
beginning level. Beginning level readers especially need to read texts that match their

background knowledge, as they will already have the structure needed to understand
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the reading, thus freeing resources for lower-level vocabulary processing. When
learners have mixed backgrounds and interests, instruction will have to be

individualized to allow for comprehension and vocabulary learning.

The study suggests that teachers should incorporate vocabulary instruction
in high-frequency English vocabulary for their learners. Also, teachers should match
texts to student experiences, and facilitate the more exact transfer of schema when
students may not have sufficient bottom-up processing capacity to activate

appropriate schema on their own.

In a series of studies with young second-language learners in South Pacific
islands and first-language learners in New Zealand, Elley (1989) found that children
typically learned the meanings of many unfamiliar words from context alone, when
they were read to three times over a period of a week, from selected high-interest
stories. Such effects were not significant in a story with less appeal. When teachers
explained word meanings, in passing, the learning was greatly increased, and was
still present three months later. Both amount of input and level of motivation

appeared to be important in these studies.

Waring and Takaki (2003) examined the rate at which vocabulary was
learned from reading the 400 headword graded reader A Little Princess. Fifteen 19 to
21 year-old Japanese female students from a university in Western Japan were the
subjects in this experiment. All the subjects were at the lower-intermediate level or
above. This was determined by their class assignments and ongoing teacher

evaluations.

To ascertain whether words of different frequency of occurrence rates were
more likely to be learned and retained or forgotten, 25 words within five bands of
differing frequency of occurrence (15 to 18 times to those appearing only once) were
selected. Three tests (word-form recognition, prompted meaning recognition and
unprompted meaning recognition) were administered immediately after reading, after

one week and after a three-month delay. The results show that words can be learned
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incidentally but that most of the words were not learned. More frequent words were
more likely to be learned and were more resistant to decay. The data suggest that, on
average, the meaning of only one of the 25 items will be remembered after three
months, and the meaning of none of the items that were met fewer than eight times
will be remembered three months later. The data thus suggest that very little new
vocabulary is retained from reading one graded reader, and that a massive amount of
graded reading is needed to build new vocabulary. The researchers also suggested
that the benefits of reading a graded reader should not only be assessed by
researching vocabulary gains and retention, but by looking at how graded readers

help develop and enrich already known vocabulary.

The effects of extensive reading on different language fields such as reading
comprehension, reading speed, appropriate grammar use, pronunciation, and writing

have also been studied in detail.

In a study by Schon, Hopkins, and Davis (1982), 49 Hispanic 7-to-9-year-
olds in four U.S. elementary schools in Tempe, Arizona were given access to a great
variety of high-interest illustrated books in Spanish and allotted 60 minutes a week
for free reading over a period of eight months. Compared with a comparable control
group of 44 children, who followed the normal instructional textbook, without free
reading time, the book flood pupils made large and significantly superior gains in
Spanish reading comprehension, vocabulary, and reading speed for 8- and 9-year-
olds, and in vocabulary but not comprehension, for 7-year-olds. Treatment effects by
effect-size indices were over 0.6 in four of the five comparisons made. The book

flood groups also improved significantly in attitudes toward reading.

Many studies claim that extensive reading has beneficial effects on one’s
reading speed. In order to measure the reading speed gains as a result of extensive
reading, Bell (2001) conducted a study with two groups of elementary level learners
(n = 26) at the British Council English Language Center in Sana'a, Yemen. He
hypothesized that learners in the ‘extensive’ group will achieve significantly faster

reading speeds than those in the ‘intensive’ group as measured on relatively easy,
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non-problematic texts and learners in the ‘extensive’ group will achieve significantly
higher scores on a test of reading comprehension containing texts at an appropriate
level, than those in the ‘intensive’ group. The students were exposed to differing
reading programs. The experimental group (n= 14) received an extensive reading
program consisting of class readers, a class library of books for students to borrow,
and regular visits to the library providing access to a much larger collection of
graded readers (up to 2000 titles). The study extended over a period of two semesters
and the reading program covered one quarter of the total class time (36 out of 144
hours). An inventory of readers was compiled, and reading records maintained to
record titles read and the time subjects spent reading each week. The control group (n
= 12) received an entirely different reading program which was intensive in
character, being based on the reading of short passages and the completion of tasks
designed to ‘milk’ the texts for grammar, lexis, and rhetorical patterns. The reading
time of the subjects in each group was controlled and there was not a significant
difference between them. (t = 0.32). The reading done by both groups was carefully
monitored by the teachers. In measuring reading speed, subjects were given a time
limit of three minutes and told that when the researcher banged on the desk they were
to mark the word they had reached with a cross (x). Measurements were taken twice
using selected texts. Speeds were then calculated in words per minute and tabulated.
For the reading comprehension tests, a time limit of 30 minutes was set for each test.

All tests were administered prior to and again on completion the study.

Large and significant differences between the groups were recorded on all
three tests, with the extensive group obtaining significantly higher post-study scores
and large and significantly greater gains in reading speed. It can be concluded
therefore that the extensive reading program based on graded readers has led to much
greater improvement in learners’ reading comprehension than traditional text-based,

intensive language exploitation activities.

Hafiz and Tudor (1989) conducted a study with Pakistani EFL students in
the U.K. This study was designed to test Krashen’s Input Hypothesis. In this study

the researchers made available over 100 graded English readers to a group of 16
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Pakistani-born students who spoke Punjabi at home, but were taught in English.
During a 12-week period they read silently from their chosen books in daily one-hour
sessions. By comparison with two comparable control groups, who did little reading,
they showed impressive and significant gains on tests of reading comprehension,
vocabulary, and writing; by contrast, the gains from pretest to posttest were
significant in only 2 of the 14 comparisons of the control groups. The author noted
larger gains in writing, supporting a transfer effect from enhanced reception to
expression. They also caution, however, that the possibility that Hawthorne Effects

contributed to the results cannot be ruled out in such a relatively short story.

Ricketts (1982) studied the effect of regular reading aloud in Fiji. In a
follow-up study to the Fiji Book Flood, Ricketts investigated and hypothesized that
two classes of 11-year-old pupils, exposed to daily reading aloud for 20 minutes
from high-interest illustrated story books provided by the researcher, would improve
their reading and listening skills. After eight months, comparisons with two matched
classes of control groups, who were not read to, showed significantly greater gains

for the experimental classes on standardized tests of both skills.

In a study by Asraf and Ahmad (2003) the application of a guided extensive
reading program is explained with reference to the English language development
and reading habit. They stated that they chose graded readers because they found
these books simple enough for the students to read and understand. Although they
believed that they could lead the students to read to some extent if they let them
alone since the students’ vocabulary was very limited. Therefore, they decided to
have the program as part of an in-class program so that they could be guided and
helped by their teachers. They felt that once the learners could see the value of
reading, they would be more likely to read on their own. They aimed to get a “truer”
picture of the students’ attitudes towards reading in English as well as how they felt
about the guided extensive reading (GER) program. Four classes three of whom were
70 grade classes and one was a ot grade class participated in the study. Prior to the
start of the program, the teachers were briefed on its aims and objectives as well as

the rationale for implementing it. Data were gathered from several sources such as
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from in-depth classroom observations of the Guided Extensive Reading Program
sessions which were videotaped; from the discussions of the teachers who performed
this program; from the researchers’ perspectives, in which they played the role of
participant observer. Data were also gathered from the teachers’ diaries and from
open-ended, in-depth interviews with the teachers and students with regard to the
GER program. Triangulation through multiple modes of data collection and
prolonged engagement were used to enhance the credibility or trustworthiness of the
findings and to enable them to provide a thick and rich description of the students' as
well as the teachers' perceptions towards the reading program, as well as the

difficulties students may have had in reading in English.

The majority of the students in this study developed positive attitudes
towards reading in English as the term progressed, although they were initially
reluctant readers. However, the authors stated that it was not so easy to conclude
whether extensive reading helped to increase their proficiency in English since the
study was conducted over a period of four months, and the effects of extensive
reading on the students’ language proficiency could best be seen in the long term.
The findings were also consistent with that of Krashen's (1993), who found that
studies on free reading that last longer (especially if they are conducted for more than
a year) show more consistently positive results on tests of reading comprehension.
However, the authors argue that given the improvement in the students’ attitudes
towards reading in English and their motivation to read English books, their

proficiency in English will increase in the long term if the students keep up reading.

According to the researchers, this study has revealed that the success of a
reading program depends on several factors, among which are: How the teachers (or
researchers) are able to motivate the students to read; how the program is organized
and implemented; and how their reading is monitored. It also depends on how
teachers feel about extensive reading. Unless the teachers are of the view that
extensive reading is beneficial in promoting English language development among

their students, they are not likely to exert their efforts to make the program a success.
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Therefore, they concluded that these factors should be given careful consideration

when implementing an extensive reading program.

The study conducted by Yamashita (2004) tried to find out the relationship
between attitudes in L1 and L2 reading; the relationship between learners' L1 and L2
reading attitudes and their L2 proficiency; and the relationship between learners' L1
and L2 reading attitudes and their performance in L2 extensive reading. The
participants of the study were 59 Japanese university students enrolled in the author's
two EFL extensive reading classes (male: 44, female: 15, ages: 19 to 23 with the
mode 19). The students were from different departments of the university but they
were all native speakers of Japanese and had studied EFL through formal instruction
at school for at least seven years. Data were collected via a five-point Likert scale
questionnaire and an L2 proficiency test, which were administered as pre- and post-
tests. The learners’ performance in extensive reading classes was also determined by

operationally defining as the average number of pages read per week.

After the administration of pre-tests, the extensive reading program which
lasted for 13 or 14 weeks (this one week difference was because of the academic
calendar of the university and the researcher indicated that it did not have a
significant meaning for the study) started. Students were required to write a book
report for each book they read. They were encouraged to read at least one book per
week and were required to read 13 or 14 books per semester in order to complete the
course. Factor analysis was applied to determine how many factors were involved in
students' responses to the questionnaire. The unweighted least-squares method was
used to extract the factors, which was followed by varimax rotation. The eigenvalue-
more-than-one criterion was adopted to determine the number of factors. The results
of the correlation analysis on the attitudes toward different variables in L1 and L2
revealed the following results: comfort (positive feeling) and anxiety (negative
feeling) correlated negatively in both languages. Self-perception correlated positively
with comfort in each language. The results related to the relationship between
attitudes in L1 and L2 reading showed significance between the same L1 and L2

attitude variables. The results, therefore, suggest that L1 and L2 reading attitudes are
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related. Differences between attitude variables between L1 and L2 were examined by
a matched t-test. This result indicates: (1) anxiety in reading is higher in L2 than in
L1, (2) comfort in reading is higher in L1 than in L2, (3) the value that the students
attached to reading does not differ between L1 and L2 and (4) self-perception as a

reader is more positive in L1 than in L2.

The analysis trying to show the relationship of L1 and L2 reading attitudes
and L2 proficiency revealed no significant differences. This indicates that L2
proficiency does not have a strong influence on reading attitudes. The analysis to
reveal the L1 and L2 reading attitudes and the learners’ performance in L2 extensive
reading compared the average number of pages read in a week and attitude variables.
Only comfort and self-perception showed significant correlations suggesting not all
attitude variables affect students’ performance in extensive reading. The researcher
concluded that the motivating factor for extensive reading is not a negative feeling,
nor is it rational thinking about a value. Instead, it is a positive feeling towards
reading. The mere absence of negative feeling is not motivating enough for extensive
reading, either. Both L1 and L2 reading attitudes affect L2 extensive reading

performance in a similar way.

Walker (1997) reported the results of a self-access extensive reading project
using graded readers with particular reference to students of English for academic
purposes. First they carried out a pilot test to gauge the approximate distribution of
the level of their students and the number of books per level they would require.
They bought the required books. At the beginning of the new term, the students were
tested, informed of their reading levels, and were given information about the project
and they were encouraged about it. The project was set up as an open self-access
system and the students were asked to read an average of one book a week in the first
term, and in the second term they were encouraged to read two a week. Two parallel
cloze tests were used as pre- and post tests. Pre-test (Test A) results were also used to
determine the level of the students. Post-test (Test B) was given at the end of each
term to measure any progress made over 10 weeks. Each student was required to

keep a book report. These book records were collected in at the end of each term.
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Individual tutorials were held every two or three weeks to get the general attitude of
the students and to encourage them to read. Questionnaires were issued at the end of
each term for further evaluation of the project. Finally, structured and recorded

interviews were carried out with a number of students at the end of terms 2 and 3.

When the progress of the students and the quantity of the material read are
correlated, the results show that the amount students read have a beneficial effect on
their ability to perform on the cloze test, and over time, the effect increases. The
interviews revealed that students found graded readers beneficial in language
improvement (82.8%), in reading speed (51.7%), in comprehension (41.4%). The
books also developed a positive attitude to reading (37.9%). The interviews also
showed that students were successful in improving themselves in different language
areas. For example 29 over 45 students (64.5%) indicated that they improved their
reading speed. 44.4% of them said they learned new vocabulary; 37.8% said they
improved their reading comprehension; 24.4% admitted that extensive reading had
beneficial effects on speaking fluently; 22.2% showed improvements in their
grammar, and so on. In short, the researcher suggests that the self-access model for
extensive reading provides an alternative for adult L2 learners and is effective in
reducing some of the problems learners face while trying to improve their L2

reading.

In his study, Mori (2004) attempted to investigate the relationship between
how students’ motivation/attitudes toward reading in English and a specific reading
task, and how much they read outside of class. In the study, he tried to identify the
components of English learning motivation, English reading motivation, task-
specific motivation for a sample of university EFL learners in Japan, and to identify
relationships between the identified components of motivation and the amount of
extensive reading students do outside of class. The participants (N=100) in this
experiment were first year non-English major students at a four-year women’s
university in Japan. All of the participants were intact groups whose instructor was
the researcher. Although the participants were separated into four classes, all were in

intermediate sections of the required English reading/listening course in the
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institution on the basis of their placement test scores at the beginning of the school
year. At the beginning of the study, the reading proficiency of the students was
determined with a SLEP test and in order to obtain information regarding students’
motivation, a questionnaire was created and administered in Japanese. The Science
Research Associates Multilevel Reading Laboratory (SRA) was used to acquire
information regarding the amount of extensive reading done by the students. The
students were asked to read the books present in SRA in their leisure time. The
students were not told from which level to start, but they were told to continue with
the next level if they answered 80% of the questions correctly. Students were told to
keep reading reports and at the end of the study period they were given the task-
specific motivational questionnaire. Three principal components analyses were
performed for three parts of the questionnaire in order to determine the
interrelationship among the items. In order to determine the best items for each of the
motivational sub-components, the items which did not load high on any factors
and/or items which seemed to be rather confusing based on the previous
administrations of the questionnaire were eliminated and the correlation matrix was
re-analyzed. After varimax rotation, a three-factor solution was chosen, which
accounted for 58.73% of the total variance in the motivation subset of reading. In
order to investigate which of the 11 factors chosen for parts I, II and III plus reading
proficiency were significant predictors of the amount of reading, a forward stepwise
multiple regression analysis was computed. The results of the multiple regression
indicated that one of the general motivation factors, namely Study Habits, and one of
the task-specific motivation-related factors, namely Intrinsic Value of Stories,
contributed significantly to the prediction of variance (p< .05). The results also
suggest that reading proficiency is not a significant predictor of the amount of

reading.

The detailed analysis of the literature related to ER and language
improvement has revealed the positive effects of ER on foreign language learning.
However, only a small number of studies have compared the effects of ER programs
carried out using different methodologies. In other words, the studies mentioned

above have generally focused on the benefits of ER programs conducted by means of
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graded readers, but there may be alternatives to these ER programs. In the age of
technology, it is important to see whether the Internet can be used as an ER tool.
Besides, all these studies took place in different educational settings than Turkey.
Therefore, it is necessary to carry out further studies comparing two different
techniques, namely, graded readers and the Internet activities, so-called Webquests,

as ER in a Turkish setting with Turkish learners.

Studies on the Use of Computer as a Teaching/Learning Tool

With the start of the new technologies to be used in the field of education, a
large number of studies have been conducted investigating the effect of the
technology use in education, and especially foreign language learning. Most of the
studies conducted have been attempted to show whether the computer, as a novice
teaching/learning tool, has any effects on enhancing student motivation. For
example, Klein (1990) examined the effect on motivation of using an instructional
game and supplemental reading with 75 undergraduate education majors. In the
treatment group, subjects used an instructional game developed by the researchers
while the control group used a worksheet containing the same review questions as
the game. It was found that using the instructional game had a significant effect on
motivation. Gale (1991) used courseware consisting of an event on the screen that
required the students to respond by making a decision and speaking in Spanish class.
Research results showed that students were motivated and liked working with the
computer-based courseware very much. Watts and Lloyd (2001) evaluated a
classroom multimedia program for teaching literacy. The outcomes demonstrated
that children become self-directive and very active and exploratory in a very short
time. Song and Keller (2001) examined the effectiveness of a motivationally-
adaptive computer-assisted instruction on Grade-10 students’ motivation (n= 60).
Three treatment conditions included motivationally adaptive computer-assisted
instruction (CAI), motivationally saturated CAI, and motivationally minimized CAL
Motivationally adaptive CAI was superior to the motivationally saturated CAI and
motivationally minimized CAI for the enhancement of overall motivation and

attention. Chang and Lehman (2002) examined the effect of relevance on learners’
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motivation in a multimedia-based language-learning program. It was found that the
group learning from the program with relevance enhancement outperformed than the
group without relevant enhancement in terms of motivation perception. The group
with the higher level of intrinsic motivation that also learned from the relevance

enhancement program had the highest score on motivation perception.

In addition to the studies that showed positive effects of computer use on
motivation, some studies have also been conducted on the effect of computer use in
different language fields. However, the results of these studies revealed conflicting
results. Although there are studies attempting to analyze the improvements made by
learners using computers and CALL software (Pennington, 1989; Stevens, 1984;
Taira, 1994; Windeatt, 1986), some studies have revealed that learners or teachers
are not completely contented with this new technology. For example, Windeatt
(1986: 86) concluded from his evidence that ‘the students were not more motivated
by having an activity presented in one medium (computer format) rather than the
other (paper format)’. Mohan (1994: 124) similarly concluded from experimental
data that ‘the computer role as a stimulus for speaking may not be an entirely
appropriate one’. Furthermore, teachers and students often demonstrate unrealistic
expectations of CALL, sometimes leading to complete aversion (Chen, 1996) to

computers.

Studies on the Use of Internet as a Teaching/Learning Tool

CALL has been a part of many foreign language institutions in recent years.
In addition to CALL programs, the Internet, a productive result of the computer has
also been used in the field of education in recent years. Since the focus of this present
study is the use of web-based activities as extensive reading, in this section, literature
dealing with the Internet use in foreign language teaching and learning will be

explained in detail.

In an article by Andrews (2000), project-oriented use of the World Wide
Web in an elective unit on French and francophone cultures at first-year university

level was reported. In the study, the author tried to find out whether project-oriented
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use of the World Wide Web gave students a more authentic contact with the target
culture than is possible in the traditional classroom; altered their perceptions of the
target culture, putting cultural stereotypes into question; fostered critical reflection on

the Web medium itself.

The participants of the study were the French classes of 1998 and 1999,
composed of six and eight students respectively. The students had chosen to
participate in the PrOCALL project by taking a mini-option called ‘French cultures
on the Web’ in the second semester of their first-year course. In groups of three or
four, students produced Web pages on topics relating to French or francophone
cultures. The four topics chosen over the two years were: Jacques Brel, Surrealism
and its heritage, electronic dance music, and French cuisine and wines. In 1999
certain students used a Web forum to correspond with partners at the University of

Rouen, as well as entering into e-mail contact with French webmasters.

Data were collected via weekly teacher’s logs, interviews with students
conducted by the project co-coordinator, class observations (participant, non-
participant and video-taped), ‘portraits’ or ‘vignettes’ of the 1998 classes written by
the teachers, documents produced by students, including messages posted on the

Web forum, Web pages and e-mails.

A review of the data set identified the documents that contained evidence
relating to the three research questions. The relevant passages in the reduced corpus
were then annotated and grouped under three headings: authenticity, stereotypes and

critical reflection.

Based on the data, it was pointed out that the project-oriented use of the
World Wide Web provided a more authentic contact with the target culture than
traditional classroom activities because it gave students access to fresh information
and allowed them to communicate with native-speaking informants in the here and-
now of the classroom, and because the students had a freer and wider choice of

information sources. However, it did not alter their perceptions of the target culture
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as rapidly as a more teacher-centered approach might have done. There was a trade-
off between students’ ownership of their work (‘personally meaningful tasks’) and
the pace at which their cultural knowledge was restructured. One of the most
valuable aspects of the project-oriented approach was that it fostered critical
reflection on the Web medium, both directly, through evaluative activities built into
the syllabus (formulating criteria for judging websites), and indirectly, by engaging
students in challenging practical tasks that revealed the workings of the medium

from a producer’s point of view.

In an article, Toyoda (2000) tried to explain the program in which the
learners were exposed to information technology (IT) skills. In the institution where
he worked, the students are involved in project-oriented work with technology.
Therefore, the author decided to prepare the students for this challenge in terms of
their IT skills. The author claims that unreliable technology spoils the enthusiasm of
language learners and helping his students reach the threshold level of IT skills
before they start working in a technology-enriched environment as part of the
project-oriented CALL (PrOCALL) project became his objective. Therefore, they
incorporated the goal of familiarizing students with multimedia tools into the
curriculum of the Japanese SA course, which took place in the first semester of 1998
and led to the PrOCALL project in the following semester. As a consequence, in
Japanese 5A, the students learned to: browse websites relating to topics of their
readings; they viewed a variety of sites to get accustomed to various Web designs
and formats; they also learned to e-mail in Japanese on various issues relating to the
topics of the selected readings. Their e-mail partners were native speakers of

Japanese who were language trainees at Tohoku University in Japan.

The creation of positive attitudes towards project-oriented learning was also
important. From the beginning of the year, the author described what the projects
would be about and what challenges the students would be confronted with when
working on Web pages in Japanese 5B. He also showed them some students’
homepages created at other universities. At the end of the semester, he asked the

students to present a plan of their Web project including the topic, the reason for
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choosing it, methods of data collection, page design and format. 17 students who
followed this syllabus (Japanese 5B) participated in the class. The syllabus of
Japanese 5B involved two types of classes: a reading class (two contact hours) and a
project-oriented class (two contact hours). In the reading class, the students explored
Japanese views of Australian culture and society and improved their language skills
by reading some sections of books on Australian society written by Japanese authors.
In the PrOCALL class, they worked in groups to create Web pages on topics of their
choice. In the process of project work, they expanded their knowledge and skills in
the language by reading Japanese websites through Internet searches and exchanging
e-mails with the partner students at Tohoku University in Japan. They also
exchanged information with their classmates by posting messages in Japanese on the

Web Forum, a bulletin board facility.

From the weekly recorded observations, the following five themes emerged
as best describing the dynamics of the PrOCALL class: (1) group work: The
researcher observed two types of group collaboration patterns among the students:
Being good friends and sharing common interests; (2) language use: In fact the
author hoped the learners to use Japanese during the preparation of the projects but
the learners shifted to English as soon as they started to have technical problems
although they were encouraged to use the target language. As they did not have
enough technology-related Japanese vocabulary and they were working under time
pressure, they naturally gravitated towards their first language. There was a
noteworthy change in the sixth week. Although English was still exclusively used for
group discussion, the students started to ask the teacher some questions in Japanese
on Japanese language use. This tendency became even stronger during weeks 7 and
8. Gradually, technology-related questions became less frequent and, instead,
language-related questions were asked more often; (3) communication with the
teacher and the classmates: Communication between the students and the teacher
also increased. There were times when the teacher initiated interaction with the
students, and there were times when students would initiate exchanges. According to
him, the students and the teacher developed a much closer relationship than in many

other more ‘traditional’ classes; (4) connection with e-mail partners in Japan: The
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number of e-mails written differed from student to student. The good correspondents
received a lot of mail and the lazy ones rarely received any. Some students had
written six messages to Tohoku students and had received five messages while others
had sent only one message and had one reply. This difference mainly resulted from
the different breaks between these two schools; and (5) student attitudes:
Communication among the classmates improved with time. Intense negotiations
started from the fifth week. At the beginning of Japanese 5B, the students were very
passive, waiting for the teacher. The turning point came in the third week, when the
students learned how easily they could search for topic-related pages and copy the
URLSs of useful pages onto their own composer pages. They became able to continue
their work without the teacher’s detailed instructions once they had mastered the
technology. In conclusion, the author stated that he observed a marvelous
transformation of attitude in his students: they learned to be autonomous through

their project work.

In a study by Chen, Belkada, and Okamoto (2004), the authors stated their
main focus of the experimental study as to examine the effectiveness of different
forms of interactivity on language acquisition in the Web-based listening
environment. They wanted to find out what mode of interaction (i.e., negotiation of
meaning in inter-personal versus intra-personal activities) facilitates comprehension
better and could lead to more effective language acquisition and whether negotiation
of meaning facilitates greater comprehension and production. Twenty university
students (non-native English speakers, majoring in Computer Science) from
Southwest Normal University in China participated in this experiment via the
Internet. The participants were randomly divided into two groups and assigned to
different treatment conditions. The first group was assigned to the intra-personal
treatment (i.e., where language is used for a functional purpose) comprised of a note-
taking task and a dictation task (N + D). The other group was assigned to inter-
personal treatment (i.e., where language is used for a communication purpose)
comprised of an information-gap task (IG). Furthermore, two environmental
conditions were defined: in one condition students were able to manipulate their

learning path while performing the task (LP condition); in the other condition
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students were not allowed to manipulate the learning path while performing the task
(NLP condition). The study consisted of six one-hour sessions and took place over a
2-week period. The participants were required to access the course at the same time
each session. The first three 1-hour sessions were placed in the NLP condition; the
second three 1-hour sessions were with the LP condition. Participants were asked to
complete a questionnaire to assess their background knowledge. Participants in this
study were asked to access the course three times a week, for at least 1 hour per
lesson. Each time, the participants were allowed to select their preferred video clips.
While listening, they participated in question and answer sessions and received
feedback from remote sites after each interaction. Afterwards, they could choose
either to exchange comments with the teacher and/or other students in the same
group, to continue the lesson, or to end the session. At the end of each course the
participants were asked to fill out a 5-statement questionnaire. It was expected that
the participants' attitudes would gradually change as they got more familiar with the
Web-based course. At the end of the experiment, they filled out an open-ended
questionnaire (e.g., Did you experience any communication problems? If yes, what
were they? If no, please elaborate on the advantages of the course.). The data from
the post-treatment questionnaire were used to measure the participants' attitudes
towards the Web-based course. For the different dependent variables (i.e.,
achievement and attitude), the values of the means and standard deviations (SD) were
calculated for the 10 participants in each group. For the independent variable (i.e.,
treatment condition), the Mann-Whitney's method was used to compute the rank
sums and two-tailed probability (p) values. The mean difference in attitude values
toward language learning experiences was significantly higher for both groups under
the LP condition: mean = 4.7, SD = .61, ¢ (10) =-2.23, p = . 001. Moreover, positive
attitudes were also found towards participant's autonomy over the Web-based

environment, (mean = 4.7, SD = .51), 1(10) = -1.34, p = .003.)

The main conclusion related to the first research question is that self-
initiated clarification attempts and self-negotiated comprehensible output involved in
the learner-content interaction should be encouraged as one of the preferred

instructional strategies in a CALL environment. In relation to research question two,
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there is no data revealing that negotiation of meaning facilitates comprehension and
production, although the negotiation of meaning does occur with the purpose of task
completion or information exchange. The analyses of the open-ended questionnaire
revealed different ideas. Almost all of the participants under the NLP condition
indicated that there were problems with the form of communication/interaction in
this environment. The complaints were generally of two types: conflict with
traditional way of communication and conflict with freedom in their learning paths.
Regarding communication effectiveness, comments from both groups under the LP
condition were similar. The comments supported the results of the attitude
questionnaire. The overwhelming majority of subjects stated that such an
environment provides an effective setting for SLA. The number of positive and
negative responses on human teacher's interference varied. Some participants stated
that they didn't care whether the human teacher was available or not, because there
were enough alternate tutorial functions, such as the learning path function, learning
history information, and the chat tool for talking with online students. On the other
hand, positive opinions on the interaction with a human teacher mainly stated that the
teacher can give them positive reinforcement on their language knowledge and that
this type of support can greatly reduce the fossilization of errors. All participants

expressed positive feelings towards the simultaneous feedback.

Chang (2005) conducted a research to explore students’ perception of
motivation and responses to web-based instruction through the aid of self-regulated
learning strategies. He tried to find out whether the students learning from a web-
based instruction and applying self-regulated learning strategies improve their
perception of intrinsic goal orientation, perception of task value, control of learning
beliefs, and self-efficacy for learning and performance. The course, targeted at first-
and second-year college students from different majors, was designed as a semester-
long, 2-credit-hour class. The entire class, consisting of 28 students, met every three
weeks to discuss problems and give presentations. The class provided students with
exposure to global issues through the web and self-record forms for recording study
time and study place. Students also participated in discussions on various topics

through the web, conducted two group projects, and kept journals on their learning
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process during the semester. 28 vocational university students (2 males and 26
females) participated in the study. None of them had previous experience taking a
web-based course. The Motivated Strategies for Learning Questionnaire, a 7-point
Likert Type scale, designed to measure university students’ motivational orientations
and their use of different learning strategies was delivered both at the beginning and
at the end of the study period. T-tests were conducted to answer the research
questions about students’ goal orientation, perception of task value, students’ control
of learning beliefs, and students’ self-efficacy for learning and performance.
Findings of this study reveal that the application of self-regulatory strategies within
web-based instruction can improve learners’ motivation perception, which includes
students’ goal orientation, students’ perception of task value, students’ beliefs of
learning control, and students’ expectancy for success and self-efficacy. Students in
this study became more confident, more challengeable and more greatly valued what
they learned after experiencing the web-based instruction with self-regulatory
strategies. In addition, students learning within this environment were more likely to
feel responsible for their own learning. They believed that their efforts to study made
a difference in their learning. The author states that the results of this study provide a
reference for both instructional designers and instructors who utilize web-based
instruction. Findings of the study also imply that teachers can shift responsibility for
the learning process through helping students develop self-regulatory skills. Learners
who develop their self-regulation skills are able to take more responsibility for their
own learning and learn with less intervention for the teacher. As a result, teachers
may be able to spend less time delivering content and more time guiding learners and

modeling ways to learn.

Reading in a second language is considered to be a meaningful language
learning activity that can lead to actual language acquisition. There are studies
indicating that during normal reading activities, readers incidentally ‘pick up’ new
words. While reading, learners seem to ‘guess’, ‘reconstruct’ or ‘derive’ the meaning
of unknown words from the context, so that they can recall them afterwards.
However, when they are not able to guess the meaning of unknown words from the

context, they consult dictionaries. Nevertheless, researchers agree that inferred
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meanings are still remembered better than given meanings (Hulstijn, 1992; cited in
De Ridder, 2000) and that dictionary use therefore should remain ‘well-determined’.
Inferring word meanings from the context is still considered to be one of the most
effective strategies to learn new words (Pressley et al., 1987; Sternberg, 1987, cited

in De Ridder, 2000).

New technology serves for the educational purposes. Therefore, every
possible language-learning tool has become available at the click of a mouse. While
studying, learners can consult grammar books or dictionaries without any
interruption in their concentration. All kinds of help functions, exercises and
examples are ready-made and waiting to be activated in order to improve the
language of our learners. De Ridder (2000) conducted a study in which she tried to
explain how the information that would be useful for the learners should appear on
the screen. In this study, the researcher decided to include vocabulary acquisition

since it has the advantage of being a measurable language item.

Before the study it was hypothesized that students will spend more on
‘clicking’ (i.e., looking up words) in the condition using highlights preventing the
learners from inferring word meanings from the context, which will result in a lower
amount of incidental vocabulary acquisition and in this same condition text
comprehension will be less profound, since students will spend more time on reading
the marginal glosses than on reading the overall text. The participants were seventeen
voluntary Dutch native speakers of second-year students of applied economics
(computer-literate). They were advanced learners of French as a second language; no
bilinguals were involved. In two separate sessions, the students individually read two
glossed authentic economic texts (of about 2,000 words each) in French on screen.
The glosses could be obtained by clicking on the individual words in the text. Two
conditions were provided: one in which the glossed words were highlighted (i.e.,
were in blue and underlined) and another one in which the difficult words continued
to be ‘clickable’—the link towards the dictionary definition remained—but were not
marked in any specific way. Immediately after reading the text, the students took a

multiple-choice comprehension test and an unannounced receptive, multiple-choice
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vocabulary test of 27 items. The tested items were selected from the glossed words.
To detect the long-term recall the vocabulary test was repeated one week later.
During the sessions, additional data were collected with a tracker, registering where
the students clicked and at what specific time by using a Microsoft Camcorder. After
having read the text and completed the tests, the students answered some general
questions concerning their reading and surfing-on-the-Internet habits. A small
interview allowed the students to reflect on each session, evaluate the texts they had

read and formulate their overall impressions.

The results of the data revealed that the mean of the test in the marked
condition was higher than the mean of this same test in the unmarked condition.
Students thus seemed to score higher on the vocabulary test in the marked condition.
The analysis of Wilcoxon Signed Ranks test showed that the results of the two
conditions were statistically different (Wilcoxon Signed Ranks, 2-tailed, p= .078, p<
2 x .05). There is no longer a statistical difference between the scores of the marked
and the unmarked condition, since the p-value indicated by the Wilcoxon Signed
Ranks test is greater than or 2 x .05. The results of the comprehension test, taken
immediately after reading showed that the difference between the scores of the
marked and unmarked condition was not statistically significant (Wilcoxon Signed

Ranks, 2- tailed, p=.129, p> 2 x .05).

In a study, Vallance (1998) tried to introduce a completely new medium for
EFL learners by developing a unique Internet Aided Language Learning (INTALL)
resource for business English learners, entitled Business Meetings. 110 pages were
written, providing learners with the opportunity to review exponents and lexis
associated with starting meetings, presenting opinions, accepting and rejecting
proposals, presenting alternatives, building up arguments, and concluding the
meeting. From a multiple-choice questionnaire survey of 65 students connected to
Business Meetings worldwide, 93% thought the activity was a useful resource.
Learners said that the Internet activity was a 'comfortable method to learn some
particular expressions in business English', 'imaginative', and that they 'would like to

see more in the future'. On the other hand, a number of them suggested there was too
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much information on each linked page, while others were unsure of technical
operations on the Internet, such as downloading sound files and the use of scrolling
pages. Ninety-five per cent of students said they would like to see further similar
activities available on the Internet. The response from EFL professionals was
similarly favorable. A negative feature of a hypertext activity is the potential for
passive viewing, with the learner failing to engage with the materials in ways which
result in effective learning. However, if learners understand what is required of them,
and actively think about the materials, their structure, and their relationship to
learning, the opportunity for communication and linguistic development may be
enhanced by decision-making hypertext activities available on the Internet.
Questionnaire feedback suggested that the activity motivated learners, providing
them with a valuable resource that can be referred to at any time either as a group
activity or for individual self study. Furthermore, personalized learning programs

may be authored by teachers who are able to negotiate individual learning activities.

The close look at the previous research in the field of extensive reading and
the use of technology, specially computers and the Internet has confirmed the
benefits of extensive reading and technology use in different language fields such as
vocabulary enhancement, language proficiency, and enhancement knowledge in the
target culture; in different language skills such as reading comprehension, writing,
even speaking and listening; and on affective variables such as motivation and
attitude towards learning a foreign language. The studies mentioned above involve
different techniques to elicit data on the effect of ER programs conducted using
graded readers and the effects of the Internet on different language skills. However,
the use of traditional ER programs and webquests as ER programs and their effects
on language proficiency and L2 reading motivation have not been compared in any
of these studies. Besides, all these studies took place in different settings other than

Turkey.
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CHAPTER THREE

METHODOLOGY

Research Model

For the study, a group of students from pre-intermediate language level of
Celal Bayar University, Department of Foreign Languages was chosen as subjects.
Their language level was determined via an 80-item multiple-choice proficiency test
delivered at the beginning of the 2005-2006 academic year. This study is composed
of quantitative and qualitative parts. The quantitative part has an experimental model
with two experimental groups and a control group. The experimental group members
in the first group followed a conventional ER program composed of six graded
readers from three different levels. The second group was exposed to web-based
reading activities having the same content of the books read by the members of the
first group. Control group members were also chosen from the same language level-
students; however, they were not exposed to an extensive reading program. They just

followed their school routine.

A proficiency test modified from the proficiency test given at the beginning
of the 2005-2006 academic year was delivered as pre- and post-tests of the study.
The reliability of this modified test was measured by Spearman Brown coefficient.
The content validity was determined via the opinions of the experts from the testing
committee members of Dokuz Eyliil University, Anadolu University and Pamukkale

University.
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The motivation of the students was measured via a scale called “Foreign
Language Reading Motivation”, developed by Mori (2002) based on the model
proposed by Wigfield and Guthrie (1995). This 6-point Likert-type scale in which (1)
means strongly disagree; (2) means disagree; (3) means partly disagree; (4) means
partly agree; (5) means agree and (6) means strongly agree, is composed of nine
sections, namely: Reading Efficacy, Reading Challenge, Reading Curiosity, Reading
Involvement, Importance of Reading in English, Reading for Grades, Reading
Compliance, Reading Avoidance, and Integrative Orientation. The content validity
was determined via the opinions of experts working in the Department of Foreign
Languages at Celal Bayar University, Dokuz Eyliil University, Anadolu University

and Pamukkale University.

The Universe and the Sample

The universe of the study is the students of Celal Bayar University,
Department of Foreign Languages, having pre-intermediate English level. The
sampling of the study was chosen from among these students, and they were
appointed as two experimental groups and a control group. The students from the
three groups continued to have their routine education supplied by their teachers at

school.

The groups were intended to be composed of 15 students and the pre-tests
were delivered to totally 45 students, however, during the experimental process,
three students from the first and three students from the second experimental group
left the study. The main reasons of their leaving were the difficulty of Internet access
and having limited time due to their heavy weekly schedule. Therefore, in order to
make the number of the students in each group equal three students from the control
group were also cut off by drawing lots. Hence, the post-tests were delivered to

totally 36 students.

The first experimental group (n= 12) followed an ER program prepared

considering the characteristics of a conventional ER program. The other
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experimental group (n= 12) was exposed to an ER program supplied via the web-
based activities (webquests). The control group members (n= 12) were not exposed
to an ER program. They only followed the foreign language instruction provided by
their teachers and textbooks. Control group students were given the proficiency test
and the two scales to compare the results to the other two experimental group
members. Having a control group is vitally important since we have to determine
whether the changes result form the ER programs or from the language instruction

given at school.

The subjects of the experimental groups were the subjects of the qualitative
study as well. Since all the subjects took part in the interview, there is not a change in
the number of the students in the Traditional Group (TG) and the Internet Group (IG)
depending on the quantitative and qualitative studies. Control group (CG) subjects

did not participate in the qualitative study.

Table 2
The Distribution of Participants in the Groups in the Quantitative Study
Sex Traditional Group | Internet Group Control Group
(TG) IG) (CG)

Female 11 4 7

Male 1 8 5

Total 12 12 12

Data Collection

In this study, data were collected both quantitatively and qualitatively. The
quantitative part is an experimental study, and the qualitative part is a semi-

structured interview.

The Quantitative Study

In the quantitative study, a proficiency test was given as pre-test and post-

test, preceding and following the experimental period. The proficiency test was a




76

multiple-choice test composed of 70 multiple-choice items having different parts
such as items about vocabulary, grammar, and reading comprehension. A Likert-
Type Scale measuring students’ foreign language (L.2) reading motivation was

delivered to all groups before and after the treatment.

The Proficiency Test

The proficiency test prepared by the testing committee of Celal Bayar
University Department of Foreign Languages was used for measuring the reliability
of the items. This test was delivered to 811 examinees at the beginning of the 2005-
2006 academic year to determine the proficiency levels and placement of the
students. The test was composed of different sections aiming to measure the
proficiency related to sentence structure, vocabulary knowledge and reading
comprehension. It was a test consisting of 80 multiple-choice questions. This test
was evaluated using the program belonging to Izmir Institute of High Technology
and the test scores were analyzed using SPSS 9.0 Package Program. To measure
reliability, Spearman Brown coefficient was used but this test showed a low
reliability with a Spearman Brown coefficient of .5912 and the majority of the
questions had to be omitted either because their level of difficulty was found too
high or too low as a result of item difficulty analysis. The criteria for the item
difficulty analysis was omitting the questions having been answered by more than
70% of the examinees and the questions could not have been answered by less than
30% of the examinees. With the rest of the questions a new proficiency test with 100
items and having more reading sections was prepared. The new test was delivered to
50 students at Celal Bayar University, Department of Foreign Languages. The
calculated Spearman Brown coefficient revealed a reliable result with the value of
.8623. Reliability coefficient of Alpha was .8011. Therefore, the test was accepted

reliable.

The content validity of the test was determined by expert opinions. Three
experts from the testing committees of Dokuz Eyliil University, Anadolu University,
and Pamukkale University School of Foreign Languages stated that the content of the

test was valid. However, some questions had to be omitted as a result of item
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difficulty analysis, the criteria of which were explained above. Thirty questions out
of 100 were taken out and the remaining 70 questions were given to all three-group

members as the pre-test.

Upon the completion of reliability and validity studies, the proficiency test
was delivered to the subjects of the study as pre-test and post-test. The students of
the three groups were gathered into a classroom on 4™ March, 2006, two days prior
to the experimental period. The test consisting of 70 multiple choice questions was
given as pre-test in their first and second class hours in the morning, and lasted 80
minutes. The same test was given as the post-test on 17" April, 2006; two days after
the experimental period ended, at the same class hours. There were no absentees in

none of the groups.
The Scale for Foreign Language Reading Motivation

All ER programs are expected to enhance student motivation. In most
studies, motivation is determined via interviews and reported anecdotally. However,
there are scales that can determine the learners’ motivation quantitatively. For this
purpose, a scale called “Foreign Language Reading Motivation”, developed by Mori
(2002) based on the model proposed by Wigfield and Guthrie (1995, 1997) was used.
This 6-point Likert-type scale in which (1) represents being strongly disagree and (6)
being strongly agree is composed of nine sections, namely: Reading Efficacy,
Reading Challenge, Reading Curiosity, Reading Involvement, Importance of
Reading in English, Reading for Grades, Reading Compliance, Reading Avoidance,
Integrative Orientation. The scale was translated into Turkish so that any language
problems could be avoided. The translated form underwent some operations for
reliability. Since there were 30 items in the scale, the new version was delivered to
150 students from the same age university students. Reversed scores were assigned
to negatively termed items. The results were analyzed using SPSS 9.0 Package
program. Split Half analysis was used for reliability. The split half analysis for part
one revealed an alpha coefficient of .8513, and for part two an alpha coefficient of
.9006. Cronbach’s alpha coefficient for the whole scale was .9346. These results

suggested that the translated version of the scale was reliable. The Turkish version of



78

the scale was also translated into English by two experts and the results did not
reveal any differences that might cause misunderstanding between the original form
and the translated form of the items. The content validity was determined via the
opinions of experts working in the Department of Foreign Languages at Celal Bayar
University, Dokuz Eyliil University, Anadolu University and Pamukkale University.
Since they reported the scale as valid and since the statistical analysis revealed
reliable results, the scale was given as pre-test and post-test to all study groups at the
beginning and at the end of the experimental period on the same day of the
proficiency test after the subjects had completed their proficiency tests. It was

applied in the first class hour in the afternoon.

The Qualitative Study

The qualitative part of the study consisted of an interview with only the
students in the experimental groups. The thoughts students who were treated

differently throughout the experimental period were collected through an interview.

Brown and Rodgers (2002: 290) define an interview as “a survey done
orally in a face-to-face format, on the telephone, or in groups.” Wray, Trott and
Bloomer (1998) believe that with the help of the face-to-face interview, it is possible
to elicit language forms, to ask for intuitions, and to question the interviewees

generally.

The interview of this study was in a face-to face format with participants,
and was carried out individually. The questions were prepared to elicit data for the
two different ER programs. Therefore, the questions were related to the conventional
ER activities for TG and they were about webquests (web-based projects) for IG.
After preparing the questions to have a semi-structured interview, the questions were
checked by the other instructors and experts in the fields of Teaching of English as a
Foreign Language and Measurement and Evaluation in Educational Studies at Dokuz
Eyliil University and Celal Bayar University, to take the opinions of the experts.

Necessary changes were made accordingly.
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The Procedure

In this section, the procedural steps of the study are presented under the
subheadings of Activities of Preparation, Activities of Introduction, Pre-test,
Treatment, Post-test, Preparation of the Interview Questions, Interview, Validity and

Reliability of the Qualitative Study and Data Analysis Techniques.

Activities of Preparation

This step of the study consists of determining and deciding on the school as
the setting of the study, getting permission from the school administration, and

informing the class teachers about the study and assigning the subjects.

After considering the access, relations with the class teachers, and possible
benefits of the study, Department of Foreign Languages of Celal Bayar University

was chosen as the setting of the study.

The aim, content and the methodology of the study were introduced to the
administration. After taking permission from the administration, the lecturers of the
two pre-intermediate level classes of the department were requested to give
permission to a group of students from their classes as the participants of the study.
Since this was an extensive reading program, the lecturers were persuaded that the
program would not interfere in the school routine of the students. The choice of these
specific classes was important for two reasons: (1) the level of the students had to be
above elementary so that they could follow the materials to be found on the Internet.
(2) The lecturers who taught Main Core, Reading and Listening & Speaking Courses
to these two classes were the same. Only the lecturer who taught Writing and
Computer Lab Courses were different. Having the same teachers for the courses in
which grammar, vocabulary, reading comprehension, reading skills, pronunciation,
speaking skills eliminated the teacher factor, since the improvement in their
proficiency might be the result of the teachers’ using different activities and teaching
techniques. The proficiency test applied as the pre-test to the students who wanted to

participate in the study showed the students to be at similar levels.
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The researcher took the students of two classes to the seminar room for a
presentation about the research. The researcher presented the students the benefits of
extensive reading programs via a Power Point presentation. The aim of the study, the
methodology, and the criteria in the subject selection were also explained in detail.
Totally 59 students attended the presentation and 45 of them volunteered to
participate in the study.

Subject Selection

After the presentation about the aim, methodology, and criteria for subject
selection, 45 students volunteered to participate in the study. These students were
inquired about their opportunities for computers and Internet access. The students
who did not have computer facilities with an Internet access were appointed to as
control group members. The other students who informed that they could find an
Internet access either at their homes or in their dormitories or in the Internet cafes
they could find in their neighborhood were randomly appointed to either the
Traditional Group (TG) or the Internet Group (IG). As 45 students were volunteered,
the groups were consisted of 15 students. However, throughout the study three
students from TG and three students from IG had to leave the study due to some
personal reasons such as their heavy burden at school and the difficulty of Internet
access. As a result, three students from the CG were taken out of the study by

drawing lots in order to equalize the subject numbers in each group.

In order to supply close connection with the students, the telephone numbers
and e-mail addresses of all the students in the three groups were collected. Consent

was also taken from all the participants.

Activities of Introduction

The daily routine of the students were not changed for the study. They
would follow their courses at school and they would fulfill the requirements of the

research after school: at home or in their dormitories. The methodology of the study
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was introduced to the school administration, and the dates and the period of the study

were negotiated.

Before the treatment period, the students in the TG were given a cloze test
to test the starting level of the books. For this purpose, three 200-word passages from
the first pages of level 3, level 4 and level 5 books were chosen. Every 7™ word was
replaced by a space which required students to fill using a suitable word of theirs.
Every possible answer was accepted as correct. The tests were evaluated and the
level 4 was determined as the starting level since level 3 was too easy and level 5
was a bit difficult for the students. They were also assigned to read a book from level
3, which was not one of the books to be read in the ER program. The students in the
IG were sent a project via e-mail to make the students familiar with the system and to
detect some possible problems. By doing so, the students in two experimental groups
got acquainted with the two different extensive reading programs they would follow

throughout the study.
The Pre-tests

The pre-tests in proficiency and the scale to measure their L2 reading
motivation were applied to both experimental groups and the control group on 4™
March 2006, two days before the start of the treatment period. The proficiency test
with 70 multiple-choice questions had sections like vocabulary, grammar, and
reading comprehension and lasted for 80 minutes. It was delivered at the first and the
second class hours in the morning. The students participated in the study were taken
to another class and took the test altogether. The researcher and another teacher from
their school were with the students throughout the test. Before the test started, the
students were informed about the content of the test, its duration and they were
requested to answer the questions as carefully as possible. They were cautioned that
answering the questions correctly was vitally important to see the improvement in
their language proficiency even though the results of the exam would not be counted
as a regular exam of theirs and they were given the necessary instructions about the

test and the scale.
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The students were also given a 30-item Likert-Type Scale to measure their
L2 reading motivation, on the same day. It was given in the first class hour in the
afternoon. As in the proficiency test, the members of the three study groups were
taken to another class altogether. The researcher and another teacher from the
institution guided the students. They were explained the purpose of the scale and
they were requested to answer the questions frankly and sincerely since their answers
were of great importance for the success of the research. It took them about 20

minutes to complete the scale.

The Treatment

After the experimental and control groups were determined, they took the
proficiency test, and the scales prepared to measure their L2 reading motivation as
pre-tests. The treatment was carried out in two experimental groups for 6 weeks after

the class hours. The treatment applied in the two groups was as follows:

The Traditional Group

The first experimental group; Traditional Group (TG) started to follow a
conventional extensive reading program composed of graded readers. The program

was prepared based on the criteria by Day and Bamford (1998):

1. Students read the assigned materials out of the classroom.

2. A wide variety of materials on a wide range of topics was chosen to
encourage reading for different reasons and in different ways.

3. The purposes of reading were set and the students were required to write a
book report upon finishing their reading. The main purpose was to understand
the gist of the books; they were not interested in details.

4. Reading was its own reward. There were no follow-up exercises to be
completed after reading except for the book reports, which were taken as the
evidence for their reading.

5. Reading materials were well within the linguistic competence of the students

in terms of vocabulary and grammar. Dictionaries were rarely used while
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reading because the constant stopping to look up words makes fluent reading
difficult. (The interview with the students confirmed this principle)

6. Reading was done at the student’s own pace, and, outside class, when and
where the student chose.

7. Reading speed was faster rather than slower as students read books and other
material that they found easily understandable.

8. The researcher oriented the students to the goals of the program, explained
the methodology, kept track of what each student read, and guided students in
getting the most out of the program.

9. The researcher was a role model of a reader for students — she had read all the

books chosen before the start of the program.

As it was mentioned before, a close-test was used to determine the starting
level of the graded books. The first 200 words were taken from three different-staged
books (stage 3, stage 4, and stage 5) and every 7" word of the passage was replaced
by a space and the students were requested to fill these spaces using their own words.
There was not a single correct answer for each space; any meaningful answers were
accepted as correct. According to the results of the cloze test, the students were able
to get more than 95% of the answers right from the level 3 book. This one was
accepted as too easy for them. They were able to complete only 67% of the blanks in
the passage from level 5; which was accepted as above their present levels. 86% of
the blanks were completed correctly in the passage from the stage-4 book. Therefore,
stage 4 was accepted as the right level and they started the program by reading books
from stage 4. They read three books from stage four, one book from stage five, and
two books from stage 6 by the end of the experimental period. The purpose of the ER
programs is to give the chance to the learners to read from a wide variety of books so
that each learner in the program would have something to their taste (Day &
Bamford, 1998). Besides this, extensive reading encourages exposure to a wide range
of text types. When the learners come across different text types, they may recognize
the patterns of different genres more easily. Peregoy and Boyle (2000: 240) indicate,
“Familiarity with text types facilitates reading comprehension”. Extensive reading

helps students to recognize the format, internal text structure, language patterns and
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vocabulary associated with particular text types, and the knowledge of how texts
work gained by wide reading enables learners to comprehend the texts more easily.
Therefore, the books were chosen from a different range of genres, including science
fiction, adventure, spy, classics, horror, and romance, and from different literatures.

The list of the books they read during the experimental period is given below:

Table 3
The Titles, Authors and Levels of the Graded Readers
Name of the Book Author Level
1 | Tales of Mystery and Imagination Edgar Allan Poe 4
2 | The Picture of Dorian Gray Oscar Wilde 4
3 | The Doll’s House and the other stories Katherine Mansfield 4
4 | The Firm John Grisham 5
5 |Brave New World Aldous Huxley 6
6 |Cry, The Beloved Country Alan Paton 6

The materials were supplied by the researcher. Thus, for each week, each
student was made to read the same book. The study period started on 6™ March 2006
and lasted for about one and a half months, thus, the participants read approximately
one reader per week. This amount of reading is considered by Day and Bamford
(2002) as the goal for a successful extensive reading program. It is also consistent
with Nation and Wang's (1999: 355) suggestion that “learners need to read about one
graded reader per week in order to meet repetitions of the new words soon enough to
reinforce the previous meeting,” assuming that the learners do not meet the words in

other language activities.

The students in this group were given reading logs so that they could write a
short summary, the main characters of the book, and their feelings and opinions
about the book. These book reports were not evaluated as part of the research. They
allowed the teacher and students to regularly check on student progress towards their
reading goals. Students who lagged behind were continually reminded to keep up
with their reading. The students were not given any oral or written exam, but the
researcher occasionally had oral interviews with the learners to discuss about the
most important points in the books and to solve the problems of the learners if they

had some.
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The Internet Group

The second experimental group, the Internet Group (IG) started to follow a
program made up of web-based reading activities. The members of this group were
chosen from among the students who had either their own computer with the Internet
access or the Internet access from Internet cafes or from different sources, and their

e-mail addresses were taken to form a group.

In order to determine the improvement in their language proficiency and L2
reading motivation, the learners in the two experimental groups went through two
different ER programs. However, the topics of these programs had to be the same. In
other words, the topics covered in both groups were the same, but how they covered
these topics had differences. Therefore, some web-sites about the books of the
graded readers group were found and some activities were designed according to the
principles of webquest preparation, put forward by Dodge (1995):

1. Each Webquest started with an Introduction that set the stage and provided
some background information.

2. A doable and interesting task was given.

3. A set of information sources needed to complete the task was given.
Information sources included web documents, searchable databases on the
net, and books and other documents like encyclopedias or dictionaries,
physically available in the learner's setting. Because pointers to resources
were included, the learners were not left to wander through webspace
completely adrift.

4. The process the learners should go through in accomplishing the task was
described in detail. Sometimes the process was broken out into clearly
described steps. Some guidance on how to organize the information acquired
was also given. This was in the form of guiding questions, or directions to
complete organizational frameworks such as timelines, concept maps, or
cause-and-effect diagrams.

5. The last section was a conclusion that brought closure to the quest, reminded
the learners about what they learned, and sometimes encouraged them to

extend the experience into other domains.
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At the beginning of this process, a pilot study was conducted in order to

detect some difficulties that might occur throughout the study. The students were

sent a webquest that was not a part of their routine experimental process. This pilot

study revealed the following problems:

1.

Some students stated that they didn’t receive an e-mail including such an
attachment.

Some students had difficulty in opening the attachments.
Some of the messages were sent to their bulk files.
Some students had difficulty in opening the web sites given in the resources
section of the webquest.
Some students said they had no time to check their mailboxes within the time

required by their system supplier. Therefore, their messages were deleted.

The solutions found to these problems can be listed as follows:

The students were required to have at least two e-mail addresses and the
messages were sent to both of the addresses given.

The webquests were sent both as attachments and as the body in the message.
The web sites were double-checked during the preparation stage and they
were rechecked just before the message was sent in case there might be some
problems related to opening those sites or downloading the information given
in that site.

The phone numbers of the students were taken and they were informed about
the new project either calling them or sending messages through mobile

phones or the Internet.

Upon completing this period, the students in the IG were sent the webquests

prepared in the view of webquest preparation rules as attachments via e-mail. As was

mentioned earlier, the contents of the graded readers and the webquests were

equalized to supply control. The list of the projects the learners sent is given below:
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Table 4
Titles of the Webquests Sent to the IG

Title of the Webquest

1 Edgar Allan Poe: Father of Horror
2 The Picture of Dorian Gray

3 The Doll’s House

4 The Firm

5 Brave New World

6

Cry, The Beloved Country

The experimental period for IG also started on 6™ March 2006 and lasted six
weeks. The students received the webquests through their e-mail; fulfilled the
requirements assigned in each project; and sent the end-products to the researcher via
e-mail. When they faced any problems, they contacted the researcher either via e-
mail or telephone. The researcher tried to solve the problems and answer their
questions. The subjects were alarmed both by e-mail and mobile phone in case of
delays in receiving their end-products. Similar to the TG members, the students in
the IG were not given any exams or quizzes based on the projects, but the researcher
had occasional visits to the institution to have face-to-face interaction with the

participants in addition to the electronic contact.

The Control Group

Control group (CG) members continued only their school routines. They did
not follow any ER programs and they were requested not to read anything except for

their textbooks.

The Post-tests

The post-test in language proficiency was applied in two class hours on 17"
April 2006. The scale to measure their L2 reading proficiency was also applied on
the same day, right after the proficiency test. The pre-test and post-tests of the
proficiency and the scales had the same questions and items. The students were
exposed to 70 multiple-choice questions in the proficiency test and there were 30
items in the L2 reading motivation scale. The students in the three study groups were

given the proficiency test at the same time of the day; they were delivered the scales
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in the first class hour of the afternoon session. There were no absentees in none of

the groups.

The Preparation of the Interview Questions

The second part of the study is composed of a qualitative research. In order
to get qualitative data, the subjects were interviewed at the end of the treatment
period. With the help of the interview, it is possible to elicit data on the thoughts,
beliefs and ideas of the interviewees (Powney and Watts, 1987). The questions in this
interview were prepared as open-ended questions to inquire the thoughts of the
participants both in TG and IG. The questions were written according to the
principles required for interviews (Yildirim and Simsek, 2004). They were checked
and revised by the scholars in this field. Two sets of interview were prepared, one for
TG and another for IG. The sets had some questions in common, but some questions

showed differences depending on the nature of the ER programs they followed.

The Interview

Both experimental group members were given the interview about the
treatment they had during the study. CG members were not given the interview as
they were not treated, but they only followed their own schedule. The interview
questions were developed with the support from the scholars and instructors in the
field of Teaching English as a Foreign Language and Measurement and Evaluation in
Educational Sciences Departments of Anadolu University, Celal Bayar University
and Dokuz Eyliil University. Necessary changes were done based on their
suggestions. The interview was given by the researcher on 18-19" April 2006. It took
approximately 10 minutes for each student. The interview with each student was

videotaped for further analysis.

The interview took place in the seminar room of the institution and the
students were taken into the room one by one. The size of the room was about 60
meters square, well lit with large windows. It had a table for the presenter, a board,

and a computer with a projector. There were about 50 chairs for the audience. The
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students had the interview face-to-face with the interviewer at the presenter’s table.

The interviews were recorded on a video-recorder (SONY-DCR-HC30E).

study:
1.

The Validity and the Reliability of the Qualitative Study

The following issues were considered for the validity of the qualitative

The findings of the quantitative and qualitative study formed a meaningful
unit.
The setting, sampling and procedure of the research were described in detail

to make the findings comparable with the other studies.

. This study would help the reader associate the findings with their own

experience, since the place and the significance of the study in the literature

were well defined.

. To provide readers with the comparisons of this study with other studies in

the field, necessary explanations were made. Thus, findings of the study can

be tested in similar settings.

In addition to the validity, the reliability of the qualitative study was

increased by considering these following points:

1.
2.
3.

The characteristics of the participants were described in detail.

The setting of the research was also described in detail.

The framework predetermined for the study was well described to support
further studies.

Methods of data collection and data analysis were described as a procedure in

detail.

. No hypotheses were made before the study in order to avoid biases and

prejudices.

All kinds of statements by the participants were taken into consideration as
data.

All the data from the study is kept by the researcher for other researchers and

scientists.
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8. Another researcher from the field (from Anadolu University, School of
Foreign Languages) took part in the study to check the compiled and
analyzed data to prevent any possible errors.

9. The findings of the study were read by another researcher from the field
(Pamukkale University, Faculty of Education) to get rid of some personal

comments to increase the objectivity as proposed by Fanselow (1992).

Data Analysis Techniques

The quantitative data collected throughout the study were analyzed through
the following techniques using SPSS Package Program for Windows, Version 9.0:
Mean scores and standard deviations for each variable were calculated and given in
tables. In order to determine the differences among the three groups in the pre- and
post-tests one of the nonparametric tests, Kruskal Wallis Test was used. Within
group comparisons of the three groups were conducted using a Wilcoxon Signed
Rank test for it is a non-parametric test, which is used whenever it is uncertain what
kind of distribution the results follow. Upon detecting a significant difference in the
post-test results of the three groups, in order to determine the difference between
which two groups caused the significance, Mann-Whitney U test was applied. In the
analysis of the L2 reading measurement the same data analysis techniques were used.
In order to see whether there was a correlation between language proficiency and L2
reading motivation Spearman Brown Coefficient, a nonparametric correlation test,

was applied.

Qualitative analysis of the study was conducted via the analysis of the data
obtained from the interviews with the members of the two experimental groups. The

interviewees were asked open-ended questions related to the last research question.

The interviews were recorded on a video-recorder (SONY-DCR-HC30E),
and the recordings were written on a computer word file manually. Some phrases,
words, and sentences that were emphasized by the interviewees were categorized

under some themes using specific codes. First of all, the typescripts of the recordings
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were read thoroughly. Then, the coding section was completed. Using these codes,
some themes were formed. Each theme was categorized according to the two
different experimental groups. After forming these themes, some further themes were
formed. For the themes and coding, the indexes were formed for the TG and IG
members. Using these data indexes, frequencies related to the themes were
determined. For each of the subunit of the themes, the typescripts were read once

again and they were written as reports.

In quantitative studies, the reliability of the instruments to be used is
calculated using some statistical procedures. Unlike quantitative studies, in
qualitative studies, the reliability of the researcher is important. Therefore, the coding
or grouping of the data should be investigated in terms of the reliability. This can be
carried out either by two different coders or by the same researcher at least two
weeks after the first coding. For the reliability of the qualitative part of this study, the
researcher repeated the coding procedure two weeks later upon accomplishing the
procedure of the first coding. The reliability was carried out using the following

formula proposed by Miles & Huberman (1994: 64).

Number of agreements
Reliability=

Total number of agreements + disagreements

As a result of the first and the second coding procedures the total number of
codes determined was 151. After the second coding procedure the number of
agreement was 130 and the number of disagreement was 21. When these figures
were operated in the formula given above, the result was 0.86. Miles and Huberman
(1994: 64) suggest that final intercoding agreement in qualitative data analysis
should approach or exceed 90%. Therefore, the analysis of the qualitative part of this

study can be accepted as reliable.
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CHAPTER 1V

FINDINGS AND INTERPRETATIONS

In this chapter, the findings from the research based on the methodology
introduced in the previous chapter and the interpretations of these findings are
presented with respect to the research questions of the study. The research has two

main parts: quantitative and qualitative.

The Quantitative Study

The quantitative study aimed to find out the effects of two different ER
programs on the proficiency and motivation in L2 reading of learners. In addition, it
aimed to find out whether there was a correlation between language proficiency and
L2 reading motivation of the learners. The findings of the quantitative study are

presented in terms of the test scores and the statistical analysis of these scores.

The Effects of Two Different Extensive Reading Programs on the
Proficiency of the Learners

In order to study the effects of two different ER programs, namely
traditional ER and web-based activities, on the proficiency of the learners, the
participants in the two experimental groups and the control group were given a pre-
test before and a post-test after the treatment. By doing so, the score differences
between the pre-tests and the post-tests were obtained and further analyzed to find
out if those differences were statistically significant. That is to say, the statistical

analysis of the scores indicated whether or not these score differences of the two
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experimental groups depended on the treatment. For this purpose, the mean scores

and standard deviations of the pre-tests and post-tests were obtained.

First of all, the mean scores and standard deviations for the pre-test scores
of the proficiency test of the two experimental groups and the control group were
calculated and Kruskal-Wallis test, one of the non-parametric tests, was applied to
see whether there was a significant difference among the pre-test scores of the three

groups. The findings are presented in Table 5.

Table 5
Pre-test Proficiency Test Scores of the Groups
Groups Pre-test (X+SD) p
TG (n: 12) 62.41 £5.69
IG (n: 12) 60.96 + 10.19 317
CG (n:12) 62.75 £7.90

p> .05; TG= Traditional Group; IG= Internet Group; CG= Control Group

Table 5 indicates that the mean score of the TG (62.41) is higher than that of
the IG (60.96). The highest pre-test scores belong to control group members (62.75).
However, the non-parametric analysis of Kruskal-Wallis revealed no significant
difference among the pre-test scores of these three groups. Therefore, one can easily
claim that these three groups were homogenous at the beginning of the treatment

period in terms of their language proficiency levels.

Another statistical test was performed for the analysis of the post-test scores
in order to discover if the three groups significantly differed from each other as a
result of the treatment given. For this purpose, the mean scores, standard deviations
were calculated, and the Kruskal-Wallis test was applied to the post-test scores. The

findings are presented in Table 6.
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Table 6
Post-test Proficiency Test Scores of the Groups

Groups Post-test (X+SD) p
TG (n: 12) 65.95 £ 6.04

IG (n: 12) 69.92 +7.88 086
CG (n:12) 64.02+ 8.78

p>.05

Table 6 indicates that the highest post-test mean score belongs to the IG
(69.92), and the lowest mean score belong to the control group (64.02). However, the
Kruskal-Wallis analysis of these scores revealed no significant difference among the

post-test scores of the three groups.

The difference between the pre- and post-test scores of the individual groups
is of great importance. When the pre- and post-test scores of the individual groups
were analyzed by means of the Wilcoxon Signed Ranks Test, some significant
differences were obtained between pre- and post-test scores of the Traditional and
the Internet Groups. However, no significant difference was observed between pre-

and post-test scores of the control group. The findings are presented in Table 7.

Table 7
Within-group Comparisons of the Groups in terms of Their Pre- and Post-test
Proficiency Test Scores

Groups Pre-test (X+SD) Post-test (X£SD) p
TG (n: 12) 62.41 £5.69 65.95 £ 6.04 .033%*
IG (n: 12) 60.96 £ 10.19 69.92 +7.88 .003**
CG(n:12) 62.75 £7.90 64.02 +£8.778 .638

*p< 0.05; **p< 0.01

Within-group comparisons show some gains in terms of language

proficiency as a result of the treatment given to the groups. However, talking about
the gains by taking the pre-test results into consideration is important. That means,

the difference between pre- and post-test scores of the groups should be calculated
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and compared in order to see the real difference as a result of the experimental
procedure. Kruskal-Wallis test was applied to the differences of the pre-and post-test

scores of the groups and the results are given in Table 8.

Table 8
The Comparison of the Differences Among the Groups in Terms of Their Pre-
and Post Test Proficiency Test Scores

Groups Pre-test Post-test Difference p
(X+SD) (X+SD) (X+SD)
TG (n: 12) 62.41 £5.69 65.95 £ 6.04 3.53+4.86
&
IG (n: 12) 60.96 + 10.19 |69.92 +£7.88 8.95 +£4.89 017
CG (n:12) 62.75 £7.90 64.02 +8.778 |1.26 £9.98
*p< 0.05

Table 8 indicates that the biggest gain was obtained in the IG as a result of
the treatment (8.95 + 4.89). The smallest difference is seen in the control group
(1.26). The analysis that was applied to see whether there was a significant difference
among the gains of the three groups in terms of their language proficiency revealed a
significant difference at p< 0.05 level. This result led us to a further analysis to
determine the difference of which group caused this significance. In order to
determine this, Mann-Whitney U test was applied to the differences of the
Traditional and Internet, The Traditional and the Control and the Internet and the

Control groups. The results of this analysis are given in Table 9.

Table 9
The Comparison of the Differences Obtained in the Groups in Terms of Their
Proficiency Test Scores

Groups Pre-test Post-test Difference p
TG (n: 12) 6241 £5.69 |6595+6.04 |3.53+4.86

IG (n: 12) 60.96 £ 10.19 |69.92 +7.88 8.95 +4.89 017*
TG (n: 12) 6241 £5.69 [6595+6.04 |3.53+4.86

CG (n: 12) 62.75 £7.90 64.02 +8.778 |1.26 £9.98 671
IG (n: 12) 60.96 £ 10.19 |69.92 +7.88 8.95+4.89

CG (n: 12) 62.75 £7.90 64.02 +8.778 |1.26 £9.98 013*

*p< 0.05
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The findings of Table 9 indicate that both experimental groups differ from
each other in terms of the differences occurred as a result of the experimental
procedure. The IG also differs from the control group, but the TG showed no
significant difference from the control group in terms of the differences in their

proficiency test scores.

If the results of the quantitative study on the language proficiency of the
learners are analyzed closely, it is understood that a significant positive difference in
the proficiency levels of the experimental groups occurred as a result of the treatment
they were given. The results obtained in the TG find support from the literature, in
which ER programs carried out by means of graded readers showed positive effects
on the language proficiency of the learners. For example, Mason & Krashen (1997)
found in a series of experiments that the learners in the ER group outperformed the
traditional learners. These students had better gains not only in reading
comprehension, but also on a cloze test than the traditional students who focused on
practicing cloze exercises. Similarly, Leung (2002) reported that her vocabulary
knowledge improved by 23.5% in one month as a result of the ER program study she
conducted for herself. In this study, she acted both as a researcher and a participant.
She stated that she was able to identify words and use them to construct more
semantically and grammatically correct sentences in the second test (from 10% on
the first test to 16% on the second test). Constantino, Lee, Cho, & Krashen (1997)
indicated that reading was a significant predictor of students’ TOEFL scores.
However, they found that the other variables such as amount of TV viewing in
English, frequency and amount of L1 reading, and amount of English study in the US
were not significantly correlated with TOEFL scores. In another study, Pigada &
Schmitt (2006) investigated in a case study whether ER leads to increased word
knowledge, in terms of spelling, meaning, and grammatical behavior of the words,
since these aspects are equally affected by ER. For all the target words, their
participant G, earned 98 spelling points out of a possible 266 (36.8%) in the test 1,
but improved to 159 out of 266 (59.8%) in the test 2. For meaning, there was also an

improvement. The Test 1 meaning scores were 22 points out of 266 (8.3%), moving
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up to 63 out of 266 (23.7%) in the test 2. In the grammatical mastery of verbs, the
results were five out of 126 (4.0%) for the test 1, and 26 out of 126 (20.6%) for the
test 2.

Research done on computer use and web activities generally focus on the
motivation, attitudes, and autonomy of the learners. Of the studies we have
investigated, none of them reported quantitative positive gains on language
proficiency. Therefore, this present study may have an importance in that it reports
some quantitative data on the gains in the proficiency level of the learners in the

Internet group, which outperform the ones obtained from the traditional ER group.

The Effects of Two Different Extensive Reading Programs on the L2

Reading Motivation of the Learners

This study also aims to investigate the effects of two different ER programs
on the L2 reading motivation of the learners. For this purpose, the subjects in the

three groups were administered a Likert-Type Scale before and after the treatment.

The scale was a 30-item 6-point Likert-Type Scale. Each individual’s score
was calculated by adding the numbers they circled. The highest point to be obtained
form the scale was 180; the lowest was 30. The pre-test results of the three groups
were obtained and their means, standard deviations were calculated. Kruskal-Wallis
test, one of the non-parametric tests, was applied to see whether there was a
significant difference among the pre-test scores of the three groups. The findings are

presented in Table 10.

Table 10
L2 Reading Motivation Pre-test Scores of the Groups
Groups Pre-test (X+SD) p
TG (n: 12) 138.41 £ 8.87
IG (n: 12) 131.00 £ 9.31 47
CG(n:12) 127.91 £22.69

p>.05
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The table indicates that the highest pre-test score was obtained in the TG
(138.41); and the lowest score belonged to the control group (127.91). Despite these
differences, no significant difference was found among the three groups in terms of
their pre-test scores of the L2 reading motivation scale. Therefore, at the beginning
of the experimental procedure, the groups are accepted as homogenous in terms of

their L2 reading motivation.

The post-test results of the three groups were also calculated and their
means, standard deviations are shown in Table 11. The results of the Kruskal-Wallis

test are also given in Table 11.

Table 11
L2 Reading Motivation Post-test Scores of the Groups
Post-test (X+SD) p
TG (n: 12) 14891 £11.42
IG (n: 12) 13991 +£9.14 0007+
CG(n:12) 124.50 £9.51

##p<0.01

As the table indicates, the post-test results of the groups show a significant
difference at p<0.01 level. It means that the groups are different from each other in

terms of their L2 reading motivation after they were given the treatment.

In order to see the difference each group has undergone, another analysis
was performed. The Wilcoxon Signed Ranks Test enabled us to determine whether
the pre- and post-test differences were significant in each group. The means, standard
deviations and Wilcoxon Signed Ranks Test results of the three groups are given in

Table 12.
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Within-group Comparisons of the Groups in terms of Their Pre- and Post-Test
Scores of L2 Reading Motivation
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Groups Pre-test (X+SD) Post-test (X+SD) p
TG (n: 12) 138.41 + 8.87 14891 £ 11.42 O11%*
IG (n: 12) 131.00 £9.31 13991 +£9.14 004 %%
CG(n:12) 127.91 £22.69 124.50 £9.5 307

*p<0.05; **p<0.01

Within-group comparisons show some significant gains in terms of L2
reading motivation in experimental groups as a result of the treatment given to them.
As the table indicates, no increments were found in the control group in terms of L2
reading motivation. In contrast, though not significant, there was a decrease in their

L2 reading motivation.

In order to see the results of the experimental procedure, the difference
between pre- and post-test scores of the groups should be calculated and compared.
Kruskal-Wallis test was applied to reveal the differences of the pre-and post-test

scores of the groups and the results are given in Table 13.

Table 13
The Comparison of the Differences Among the Groups in terms of Their Pre-
and Post-Test Scores of L2 Reading Motivation

Groups Pre-test Post-test Difference p
(X+SD) (X+SD) (X+SD)

TG (n: 12) 138.41 £8.87 148.91 + 11.42 |10.50 = 10.37

IG (n: 12) 131.00 £ 9.31 13991 £9.14 |8.91 £9.03 015*

CG(n:12) 127.91 £22.69 [124.50+£9.5 -3.41 £19.96

*p< 0.05

Table 13 indicates that the biggest gain was obtained in the TG as a result of
the treatment (10.50). The difference in the IG was a bit smaller than the difference

in the TG (8.91). The difference observed in the control group was negative. It means
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that there was a decrease in their L2 reading motivation (-3.41). The difference

among the three groups was found significant at p<0.05.

The analysis that was applied to see whether there was a significant
difference among the gains of the three groups in terms of L2 reading motivation
revealed a significant difference at p< 0.05 level. This result led us to a further
analysis to determine the difference of which group caused this significance. In order
to determine this, Mann-Whitney U test was applied to the differences of the
Traditional and Internet, The Traditional and the control and the Internet and the

control groups. The results of this analysis are given in Table 14.

Table 14
The Comparison of the Differences Obtained in the Groups in Terms of
Their L2 Reading Motivation Scores

Groups Pre-test Post-test Difference p
TG (n: 12) 138.41 £8.87 |148.91 +11.42(10.50 £ 10.37

IG (n: 12) 131.00£9.31 |{139.91+£9.14 |8.91 £9.03 524
TG (n: 12) 138.41 £8.87 |148.91 £11.42|10.50 £10.37

CG (n: 12) 12791 £22.69 | 124.50 £9.5 |-3.41 £19.96 014
IG (n: 12) 131.00£9.31 |{139.91+£9.14 |8.91 £9.03

CG (n: 12) 12791 £22.69 [ 124.50 £9.5 |-3.41 £19.96 013
#p< 0.05

The findings of Table 14 indicate that experimental groups do not differ
from each other in terms of the differences in their L2 reading motivation they
revealed as a result of the experimental procedure. However, the gains of both
experimental groups showed significant differences when compared to those of the

control group.

As Krashen (cited in Day & Bamford, 1998: 38) stated, “Reading is the only
way, the only way we become good readers.” The significant increase in the L2
reading motivation of the learners in the experimental groups, and —though not

significant —the decrease in the motivation of the control group learners confirm his
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words once again. They also confirm the principle by many researchers in this field
that extensive reading promotes learners’ positive attitudes toward reading. It fosters
their confidence and motivation to read (Day & Bamford, 1998, Hill, 2001; Nation,
1997; Prowse, 2003). The more a person reads, the more motivated he can become in
L2 reading. If the students are not exposed to extensive reading programs, as in the

case of CG in this present study, their motivation to read may completely vanish.

The results of this study showed similarities with the previous research
indicating increases in the motivation of the learners who carried out ER programs.
For example, Asraf and Ahmad (2003) reported that the learners in the guided ER
group developed positive attitudes toward reading in English although they were
reluctant readers. They concluded that, as the attitudes and motivation of the subjects
in their study towards reading in English were improved, it is very likely that their
proficiency in English will increase in the long term. Leung (2002) also pointed out
that if an individual is given the chance to read for pleasure, he could improve his
confidence and have positive attitudes towards reading in the target language. In his
study, Mori (2004) tried to identify the components of English learning motivation,
English reading motivation, task-specific motivation for a sample of university EFL
learners in Japan, and to identify relationships between the identified components of
motivation and the amount of extensive reading students do outside of class. The
results of the multiple regression indicated that one of the general motivation factors,
namely Study Habits, and one of the task-specific motivation-related factors, namely
Intrinsic Value of Stories, contributed significantly to the prediction of variance (p<.

05).

Previous research on the effect of computers on learner motivation has
revealed contradictory results. While some studies reported positive effects of
computers on student motivation (Chang & Lehman, 2002; Gale, 1991; Klein, 1990;
Song & Keller, 2001; Watts & Llyod, 2001), some studies reported lack of
motivation and content of both learners and teachers as a result of computer use for
instruction (Chen, 1996; Mohan, 1994; Windeatt, 1986). As for the studies related to

the Internet use, they generally report the positive effects of the Internet on students
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being autonomous learners. For example, in an article by Toyoda (2000), learners
were exposed to information technology skills. At the end of the study period, the
researcher observed some changes in the classroom dynamics related to group work,
language use, communication with the teacher and the classmates, connection with e-
mail partners, and student attitudes. According to the researcher, the most
outstanding outcome of the program was that the students changed their attitudes and
learned to be autonomous. Similar to the studies the results of which revealed some
positive effects on the roles of the Internet on enhancing motivation to read and
developing positive attitudes toward reading, the results of this present study are
important since they provide the field with some quantitative data related to the role
of the Internet and web-based activities on increasing the learners’ L2 reading
motivation. The significant increase obtained in the IG of this study is a clear sign of
the effects of the Internet on increasing the learners’ motivation to read in the target
language. Therefore, one may conclude that web-based extensive reading activities
may trigger the learners’ motivation to read in foreign language and they can be used

as an alternative to traditional ER programs.

The third research question aimed to find out whether there was a
correlation between the measured variables, namely language proficiency and L2
reading motivation of the learners. For this purpose, Spearman Brown Correlation
Coefficient, a non-parametric correlation analysis, was used for each group. First of
all, a correlation was sought between the pre-test scores of the proficiency test and
the pre- test scores of the L2 reading motivation scale for each group. The pre-test

results of this analysis for the TG is shown in Table 15:

Table 15
Pre-test Relationships Between Variables in the Study for the TG

Variable Proficiency Pre-test | L2 Reading Motivation Pre-test
Proficiency Pre-test 1.00 492

L2 Reading Motivation 492 1.00

Pre-test

p>.05

Table 15 indicates that there is not a significant correlation between the pre-

test scores of the variables in the study in the TG (r= .492; p=.104). However, as a
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result of the treatment, a significant correlation occurred between the post-test scores
of the proficiency test and the post-test scores of their L2 reading motivation in this

group (r=.864; p=.000). The results are given in Table 16.

Table 16
Post-test Relationships Between Variables in the Study for the TG
Variable Proficiency Post-test | L2 Reading Motivation Post-test
Proficiency Post-test 1.00 .864%*
L2 Reading Motivation .864%* 1.00
Post-test
p< .01

When the same statistical procedure was applied to the pre-test scores of the
IG for the same variables, similar results were obtained to those of the TG. In other
words, no significant correlation was determined between the pre-test scores of the
analyzed variables in the IG (r= .221; p= .490). Table 17 shows the pre-test
relationships for the IG.

Table 17
Pre-test Relationships Between Variables in the Study for the IG
Variable Proficiency Pre-test L2 Reading Motivation Pre-test
Proficiency Pre-test 1.00 221
L2 Reading Motivation 221 1.00
Pre-test
p>.05

However, a significant correlation was determined between the post-test
scores of the proficiency and L2 reading motivation in the IG. The results of the

analysis are given in Table 18.

Table 18
Post-test Relationships Between Variables in the Study for the IG
Variable Proficiency Post-test | L.2 Reading Motivation Post-test
Proficiency Post-test 1.00 818*%*
L2 Reading Motivation B18%* 1.00
Post-test

p< .01
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As Table 18 shows, the relationship between the post-test scores of the

variables in the IG was significant at p< .01 level (r=.818; p=.001).

As Table 16 and 18 show, the treatment resulted in a significant correlation
between the post-test scores of the proficiency test and L2 reading motivation of the
experimental group learners (r= .864; p= .000 and r= .818; p= .001, TG and IG,
respectively). The increase in the relationship between the measured variables is a
clear sign of the treatment given. This result can be interpreted as the more motivated
someone becomes in L2 reading, the more proficient he becomes in the target

language.

Studies in both second- and foreign-language acquisition confirm that those
who read more do better on a wide variety of tests. In Stokes, Krashen, and
Kartchner (1998), students of Spanish as a foreign language in the United States
were tested on their knowledge of the subjunctive on a test that attempted to probe
acquired competence. Formal study was not a predictor of subjunctive competence,
nor was length of residence in a Spanish-speaking country. Stokes, Krashen, and
Kartchner also asked subjects about the quality of instruction they had had
specifically in the subjunctive. This variable also failed to predict performance on the
subjunctive test. The amount of free reading in Spanish, however, was a clear

predictor (p=.034).

Lee, Krashen, and Gribbons (1996) reported that for international students
in the United States, the amount of free reading reported (number of years subjects
read newspapers, news magazines, popular magazines, fiction, and nonfiction) was a
significant predictor of the ability to translate and judge the grammaticality of
complex grammatical constructions in English (restrictive relative clauses; p=.0002).
The amount of formal study and length of residence in the United States were not

significant predictors.

Constantino, Lee, Cho, and Krashen (1997) reported that the amount of free

reading international students living in the United States said they did before taking
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the Test of English as a Foreign Language (TOEFL) was an excellent predictor of

their score on this examination (p=.002).

When the correlation between the pre- and post-test scores of the variables
in the CG were analyzed, no significant correlation was found in their neither pre-

tests nor post-test scores. The results of the analysis are shown in Tables 19 and 20.

Table 19
Pre-test Relationships Between Variables in the Study for the CG
Variable Proficiency Pre-test | .2 Reading Motivation Pre-test
Proficiency Pre-test 1.00 307
L2 Reading 307 1.00
Motivation Pre-test
p>.05
Table 20
Post-test Relationships Between Variables in the Study for the CG
Variable Proficiency Post-test | L2 Reading motivation Post-test
Proficiency Post-test 1.00 479
L2 Reading 479 1.00
motivation Post-test
p>.05

As Tables 19 and 20 show, no significant correlation was found in their
neither pre-tests nor post-test scores of the variables for the CG. These results are
confirmed by some studies in literature that show the difference between the groups
that performed reading and did not read at all and continued only the traditional
education given by their institutions. For example, Elley’s data (Elley 1989) from
South Africa and Sri Lanka indicate that in all cases, children who were encouraged
to read for pleasure outperformed traditionally taught students on standardized tests
of reading comprehension and on other measures of literacy. In this study, EFL
students who lived in print-poor environments were given access to sets of sixty high
interest books, which were placed in classrooms, with another sixty made available
in sets of six identical titles. The books were used for read-alouds by the teacher, for
shared reading, and for silent reading. In every case the readers outperformed those

in comparison classes, and the gap widened with each year of reading. For example,
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in Natal, the results on a standard test of the read and non-read groups in the fifth

grade were 63.1 versus 35.1.

The quantitative part of this study indicated that either performed
traditionally or using the Internet; ER programs have significant effects on the
language proficiency of the learners in the experimental group learners. In addition,
the significant differences between the control group and the experimental groups in
terms of their L2 reading motivation can be admitted as the confirmation of
Krashen’s words, which said, “Reading is the only way, the only way we become
good readers.” (cited in Day & Bamford, 1998: 38). Furthermore, the positive
correlation obtained between the post-test proficiency and L2 reading scores of the
experimental groups enables us to talk about the relationship between the L2 reading
motivation and language proficiency. This study also confirms the results of the
previous ones that indicated the relationship between reading extensively and the

success in language proficiency.

The Qualitative Study

The qualitative part of the study was designed to search for the thoughts of
the learners in the two experimental groups: the TG and the IG. To this end, the
learners in the two experimental groups were interviewed. The semi-structured
interview was prepared within the framework of the two different extensive reading
programs. In addition to the learner thoughts on the ER programs applied, some other
issues concerning the implementation of these two ER programs and the effects of
these programs on different areas were quested for the data collected through the
interview. Shortly, the qualitative data were analyzed under the following headings:

1. Learner thoughts on the language skills and their previous experience in
language learning and ER programs,
2. Learner thoughts on the implementation of ER programs in this study,

3. The effects of the ER programs on different language fields.
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The thoughts of the learners were analyzed with direct questions from the
interviews, and the issues in the implementation and the effects of these programs

were also derived from the thoughts of the learners.

Learner Thoughts on the Language SKkills, Their Previous Experience
in Language Learning and ER programs

In the first two sections of the qualitative research, there were some
questions trying to obtain some demographic and general language information about
the learners. As the main concern of this study is the effect of ER programs on the
proficiency and L2 reading motivation of the learners, it would be beneficial to get
some information related to their previous experience in language learning and their

thoughts on different language skills.

Previous experience in learning a language may be important. It is clear that
there are differences between real beginners and the learners who have spent longer
time on learning a language. Therefore, determining the time learners have spent on
learning English is necessary. As the tables 21 and 22 indicate, the participants in

this study had similar characteristics related to their previous experience in English.

Table 21
Experience of TG in Learning English

Experience in English n Yo
5-8 years 10 83
More than 8 years 2 17
Total 12 100

According to Table 21, 83% of the learners in the TG had a learning
experience between 5 and 8 years. Only 17% of them had more than 8 years of

experience.
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Table 22
Experience of IG in Learning English
Experience in English n %0
5-8 years 9 75
More than 8 years 3 25
Total 12 100

Similar to the TG members, the majority of IG members had the learning
experience of 5-8 years (75%), and only 25% of them had the experience of more
than 8 years. This data suggest that the group members were similar in that they had

spent similar amount of time on learning English.

For more than 60 years now, research and practice in English language
teaching has identified four skills —listening, speaking, reading, and writing. When
these four skills are mastered, we can talk about language performance. Attention to
the four different skills does indeed pay off as learners of a second language discover
the differences and interrelationships among these four primary modes of

performance (Brown, 2001).

According to Day & Bamford (1998), Hill (2001), Nation (1997), and
Prowse (2003) ER has beneficial effects on different language abilities. For example,
extensive reading builds automaticity of word recognition, which in turn allows
lexical access — the automatic calling up from memory of a word’s meanings and its
phonological representation. Extensive reading builds vocabulary knowledge.
Comprehension and fluent reading depend on automatic word recognition and
vocabulary knowledge, and thus are advanced through extensive reading. Fluent
reading allows the reader to move from word-by-word decoding to the processing of
ideas, which is essential to higher-level reading and thinking skills. Extensive
reading builds an awareness of grammatical structures and the ability to quickly and
accurately process sentence structures. Extensive reading enhances learners’
background knowledge. Extensive reading promotes learners’ positive attitude
toward reading. It fosters their confidence and motivation to read. Extensive reading

increases exposure to English. The important role of “comprehensible input” in



109

foreign language learning has been strongly demonstrated by Krashen (1993).
Extensive reading reinforces a grasp of language that is taught in class. It provides
students with an excellent opportunity to consolidate what they have learned, which
is an essential aspect of foreign language learning. Research studies also show that
extensive reading improves learners’ writing skills, listening and speaking skills, and

examination results.

As literature indicates, ER has beneficial effects on four language skills,
namely listening, reading, speaking and writing. In addition, some studies resulted in
positive gains in grammar as a result of ER programs. Therefore, it is necessary to
get the thoughts of the learners on different language skills and grammar. The

answers of the TG the IG are given in Tables 23, 24, 25 and 26, respectively:

Table 23
Thoughts of the TG on Language Skills
Learner thoughts n %0 nx100/N
Reading 1 8 4
25 | Writng 1 8 4
E5
é E S | Speaking 11 84 44
Total 13 100 52
- Reading 2 17 8
g 8
2E —
é gg Writing 10 83 40
Total 12 100 48
TOTAL 25 100 100
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Table 24
Thoughts of the IG on Language Skills
Learner thoughts n %0 nx100/N
Reading 2 15 8
25 Listening 2 15 8
EE .,
é E‘g Speaking 9 70 36
Total 13 100 52
% £ Reading 4 33 16
S % 2 |Writing 7 59 28
& S — -
= .E Z |Listening 1 8 4
Total 12 100 48
TOTAL 25 100 100

As can be seen in Tables 23 and 24, both group members found speaking as
the most important skill (84%, 70%, TG and IG, respectively). The rate of students
who found reading as the most important skill was 8% in the TG and 15% in the IG.
Similarly, 33% of the students in the IG found reading as the least important skill
while only 17% of the students found reading the least important skill in the TG. It is
clear from the data presented in the tables that the majority of the students in both
groups agreed on writing to be the least important skill (TG vs. IG: 83% vs. 59%,

respectively).

The thoughts of the learners on grammar were also sought. Their thoughts

on the importance they give to grammar are given in Table 25 and Table 26.

Table 25
Thoughts of the TG on Grammar
Learner thoughts n %0
Grammar is very important 8 67
Grammar is not as important as speaking 4 33
Total 12 100




Table 26
Thoughts of the IG on Grammar

Learner thoughts n %o
Grammar is very important 4 36
Grammar is not as important as 6 55
speaking

Grammar is not important at all 1 9
Total 11 100
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The answers of the two experimental group learners revealed that the

majority of the learners in the TG found grammar important (67%) while only 33%

of them said that grammar was not as important as speaking. Unlike TG learners, the

learners in the IG did not find grammar as important (36%) as the TG members did.

The majority of the learners in this group indicated that grammar was not as

important as speaking (55%). Even nine percent of them found grammar not

important at all.

Language areas that are easy and difficult for the students should also be

determined in order to talk about the effects of these ER programs on different

language fields. Table 27 and Table 28 present the ideas of the learners.

Easy and Difficult Language Fields for the TG

Table 27

Learner thoughts N %0 nx100/N
Grammar 3 21 12
i Learning new words 6 43 23
= Listening 4 29 15
a comprehension
Pronunciation 1 7 4
Total 14 100 54
Reading 3 25 12
~ Speaking 1 8 4
£ Grammar 7 59 26
Learning new words 1 8 4
Total 12 100 46
TOTAL 26 100 100




Table 28
Easy and Difficult Language Fields for the IG
Learner thoughts N %0 nx100/N
Grammar 6 46 23
é Learning new words 5 39 19
S
=) Listening 2 15 8
comprehension
Total 13 100 50
Reading 2 15 8
~ Speaking 4 31 15
S Grammar 4 31 15
Pronunciation 3 23 12
Total 13 100 50
TOTAL 26 100 100
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Table 27 and Table 28 show some differences in the language fields that the
learners in the two experimental groups find easy and difficult. Of the students who
indicated their opinions on the easy and difficult language fields, 54% of the TG
learners found grammar (21%), learning new words (43%), listening comprehension
(29%), and pronunciation (7%) difficult; 46% of them found reading (25%),
speaking (8%), grammar (59%), and learning new words (8%) easy. When we look
at the opinions of the learners in the IG, we can say that 50% of them found grammar
(46%), learning new words (39%), and listening comprehension (15%) difficult; 50%
of them found reading (15%), speaking (31%), grammar (31%), and pronunciation
(23%) easy. When we have a close look at these percentages, we can interpret that
there is a similarity between the learners in each group in that they find learning new
words difficult. 43% of the TG and 39% of the IG stated that learning new words
was difficult for them. This data also clarifies a big issue in language learning: the
role of learning new words and there is evidence in literature that extensive reading
builds automaticity of word recognition, which in turn allows lexical access — the
automatic calling up from memory of a word’s meanings and its phonological
representation. Extensive reading builds vocabulary knowledge. Comprehension and

fluent reading depend on automatic word recognition and vocabulary knowledge, and
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thus are advanced through extensive reading (Day & Bamford, 1998; Hill, 2001;
Nation, 1997; Prowse, 2003). Therefore, it is interesting to see that reading does not
take place among the difficult skills in neither of the groups. In contrast, 25% of the
TG and 15% of the IG learners found reading easy. This might be the result of the
ER programs, since they indicated that they developed some techniques to read and

understand better during the study.

The results did not reveal a consensus on the ease or the difficulty of
grammar since the majority of the IG learners (46%) found grammar difficult, but the

majority of the TG learners (59%) found it easy.

Another issue considered in the qualitative study was whether the learners in
both groups had a previous experience with another ER program. However, as the
Table 29 and 30 indicate, the majority of the learners had not participated in an ER

program before the ER programs carried out for this research.

Table 29
Previous Experience of TG in an ER Program
Previous Experience in an ER program n Yo
Yes 1 8
No 11 92
Total 12 100
Table 30
Previous Experience of IG in an ER Program
Previous Experience in an ER program n %o
Yes 2 17
No 10 83
Total 12 100

Thoughts of the Learners on the ER Programs

In the third part of the interview there were questions related to the thoughts
of the learners on the ER programs carried out for this research. The questions in this

section can be grouped under three headings: (1) questions on the thoughts of
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learners about the programs; (2) questions on the thoughts of the learners about the
implementation of the programs; (3) questions on the thoughts of the learners about
the effects of the programs on their present and future studies.
The learners in the two experimental groups were asked four questions

related to their thoughts about the ER program conducted for this study:

1. What do you think about the ER program carried out for this research?

2. What did you like most about the ER program carried out? Why?

3. What didn’t you like about the ER program carried out? Why?

4. Were your expectations prior to the program fulfilled? How? If they weren’t

fulfilled, what are the reasons for that?

The thoughts of the learners in the TG and the IG on the ER programs they
followed are given in Table 31 and 32.

Table 31
Thoughts of the Learners in the TG on the ER program

Learner thoughts n %0
Effective on vocabulary learning 5 39
Increases reading and comprehension speed 3 23
:é Makes people responsible 2 15
q% Teaches how and where grammar rules are used 1 8
a Makes reading an enjoyable habit 2 15
Total 13 100

As Table 31 indicates, the learners in TG were very positive on the ER
program they followed. All of them clearly indicated that they found the program
beneficial from some respects such as its positive effects on increasing vocabulary
storage (39%), improving reading and comprehension speed (23%), making the
learners responsible individuals (15%), enabling them to notice how and where
grammar rules are used (8%), and making reading an enjoyable habit (15%). Below

are some examples of the thoughts of the learners supporting these themes:
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“It was nice. At the beginning, I had very limited vocabulary. Thanks to the

books, my vocabulary storage improved.”

“In my opinion, it is very nice. At least it helps us to keep the new words in

our minds. As new words are repeated continuously, you can learn better.”

“It was useful in learning new words. At least, I learned new words; 1

learned my reading speed.”

“In fact, it was very good. I have learned various new words. I have learned
how and where grammar rules are used. I especially underlined them. That

is, it was very beneficial.”

“I think it is useful because under normal circumstances, I don’t open a
book to find out what is written in it. It was something like an obligation.

That is, I read. ”

“Frankly, I liked it. I realized last night that I had hated reading books
before. Turkish or English, it doesn’t matter. Then we started. Then, [

started to read my Turkish books as well”

“In my opinion, it has positive effects on one’s reading and comprehending

speed.”
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Table 32
Thoughts of the Learners in the IG on the ER Program
Learner thoughts n %o nx100/N
Increases the Internet search 3 50 37
g |skills
= Makes English enjoyable 1 17 13
=]
A | Teaches the terms in English 2 33 25
web sites
Total 6 100 75
.3 |Less advantageous than book 2 100 25
2 2 |reading
3 &
Z 8
Total 2 100 25
TOTAL 8 100 100

While all the learners in the TG found the ER programs beneficial (100%),
75% of the 1G learners stated that they found the program useful; 25% of them
indicated discontent with the program. Of the learners in the IG who stated positive
opinions on the programs, 50% of them indicated that the program increased their
search skills on the Internet. They also mentioned that the programs enabled them to
learn the terms used on the Internet (33%) and made English enjoyable (17%). The

thoughts of the learners in the IG that support these themes are given below:

“As I was a member of the IG, my skills like searching on the net and
reading long passages have been improved. I didn’t use to read long

passages. Frankly, I used to feel too lazy to read. But now I don’t feel so.”
“It has been very useful in that it has taught English by making it enjoyable.”
“Completing the projects through the Internet has made it a bit difficult

because you cannot stay in front of the computer for a long time. It has some

positive effects in terms of new words.”
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“As I was an IG member, my Internet habit has increased; plus, we (usually)
enter the Turkish Internet sites but we entered the English sites. We learned
the terms there. I recognized a great difference between reading from the
books and reading from the Internet, because, somehow, you have to learn
the terms there. From the page numbers to the terms there... I found it very

useful.”

“I think that reading has a great effect on language and I also think that it is

very useful”

The learners who said that the program was not beneficial, in fact, made a
comparison between the programs carried out by means of graded readers and
webquests. They stated that they found the traditional ER programs more
advantageous since reading from the computer screen caused some problems and the
Internet access was not so easy for some students. The thoughts of the learners

supporting these views are given below:

“...Especially for the book readers. IG may find it a bit difficult, but for the

book readers, it is a very good program.”

“...I think the book readers were more advantageous. We cannot get the

Internet access everyday.”

When the findings presented in Table 31 and 32 are examined, it is clear
that 100% of the TG learners and 75% of the IG members indicated openly that they
found these programs useful. However, when the thoughts of the two experimental
groups are compared from what perspectives they found the programs beneficial,
some differences are found. For example, for the TG learners the program was most
useful in terms of new vocabulary learning (39%). However, for the IG learners,
increasing the Internet skills was more important than the others (50%). Despite the
difference in their opinions, this data can be considered very valuable for the

purposes of ER programs. As indicated in literature, ER programs can be considered
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as an effective method to gain new vocabulary and increase someone’s vocabulary
storage (Dupuy & Krashen, 1993; Elley, 1989; Pigada and Schmitt, 2006; Pitts,
White & Krashen, 1989; Waring and Takaki, 2003).

As for the opinions of the IG, the ER programs they followed enabled them
to develop their search skills through the Internet. It means that the ER program they
followed contributed to their experiential and independent learning by making
learning English an enjoyable activity, which all find confirmation from the literature
(Andrews, 2000; Chang, 2005; Chen, Belkada & Okamoto, 2004; Gale, 1991; Klein,
1990; Song & Keller, 2001; Toyoda, 2000).

In order to learn about the thoughts of the learners related to the ER
programs they were also questioned on the points they liked most and did not like at
all about the ER programs they followed. The distribution of the thoughts of the TG
and the IG on what they liked and what they did not like about the programs are
given in Tables 33, 34, 35, and 36.

Table 33
What the Learners in the TG Liked Most
Learner thoughts n %0
Making the learners responsible 3 23
Improving reading and learning new vocabulary 2 15
Learning new things 3 23
Making the learners read faster 1 8
Writing summaries and answering questions 4 31
Total 13 100

As the table indicates, the majority of the learners in the TG indicated that
they liked writing summaries about the books (31%). Although getting reports from
the students was not considered as a kind of evaluation, the majority of the students
indicated that they liked writing summaries since this gave them a chance to express

themselves using their own words, use the words they faced while reading, and
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remember the plot of the stories for longer periods. Below are the thoughts of the

learners supporting this theme:

“Writing the summaries after reading the books.”

“Taking not all the books at once but getting them one by one after having
finished. In the book reports we were given, there were good and brief

questions related to what we understood.”

For most of the learners reading is a kind of burden and they do not like
reading unless they are assigned to do. Therefore, some learners stated that they liked
the program because it made them responsible (23%). In other words, they had the
feeling that they had to finish reading the assigned books within the given period.

The following statements were taken from the interview to support this view:

“If there hadn’t been this program, I wouldn’t have read those books. It was

very beneficial.”

“Being responsible, maybe. As I said before, I am not a person who is

accustomed to do that.”

“l didn’t use to read English books. Normally, I did not use to read. I felt an

obligation.”

In addition to the gains in vocabulary, ER has other positive outcomes. ER
develops general knowledge. If the learners are familiar with the background
knowledge of the texts, they have a much better chance of understanding what the
authors mean. According to Peregoy and Boyle (2000), wide reading when
accomplished within the “i minus 17 level enhances the learners’ general knowledge
that facilitates their comprehension. This is very important for the teachers and the
curriculum developers since exposing the learners to general reading at a suitable

comprehension level presumably results in vocabulary building and enhanced
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background knowledge, which will facilitate a better understanding of a specific
topic. The learners in the TG used expressions to support these opinions of the
researchers in the field since some of them stated that the program enabled them to
learn new things (23%), and read and understand faster (%8). The thoughts of the
learners on these themes are given below:

“It both improved my reading and I learned new vocabulary”

“I learned different things.”

“Learning new things... I think that my reading improved. I liked it most.”

“I think that I became faster while reading.”

The distribution of the thoughts of the learners in the IG on the points they
liked most about the ER program is given in Table 34.

Table 34
What the Learners in the IG Liked Most
Learner thoughts n %0
Learning through searching 7 46
Improving yourself 1 7
It was interesting 2 13
Using dictionaries through the Internet 1 7
Sources 1 7
Learning the Internet culture 2 13
Finding the answers to the questions 1 7
Total 15 100

As the table above indicates, for the majority of the learners in the IG what
they liked most about the ER program they followed was learning through searching
(46%). This answer can be a good indicator of the students’ tendency to autonomous

learning. In the age of technology, the learners are in need of using the technology
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for their own learning needs. This theme finds some support from the literature
where the researchers tried to prove the beneficial effects of the Internet and web-
based activities for learner autonomy and experiential learning (Andrews, 2000;
Chang, 2005; Toyoda, 2000; Vallance, 1998). The following sentences are the

examples to support this theme:

“Learning through searching.”

“Searching of course is a very enjoyable thing. Either from books or from

the Internet, searching is good work. I did it with pleasure.”

“In my opinion, it was nice not by taking a book but through the Internet. It

was more interesting.”

“The thing I liked most... Learning something by searching...”

“Sources, and I myself surfed through the Internet.”

“l liked searching. Getting information from different sources was

important for me.”

Some learners stated that they found the program interesting and more

different than reading from the books (13%):

“I was in the Internet Group. We usually read books. It is something we
have done since our primary and high school. Internet was a bit more
different. There was searching, using the dictionaries through the Internet,
we entered some sites through the Internet, searched the English web sites.

Therefore, it was more different to be in the IG.”

Some of them stated that they had the chance to learn the Internet culture

(13%); they also stated that the Internet provided them with some opportunities like
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using online dictionaries (7%) and using the sources available through the Internet

(7%).

“Using the Internet. Nowadays, there is a culture called the “Internet
culture” in the world. I had to learn the Internet culture. This program was

the beginning of this.”

“I could find the answers to the questions in the passages I read. The thing |
liked most.... Even if I couldn’t understand the whole, I got the general gist

and I was able to answer the questions.”

“There was searching, using the dictionaries through the Internet, we
entered some sites through the Internet, searched the English web sites.

Therefore, it was more different to be in the IG.”

When the learners were questioned on the points what they did not like
about the programs, some differing opinions were reported by the learners in the two
experimental groups. The opinions of the learners in the TG and the IG on what they

did not like about the programs are presented in Table 35 and Table 36.

Table 35
What the Learners in the TG did not Like

Learner thoughts n %0
Topics of the books were boring 4 58
Reading is difficult 1 14
I didn’t like being limited 1 14
Some books were thick and difficult 1 14
Total 7 100

Of the 12 students, five of them stated frankly that they had nothing they did

not like about the ER programs they followed. The remaining seven learners
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indicated that there were some points that they did not like. 58% of them said that
they did not like the topics of the books since they found some of the books
uninteresting. The examples from the statements of the learners are given for this

theme:

“If you had chosen the books from more enjoyable topics, it would have
been better. There were a few books I liked very much, but the rest of them

were a bit boring. However, I read to get information. That is, it was good.”

“Some stories were boring. I read since I had to read, but...”

“Some topics were boring. In fact, books are very nice, but it is necessary to
read them with pleasure. I realized that I didn’t read some of them with

pleasure.”

“I didn’t like the topics of the books. They weren’t attractive enough.”

In fact, according to the principles of ER programs, learners should be able
to choose the books from the genres they like best (Day & Bamford, 1998). But, in
this study, the students in the TG were given the books to read by the researcher.
That is, they were not allowed to choose the books, and they were not allowed to
leave the books if they did not like their topic. Since this was an experimental study,
and since there were two experimental groups, the topics of the books in the TG and
the projects in the IG had to be the same. Thus, the researcher had to limit the TG
learners with the topics of the IG subjects. Finding documents in the Internet
including the same topics brought about some problems; therefore, the researcher

selected the books whose Internet counterparts were found.

In this group, some learners stated that reading itself was difficult (14%),
they did not like being limited (14%), and some books were thick and difficult

(14%). The opinions of the learners related to these themes are as follows:
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“In fact, there is nothing obvious. It was very good. Reports and so on... but,

there were some difficult parts.”

“Sometimes reading was difficult.”

“Some of the books, especially the latest ones were quite thick and

difficult.”

As for the IG learners, they also stated that they had some points that they

did not like about the ER program. Their ideas are given in the table below:

Table 36
What the Learners in the IG did not Like
Learner thoughts n %o
Time was short (limited) 2 22
I couldn’t find answers to the questions easily 2 22
I didn’t like reading the book summaries 2 22
Some topics were difficult and boring 2 22
We had too many sources 1 12
Total 9 100

As Table 36 indicates, the learners in this group expressed different
opinions. However, it is difficult to talk about one or two themes expressed by the
majority of the learners. The opinions showed an equal distribution. It means that,
the discontent with the program was a bit personal, depending on the problems
encountered by the individual learners. Some learners talked about the time being
limited and short (%22); some talked about the difficulty in finding the answers
required in the projects (%22); some said they did not like reading book summaries,
they expected something different (%22); some said that some topics were difficult
and boring for them (%22). There was even one learner who complained about
having a plenty of sources for the projects (%12). The following statements of the IG

learners are given as examples for the themes explained above:
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“The program was a bit intense. The duration was short.”

“Having not enough time. Coming one after the other...”

“Sometimes reaching the questions about the stories on the Internet is very

difficult. Finding the answers to the questions...”

“It was O.K. but I sometimes had difficulty in finding answers to some of the

questions in the projects. That’s all.”

“Its the book summaries. If there had been different projects, it would have

been better.”

“Since it lasted quite long on the Internet, some topics became boring.”

“Some of the passages were difficult. 1 generally understood but some of

them were difficult for me.”

“Having been given too many sources was frustrating. Sometimes being two

or three sites different caused a problem on which site I had to make use

Of »

When the two experimental groups are considered as a whole, one can
easily say that the majority of the learners did not find anything they did not like
about the programs. In other words, the students were content with the programs they
followed. However, in both groups, though not in majority, there were some students
who stated that there were some points that they did not like about the program, such
as the topics of the books being boring and difficult, the duration being short, and

having too many sources.
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As explained in the third chapter, the learners were given a briefing about
the benefits of such programs, and the duties of the learners throughout the programs.
Therefore, in the interview there was a question investigating whether their
expectations prior to the program were fulfilled or not. The answers of the learners in
the TG and IG revealed some interesting points. Their opinions are presented in

Table 37 and Table 38:

Table 37
How were the Expectations of the TG Fulfilled?

Learner thoughts n Y0
) I have self-confidence 1 9
]
i I can understand the gist 2 18
g =
'% = | My vocabulary storage increased 5 46
=
Q
é & |Ilearned new things 2 18
g I can guess the meaning of the words 1 9
= from context

Total 11 100

As the table above indicates, 100% of the learners in the TG expressed their
content with the ER program they followed. They indicated that the program fulfilled
their expectations in the field of increasing their vocabulary storage (46%), which
was previously explained as a problematic language field for the learners. Some

examples are given below to support this theme:

“Yes, they were almost fulfilled. I had never read so many books before. My
vocabulary storage increased. Now, I can guess the meanings of the words

without looking them up the dictionary.”

“Yes, they were fulfilled. As I said before, my vocabulary storage was very
limited when I started the prep class. My grammar was fine. My vocabulary

range was improved.”
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“Yes. As I had a lot of problems with the words, I had difficulty in keeping
the words in my mind. As I read the books, I realized that it gradually

improved. My expectations were fulfilled.”

“Of course they were fulfilled. I learned new things. My vocabulary storage

increased.”

One learner talked about the self-confidence he gained by means of the

program:

“Most of them were fulfilled. For example, I even did not use to take and
read a level-6 book. I would say that [ wasn’t a person at level 6. But I read
the level-6 books you gave. And I saw that there weren’t too many

differences between them and the other levels. I had self-confidence.”

Some learners stated that they started to understand the gist instead of
translating the texts into their mother tongue (18%), learned new things (18%), and
could guess the meaning of the unknown words from the context (9%). The

examples related to these themes are given below:

“Yes. In fact, it was this. Reading and getting information... Not translating
word to word, but understanding the whole. Understanding the sentence, the

passage.”

“Yes, partly. Because I can understand the sentences much better now.”
“They were fulfilled. The most important thing for me is that I started to
read books. Not books, I even wouldn’t read newspapers. I was so bad at

first. I had quite a lot of benefits. Reading... vocabulary...”

It was interesting to see that the learners started these programs with some

expectations in mind and it was also good to see that nearly all the expectations of
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the learners in the TG were fulfilled. It is possible to say that the program fulfilled
one of the important characteristics of a successful ER programs put forward by Day
and Bamford (1998). According to them, ER programs aim to enable learners to read

for pleasure, information and general understanding.

In contrast to the TG learners, there were some learners in the IG who stated
that the programs did not fulfill their prior expectations. In this group 83% of the
learners indicated that their expectations were fulfilled while there were 17% of them

whose prior expectations were not fulfilled. The opinions of the learners in the 1G are

given in Table 38.
Table 38
How were the Expectations of the 1G Fulfilled?
Learner thoughts n %0 nx100/N
My English improved 3 20 17
§ I learned new words 3 20 17
2 My motivation to read 2 13 11
S E increased
«g £ |Timproved my search 4 27 21
2 & | skills
ﬂz I can read faster 1 7 6
S I love English more than 2 13 11
before
Total 15 100 83
) Use of Internet is not at 1 33 6
,é: a desired level
E Expected the projects to 2 67 11
g be different
Z | Total 3 100 17
TOTAL 18 100 100

As the table above indicates not all, but 83% of the learners stated that their
expectations prior to the program were fulfilled. Three learners (17%) stated that
their expectations were not fulfilled. The learners, who stated that their prior
expectations were not fully met, had expected their use of the Internet would have
been much better (33%) and the content of the Internet projects would have been

different (67%). The opinions of the learners on these themes are given below:
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“They were not fulfilled. I couldn’t make use of the Internet at a desired

level. So it was not at an expected level.”

“When I started the program I expected something different on the basis of

the projects.”

“When we started I thought not reading books, but I expected something
different.”

Totally 83% of the IG learners stated that the program fulfilled their prior
expectations; however, how they were fulfilled differed from those of the TG. Of the
learners who stated positive opinions on this issue, 27% of them said that they had
expected their Internet search skills to be improved, and, as a result of the ER

program, they noticed some improvements in their Internet search skills:

“I expected something related to searching and I searched quite well.”

“...The thing I wanted most was to use the Internet.”

“I expected that my vocabulary storage would increase and my search skills

would improve.”

“...I can use the Internet more efficiently.”

In addition, they felt an improvement in their English (20%) and learned

new vocabulary (20%).

“Yes, I can say that they were fulfilled. I learned many new words. I feel
that my English is much better now. I started to love English. It wasn’t like

this in the past.”
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“Yes. My English has improved. For example, I learned more vocabulary.

My reading motivation increased. I was reluctant (before this program).”

“Almost yes. I wanted to improve my English when I participated in this

program and I think it was improved.”

“I love English much more than I did before.”

As the students themselves reported, students generally do not like and do
not do reading unless they are forced to do. They stated that with the help of the
program, they started to read. They said that their reading motivation increased
(13%) and they started to love English more than before (13%) at the end of the

program.

“I didn’t use to read any English books before. Never would I read any
English articles or passages. They wouldn’t attract me. I participated in this

program and I read.” (110)

“I started to love English. It wasn’t like this in the past.”

Reading speed is an important factor in reading comprehension. One of the
aims of ER programs is to increase reading speed of the learners (Day & Bamford,
1998). However, only one student stated that his prior expectation related to
increasing reading speed was fulfilled. The other students did not state anything

related to their expectations related to increasing reading speed.

“Now, I can read faster. My reading speed increased.”

Learner Thoughts on the Implementation of the ER Programs

In this study, the thoughts of the learners on the implementation of the ER
programs were also surveyed. For this purpose, the data were collected through an

interview and analyzed to discover the issues related to the duration, the time they
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spent for each book or project, difficulty level of the books and projects, what the
learners did when they faced some parts they could not understand, problems
occurred throughout the experimental period, and the role of the researcher. The
following questions were asked to gather data in this section:

1. What do you think about the time allocated for each book/project?
How much time did you spend for each book/project?
What can you say about the difficulty levels of the books/projects?
Were there any sections you could not understand?

If yes, what did you do to understand?

AN

What were the problems you faced during the implementation of the
program?

7. What can you say about the roles of the lead teacher?

Time is an important factor in ER programs. Therefore, the same amount of
time was given to both group members by the researcher. As stated before, one week
was given for each book and the project. Day and Bamford (2002) consider this
amount of reading in one week as the goal for a successful extensive reading
program. Nation and Wang (1999: 355) also suggest “learners need to read about one
graded reader per week in order to meet repetitions of the new words soon enough to
reinforce the previous meeting”. The opinions of the learners on the time allocated
for each book or project revealed that 100% of the learners in the TG and 83% of the
learners in the IG found the time given by the researcher sufficient. Only two
learners in the IG said that they found the time a bit short. The researcher also tried
to find out how much time an individual student spent to complete each book or the

project. The answers of the learners are given in Table 39.
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Table 39
The Estimated Time Spent on Each Book or Project
TG (n: 12) n %
3 hours 2 18
4 hours 4 36
5 hours 2 18
More than 5 hours 3 28
Total 11 100
IG (n: 12) n %
3 hours 1 10
4 hours 2 20
More than 5 hours 7 70
Total 10 100

If table 39 is examined, it is understood that the majority of the learners in
the TG spent four hours (36%) to complete a single book. On the other hand, the
majority of the learners in the IG spent more than five hours to complete a single
project (70%). This difference might have resulted from some technical problems
such as available Internet access or the speed of the Internet access of their
computers. The learners in the IG had to enter the sites they were given and
download the pages they found related to their projects. This might have taken more
time than the researcher expected. On the other hand, the time spent by the TG can
be accepted only the time spent for reading since they did not have to spend time on
finding the documents. However, the IG learners spent time not only on reading but
also reaching the materials. Therefore, it is normal that they spent more time on each

project than the TG learners.

Difficulty level of the materials plays an important role in ER programs. As
stated by many authorities in the field, materials should be within the comprehension
level of the learners so that they can understand the content without any difficulty
and without frequent recourse to dictionaries and other reference books (Day &

Bamford, 1998; Nation, 2001; Peregoy & Boyle, 2000). Even though the levels of
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the learners were predetermined and the starting level of the graded readers was
determined by means of a cloze test, it was difficult to adjust the levels of the
materials for the IG learners. Therefore, the learners were asked to express their
thoughts on the difficulty level of the books and the projects. The thoughts of the
learners on the difficulty level of the books and projects are given in Table 40 and

41.

Table 40
Thoughts of the Learners in the TG on the Book Levels

Learner thoughts n %0

They were at our level 8 67

The first ones were easy but the latter ones were 4 33

difficult

Total 12 100

As the table above indicates, majority of the learners (67%) in the TG found
the level of the books at their level. Only 33% of them found the first books easy but
the books they read towards the end of the experimental period were quite difficult.
As stated above, the level of the books were determined by means of a cloze test.
Therefore, as the students themselves indicated, there were no problems when they
started to read, but they had difficulty in reading the stage-5 and stage-6 books. The
learners in this group read three stage-4, one stage-5, and two stage-6 books. Within
this period, despite a significant increase in their proficiency level, this improvement
may not have been enough for them to follow a stage-6 book easily. Therefore,
despite not in majority, some learners may have expressed that the level of the last
two books were difficult for them. The thoughts of the learners on this theme are

given below:

“The first four ones were good but I didn’t like the advanced ones very
much. Since I couldn’t read, I started to feel bored because I couldn’t

understand.”
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“I didn’t have any difficulty up to stage 5, but frankly stage 6 was very
difficult.”

The majority of the learners in this group stated that the levels of the books
were suitable for them and they did not have difficulty in understanding them. Some
students indicated that the level of the books got more difficult but since their
English level also improved they overcame the problems that might have hindered

them from understanding. Below are the examples to support this theme:
“Since our level improved they were not very difficult but from time to time,
on the turning points I had difficulty. Both the school and reading books...

but then I didn’t have any difficulty.”

“They were not as difficult as I supposed. I used to exaggerate the advanced

ones a lot. But they were in fact easy.”

“They were good. They were appropriate to my level.”

“The first ones were good. The later ones were at my level. There were only

some unknown words.”

“The first books were at our level, they were even below our level. But the

books given later required more attention.”

Table 41 presents the thoughts of the learners in the IG on the levels of the

projects they carried out:



Table 41

Thoughts of the Learner in the IG on the Levels of the Projects
Learner thoughts n %0
They were at our level 3 25
Some of them were very difficult 3 25
The first ones were easy but the last ones were 6 50
difficult
Total 12 100
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As the table displays, similar to the thoughts of the TG, half of the learners

in the IG stated that the first projects were easier but they said that the projects sent

towards the end of the experimental period were rather difficult. The other half had

two major opinions: 25% of them stated that they were at their level while the

remaining 25% said that some of the projects were difficult for them. Some

sentences supporting theses views are given below:

“Moderate. In my opinion, they were neither very easy nor very difficult.”

“There were projects above my level and the projects that I couldn’t cope

with, but I tried to understand.”

“They got harder.”

“The first ones were easy but later they got difficult.”

“As you sent in an order, as the stages increased, they got more difficult.

They were not over our level but the last projects were a bit more difficult.

The rest of them were not very difficult.”

“The ones in the last period were difficult. But it must have been like this.”

“I found some of them quite difficult and I had difficulty in completing

them.”
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The thoughts of the learners in the TG and IG show some differences on the
difficulty level of the books and projects. The majority of the learners in the TG
found the levels of the books appropriate for them (67%), while only 25% of the
learners in the 1IG found them at their level. 50% of the learners in this group
indicated that the first ones were easier but they became difficult in time. Since the
level of the materials followed in the TG was adjusted precisely, this is an expected
result. However, finding materials precisely adjusted to the level of the learners in
the Internet is very difficult and sometimes impossible. Therefore, the learners
sometimes had to read passages above their levels or below their levels. The answers
of the IG learners clarify this issue. However, exposing the learners to heavier
language is not always discouraging if they are balanced with easily understandable
materials. Besides, it is in accordance with Krashen’s input hypothesis (Krashen,
1988). In addition, the bigger difference in the pre- and post-test proficiency scores
of the IG when compared to those of TG can be accepted as a support for Krashen’s

input hypothesis in second language learning.

When learners are exposed to long reading passages or ER programs, one of
the biggest problems they face is comprehending the texts. There are sections they
cannot understand easily or clearly. Sometimes the vocabulary items of the texts are
above their levels; sometimes there are sentence structures that they have not learned
before. Such difficulties may result in dislike or discontinuation in reading. Keeping
these points in mind, the researcher asked the learners in the two experimental
groups if they had any problems while reading and how they overcame those

problems.

Out of 12 learners in the TG, only three of them (25%) stated that there
were no sections that they could not understand. Similarly, only one student (8%) in
the IG stated that there were no problems. The other learners in both groups stated
that they faced some problems and they used some techniques to overcome those
problems. The distributions of the opinions of the learners in the TG and IG on the

techniques they developed or used while reading are given in Table 42 and Table 43.
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Table 42
Comprehension Techniques Used by the Learners in the TG
Learner thoughts n %0
I read twice 5 31
I linked with the other paragraphs 1 6
I used context clues 1 6
I guessed the meaning from context 2 13
I asked for someone’s help 2 13
I used a dictionary 4 25
I read aloud 1 6
Total 16 100

As the table above indicates, the students used or developed some
techniques to overcome the problems related to comprehension. The learners in the
TG stated that they read twice or reread some sections if they had difficulty in
understanding (31%). Some of them expressed that they used a dictionary to look up
the meanings of the unknown words (25%). As the students stated previously, their
major problem is their limited vocabulary range. Therefore, they had comprehension
problems while reading due to the number of words the meaning of which they did
not know. Despite being not in majority, some learners stated that they started to
guess the meaning from the context (13%) and asked for someone’s help (13%).
Among the techniques used were making linkages with the preceding and following
paragraphs, using context clues and reading aloud, but these were used by fewer
learners when compared to the other techniques (6% each). The thoughts of the

learners in the TG are given below to support these themes:

“There were, but I didn’t miss the context clues. The sections I couldn’t
understand were not the main topics. There were a few paragraphs [

couldn’t understand.”
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“l read twice. Or I tried to link with the preceding and following
paragraphs.”

“Of course. For example, there were (some sections) in the last book we
read. There were excerpts from Shakespeare. There were sections I couldn’t

understand in those excerpts.”

“If I couldn’t understand because of a word, I looked at the whole sentence.
If I couldn’t understand the sentence, I asked my friends. I consulted

Cihangir Bey, one of my teachers.”

“There were. I used a dictionary. I asked my friends.”

“There were. I turned back and reread those sections.”

“There were. I reread. For example, if I couldn’t understand a paragraph, 1

read this paragraph once again.”

“Yes. At the 6™ stage.”
“I used dictionaries. I used grammar books. In some sections American

English was used. I had difficulty in those sections.”

“Sometimes there were.”
“I reread those sections. Then I skipped them. I looked up the words in the
dictionary or I tried to guess their meanings. When I couldn’t guess, |

looked up the dictionary.”

“There were no sections that I couldn’t understand completely, but there
were sections that I couldn’t understand what the writer meant.”
“I looked up the word in the dictionary. I turned back and tried to

understand what it meant. By reading aloud, I tried to understand better.”
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The techniques developed or used by the of the learners in the 1G are given

in the table below:

Table 43
Comprehension Techniques Used by the Learners in the IG
Learner thoughts n %0
I read twice or reread 4 25
I linked with the other paragraphs 2 13
I asked for someone’s help 1 6
I used a dictionary 5 31
I tried to understand the whole from the parts 3 19
I used translation programs 1 6
Total 16 100

As the table above indicates, the learners in the IG also used similar

techniques to the learners in the TG. However, their most favorite technique was

using the dictionary (31%). The second most used technique in this group was

rereading (25%). Similar to the TG learners, the IG learners also reread (25%) and

made linkages with the other sections (13%) to solve comprehension problems.

Instead of trying to understand single sections or sentences they preferred to

understand the whole (19%). It is also interesting to see that a student used a

technological improvement, translation programs, to overcome the problems related

to reading comprehension, which was not a case in the TG. The thoughts of the

learners in the IG are given to support these themes:

“In order to understand I tried to read the other sections of this passage

again.”

“Not as a whole, but partly.”

“I reread to understand. I tried to think about the links with the other

paragraphs.”
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“Sometimes there were because I came across new words”
“I looked them up in the dictionary. I looked up specific words, the words

that can give meaning (keywords).”

“Sometimes”
“I tried to guess the meaning from the passages I could understand. I tried
to understand by using the principle of understanding the whole from the

part. I understood at last.”

“There weren’t many.”
“I tried to comprehend from the whole without taking the words into

consideration individually.”

“Of course I couldn’t understand some of the sections.”
“I used to share with my friends. I downloaded a few dictionaries from the
Internet. I used them. I have some translation programs. I had them

translate some of the passages.”

“Yes, there were.”
“I sometimes read them once again. I had a look at the paragraph before or

after the section I couldn’t understand.”

An important point to be considered while conducting an ER program is the
difficulties the learners may encounter. An ER program prepared considering the
characteristics of successful ER programs determined by authorities (Day &
Bamford, 1998) probably prevents the learners from facing problems; or the
problems are minimized. In fact, the ER programs for the TG in this present study
were prepared by considering the guidelines put forward by Day & Bamford (1998).
In the preparation of the programs for the IG the guidelines determined by Dodge
(1995) were considered. Therefore, the researcher expected very few problems.

However, for further studies, there was the need to detect whether the learners had
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faced any problems. Table 44 shows the thoughts of the learners in the TG about

their problems:

Table 44
The Problems the Learners in the TG Faced
Learner thoughts n % nx100/N
§ I had no problems 5 100 42

22

Total 5 100

I couldn’t time myself 6 86 50
é Some books were boring 1 14 8
e
&

Total 7 100 58

TOTAL 12 100 100

Of the 12 learners in the TG, five indicated that they did not have any
problems (42%). The remaining learners (58%) talked about some problems they
faced. However, the biggest problem they expressed was about their own personality
since the majority of them stated that they had difficulty in timing themselves,
therefore they had difficulty in completing the books within the required time (86%).

Below are the thoughts of the learners on this theme:

“Some problems resulted from myself occurred. I sometimes couldn’t spend

enough time, then I had to be in a hurry.”

“No problems occurred. I couldn’t read some of them on time but I tried to

do my best.”

“There were some books that I couldn’t read within the time you

determined. I finished some of them a bit late.”

“I couldn’t read the books on time. I couldn’t time myself.”
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Only one learner talked about the topic of some books as being boring and

she stated this as a problem (14%):

“I didn’t want to finish the books the topics of which I didn’t like.”

The opinions given above reveal that the ER program prepared for the TG is
a successful one since nearly none of the learners talked about the poor nature of the
programs. As the statements of the learners have revealed, the only problem they
encountered was that they couldn’t read the books on time. The learners in the TG
were given one week for each book they had to read. In fact, according to literature,
one week for each graded book should be the goal of the programs (Day & Bamford,
1998). Although the time allocated was enough, they couldn’t plan themselves
precisely; therefore, they had difficulty in finishing the books.

The thoughts of the learners in the IG on the problems they faced during the

program are given in Table 45:

Table 45
The Problems the Learners in the IG Faced

Learner thoughts n %0 nx100/N
g
= |I'had no problems 2 100 16
o
Z &
Total 2 100 16
There were some
g technical problems 6 55 46
°
£ I couldn’t time myself 5 45 38
Total 11 100 84
TOTAL 13 100 100
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Unlike the TG learners, the majority of the learners in the IG indicated that

they faced some problems (84%). Of the ones who stated that they had some

problems, 55% of them indicated that there were some technical problems related to

their computers, e-mail addresses, or the Internet access. The thoughts of the learners

on this theme are given below:

“Only once there was a technical problem related to the Internet. I solved

it.”

“There were some problems related to the Internet. I tried to solve them.”

“For example, I couldn’t receive some of your messages. I received them

from my friends.”
“There were some problems related to the Internet. I couldn’t enter it
whenever I wanted since I stay in the dormitory. Apart from this, I didn’t

encounter any problems.”

The others stated that they did not time themselves precisely so they could

not complete the projects on time (45%):

“I couldn’t finish them on time. I couldn’t search thoroughly. I couldn’t

complete the projects on time.”

“There were some problems related to us, not to you. We had difficulty in
completing them on time. As they had to be together with our lessons...We

didn’t have an available Internet access.”

“l had a small problem with my e-mil address. There was some

accumulation due to my limited time.”
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“Because of our exams, quizzes, I completed some of the projects a bit late.

I once sent 2-3 projects together because there was an accumulation.”

Even though computers and the Internet are widely used nearly in all fields
of our lives, the problems they cause are inevitable. As the learners in the IG
indicated, most of the problems they faced resulted from the Internet access or the e-
mail addresses. Even though some precautions were taken before the start of the
experimental process, the researcher could not prevent the learners from having some

technical problems.

Day & Bamford (1998) put forward the roles of a teacher during ER
programs. According to them, the teacher orients students to the goals of the
program, explains the methodology, keeps track of what each student reads, and
guides students in getting the most out of the program. In addition, the teacher is a
role model of a reader for students — an active member of the classroom reading
community, demonstrating what it means to be a reader and the rewards of being a
reader. Guidance is one of the most important factors for the success of an ER
program. According to Asraf & Ahmad (2003) the success of an ER program
depends on several factors. They stated that how the teachers (or researchers) are
able to motivate the students to read; how the program is organized and
implemented; and how their reading is monitored are widely important. It also
depends on how teachers feel about extensive reading. If the teachers do not feel that
extensive reading is beneficial in promoting English language development among
their students, they are not likely to exert their efforts to make the program a success.
Thus, the role of the teacher should be given careful consideration when

implementing an extensive reading program.

In order to detect the roles of the lead teacher in this study, the learners were
asked to express their thoughts and feelings on the role of the lead teacher. The
distribution of the opinions of the learners in each group is given in Table 46 and

Table 47.



Table 46
Opinions of the Learners in the TG on the Roles of the L.ead Teacher

Learner thoughts n %0

Did her best 3 19

Helpful 5 31
Motivated and encouraged us 3 19

Made us feel conscious and responsible 2 12
Tolerant, positive, and patient 3 19

Total 16 100

The example sentences of the TG learners are given below to support these

themes:

“In my opinion you did your best.”

“First of all thank you very much since you gave us such an opportunity. We

became more conscious due to this program. On reading book ...etc.”

“You were patient. Even though we couldn’t hand in some reports on time,

you did not behave angrily.”

“You led us.”

“I think that you were of great help. You fulfilled your duties.”

“It was good. You were very tolerant.”

“The first program you introduced to us attracted me. That’s why I thought

it would be beneficial for me, so I participated.”

“With the useful suggestions, you contributed to our reading positively.”

Opinions of the learners in the IG on the roles of the lead teacher throughout

the study are given in the table below:
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Table 47
Opinions of the Learners in the IG on the Roles of the Lead Teacher

Learner thoughts n %o
Did her best 2 11
Helpful 9 50
Motivated and encouraged us 4 22
Made us feel conscious and responsible 2 11
Tolerant, positive, and patient 1 6
Total 18 100

The example statements of the IG learners are given blow on these views:

“In my opinion it is a study that has to be done to improve the learners’

English. For me you were very useful for the students.”

“You did your best to help us. When I asked something, I was able to get its

answer at most times.”

“You were very interested. You encouraged us.”

“Finding the sites beforehand was very helpful for us. She spent time for us.
If she hadn’t had any roles, I wouldn’t have been interested. She made me

feel responsible.”

“She was always with us. She always triggered (stimulated) us. She

explained what to do and how to do. She opened all the paths.”

“The lead teacher was of great help. You did your best for us. Either for the

book or the Internet (groups), you were very positive.”
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“You were very useful for us. Especially, for making us improve our English

and practice it. And also you encouraged us to make use of the Internet.”

“You were very patient. You didn’t get angry when I said I couldn’t finish
my project. You also answered our questions and explained us what to do

when we had problems.”

The answers of the experimental group learners on the roles of the lead
teacher revealed the following results: 19% of TG and 11% of IG learners stated that
the teacher was perfect and did her best throughout the study. The majority of the
students in both groups found the teacher helpful and stated that the teacher was a
good leader (31% and 50%, TG and IG, respectively). They also found the teacher
motivating and encouraging rather than forceful (19% and 22%, TG and IG,
respectively). Interestingly, the percentages of the learners in both groups who stated
that the teacher made them conscious and feel responsible were very similar 12% and
11%, TG and IG, respectively). The adjectives the learners mostly used for the lead
teacher were “patient”, “positive”, and “tolerant”. The percentage of the learners in

the TG who used these adjectives was 19, while only 6% of the learners in IG used

these adjectives to describe the lead teacher.

When the thoughts of the learners in both groups are considered as a whole,

the following table can be made on the roles of the lead teacher throughout the study:

Table 48
Learner Thoughts on the Roles of the Lead Teacher
Learner Thoughts (n: 24) n %
Helpful 19 51
Consciousness raiser 4 11
Motivating and encouraging 7 19
Patient and tolerant 4 11
A good leader 3 8
Total 37 100
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As the table above indicates, the researcher of this study has fulfilled the
requirements put forward by Day & Bamford (1998) since the students expressed
nearly all the peculiarities a teacher must have during an ER program. According to
the table, 51% of the students described the lead teacher as a person who did her best
to help the learners throughout the program. Students also indicated that the teacher
motivated and encouraged them (19%) to read the given texts rather than force them.
The students also said that the teacher was patient and tolerant (11%) and led them
throughout the program (8%). They also stated that the teacher made them more

conscious on reading (11%).

Effects of the ER programs

The research conducted in the field of ER has proven that ER programs
have beneficial effects not only on reading but also on the other language fields and
skills. In order to detect whether the ER programs followed in this research have any
effects on the different language fields, the students in the two experimental groups
were asked some questions in the interview. The learners were asked the following
questions:

1. How can you use the vocabulary you learned in this program in the other
lessons?

2. What can you say about your frequency of dictionary use?

3. What do you think about the contributions of this program to the English you
will use in the future?

4. What kind of changes do you feel at the end of the program?

5. Do you recommend such a program to your fiends? Why?

As the learners of both experimental groups indicated previously,
vocabulary is the biggest hindrance not only in reading comprehension but also in
speaking and writing. It has been shown by many studies that ER programs have
beneficial effects on vocabulary learning [(Day, Omura & Hiramatsu, 1991; Hulstijn,
1992; Horst, Cobb & Meara, 1998, cited in Waring & Takaki, 2003); Dupuy &
Krashen, 1993; Pitts, White & Krashen, 1989]. Similarly, the learners of the



149

experimental groups of this study have indicated that they learned new words or their

vocabulary storage was increased.

As stated previously, many learners in the experimental groups stated that
their vocabulary storage was increased by means of the ER programs they followed.
They were asked to indicate how they used the vocabulary items they gained from
these programs. The distribution of the opinions of the learners in the TG and the I1G

are given in Table 49 and Table 50.

Table 49
Vocabulary Use for the TG
Learner thoughts n %0
I use them in speaking 9 69
I use them in writing 4 31
Total 13 100

As Table 49 displays, the learners in the TG stated that they used the
vocabulary items mostly in speaking (69%) and in writing (31%). The following

sentences are given to show these themes:

“I generally use them in speaking lessons.”

“Since we very frequently emphasize, I can remember the words. I use them

in speaking and writing.”

“For example, they were of great help especially in speaking lessons. They
were also useful in writing. In fact they were helpful in all lessons because

our vocabulary storage was increased.”

“In the other lessons, for example, in speaking lessons I use very often. 1

face the words I saw in the books.”
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“Generally in the speaking lesson... I made use of them in the last week’s

speaking exam for example.”

The distribution of the opinions of the learners in the IG on how they used

the vocabulary items they learned by means of the ER program they followed is

given in Table 50:

Table 50
Vocabulary Use for the IG

Learner thoughts n %0
I use them in speaking 10 56
I use them in writing 5 28
I use them in grammar 1 5
I use them appropriately 2 11
Total 18 100

Similar to the TG learners, the majority of the IG learners also indicated that

they used the new words they learned in speaking (56%) and in writing lessons

(28%). The following statements support these themes:

“I made use of them in our speaking lesson. Some words in the books... The

English we learn has some limits. But the words in the books are very

different. As there were different books and as we learned different word

groups in each of them... that is, I learned different words.”

“For example, while speaking I use those words. They enable me to speak

fluently.”

“Mostly in speaking lessons, I try to speak with the words I can remember; 1

use them very frequently in the writing lesson. I even stress some of the

words very much and I use them more often.”
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“I usually use them in writing. I am a person who likes to express himself
with the same words instead of adding new vocabulary to my existing
vocabulary storage. Generally in writing, instead of finding new words,

there are places where I insert these words.”

Unlike the TG, the IG learners stated that they also made use of the new
words in grammar (5%) and in how to use them appropriately (11%). The following

statements of the learners indicate these views:

“The new words I learned have been very effective in speaking, writing and

grammar.”

“I very frequently use them in our listening-speaking lesson. I try to use

them appropriately.”

“Especially in the speaking lessons we try to use as we remember,

appropriately.”

Similar to the findings in literature, the learners of this research indicated
that they could use the words they learned during the program quite effectively in
different language fields. When the learners of the both experimental groups are
considered as a whole, it is clear that the majority of the learners make use of the
words they gained through the ER programs they followed both in speaking and
writing. Thus, reading as a receptive skill becomes effective on the productive skills
of speaking and writing. These results can be accepted as the confirmation of the
previous studies in the literature that showed the positive effects of vocabulary gains

on different language skills (Hafiz & Tudor, 1989; Ricketts, 1982; Walker, 1997).

One of the aims of ER programs is to enable the learners to understand the
passages or books without consulting the dictionaries very often. Using the
dictionary very frequently spoils the concentration of the learners and they do not

want to complete the books. Therefore, the frequency of the dictionary use was also
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investigated in both experimental groups and it was determined whether there was a
difference in the frequency of dictionary use as a result of the ER programs they
followed. The distribution of the opinions of the learners in both groups is given in

Tables 51 and 52.

Table 51
Frequency of Dictionary Use of the Learners in the TG

Learner thoughts n %0
I would use very often 6 26
I don’t use very often now 10 43
I guess the meaning of the words from the context 7 31
Total 23 100

When Table 51 is examined carefully, one can easily determine that the
frequency of dictionary use of the learners in the TG was reduced since 26% of them
indicated that they would use the dictionary very often; however, 43% of them
indicated that they do not use the dictionary very often as a result of the ER program
they followed because they started to guess the meaning of the unknown words from
the context (31%). The data in this table can be accepted as a clear evidence that ER
programs carried out by reading graded readers reduce the dictionary use since the
level of the books are adjusted precisely to the level of the learners and repeated

occurrence of the words make the learners learn and recall the words more easily.

The following statements are given to support these themes:

“Before I started this program I used to find the meaning of each word. 1
used to look up the dictionary. It used to take up a lot of time. Then, since
there were too many documents you gave, I decided to read fast, without
using a dictionary. I told myself to continue with what I understood from the
sentence and see how much I could understand. I very rarely, that is when

there is more than one word whose meaning I didn’t know, then I used the
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dictionary. Then I told my friends the story and they said, ‘yes, you have

understood.”

“I used to use very much at first. But then I learned the reading style. 1
decided not to look up each word. It was much better. I didn’t use it very

often after that.”

“I used to use a lot in the past. But while reading these books, I gradually

started to guess the meanings. Now I don’t use the dictionary very often.”

“While reading the books I generally tried to guess the meaning from the
context because as I looked up each word, I lost my concentration. That’s
why I tried to guess from the general. Of course there were a few words the
meanings of which I couldn’t guess at all, and then I looked up the

dictionary.”

The opinions of the learners in the IG are given in the following table:

Table 52
Frequency of Dictionary Use of the Learners in the IG

Learner thoughts n %0
I would use very often 2 13
I don’t use very often now 5 31
I use very often 5 31
I guess the meaning of the words from the context 4 25
Total 16 100

From Table 52, one can easily infer that there has been a great reduction in
the number of the learners in the 1G, who had used dictionary very often (31% versus
13%). However, the rate of the learners in the IG who stated that they used the
dictionary very often is 31% despite the fact that 25% of them started to guess the

meanings of the unknown words from the context. This high rate might be due to the
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availability of the dictionaries through the Internet. During the interview, some
learners said that they had downloaded some dictionaries and had looked up the
words quite easily. The following statements from the interview support these

themes:

“I read the passage first; I try to guess the meaning of the parts whose
meaning I don’t know from the parts whose meaning I know. Then, if there

is no way out, I look up the dictionary.”

“Frankly, I am not a person who uses dictionary very much. I generally try
to guess the meaning from the general meaning of the passage. In fact, 1

used to use more often earlier, but I don’t use very often now.”

“I use quite often. When I look up the meaning of a word, I don’t try to
learn it; there were times when I had to look up the meaning of the same

word again.”

“If the words that I tackle cause trouble, I use the dictionary. I think I
looked up at most 3-5 words because I tried to guess from the context. There

was about a 10% reduction in my dictionary use.”

“I cannot say that I am successful in using dictionaries. My dictionary use
increased. I have a dictionary in my computer. I generally use it while

reading the stories.”

“I used to use the dictionary very often in the past. But reading the passages
is not easy if you look up the dictionary very often, so I decided not to use it
so often while doing the projects. Now, I can guess the meanings from the

general.”



155

When Table 51 is compared to Table 52, some differences can be seen in
the frequency of dictionary use of the learners in the two experimental groups.
Unlike TG learners, only 13% of the learners in the IG indicated that they had used
the dictionary very often. Interestingly, the rate of the learners in IG, who said they
did not use the dictionary very often and stated that they used the dictionary very
often, was found to be the same: 31% each. The analysis of the two tables on
dictionary use clearly shows that the rate of dictionary use in TG reduced more than
the rate in IG, since 43% of TG reported that they did not use dictionaries then in
contrast to 31% of the IG learners. This difference might have resulted from the ease
of dictionary use through the Internet and computers when compared to printed
dictionaries. As a result, the learners in the TG appear to improve their ability to
guess the meaning of the unknown words from the context more than the learners in
the 1G (31% vs. 25%; TG and IG, respectively). Despite these differences, it is clear
form the data in tables 51 and 52 that there has been a reduction in the dictionary use
of the learners whether they followed a traditional ER program or an ER program
through the Internet. The thoughts of the learners on the dictionary use reveal that
there has been a reduction in the dictionary use of the learners, especially in the
learners of the TG, since they started to guess the meanings of the unknown words
from the context and they started to draw linkages with the previous and following
sections of the text to get the meaning. Their opinions find confirmation from
literature since Day & Bamford (1998), Hill (2001), Nation (1997), and Prowse
(2003) have indicated the benefits of ER on vocabulary development, automatic
word recognition, and an inclination to the processing of ideas from word-to-word

recognition.

While preparing and implementing ER programs, the biggest concern is to
cause an improvement in the target language so that it can be used effectively not
only during the present education, but also during the further education and future
lives of the learners. Since the participants of this study are preparatory class
learners, they have at least four more years to complete their education and English
will always take place in their future curriculums. In addition, in order to graduate

from the university, they will have to prepare a lot of projects and they will have to



156

submit a graduation thesis. Moreover, if they want to further their education, they
have to prove that they are proficient in English. Furthermore, when they start to find
a job, one of the primary prerequisites for them will be to be a proficient person in
English. Therefore, whatever the learners do to improve their English has
contributions to their future education and future life. When the learners of the two
experimental groups were interviewed, they were asked about their thoughts on the
benefits of the ER programs they followed on the English they would use in the
future. The distribution of the thoughts of the learners in the TG and IG are given in
Table 53 and 54.

Table 53
Thoughts of the Learners in the TG on the Benefits of the ER Programs
for Their Future Life
Learner thoughts n %0
My motivation to read has increased 4 33
It will make reading fast 4 33
It has improved self-confidence 1 9
It has improved my English and myself 2 16
It will improve my pronunciation 1 9
Total 12 100

According to the table above, the learners in the TG believe that the biggest
contribution of the program is to their reading motivation and reading speed (33%
each). This data confirms Krashen’s (cited in Day & Bamford, 1998: 38) statement,
“Reading is the only way, the only way we become good readers.” This means that
only by reading large quantities of material that are within their linguistic
competence will language learners become fluent readers. The following statements

are given to support these themes:

“I think that the program reached its main purpose. No more do I feel any
prejudice towards reading.... My motivation to read long passages has

increased. I didn’t use to think like that before.”
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“The biggest contribution... it really increased my reading speed.”

“It has a lot of contributions to me so I always think positively. It has
especially contributed to me because I didn’t use to read any books, |

started reading books.”

“I can understand by reading faster. Before that I used to read slowly in

order to understand, but now I can understand by reading fast.”

They stated that the other benefits would be on increasing their proficiency
in English and some improvements in themselves (16%). One student mentioned that
the program helped him to gain self-confidence, and the other student said that she
believed she would have a better pronunciation as a result of the ER program she

followed. The following statements support these themes:

“It will make my reading faster. I think that my pronunciation will become

better.”

“I believed that I improved my English much better. And I became a more

comprehensive person. I improved myself.”

“Advanced English is necessary for our career, and to achieve this, a
reading habit is required. When we start reading for the first time, we
cannot understand directly. Perhaps, we make word-to-word translations,
but then, after reading and understanding the sentence completely, this

becomes permanent...”

“It increased my self-confidence. I am not afraid of advanced levels any

more. I am even thinking of reading original texts now.”

The distribution of the thoughts of the learners in the IG on the benefits of

the programs for their future life are presented in Table 54:



Table 54
Thoughts of the Learners in the IG on the Benefits of the ER Programs
for Their Future Life
Learner thoughts n %o
My motivation to read has increased 2 13
It will make reading fast 2 13
It has improved self-confidence 1 7
It has improved my English and myself 4 27
It will improve my speaking 3 20
It has improved my search skills 3 20
Total 15 100
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According to the learners in the IG, the biggest contribution of the program

would be to their proficiency in English and the development in themselves (27%).

The following statements support this theme:

“I think that it will contribute positively to our self-improvement. It will

have positive effects on vocabulary and self-confidence.”

“Indeed, if we think about either speaking or the exams like TOEFL, it will

be useful.”

They also stated that it would have beneficial effects on their speaking

(20%), their reading speed (13%), motivation to read (13%), and their search skills

through the Internet (20%).

“l have learned to be able to speak English fluently, and read and

comprehend the things I read faster.”

“My reading speed has increased a bit more. It will have such a positive

effect.”
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“It has a positive contribution in terms of the Internet. In terms of searching
the Internet... Apart from this, it can have a positive effect in speaking and

writing.”

“I believe that I will use the vocabulary I learned. It will influence my
reading and comprehending the books and articles related to my subject

field.”

“I will read the original novels from now on.”

“I believe that my vocabulary storage has increased a lot. Using the
Internet through English is very important for me. I developed it. I am
planning to go abroad in the future. I think that having such a habit will be

of great advantage for me in the future...”

“...My reading habit in English has increased because I didn’t have any

before.”

When the learners were asked to express themselves in terms of the changes
they observed, the answers of the learners in the TG revealed some important issues,
which are parallel to the objectives of the ER programs put forward by researchers.
The distribution of the thoughts of the learners in the TG on the changes they

observed as a result of the ER program is given in Table 55.
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The Differences the Learners in the TG Felt at the End of the ER Program

Learner thoughts n %o
My motivation to read has increased 6 32
I started to understand what I read 3 16
My vocabulary storage has increased 4 21
My English has improved 1 5
My self-confidence has increased 2 10
My reading speed has increased 3 16
Total 19 100

When Table 55 is examined, it is possible to say that there is a similarity

between the thoughts of the learners on the changes they felt as a result of the ER

program and the results of the quantitative study on the L2 reading motivation. As a

result of the quantitative analysis, a significant increase was determined in the L2

reading motivation of the learners in the TG since their pre-test result was 138.41 +

8.87 and post-test result was 148.91 + 11.42. There was a 10.50 + 10.37-point

increase in their L2 reading motivation value (p= .011). Similarly, 32% of the

learners indicated that their reading motivation in English increased as a result of the

ER program they followed.

The following statements were taken from the interview with the learners in

the TG to support this theme:

“As I said before, my reading motivation has increased. I cannot say that it

has become a habit; there wasn’t a long time, but at least my motivation to

read has increased.”

“In fact I am a person who doesn’t like reading very much. Not only English

books; I don’t like Turkish books very much, either. But, of course, at first, |

said speaking but, I think, in order to learn the foreign books, reading is a

must. For example, like the words we find themselves while listening to
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songs, there are sentences I find myself while reading books. I can memorize

very quickly. It was useful for me in that sense.”

“I started to love reading. I started to love understanding when I read

something.”

In addition to the motivation increase in L2 reading, the learners stated that
they observed some positive changes in themselves in terms of their vocabulary
storage (21%), reading comprehension (16%), their reading speed (16%), and their

self-confidence (10%). The following statements support these themes:

“At first, before we started to read the books, I didn’t use to try to
understand thoroughly; I used to try to understand the visa exams or quizzes
more. Even so, it has a report and since it will be useful for you, you try to
understand better. Thus, in the other lessons, for example, in reading, I

wouldn’t try so hard. There was not such a thing in the other times.”

“It has been very useful in terms of vocabulary. The number of books I read
increased. My English has improved. It had positive effects on the reading

sections of the exams given at school. There were some associations.”

“At least I gained reading speed. And also I learned the words the meanings

of which I didn’t know.”

“I can understand by reading faster. Before that, I used to read slowly to

understand. But now I can understand by reading fast.”

“My self-confidence increased. I can learn vocabulary now. And my reading

habit became better.”
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“You improve yourself. You see how (the structures) are used. You learn
different topics. When you read books written in the other cultures, you can

see their life styles. And a different world opens in front of your eyes.”

The distribution of the thoughts of the learners in the IG on the changes they
observed themselves at the end of the ER program is displayed in Table 56:

The Differences the Learners in trfliblléslfelt at the End of the ER Program
Learner thoughts n %0
My motivation to read has increased 4 22
I started to understand what I read 2 11
My vocabulary storage has increased 3 17
My English has improved (speaking and writing) 4 22
My self-confidence has increased 2 11
My reading speed has increased 1 6
My search skills have increased 2 11
Total 18 100

Similar to the TG, the thoughts of the learners in the IG also show
similarities with the results of the quantitative research. In the quantitative study, the
learners were given a Likert-Type scale to measure the changes in their L2 reading
motivation. The results of the analysis of this scale revealed some significant changes
in the L2 reading motivation of the learners in the IG. The difference between their
pre- and post-test results was 8.91 + 9.03 points (p= .004). In the qualitative study
22% of the learners indicated that they felt an increase in their motivation to read in
English as a result of the ER program they followed. 22% of them also stated that
they observed an increase in their English, which is also parallel to the results of the
quantitative part of this study since there was a significant difference between pre-

and post-test proficiency scores of the learners in the IG. Their proficiency level was
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found to have increased from 60.96 + 10.19 to 69.92 + 7.88 (p= .003). The opinions

of the learners in the IG on this issue are as follows:

“My motivation to read has increased. I can read longer passages now.
Before that I used to avoid reading them. I think I gained self-confidence. In

»

addition, I learned many new words.

“I had the habit of reading. For example, I have learned to consider the

passages as a whole, not as isolated elements.”

“My motivation to read has increased.”

The learners in this group also stated that they observed some positive
changes in their vocabulary storage (17%), search skills (11%), self-confidence
(11%), and their reading comprehension (11%). The following statements are the

examples to support these themes:

“I believe that my vocabulary storage has increased plus, as I read these

books, I believe that I have improved myself in terms of literature.”

“I loved both reading in English and searching in English. From now on, I

don’t think that I will face problems while doing these.”

“My reading speed has increased. I didn’t use to like using dictionaries. 1

still don’t like, but at least I can look them up faster.”

“I can understand English much better. In the past, I would turn back to the
sections I couldn’t understand about five times, now I can understand when

I read only once.”
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“I gained self-confidence because I didn’t expect that I would succeed at the
beginning. It was a system that we hadn’t tried before. My self-confidence

has increased.”

The points put forward by the learners in both experimental groups indicate
the beneficial effects of the ER programs on language learners. As stated by Day &
Bamford (1998), Hill (2001), Nation (1997), and Prowse (2003), ER has benefits on
the automaticity of word recognition. Automatic recognition of a word is of great
importance for readers since it allows lexical access — the automatic calling up from
memory of a word’s meanings and its phonological representation. It builds
vocabulary knowledge and fluent reading. Fluent reading allows readers to process
the ideas, which is essential to higher-level reading and thinking skills. ER is
effective in enhancing the learners’ background knowledge. It also promotes
learners’ positive attitude toward reading. It enhances their confidence and
motivation to read. ER increases exposure to English. Beneficial effects of ER on
vocabulary increase, language proficiency, positive attitudes toward reading and
increase in L2 reading motivation and reading speed and comprehension have also
been displayed by different researchers who carried out studies using ER programs
(Cho & Krashen, 1994; Elley, 1991; Hafiz & Tudor, 1989; Hedge, 1985; Mason &
Krashen, 1997; Nuttall, 1996; Renandya, Rajan & Jacobs, 1999; Walker, 1997). The
use of computers and the Internet provide the learners with authentic materials so
learning becomes more natural and more life-like (Lee & VanPatten, 1995;
Omaggio-Hadley, 2001). As a result of the use of such activities, learners become
experiential, goal-oriented, and learning becomes more meaningful (Furstenberg,
1997; Martinez-Lage, 1995; Warshauer, 1997). According to March (1998), the use
of webquests motivates learners to read more, and encourage critical thinking skills.
As they are the authentic materials, learners find themselves in real life, and have the
chance to use the language they learn in the classroom —an artificial atmosphere, in a
natural setting. That the learners in the IG of this study indicated similar thoughts to
the results of the previous research may lead us think that the programs have been

effective on causing desired changes on the learners.
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CHAPTER V

CONCLUSIONS, DISCUSSIONS AND SUGGESTIONS

In this chapter, conclusions made as a result of the findings of this study,
discussions on the conclusions and some suggestions for scientists, teachers,

institutions, and further studies are presented.

Conclusions and Discussions

In this study the effects of two different extensive reading programs, namely
traditional ER carried out by means of graded readers and ER programs carried out
by means of Internet activities or Webquests were investigated, and also the thoughts
of the learners in both experimental groups were surveyed. The findings from the

quantitative and the qualitative parts of the study lead to the following conclusions:

1. The quantitative study displayed that both traditional ER and web-based ER
activities caused significant changes in the proficiency levels of the learners.
However, the difference obtained in the Internet group was greater when
compared to the difference in the traditional group. For the proficiency, the
IG accomplished a difference of 8.95 + 4.89 points and the TG 3.53 + 4.86
points. The difference obtained in the CG was only 1.26 + 9.98, which did

not cause a statistically significant difference.

With respect to the proficiency post-test scores of the experimental groups,
the mean scores of the TG (6595 + 6.04) and IG (69.92 + 7.88) differed
significantly, which was proved with the Mann-Whitney U analysis. Our results can

be accepted as confirmation of the previous research that found positive effects of
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ER programs on language proficiency of the learners (Constantino, Lee, Cho, &

Krashen, 1997; Leung, 2002; Mason & Krashen, 1997; Pigada & Schmitt, 2006).

2. The results of the quantitative study indicated some significant changes in the
pre- and post-test L2 reading motivation scores of the experimental groups.
This can be interpreted as the experimental group learners displayed some
significant increases in their L2 reading motivation. Even though the increase
found in the TG (10.50 = 10.37) was greater than the IG (8.91 + 9.03), the
difference observed between the two experimental groups was not
statistically significant. On the other hand, the experimental groups showed a
significant difference from the CG, whose members did not follow an ER
program, but followed only their school curriculum. The pre- and post-test

score difference in this group was determined as negative.

These results support the view by different researchers who emphasized the
importance of reading to become good readers (Day & Bamford, 1998, Hill, 2001;
Nation, 1997; Prowse, 2003). In addition, the results of this study confirmed the
previous research on the effects of ER programs on the increase in motivation (Asraf
& Ahmad, 2003; Leung, 2002; Mori, 2004). This study is also similar to those that
displayed positive effects of computers and the Internet on enhancing positive
attitudes towards language learning and increasing motivation (Chang & Lehman,
2002; Gale, 1991; Klein, 1990; Song &, Keller, 2001; Toyoda, 2000; Watts & Llyod,
2001)

In this study, one of the research questions was whether traditional or web-
based extensive reading activities affected L2 reading motivation of the learners.
However, in literature, we could not find any quantitative data on how web-based
extensive reading activities affect learners’ L2 reading motivation. The results of this
present study provide the field with some quantitative data related to role of the web-
based reading activities on L2 reading motivation. The IG of this study showed a
significant increase in its L2 reading motivation in terms of its pre- and post-test

results with a mean of 131.00 + 9.31, and 139.91 £ 9.14, respectively. The difference
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was statistically significant at p< 0.01. Therefore, one may conclude that web-based
extensive reading activities may foster the learners’ motivation in foreign language

reading, and they can be used as an alternative to traditional ER programs.

3. One of the concerns of this study was to find out whether there was a
relationship between proficiency in foreign language and L2 reading
motivation. The statistical analysis by means of Spearman Brown Correlation
Coefficient revealed no significant correlation between the pre-test scores of
the variables in none of the groups. However, the analysis between the post-
test scores of the same variables revealed significant correlations for the
experimental groups (r=.864; p=.000 for the TG and r= .818; p=.001 for the
IG). These results may be interpreted as the more the learners become
motivated in L2 reading the more proficient they become in the target

language.

Our finding shows a parallel with the suggestions of Asraf and Ahmad
(2003), who found out a positive change in the attitude and motivation of the
participants in foreign language as a result of a guided ER program. Even though
they could not obtain an increase in the proficiency of the learners, they stated that
the learners would improve their proficiency in the long term if they pursued the
habit of reading extensively. They stated that three months was not long enough to
alter their proficiency levels. However, the ER programs carried out in this present
research were able to positively alter the proficiency levels of the both experimental
groups despite its relatively short duration (6 weeks). In addition, our results are
parallel to those that found out positive correlations between language proficiency
and ER programs (Constantino, Lee, Cho & Krashen, 1997; Lee, Krashen &
Gribbons, 1996; Stokes, Krashen & Kartchner, 1998)

The biggest role in the increase in the proficiency levels of the IG might be
attributed to the use of the Internet as a medium of an ER program since the biggest
change in the foreign language proficiency was observed in the IG. In addition, the

results of this study may be accepted as valuable since they provided this field with
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some quantitative data because the studies with the use of the Internet are generally
qualitative studies in which the data have been obtained by means of observations,

learner logs, interviews, and questionnaires.

4. The present study aimed to investigate the thoughts of the learners in the TG
and IG on the implementation of the programs, their benefits on different
language fields, and their contributions to the students’ present and future
studies. To do so, they were asked for their opinions about how the programs
were implemented. The questions tried to investigate what kind of problems
the learners faced during the implementation of the programs; whether they
found the time allocated sufficient; their opinions about the difficulty levels
of the books and the projects; whether there were any sections they could not
understand, and how they overcame their problems; and the roles of the lead

teacher during the experimental process.

When the learners in each experimental group were asked about their
thoughts on the ER programs they followed, 100% of the learners in the TG and the
majority of the learners in the IG (75%) stated that they found them very beneficial.
When the learners were asked to state what they liked about the implementation of
the programs, the TG learners focused on some important issues which form the
rationale for an ER program. They stated that they found the program effective on
vocabulary learning (39%); the program increased their reading and comprehension
speed (23%); it made them responsible and made reading an enjoyable activity
(15%). There were also learners who stated that the ER program enabled them to use
the grammar more effectively (8%). These issues and percentages indicate that ER
programs carried out by means of graded readers were highly enjoyed and
appreciated by young adults. Vocabulary learning was one of the most important
outcome of this present study since 39% of the learners in the TG stated that the
program was effective in vocabulary learning. This finding was confirmed by many
studies carried out by means of ER programs with graded readers [(Day, Omura &
Hiramatsu, 1991; Hulstijn, 1992; Horst, Cobb & Meara, 1998, cited in Waring &
Takaki, 2003); (Dupuy & Krashen, 1993; Pitts, White & Krashen, 1989)].
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The thoughts of the TG and IG showed some similarities as to the benefits
of the programs. As stated above, 75% of the IG learners found the program
beneficial. 37 percent indicated that the program improved their search skills on the
Internet. The rate of the learners who found it useful in learning English terms related
to the Internet use was 25%. 13% of them stated that the program made English
enjoyable. However, there were also learners who found web-based activities less

advantageous than graded readers did (25%).

When the learners were asked what they liked most about the programs, the
learners in the TG stated that writing summaries on the books (31%), being a
responsible person as a result of the programs (23%) and learning new things (23%)
were among the aspects of the programs they liked most. The rate of the IG members

who stated that they liked learning through searching was 46%.

It is interesting to see that 100% of the learners in the TG stated that the
program fulfilled their prior expectations. However, this rate is a bit lower in the IG
(83%) since some learners expected the contents of the projects to have been
different (17%). These results display that the learners in both experimental groups
valued the effects of ER programs and had positive attitudes towards reading in
English, which was also largely explained in literature (Asraf & Ahmad, 2003; Day
& Bamford, 1998; Hill, 2001; Leung, 2002; Nation, 1997; Prowse, 2003; Toyoda
2000)

The learners in both experimental groups were also asked for their opinions
on the implementation of the programs. First of all, they were asked whether they
faced any problems, and how they overcame these problems if they had some. The
rate of the learners who stated that there were no problems was 42% in the TG. The
rest of them stated that they had some problems (58%). Of the ones who pointed out
some problems, 86% said that the problems resulted from the fact that they could not
time themselves precisely. Only one learner said that the boring topics of the books

gave rise to some problems. As for the IG learners, the percentage of them who
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stated that they had some problems was bigger than that of the TG learners (84%).
They stated that the problems mainly resulted from either the computers or the
Internet (55%). In addition, they found themselves as a source of the problems
because they explained that they were not successful enough to time themselves
appropriately (45%). The explanations of the learners in both groups indicated that
the problems were not solely resulted from the poor nature of the programs.
Therefore, while preparing ER programs by means of graded readers or webquests,
the learners should be warned on how to use their time effectively. In addition, the
technical problems should be considered prior to the program and necessary

precautions should be taken.

Another point investigated in the qualitative research was the difficulty level
of the books and the projects. The difficulty level of the books is vitally important for
comprehension; therefore, the language of both the graded readers and the materials
on the Internet should be within the competence of the learners. Day and Bamford
(1998) try to explain this in terms of Krashen’s comprehensible input hypothesis and
they say the material chosen must be at “i minus 17, where “i”” refers to the person’s
present level and “minus 17 refers to a level a little bit below the person’s current
level. ER at “i minus 17 level allows for multiple exposures to known words,
sentence structures, encourages automaticity, and learners can process the texts
faster, which enables comprehension to occur. Therefore, the materials chosen for
both experimental groups were carefully examined and designed by the researcher.
The starting levels of the books were determined via a cloze test, which is accepted
as a good determiner of their acquisition. After the implementation of the program,
67% of the learners in the TG stated that they found the books at their level, and
some of them stated that they found the last two books a little bit more difficult
(33%). As for the IG, the rate of the learners who found the materials related to the
projects at their level was only 25%. Half of the learners in this group said that they
found the earlier projects quite easy, but they found the projects given towards the
end of the program difficult; and 25% found them too difficult. As explained before,
webquest preparation is a hard job. The teachers who would like to adopt this

technique to their schedule must be very cautious on the difficulty levels of the texts
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that can be found on the Internet. For this present research, materials which had the
same content as the graded readers had to be chosen, and this caused some
limitations since some of the materials found on the Internet had a language level far
above the learners’ present level. Therefore, texts that were simplified or summarized
were chosen. Even so, 50% of the learners in the IG stated that they found the texts

on the Internet difficult to understand.

Lead teacher is one of the important aspects of a good ER program. The
teacher plays an important role in that s/he orients students to the goals of the
program, explains how the program will be implemented, monitors what each student
reads, and guides students throughout the program. The teacher should also be a role
model for the learners, and an active member of the program (Day & Bamford,
1998). When these points about the lead teacher are considered, one can conclude
that the lead teacher, that is the researcher, in this present study fulfilled her duty
because, according to the thoughts of the learners in both groups, she was helpful
(51%), motivating and encouraging (19%), patient and tolerant (11%), consciousness

raiser (11%), and a good leader (8%).

The last section of the qualitative research dealt with the effects of the ER
programs on the present and future studies of the learners. As the learners indicated,
one of the most outstanding outcomes of this program was its effect on their
vocabulary learning. Therefore, the researcher wanted to find out how they used the
vocabulary they learned in their lessons. The answers of the TG learners revealed
that they used the vocabulary in their speaking (69%), and writing (31%) courses.
The majority of the students in the IG indicated that they used the vocabulary they
learned in speaking (56%) and in writing (28%); only one student stated that he used
them in grammar. More importantly, 11% of the learners stated that they learned how
to use the words appropriately, which means that the ER program contributed to their
communicative competence. The opinions of the learners on how they use the
vocabulary they gained by means of the programs are in accordance with the
researchers who indicated the benefits of ER programs in different language fields

(Day & Bamford, 1998; Hill, 2001; Nation, 1997; Prowse, 2003)
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One of the aspects of ER programs is to enable the readers to read the texts
without frequent recourse to dictionaries. As Day and Bamford (1998) suggested, in
an ER program, reading materials should be within the linguistic competence of the
students in terms of vocabulary and grammar. Dictionaries are rarely used while
reading, because the constant stopping to look up words makes fluent reading
difficult. In order to detect the effect of ER programs on the dictionary use of the
learners, a question was asked in the qualitative research. 26% of the learners in the
TG said that they had used them very often, but during the program they stopped not
using them so often (43%) because they started to guess the meaning of the words
from the context (31%). However, only the 13% of the learners in the IG stated that
they would use them very often. The number of the learners who said they used
dictionaries very often was equal to the number of learners who stated that they did
not use them very often (31%). In the IG 25% of the learners said they started to
guess the meaning from the context. The increased rate of the learners who stated
that they did not use the dictionary very often can be interpreted as one of the
positive effects of the ER programs. The number of learners who said they used the
dictionaries very often is greater in the IG. This might have resulted from the fact
that dictionary use through computers and the Internet is readily available and does

not take up as much time as it does when the printed ones are used.

The thoughts of the learners on the effects of ER programs on their future
studies of the TG revealed that the programs would have positive contributions for
their future life since their motivation to read in English increased (29%) and they
started to read and understand faster (29%), their English improved and they
observed some improvements in themselves (14%) and they had self-confidence
(7%). Similar to the TG, the IG learners also stated that the program would have
positive contributions to their future studies since both their English and they
themselves improved (27%), their search skills (20%), their speaking skills (20%)
improved and they gained self-confidence (7%). They also indicated that their
motivation to read in English (13%) and their reading speed (13%) increased. On the

whole, these thoughts of the learners show that they have positive feelings on the
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contributions of these programs to their future studies; therefore, all of the learners in
both experimental groups stated that they would recommend these ER programs to

their friends.

The learners in both experimental groups were also asked for their opinions
on the implementation of the programs. First of all, they were asked whether they
faced any problems, and how they overcame these problems if they had some. Some
of them in the TG stated that they did not have any problems (42%), but the others
indicated that they had some problems (58%). Of the learners who faced some
problems, the majority of them explained that they had difficulty in timing
themselves (86%); only one learner stated the topics of the books being boring as a
problem (8%). This result shows that the learners did not face any problems related
to the nature of the programs; the only problem resulted from the learners
themselves. As for the 1G learners, the ones who stated that they had faced some
problems were more than the TG learners (84%). Their problems mostly resulted
form the technical reasons due to the computers (55%) and poor timing of
themselves (45%). This explanation of the learners is of great importance for the
future studies with computers and the Internet. Even though some precautions were
taken before the programs started, the learners stated that they faced some technical
problems throughout the study. Therefore, the researchers who intend to conduct
studies by means of computers and the Internet should be aware of these problems

and be more cautious.

Suggestions

Depending on the conclusions and discussions presented above, the
following suggestions could be made for the teachers of English, syllabus designers,
material designers, English language teacher training institutions and universities,

scientists in the field and researchers planning further studies:

1. Both the quantitative and the qualitative studies displayed that ER programs

either carried out traditionally or by means of web-based activities
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(webquests) had significant effects on the language proficiency of the
learners. The difference between the IG and the TG in terms of their language
proficiency results is outstanding and the teachers of English should not
ignore the use of the Internet activities to improve the language proficiency of

their learners.

. Although the quantitative research did not display any significant difference
between the L2 reading motivations of the experimental group learners, the
effect of ER programs on L2 reading motivation should not be ignored since
there was a significant difference between the pre- and post-test L2 reading
scores of the experimental groups. In addition, the experimental groups were
found significantly different from each other in terms of their L2 reading
motivation. Therefore, the teachers of English should always keep in mind

the words by Smith (1985: 88) that “we learn to read by reading”.

. The positive correlation between the post-test scores of the L2 reading

motivation and the language proficiency of the experimental group learners
should be taken into consideration by the English teachers if they want to
increase the proficiency levels of their students. They should always bear in
mind that reading is an important factor to have positive gains in language

proficiency.

Some students stated that they do not read books if they do not participate in
a regular program. Therefore, adopting an ER program in their syllabus
would be very beneficial in order to make students read a number of books in
English. The sentence uttered by a student in the TG was very interesting. He
said, ““You gave us the books and we read so there were no problems.” If the
institutions provided the students with an ER library, there would be no

financial problems for the students in terms of purchasing books.

. Many of the students in the IG stated that they liked the program because it

enabled them to improve their search skills on the Internet and they liked
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learning by searching. In other words, they became autonomous, independent
learners and experiential learning was in force during the program. Thus, the
teachers should make use of the technology and the students should be

assigned projects that can be completed through the Internet.

. The learners in the TG found writing reports about the books very beneficial.

They stated that their learning became long-lasting and they had the chance to
see in what parts they had problems and in what parts they had weaknesses
and strengths. Therefore, teachers should assign book reports both for their
control over the students and for the students so that they can have the chance
to use the sentence structures and the vocabulary they have learned while

reading the books.

. Learning new vocabulary items and how to use them appropriately is vitally

important in language learning. During the interview, most of the learners
indicated that learning new words was very difficult for them, but the ER
program enabled them to learn new words and use the vocabulary
appropriately. They also stated that they started to guess the meanings of the
unknown words from the context. Considering this fact, teachers should make

use of ER programs for effective vocabulary learning and teaching.

. The learners in both groups indicated that the lead teacher was tolerant,

patient, helpful, and well-organized. To them, the teacher encouraged them
without forcing. In order to motivate the learners and have them positive
attitudes toward reading in English, teachers should be aware of the roles and
duties of the teachers during an ER program. In addition, the teachers should
be aware of the benefits of an ER program in language teaching and learning.

Therefore, they should do their best to lead their students.

. According to Day and Bamford (1998), the level and the content of the books

should be appropriate to the learners. However, some learners talked about

the difficulty of the projects in the IG and some learners in the TG stated that
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they found the content of the books quite boring and uninteresting. Therefore,
the choice of the books and the projects should be within the linguistic
competence and the interest of the learners. Before starting such a program, a
survey aiming to determine the interests of the students can be given.
Afterwards, the books can be selected or the Internet projects can be prepared

accordingly.

The main purpose of ER programs is pleasure. “Gain without pain” can be
used as the motto of the ER programs. Learners should not be restricted with

heavy and long discussions, quizzes, or oral presentations.

Syllabus and material designers also should take the benefits of the Internet
into consideration due to positive feelings they create in learners. Therefore,
they should develop syllabi and materials taking the Internet activities into
consideration. In the textbooks, at the end of the units or at least after some
units, they may give place to the projects that can be conducted by means of

the Internet.

English language teacher raising institutions and universities should introduce
ER programs. Guidelines for their implementation, their benefits on language
learning, activities that can be carried out during and after their
implementation and the roles of the teachers during these programs should

thoroughly be explained.

More research should be devoted to the effects of ER on language proficiency
and L2 reading motivation since the field lacks research carried out by means

of different ER techniques.

The research in the field of ER on different language fields has revealed
controversial results since controlling the study groups is extremely difficult.
There should be more controlled studies in which the researchers control the

amount of reading, reading time, and the content of what is being read.
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The present study was conducted with a group of preparatory class learners of
a state university. More studies are needed with more participants from other

age groups and types of schools.

The present study included the learners only from pre-intermediate level.
Further studies can be conducted with different level of students and the

researcher can compare the results to be obtained from these different groups.

The present study did not focus on the gender differences, learning strategy
differences, or the differences in their multiple intelligences. Additional

studies can be carried out by focusing on different variables as such.
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A. Mark the alternative which best completes each sentence given below:

1. As soon as he , tell him to see me.

a) arrived b) is arriving c) arrives d) will arrive

2. It's necessary the system.

a) changed b) changing c) to change d) to be changed

3. Mary stayed up late last night so she feels tired today. She wishes she to bed earlier
last night.

a) went b) had gone c) would have gone d) should have gone
4. If I his phone number, I him.

a) knew/would call b) know/called c) knew/would have called d) have

known/would call

5. My aunt is one of the several doctors who work in Amazon Jungle. They try to find out
methods which local people use to treat diseases.
a) -- / the b) a / the c) the / the d) the / --
6. She went to get her visa to the USA, ?
a) did she b) had she c) didn’t she d) hadn’t she
7. A: I don’t understand him at all when he speaks.
B: . I think he should speak more slowly.
a)Socanl b) Nordo I c) Neither can I d)Sodol
8. His car was stolen .
a) while it is parked b) by locking c) while parked d) although it was locked
9. I want to learn English .
a) in order to get a good job. b) because I have been abroad twice
c) before I went to the USA. d) when I was in England
10. Our friends called on us .
a) just as we were leaving the house. b) because it is rather late to leave the house
c) when they are on holiday in our town d) after it is eleven o’clock

11. You'd better read all the documents carefully

a) before you signed them. b) so that you can understand the conditions.
c) unless you wanted a fair contract d) that you wanted to get a clear picture of their
contact

12. ‘George doesn’t speak English fluently.” ‘He won't speak English he joins a
course.’

a) even though b) though c) unless d) if

13. I apologised, he looked as if he wanted to kill me.

a) in spite of b) even though c) because d) therefore

14. These flowers twice a week, but I always forget to water them.

a) ought to water b) ought to have been watered

c) should be watered d) needn’t have been watered

15. 'I'm sorry sir, but you aren’t allowed your car here.’

a) parking b) to park c) not parking d) not to park

16. The amount of help provided by charities , otherwise, the victims of the earthquake
won't be able to survive.

a) would be increased b) must be increased c) may be increased d) had to be

increased
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B: Mark the mistake in each sentence

17. Karen would have sent me a letter if she knew my address.

A B C D
18. She prefers working in the garden to than sitting at home.
A B CcC D
19. In spite his injured leg he managed to win the race.
A B C D

C: Mark the alternative that completes the dialogue best:

20. Husband: “I wish we had a newer car.”
Wife: “Yes, I know it is too bad we don't.”
Husband: * "’
a) If we had a newer car, we wouldn’t have to spend so much money on repairs.
b) An old car is more economical, you know.
c) You never agree with me
d) How can you say our car is too bad?

21. Mr. White: * "’
Friend: “"What makes you say that?”
Mr. White: “She is always making spelling mistakes.”
a) I can't say I'm unhappy with my secretary.
b) I am very annoyed with my secretary.
c) My secretary will never need a dictionary.
d) My secretary can do without a dictionary.

22. Customer: “Can you tell me about this new cleaner here? Can it be used to clean metal?”
Clerk: ™ "
Customer: "I see. What about other metals. Can it be used with silver?”
a) It works miracles on all metals
b) It can be used only with brass and aluminum.
c) Yes, on certain kinds. It is very good on aluminum and brass.
d) No, it is a cleaner for wood.

D: Mark the correct form of the given vocabulary:

23. The economic crisis many countries facing today has created serious problems.

a) employ b) employer c) unemployment d) unemployable

24. They in various activities organized by the social club.

a) participation b) participant c) participative d) participate

25. There are many between my two children. They don’t look like each other at all.

a) differs b) differences c) differentials d) different

26. The woman explained the purpose of her visit.

a) kindly b) kind c) kindness d) unkind

27. She hoped the different ethnic groups in the area could live together in co-existence.
a) peace b) peaceful c) peacefully d) peacefulness

E: Mark the best alternative that has the closest meaning to the underlined word:

28. The initial step is often the most difficult but once you start, the rest comes.
a) quickest b) longest c) first d) last

29. Officers and policemen can only wear casual clothes when they don’t have to work.
a) formal b) informal c) loose d) tight

30. A shortage of food in a poor country can cause people to die of hunger.

a) poor farmland b) not enough c) unlimited d) plants that are not
tall enough
31. Elaine is an electrician. She earns twelve dollars an hour.

a) works b) given C) pays d) is paid for working
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F: Choose the alternative that most logically follows the given sentence:

32. Ali’s parents had promised to buy him a camera if his grades were good. Yet,
a) his grades were good, so they bought him a new camera.
b) His grades were good. Consequently, they are going to buy him a new camera.
c) His grades were not good. Consequently, they are not going to buy him a new camera.
d) His grades were poor. He is confident that they are going to buy him a new camera.

33. For many people, Columbus was the first European to reach the new world. According to
archeologists, however, .

a) in 1492 his three ships landed in the Bahamas.

b) Many European explorers arrived after Columbus.

c) The Vikings were there 400 years before him.

d) He was financially supported by the king of Spain.

34. Even though eggs have been regarded as the number one risk food for heart disease for a long
time, researchers are now supporting the idea that .
a) eating too much eggs sends blood cholesterol levels flying
b) those suffering from high cholesterol must stop eating eggs
c) eggs which have been enriched with omega-3 fatty acids have more vitamin E than
standard eggs
d) eating eggs in normal amounts does not damage heart

G. Choose the alternative that can best complete the gaps in the following passage:

Last September I was terribly bored one day and decided to go cycling. I waited (35) the
rush hour was over before I went out. (36) it was a rainy day, I still wanted to go out and
get some fresh air since it was my last opportunity before my exams. I put on my rain coat

(37) I wouldn't get wet. While I was cycling across the bridge, a dog suddenly

(38) out in front of me. I shouted and swerved not to hit the dog but I did. When I
opened my eyes, (39) of us were in the mud lying. A few minutes (40) a car
stopped, the driver got out and offered help. Since my leg was bleeding, I could hardly

(41) up. The driver gave me a lift home. (42) we arrived home, we called the
doctor. He said, “You (43) to stay in bed for two days.” I gave my leg a good rest as the

doctor advised. A few days later, I went back to school. This happened four months ago. I used to
cycle a lot, but now I don't ride my bike (44) .

35. a) when b) during c) after d) until

36. a) However b) --- c) Although d) If

37. a) because b) when c) if d) so

38. a) run b) running C) was running d) ran

39. a) both b) one C) none d) any

40. a) after b) before c) then d) later

41. a) stand b) stood c) was standing d) standing
42. a) As soon as b) If c) Then d) And

43. a) may b) must c) should d) have
44, a)either b) too c) until d) anymore

H: Find the missing sentence that best fits the blank space in the paragraph:

45. There was an accident at the street corner. A large truck hit a small car. . The two men
inside it were badly injured. The police took them to hospital.

a) A traffic policeman who was on duty there stopped both vehicles.

b) The small car turned over.

c) The drivers began shouting at each other, blaming each other for the accident.

d) They both stopped, and the drivers came out, shouting angrily at each other.

46. Every country has its own stories that people tell each other. These stories are called folk tales.
Folk tales show something very important about people. . Instead, they show that people
everywhere are alike.

a) They give a lot of information about their culture.

b) They don’t show us that we are different.

c) However, they differ from one country to another.

d) Despite cultural differences, folk tales show a lot of varieties.
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I: Mark the alternative that is closest in meaning to the given statement:

47. In spite of the rain, the ceremony was not cancelled.
a) The ceremony was not held because it rained.
b) Rain caused the cancellation of the ceremony.
c) The ceremony was held because it did not rain.
d) Although it rained, the ceremony was held.

48. Jack is better-looking, but his brother is more popular with their friends.
a) Their friends like Jack’s brother more than they like Jack.
b) Jack looks like his brother.
c) Jack is as popular as his brother with his friends.
d) Their friends like Jack’s brother more because he is more handsome.

J: Find the statement which is true according to the given sentence.

49. The doctor gave my sister some medicine, but it did not change her condition.
a) My sister did not like the medicine. b) My sister took the medicine
c) The medicine made my sister sick. d) The medicine changed her condition.

50. When I went to the travel agency to get my plane ticket to the USA, I learned that the price of
the tickets had been increased.

a) Itis difficult to fly to the USA.

b) There was a reduction in the price of the plane tickets.

c) The price of the plane tickets had risen.

d) I had learned the change in the price of the plane tickets before I went there.

51. “Mr. Brown might bring his wife and daughter to the party, but I really doubt it.” Jane said.
a) Jane won't go to Mr. Brown’s party.
b) Jane thinks Mr. Brown will definitely bring his wife and daughter to the party.
c) Jane doesn't think that Mr. Brown will bring his wife and daughter to the party.
d) Jane doesn’t think that Mr. Brown will attend the party alone.

52. The author had written the book four years before he got married.
a) He got married four years ago.
b) He needed four years to write the book.
c) He wrote the book four years ago.
d) He got married four years after he wrote the book.

K: Choose the sentence that best expresses the main idea of the following paragraph:

53. If we get the answer to a question in a short time, it is more useful to us and we are more
interested in it. For example, when you take a quiz, and get the results back a moth later, it is
usually not helpful because you are already working on another subject. But the answers come back
the next day can be extremely useful in helping you understand where your learning needs to be
improved.

a) Questions that are answered quickly are most useful to us.

b) Everyone’s learning needs to be improved.

c) Quizzes are not helpful.

d) Every question needs a suitable answer.

L: Reading comprehension
Relate questions 54-56 to the following passage

The presence of fever in a patient does not necessarily prove that he is suffering from an infection.
An accurate clinical diagnosis will depend on several important factors —the age and sex of the
patient, the clinical history and any physical signs which point to a focus of infection. Whatever may
be the underlying cause of fever, the important thing is to keep the patient as comfortable as
possible. This will include keeping temperature down. Further, good nursing in clean surroundings
with frequent bed bathing will add greatly to the patient’s well-being and may even prove life-saving.

54. It is pointed out in the passage that fever in a patient .
a) is very rarely the sign of infection b) is very often underestimated
c) may be due to a variety of factors d) seldom responds to good nursing
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55. According to the passage, a well-being of a patient with fever .

a) reflects the accuracy of clinical diagnosis b) depends, to a large extent, on the
quality of nursing

c) is related to the type of infection d) is of little concern in the nursing

profession

56. It is to be inferred from the passage that, in some cases, good nursing techniques
a) may, in themselves, be sufficient to save a patient’s life
b) do not necessarily take the patient’s comfort into consideration
c) basically mean physical cleanliness
d) are essential for the success of diagnosis

Relate questions 57-60 to the following passage

It is well established that music can influence our mood. While certain types of music may result in
improved mood and performance, some may lead to increased stress and agitation. And not only in
humans. Some studies have already suggested that classical music increases egg production in
factory hens and milk production in cows. But what about dogs? Recently, a study was carried out to
test the effect of music on dog behavior. A group of animal behaviorists exposed 50 canines in a
shelter to four different types of noise. The dogs were given either a middle-of-the-road pop
compilation tat included Britney Spears; a “"Best of Classical” CD; a radio program which only had
human conversation; or an album by heavy metal rockers Metallica. The dogs barked a lot when
listening to Metallica but became more quiet and lay down more when listened to the classics. Pop
music and the human voice seemed to make little difference to how they behaved. It seemed that
dogs may make as good judgments as we do.

57. The study has revealed that dogs get least agitated when they are exposed to .
a) pop compilation b) classical music
c) heavy-metal d) human conversations

58. We understand from the passage that the study on dogs was .
a) not the first to test the effects of music on mood
b) sponsored by famous pop star Britney Spears
c) conducted by the same people who worked on hens and cows
d) made in the middle of a road to see actual animal reaction

59. We can infer that the writer of this passage mostly listens to
a) Britney Spears b) classical music
c) Metallica d) pop compilations

60. The passage is largely concerned with .
a) major differences between certain music types
b) reasons why classical music is favored by both humans and animals
c) relationship between music and improved human performances
d) a study about the effects of music on dog mood and behavior

Relate questions 61-64 to the following passage

Ozone layer is a relatively simple molecule, consisting of three oxygen atoms bound together. Yet it
has dramatically different effects depending upon its location. Near Earth’s surface, where ozone
comes into direct contact with life forms, it primarily shows a destructive side. Because it reacts
strongly with other molecules, large concentrations of ozone near the ground prove toxic to living
things. At higher altitudes, where 90 percent of our planet’s ozone resides, it does a remarkable job
of absorbing ultraviolet radiation. In the absence of this gaseous shield in the stratosphere, the
harmful radiation has a perfect portal through which to strike Earth.

61. Ozone will have destructive effects on living forms when
a) reacts with other molecules in the atmosphere b) fails to change location
c) binds oxygen atoms d) appears in large concentrations near
Earth’s surface

62. It is pointed out in the passage that at higher altitudes, ozone .
a) loses its concentration b) plays a very important role for the well-being
of the earth
c) forms 90% of our planet’s atmosphere d) loses its ability to absorb radiation



200

63. We learn from the passage that the main function of ozone in the stratosphere is to

a) form the 90% of our planet’s atmosphere b) stop harmful radiation from striking
the Earth

c) allow the smooth transition of harmful radiation d) absorb the dangerous gases in the

atmosphere

64. The main purpose of the writer in writing this paragraph is to
a) highlight some possible effects of ozone on human health
b) inform us of the role of ozone and factors affecting this role
c) give us information about the chemical composition of ozone
d) encourage us to avoid direct contact with ozone

Relate questions 65-66 to the following passage

That was the question medical researchers wanted to answer. The French eat much more cheese
than other Europeans but they have the lowest rate of heart disease. Cheese is bad for the heart
because, like butter and cream it has a lot of fat. The results of the research are surprising, and good
news for wine lovers everywhere. The French are also the biggest wine drinkers in Europe and
drinking wine with food reduces the risk of heart attack. And if you are not a wine lover, no problem,
a daily aspirin has the same result.

The ancient Greeks were also lucky, it seems. Their diet of olive oil, garlic, fish, vegetables, and
bread was very healthy. They ate very little meat, fat, or sugar. The experts today tell us to eat less
meat and more vegetables, fruit, fish, pasta, bread, and potatoes. Chicken is healthier than beef
because it has less fat. Garlic also has a good effect on the heart, as well as other benefits, which is
perhaps why the ancient Greeks ate so much of it. So, if you love your heart, add a little more garlic
and wine to your diet!

65. According to the text which of the following is NOT true?
a) Experts recommend us to eat a little meat
b) Butter and cream provide you a lot of fat.
c) The French eat too much cheese so they have the highest rate of heart disease.
d) Beef is unhealthier than chicken.

66. The word “benefits” in line 9 could best be replaced by which of the following?
a) advantages b) disadvantages c) effects d) harms

Relate questions 67-70 to the following passage

People say that pubs are as important as museums in Great Britain. Their long history has played a
big role in shaping the customs and culture of this country but they have also become very popular
in other European countries and all over the world.

English public houses or pubs are one of the characteristic features of British life. They are visited by
members of every social class, both young and old, men and women. In London alone, there are
nearly seven thousand pubs. Going to a different one every night for a ‘pint of beer’ would take you
around twenty years.

The most popular name for a pub is ‘The Red Lion’. You can find several types of beer, gin, Rum and
other drinks. You can eat a little, play darts, billiards or discuss events of the day. In many pubs
you can even watch TV sports programs. Some pubs offer live music to listen to.

At present, there about seventy-three thousand pubs in Great Britain.. Many of them date back to
the seventeenth or eighteenth century. All of them offer new quests a warm welcome and a nice,
friendly atmosphere. There are, however, a few rules which you must follow. For example, you
should always order a drink in a pub. You should also know when to leave. There are always two
bells to warn you to finish your drink- at 10.50 p.m. and 11.00 p.m. you must leave the pub by
11.20 p.m.

67. There are nearly 7,000 pubs

a) in Great Britain b) in Europe c) in the capital of England d) in England
68. What can’t you do in a pub?

a) have a meal b) have fun

c) watch a football match d) stay there after midnight
69. What is important to do when you come to a pub?

a) order a drink b) bring a friend ( old or young)

c) sing to the music you hear d) dance to the rhythm

70. What does “Their” in line 1 refer to?
a) People b) Great Britain C) pubs d) museums
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APPENDIX II
THE SCALE FOR
FOREIGN LANGUAGE READING MOTIVATION
(THE ENGLISH VERSION)



Scale for Motivation to Read in a Foreign Language

Scoring Key:

1. Completely disagree

2. Disagree
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3. Partly disagree

4. Partly agree

S. Agree

6. Completely agree
1. By learning to read in English, I hope I will be able to 1123|456
read English novels.
2.1 get immersed in interesting stories even if they are written in English. 112]3]4|5]6
3. Learning to read in English is important in that we need to cope 1123|456
with internationalization.
4.1 am learning to read in English because I might study abroad in the future. 112]3]4|5]6
5. By being able to read in English, I hope to understand more deeply about 1123|456
lifestyles and cultures of English speaking countries (such as America and England).
6. Even if reading were not a required subject, I would take a reading classanyway. | 1|2 |3 |4 |5]|6
7.1 am learning to read in English merely because I would like to get good grades. 112]3]4|5]6
8. Long and difficult English passages put me off. 112]3]4|5]6
9.1 am taking a reading class merely because it is a required subject. 112]3]4|5]6
10. I would like to get a job that uses what I studied in English reading class. 112]3]4|5]6
11. T am good at reading in English. 112]3]4|5]6
12. 1 like reading English novels. 112]3]4|5]6
13. I liked reading classes at junior and senior high schools. 112]3]4|5]6
14. By learning to read in English, I hope to be able to read English 112]13]|4(5]6
newspapers and/or magazines.
15. It is fun to read in English. 112]3]4|5]6
16. I like reading English newspapers and/or magazines. 112]3]4|5]6
17. English reading is my weak subject. 112]3]4|5]6
18. Learning to reading in English is important because it will be 112]13|4(5]6
conducive to my general education.
19. By learning to read in English, I hope to learn about 112]13|4(5]6
various opinions in the world.
20. I think learning to speak and/or listening is more important than 112]13]|4|5]6
learning to read in English.
21. My grades for English reading classes at junior and senior high schools 112]13]|4|5]6
were not very good.
22. 1 enjoy the challenge of difficult English passages. 112]3]4|5]6
23.1do not have any desire to read in English even if the content is interesting. 112]3]4|5]6
24. Learning to reading in English is important because it will broaden my view. 112]3]4|5]6
25. By learning to read in English, I hope to search information on the Internet. 112]3]4|5]6
26. Reading in English is important because it will make me a 1123|456
more knowledgeable person.
27. It is a waste of time to learn to read in English. 112]3]4|5]6
28. I would not voluntarily read in English unless it is required 1123|456
as homework or assignment.
29. 1 tend to get deeply engaged when I read in English. 112]3]4|5]6
30. It is a pain to read in English. 112]3]4|5]6

Mori, S. (2002). Redefining motivation to read in a foreign language. Reading in a Foreign Language,

14(2), 91-110.




203

APPENDIX III

THE SCALE FOR FOREIGN LANGUAGE
READING MOTIVATION

(THE TURKISH VERSION)
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YABANCI DIiLDE OKUMA MOTIVASYONU OLCEGI

Degerlendirme:

1. Hi¢ katilmiyorum

2. Katilmiyorum

3. Kismen katilmiyorum
4. Kismen katillyorum

5. Katihyorum

6. Tamamen katiliyorum

1. Ingilizce okumay1 6grenerek, Ingilizce romanlar okuyabilecegimi umuyorum. | 1 [2[3[4[5]6
2. Ingilizce yazilmus olsalar bile ilging hikayelere konsantre olurum. 112]3|4|5]6
3. Uluslar aras iliskilerde bulunmak igin Ingilizce okumay1 6grenmek 112]|3|4|5|6
Onemlidir.

4. Ingilizce okumay1 6greniyorum ciinkii ileride yurt diginda 6grenim 112]|3|4|5|6
gorebilirim.

5. Ingilizce okumay1 6grenerek, ABD ve Ingiltere gibi Ingilizce konusan 112]|3|4|5|6
toplumlarin yasam bicimlerini ve kiiltiirlerini daha iyi anlayabilecegimi

umuyorum.

6. Okuma zorunlu bir ders olmasa bile, okuma dersini segerdim. 112(3(4|5]6
7. Ingilizce okumay1 sadece iyi notlar almak istedigim icin 6greniyorum. 112]|3|4|5]6
8. Uzun ve zor Ingilizce parcalar beni okumaktan alikoyuyor. 112]|3|4|5]6
9. Okuma derslerini sadece zorunlu oldugum igin altyorum. 112]|3|4|5]6
10. Ingilizce okuma derslerinde 6grendigimiz konulari kullanabilecegim bir 112]|3|4|5]|6
meslegim olsun istiyorum.

11. Ingilizce okumada basariliyim. 112]|3|4|5]6
12. Ingilizce roman okumay1 seviyorum. 112]|3|4|5]6
13. Ortaokul ve lisede Ingilizce okuma derslerini severdim. 112]|3|4|5]6
14. Ingilizce okumay1 dgrenerek Ingilizce gazeteler ve/veya dergiler 112]|3|4|5|6
okuyabilecegimi umuyorum.

15. Ingilizce okumak zevkli. 112])3|4|5]6
16. Ingilizce gazete ve/veya dergi okumay1 seviyorum. 112])3|4|5]6
17. Ingilizce okuma benim basarisiz oldugum bir ders. 112])3|4|5]6
18. Ingilizce okumay1 6grenme onemli ¢iinkii benim genel egitimime de etkisi 112]|3|4|5]|6
olacak.

19. Ingilizce okumay1 dgrenerek diinyadaki degisik goriisler hakkinda bilgi 112]|3|4|5|6
sahibi olabilecegimi umuyorum.

20. Bence Ingilizce konusma ve dinlemeyi 6grenme, okumay1 6grenmeden daha | 1 |2 |3 (4[5 |6
Oonemli.

21. Ortaokul ve lisedeki Ingilizce okuma derslerindeki notlarim cok iyi degildi. |1 [2 3[4 [5]6
22. Ingilizce parcalarin zorlayici olmasi hosuma gidiyor. 112]3|4|5]6
23. Icerik ilging olsa bile Ingilizce okumak icin herhangi bir istegim yok. 112]3]4|5]6
24. Goriis aginu genisletecegi icin Ingilizce okumay1 6grenme 6nemlidir. 112]3|4|5]6
25. Ingilizce okumay1 dgrenerek Internet taramasi yapabilecegimi umuyorum. 112]3|4|5]6
26. Ingilizce okumay1 6grenme beni daha bilgili bir kisi yapacagi igin 112]|3|4|5|6
Onemlidir.

27. Ingilizce okumay1 6grenme bir zaman kaybidir. 112]3|4|5]6
28. Odev olarak verilmedikce Ingilizce okumayt istekli olarak yapmam. 112]3|4|5]6
29. Ingilizce okurken okudugum seye kendimi kaptiririm. 112]3|4|5]6
30. Ingilizce okuma iskence gibidir. 112]3]14|5]6

Mori, S. (2002)’den uyarlanmstir.

Mori, S. (2002). Redefining Motivation to Read in a Foreign Language. Reading in a Foreign
Language, 14(2), 91-110.
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APPENDIX IV
THE BOOK REPORT
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BOOK REPORT
Name: Date:
Book #:
Reading time: hours Report writing time: minutes

Briefly summarize the book (10-12 sentences). What is it about? What happened?
Describe the most important events.

Write down at least one question about this reader that you would like to discuss
in the class this week.

Express some of your thoughts and feelings about this book (5-6 sentences) The
following questions may help you:

Which characters did or didn't you like?

2. What did the story make you think about?

3. What experiences/memories did the story make you think of?

4. What did or didn't you like about the story?

5. Anything else you would like to say about the story?

[y

Answer the following questions: Circle your answer (1-5)
How much did you like this book? 1 2 3 4 5

I really didn't like it It was O0.K I loved it!
How hard was the book for you? 1 2 3 4 5

Much too easy At my level Much too difficult
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APPENDIX V
SAMPLES FROM THE BOOK REPORTS
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APPENDIX VI
WEBQUESTS
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Project #1

Edgar Allan Poe
Father of Horror

Introduction

Everyone loves a horror story. Stephen King, the master of 20th century
horror has over forty novels and numerous box office hits. From his first
novel and movie hit Carrie in 1974 to his latest movie hit The Green Mile,
Stephen King is often compared to the 18th century weaver of horror
tales, Edgar Allan Poe. Poe's troubling life shaped his stories of
hauntings and death.

The Task

The local theatre consortium has decided to hold a Poe Festival. They
have narrowed the number of selections to four, namely: The Black Cat,
The Masque of the Red Death, The Fall of the House of Usher, and The
Tell-Tale-Heart. You will create a program that includes:

@ q timeline of major events in Poe's life biography

@ a short biography of events that affected his life and works
@ o summary of each of the selected works

@ qa cast/character list of the selected works

While describing his life, the following questions will help you:

1. In what ways was Poe's life remarkable?

2. In what ways was Poe's life admirable?

3. Did Poe make any major mistakes or bad decisions? If so, what were
they and how did Poe handle or not handle them?

4. What the two or three most important lessons you or any other
person might learn from the way Poe lived?
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5. An older person or mentor is often very important in shaping the lives
of gifted people by providing guidance and encouragement. To what
extent was this true about Poe? Explain.

And if you visit this site, you can find information about his life:
http://go.grolier.com/
http://www.fantasticfiction.co.uk/p/edgar-allan-poe/ = biography of
Poe

You can also find information about Poe by giving keywords to Google or
Yahoo search engines.

The Process

@ To accomplish the task, you will first become an expert on Poe's life
and the events that later affected his literary work. Visit the sites to
find out more about Poe's life. Once you have finished your research,
prepare a timeline of important events from Poe's life that affected his
works. The questions given above may guide you.

@second, you need to read the selected literary works. Visit the given
sites in the resources section to read the selected literary works of Poe.

@Last, you need to bring together all your information. You should put
Poe's biography making sure to include all the details required at the top.
After that, you will write short summaries of the four selected works,
and some brief information about the main characters in these works.

Resources

In order to find information about the selected works of Poe visit the

following sites:
http://www.classic-literature.co.uk/american-authors/19th-century/edgar-allan-
poe/the-black-cat/

http://www.classic-literature.co.uk/american-authors/19th-century/edgar-allan-
poe/the-masque-of-the-red-death/

http://www.classic-literature.co.uk/american-authors/19th-century/edgar-allan-
poe/the-tell-tale-heart/

http://www.classic-literature.co.uk/american-authors/19th-century/edgar-allan-
poe/the-fall-of-the-house-of-usher/
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You can find the summaries and the commentary on the selected works in

the following sites:
http://www.bookrags.com/notes/poe/PART1.htm

http://www.bookrags.com/notes/poe/PART2.htm

http://www.bookrags.com/notes/poe/CHR.htm

http://www.bookrags.com/notes/poe/PARTS.htm

http://www.bookrags.com/notes/poe/PART6.htm

http://www.bookrags.com/notes/poe/PART19.htm
http://www.bookrags.com/notes/poe/PART20.htm

http://www.bookrags.com/notes/poe/PART3.htm

http://www.bookrags.com/notes/poe/PART4.htm

http://www.netspun.com/mbook/poe/indexHM.htm=» you can find the original
versions of these works in this site.

Conclusion

Congratulations! You are now an expert on the life of Edgar Allan Poe.
Having read four of his stories, you are now ready to move on. If you
liked those stories, you would read the other stories written by him. Do
not forget to mail your end-product to the teacher.
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Project #2
KATHERINE MANSFIELD

Introduction

Have you ever heard about Katherine Mansfield?

You are about to read four stories written by her and prepare a
report about these stories. | hope that you enjoy it.

Task

In order to accomplish this project you will have to implement
the following tasks:

1. Get the following stories or their summaries and
some critics about them.
e Bliss
e Mr. Reginald Peacock’s Day
e The Doll’s House
e The Garden Party

2. Read the stories or their summaries and answer
all the questions in the following section named
PROCESS.

3. English will be the only language used during the
process.

4. When you send the paper include all the web
sources that you have used.

5. All the research must be done on the Internet.



Process

l. Find information about Katherine Mansfield and write
something about her literary career.

Il. Answer the following questions. Try not to quote the
text; use your own words as far as possible.

Bliss
What spoils Bertha’s happiness?
Mr. Reginald Peacock’s Day

Look up the word “peacock” in the
dictionary. Why do you think this name
suits Reginald?

The Doll’s House

What had really made Aunt Beryl behave so
angrily?

The Garden Party

Laura is a young lady, still growing up and
learning to be responsible. What does she
learn about herself and about other people
on the day of the Garden Party? How do you
think this will change her?

lll. Give your opinion about each story (about 100
words)

219
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Resources

http://www.bookrags.com/notes/dh/SUM.htm
http://www.novelguide.com/adoll%27shouse/summaries/actone.html
http://www.novelguide.com/adoll'shouse/characterprofiles.html
http://www.novelguide.com/adoll'shouse/metaphoranalysis.html
http://www.novelguide.com/adoll'shouse/themeanalysis.html

http://digital.library.upenn.edu/women/mansfield/bliss/story.html

http://digital.library.upenn.edu/women/mansfield/bliss/day.html

http://www.eastoftheweb.com/short-stories/UBooks/Blis.shtml

http://www.enotes.com/bliss

http://www.enotes.com/garden-party/

http://www.enotes.com/dollshouse/
http://www.enotes.com/bliss/

Conclusion

Congratulations!! You have successfully finished and handed
in your paper. | hope that you have learnt many new things
about Katherine Mansfield and that you have improved your
English.

Do not forget to mail your end-product to the teacher.
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Project #3

THE PICTURE OF DORIAN GRAY

A novel by OSCAR WILDE

Introduction

Had you ever heard about Oscar Wilde before now?

You are about to read one of his novels and write a short
dissertation about his and his life as a writer. | hope that you
enjoy it.
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Task

In order to accomplish this webquest you will have to
implement the following tasks:

1. Get the novel or its summary and some critics
about this novel.

2. Read the novel or its summary and answer all the
questions in the following section named PROCESS.

3. English will be the only language used during the
process.

4. When you send the paper include all the web
sources that you have used.

5. All the research must be done on the Internet.

Process

I. Find information about Oscar Wilde and write
something about his literary career.

Il. THE READER

As the reader, answer the following questions. Try not
to quote the text, but use your own words as far as
possible.

1. What are Basil Hallward’s feelings for
Dorian Gray?

2. Dorian doesn’t think he is heartless. What
do you think?

3. Why do you think Dorian kills Basil?

4. How does the portrait change after the
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death of Basil?

5. What did the servants find when they
finally enter the room where the portrait
was?

lll. THE WRITER

Imagine that you are the writer of the story. Mention the
things that you do not like and change them.

IV. THE CRITIC

Give your opinion about the story (about 100 words)

Resources

http://www.bookrags.com/notes/dg/SUM.htm

http://www.novelguide.com/thepictureofdoriangray/summaries/preface%26chapters1%2D3.html

http://www.novelguide.com/thepictureofdoriangray/characterprofiles.html

http://www.novelguide.com/thepictureofdoriangray/themeanalysis.html

http://www.enotes.com/dorian-gray/

http://education.yvahoo.com/homework help/cliffsnotes/the picture of dorian gray/16.html

http://www.readprint.com/work-1508/Oscar-Wilde

http://www.literaturepage.com/read/doriangray.html
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Conclusion

Congratulations!! You have successfully finished and handed
in your paper/webquest. | hope that you have learnt many new
things about Oscar Wilde and that you have improved your
English.

DO NOT FORGET TO MAIL YOUR END-PRODUCT TO THE
TEACHER.
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Project #4

THE FIRM

Introduction

You are about to read about a novel written by John Grisham
and prepare a report about it. | hope that you enjoy it.

Task

In order to accomplish this project you will have to implement
the following tasks:

2. Get the novel “The Firm” or its summary and
some critics about it.

2. Read the novel or its summary and answer the
questions in the following section named PROCESS.



3. English will be the only language used during the
process.

4. When you send the paper include all the web
sources that you have used.

5. All the research must be done on the Internet.

Process

l. Find information about John Grisham and write
something about his literary career.

Il. Answer the following questions. Try not to quote the
text; use your own words as far as possible.

What tempted Mitch to join Bendini,
Lambert and Locke?

What was his first mistake?

What comments does John Grisham make
about modern America? Is he critical in any
way?

lll. Give your opinion about this novel (about 100
words)

226
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Resources

http://www.allreaders.com/Topics/Info_671.asp
http://www.retirementwithapurpose.com/johngrisham.html
http://www.book-summary-review.com/The-Firm-044021145X.htm

http://www.enotes.com/firm-gqn/

Conclusion

Congratulations!! You have successfully finished and handed
in your paper. | hope that you have learnt many new things
about modern America and that you have improved your
English.

Do not forget to mail your end-product to the teacher.
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Project #5

BRAVE NEW
WORLD

Introduction

You are about to read about a novel written by Aldous Huxley
and prepare a report about it. | hope that you enjoy it.

Task

In order to accomplish this project you will have to implement
the following tasks:
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3. Get the novel “Brave New World” or its summary
and some critics about it.

2. Read the novel or its summary and answer the
questions in the following section named PROCESS.

3. English will be the only language used during the
process.

4. When you send the paper include all the web
sources that you have used.

5. All the research must be done on the Internet.

Process

l. Find information about Aldous Huxley and write
something about his literary career.

Il. Answer the following questions. Try not to quote the
text; use your own words as far as possible.

e Describe the world explained in Huxley’s

novel.

e Why are the people in this new world
unhappy?

e Explain the “Caste System” in Huxley’s
novel.

lll. Give your opinion about this novel (about 100
words)
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Resources

http://www.bookrags.com/notes/bnw/SUM.htm

http://www.novelguide.com/bravenewworld/novelsummary.html

http://www.novelguide.com/bravenewworld/characterprofiles.html
http://www.novelguide.com/bravenewworld/metaphoranalysis.html
http://www.novelguide.com/bravenewworld/themeanalysis.html

http://www.enotes.com/brave/

Conclusion

Congratulations!! You have successfully finished and handed in your paper. I hope
that you have learnt many new things about the life in the future and that you
have improved your English. Do not forget to mail your end-product to the
teacher.
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Project #6

CRY, THE BELOVED
COUNTRY

Introduction

You are about to read about a novel written by Alan Paton and
prepare a report about it. | hope that you enjoy it.

Task

In order to accomplish this project you will have to implement
the following tasks:

4. Get the novel “Cry, The Beloved Country” or its
summary and some critics about it.

2. Read the novel or its summary and answer the
questions in the following section named PROCESS.

3. English will be the only language used during the
process.
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4. When you send the paper include all the web
sources that you have used.

5. All the research must be done on the Internet.

Process

l. Find information about Alan Paton and write
something about his literary career.

Il. Answer the following questions.

e Why can't Stephen Kumalo persuade his sister to
change her ways?

¢ Imagine you are Absalom. Write a statement for
the police telling your story about the events that
led to the shooting of Arthur Jarvis.

¢ Imagine you are James Jarvis. Write a letter
to your daughter-in-law, Mary, explaining
why you have given money to build a new
church in Ndotsheni.

lll. Give your opinion about this novel (about 100
words)

Resources

http://www.bookrags.com/notes/cbc/SUM.htm
http://www.novelguide.com/crythebelovedcountry/summaries/bookichapters13%2D17.html

http://www.novelguide.com/crythebelovedcountry/characterprofiles.html
http://www.novelguide.com/crythebelovedcountry/themeanalysis.html
http://www.enotes.com/cry-beloved/
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Conclusion

Congratulations!! You have successfully finished and handed
in your paper. | hope that you have learnt many new things
about the life in the future and that you have improved your
English. Do not forget to mail your end-product to the teacher.
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APPENDIX VII

SAMPLES FROM THE END-PRODUCTS OF THE
WEBQUESTS
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N. G.
About first topic WHO IS EDGAR ALLAN POE ?

Poe was the son of the English-born actress Elizabeth Arnold Poe and David
Poe, Jr.,an actor fromBaltimore. He is a most famous original writer in American
letter. And he lived between 1809 (JANUARY 19) and 1849(OCTOBER 7). He died
in his forty. He has got very important place in American science fiction and other
writing items. He wrote over than a hundred books about different kinds.

I read that four short stories:

THE BLACK CAT

DETAIL OF MAIN CHARACTERS (EDGAR ALLAN POE)

1.He likes feeding and caressing pets. Feeding pets started in his early ages. And it
grew day by day. He likes nature and it’s important parts, animals ...

2.But he has got a problem with his wife. Before she didin’t say anything about his
dogs, cats and others. But later she got angry with them.

3.His favorite animal is cat whose name is Pluto, he liked Pluto more than others.
4. Suddenly, he found himself in extreme terror. He came into his final.

5.And he started to wait his destiny in prison.

6. And He found a black cat like his cat Pluto but it has got differences on body.
7.When he was in prison he thought about his life, wife and cat.

8. After he went out from prison. He killed his wife by the axe and hide her corpse
in the cellar.

9. By the following days police came his house for searching. They invited him into

the station.
10.At last he checked her corpse in the cellar.

THE MASQUE OF THE RED DEATH.

1. Red death is name of city which is different from others.

2.There were sharp pains.
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3.There is a kingdom of Prince Prospero and he organized a mask ball in his
gigantic castle. In the castle there were ballet dancers and musicians, beauty and
wine.

4.He invited his friends to this mask ball.

5.In the castle there were a lot of suits but they were decorated with different
colors .

6.0n this party goes on very different. Because music starts and finishes with
clock.

The Tell-Tale Heart

1. Main character thinks that he can hear voice from hell and heaven.
2. One day he saw an old man and later he killed him.

3. And he thinks he isn’t insane.

4. And story finishes in police station.

The Fall of the House of Usher

1.Main character is Roderick USHER

2. He takes a strange letter.

In conclusion I read summary of that four book. . And they are a bit same as a
topic. I am sorry not to do the best because they were a bit difficult to understand.
They are original American. Writer is very different person and he wrote
detective story and a bit horror. Thanks see you later....
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S. K

1. ABOUT WRITER AND CAREER

1.Katherine Mansfield is famous for with her short stories.Her
favorite boks are called bliss and garden party.She use psychological
topics to write and find complex cahracters.Her characters and topics
are so real to see in a daily life .

2. ANSWERS OF READER PART

Bliss
1.She is sad. Because she learned that her husband has a love affair
with her affair.
Doll's House
1. She was angry because of his husband's friendly and honesty
behavior.

The Garden Party
1.T think she will be more carefull than before because she realised
that she had a lots of mistakes about her life.And she is ambitious to
change her mistakes fo true.

3.MY OPINION
In my opinion her boks are very interesting and real.My favorite
short story of her is Bliss. Because Katherine Mansfield tried o show
us a fact view of love and relationship of partner.Rarely your partner
who you trust a lot, can find another person to change his or her life.And
second good book is The Garden Party because it shows me to be
responsible is more important than not.
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N. G.

1. ABOUT WRITER AND CAREER
Oscar Wilde was born in 1854 to William Ralph Willis, a surgeon, and Jane
Francesca Elgee Wilde, who supported the movement for Irish independence.
Educated at the Portora Royal School, Trinity College in Dublin, and Oxford
University, he married Contance Lloyd in 1884 and had two children, Cyril and
Vyvyan.

2.ANSWERS OF READER PART

1.Basil Hallward thinks Dorian is very handsome and sensitive person.He likes him
because of his painting.Dorian helps Basil on painting portrait.And Basil thinks
Dorian is really gentler.Basil needs Dorian because his work is depend to Dorian’s
physical appearance.

2. I think he is heartless.Because he killed Basil Hallward who had made his portrait
3. He killed Basil because of mystery of portrait.It has got a secret which gives
Dorian a youthful forever.I want to add that there is incitement of Lord Henry

Wotton.

4. After he died portrait was getting older but Dorian wasn’t getting old He was
always young.

5. Servants find that Dorian was old, ugly and lie on the floor but the portrait was a
new when it had made by Basil.

3. AS A WRITER

If I am writer of this book or novel. I change the process of story and add people as
rich person. And I give more information about Dorian’s family And Maybe I add a
story of lack of money and family.

4.MY OPINION

I think this story is not very interesting as first topics.And it includes cultural
ideas.On the other hand we must know the idea of writer.Because he writes this
novel according to his ideas or religion.As a topic it’s very basic someone paint a
portrait and after the painter death it gives a youth forever.
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R. A. (THE PICTURE OF DORIAN GRAY)

|.PART
LITERARY WORKS

1878 Ravenna
1881 Poems
1888 The Happy Prince and Other Tales
1889 The Decay of Lying
1891 The Picture of Dorian Gray
1891 Lord Arthur Savile’s Crime and Other Stories
1891 Intentions
1891 Salome
1892 The House of Pomegranates
1892 Lady Windermere’s Fan
1893 A Woman of No Importance
1893 The Duchess of Padua
1894 The Sphinx
1895 An Ideal Husband
1895 The Importance of Being Earnest
1898 The Ballad of Reading Gaol
Wilde wrote many short stories, plays and poems that continue to
inspire millions around the world.

By the time William Wilde, Oscar’s father, was 28, he had graduated as a
doctor, completed a voyage to Madeira, Teneriffe, North Africa and the
Middle East, studied at Moorfields Eye Hospital in London, written two books
and been appointed medical advisor to the Irish Census of 1841. When the
medical statistics were published two years later they contained data which
had not been collected in any other country at the time, and as a result,
William became the Assistant Commissioner to the 1851 Census. He held
the same position for the two succeeding Censuses and, in 1864, he was
knighted for his work on them. Before he married, William fathered three
children. Henry Wilson was born in 1838, Emily in 1847 and Mary in 1849. To
William's credit, he provided financial support for all of them. He paid for
Henry's education and medical studies, eventually hiring him into St. Mark's
Hospital as an assistant. Sadly, Mary and Emily, who were raised by
William's brother, both died in a fire at the ages of 22 and 24.

[I.LPART

1.Basil Hallward likes him and he has been captivated by Dorian.He fells in
love with Dorian.
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2.Yes | think Dorian is a heartless man because he doesn’t want to
understadnt Basil about his love and in the end he kills him.And Dorian’s
father had died before he was born and his mother died when he was 1 year
old.Maybe he can be heartless because of that reasons.

3.Dorian murdered Basil for made him degenerated about his
behaviours.Because he heard from his friends some gossip about his
degeneration.

4.Dorian stabs the portrait with the knife that he killed Basil.
5.They saw an old,ugly man that lying on the floor it was Basil.
[I.PART

| didn’t like the story if | were a writter | wouldn’t write a story like that |
didn’t like that Basil loved Dorian and and | didn’t like Dorian that he killed a
person.| would change the whole story.

IV.PART

As | said | didn’t like the story from the biggennig.A man loves
another man and he makes him degenereted about his life and
behaviours.Dorian has’t got a mother and a father he grows without love,it
would be better Basil wouldn’t love him and Dorian wouldn’t kill Basil and
stab the portrait.| don’t like the stories like that | like the stories that finishes in
happiness.
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N. A.
Project No: 4

THE FIRM

[. JOHN GRISHAM

He was born on February 8, 1955 in Jonesboro, Arkansas. His father, a cotton
farmer and itinerant construction worker moved the family frequently, from town to
town throughout the Deep South, settling in Southaven, Mississippi in 1967.
Although his parents lacked formal education, his mother encouraged him to read
and insisted that he prepare himself for college.

He attended Northwest Junior College, Senatobia, Mississippi; Delta State
University, Cleveland, Mississippi; and finally enrolled in the accounting program at
Mississippi State University. He received a B.S. in accounting in 1977.

Grisham then studied tax law at the University of Mississippi, Oxford, Mississippi. He
soon discovered that he did not enjoy his chosen specialty. Once again he changed
course and turned his attention to criminal law. In 1981, he earned his law degree
and soon after opened a law practice in Southaven. As a criminal lawyer he had
opportunity to experience the drama and pathos of the courtroom. He also saw
lawyers and judges at their best and worst.

In 1983, the voters of Mississippi's Seventh District sent Grisham to Jackson as their
State Representative. By his second term he held the vice chairmanship of the
Apportionment and Elections Committee as well as memberships on the Insurance,
Judiciary A, and Military Affairs Committee. Grisham, however, missed the company
of his family and was frustrated by the frequent inactivity of the state legislature.
Boredom and his sense of humor were evident when Grisham introduced a
resolution-commending singer Herbert Khaury, better known as Tiny Tim.

[I. ANSWER THE FOLLOWING QUESTIONS:

What tempted Mitch to join Bendini, Lambert and Locke?

Mitch McDeere has just graduated from law school. When he graduated, a
firm which is called Bendini, Lambert & Lockre offer him for a job. With the
job comes a new house, a new BMW and a high salary.

What was his first mistake?
His first mistake was to speak with Wayne Tarrence who is an FBI agent in a cafe.

What comments does John Grisham make about modern America?

Is he critical in any way?
There are lots of illegal events in Modern America. And he is critical that.

[ll. GIVE YOUR OPINIONS ABOUT THIS NOVEL:
This story tells us illegal events in America. Everyone takes pains to live like in

America. But it doesn't like it seems. And that story shows us medallion's other side.
It was interesting and fluently.
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O.S.

Project: 5
BRAVE NEW WORLD

I. ALDOUS HUXLEY (1894 - 1963)

Aldous Leonard Huxley was born on July 26, 1894.

Huxley was the product of a long line of scientific and literary figures. His
paternal grandfather was Thomas Henry Huxley, the biologist who supported
Darwin and his theory of evolution. Huxley's brother, Thomas, followed this
tradition, also becoming a biologist. But Aldous was to follow other members
of his family into the literary world. Huxley's great uncle was Matthew Arnold,
the humanist poet, his aunt was a novelist and his father, Leonard, was a
poet and biographer. His mother's death from cancer when he was 14. This,
he said later, gave him a sense of the transience of human happiness.

He had intended to study medicine but at the age of 16, while studying at
Eton, an eye illness left his sight permanently damaged. He went on to
graduate with honours from Oxford, but English had replaced medicine as his
subject of choice. Although he recovered from the total blindness he suffered
for 18 months after his illness, Huxley remained near blind for the rest of his
life. It was perhaps this misfortune that turned him towards writing.

Huxley wrote two volumes of poetry whilst still at Oxford, the first of which
was published in 1916. His first novel was a social satire called Crome
Yellow (1921). This was followed by Antic Hay (1923), Those Barren Leaves
(1925) and Point Counter Point (1928). Some of his early work has been
criticized for being issue and idea-based at the expense of solid
characterization. But it is in these works that Huxley's style emerged as a
combination of dialogue and cynical social criticism — the same voice that
was to preoccupy much of his later work.

In 1919, Huxley married Belgian born Maria Nys. They had one son,
Matthew, in 1920. After his wife death he married Laura Archera. Aldous then
spent most of the 1920s living in ltaly and traveling with his great friend, D H
Lawrence. It was in 1931, however, that Huxley produced the novel he is
most remembered for — Brave New World. Huxley's death was
overshadowed in the media by the assassination of John F Kennedy on the
same day, 22 November 1963. History remembers him, however, as a writer
with vision and foresight.
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Describe the world explained in Huxley’s novel.

In this story scientists establish a new world. In that world, human beings are
fertilized and custom-made, and shows them the Social Predestination room,
where workers create the social castes. They pass onto the conditioning
rooms, where they reinforce the caste divisions by sleep-teaching. Scientists
manage these people. There is some groups: alfa, beta, and epsilon.

Alfa: They have the highest life standard, educated and they manage the
government

Beta: They have normal life standard, educated

Epsilon: Their standard is not good. They are poor

These people communicate with their own groups.

Why are the people in this new world unhappy?

They are unhappy because they don't know human's feeling. For example
they have sex. But after that night they don't know each other. They don't get
married. They don't feel love, excitement... Life is nothing without feelings
and they don't have feelings so they are unhappy.

Explain the “caste system” in Huxley’s book.

| read this story and first of all | think that "is it possible a life without
feelings?" The answer is "no". life is beautiful with love, excitement, to cry,
agitation, fear... sometimes we have bad feelings but if we don't know pain,
we can't realize good thinks. Maybe | find the story unreal but it is interesting.
| read some of criticism everyone likes this novel.

SOURCES:

http://www.bookrags.com/notes/bnw/SUM.htm

http://www.novelguide.com/bravenewworld/novelsummary.html

http://www.novelguide.com/bravenewworld/characterprofiles.html
http://www.novelguide.com/bravenewworld/metaphoranalysis.html
http://www.novelguide.com/bravenewworld/themeanalysis.html

http://www.enotes.com/brave/
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F.B.

Project: 6

CRY, THE BELOVED COUNTRY

1. ABOUT WRITER AND CAREER
After Alan Paton graduated from college. He became a teacher. After a while, he had

a serious health problem. And he changed his position, started in huge prison. When
he was working in prison he started to write his article and his literary career started

at there.

2. ANSWERS OF READER PART
1.Because his sister became a prostitute and she became richer than before.If
she returns to the village she will be poor again. And other problems cause her not to

go there.

2. If I were Absalom, I will tell the police I shoot the gun because I was afraid
killed by Jarvis. I went there for talking with him but he started an argument with.

And I was afraid and I was controlled by devil and I would shoot the gun with scare.

3. If I were Jarvis and I have to write a letter to my sister -in law why I was
giving money to rebuild the church in Ndotsheni. I will say that I read my son’s
articles about blacks in their and my son decided to help them to be better than now.
And they have got problem about religion. I think I have to help them to rebuild their
church. As an extra I have sent food for poor children and hungry people and I sent a
trainer to them to teach how grow up vegetables and found water.

3. MY OPINION

I think writer write this story because of his life. He was working in the
prison and it caused to write this story. And I found it uninteresting. Because all bad
things happened like his sister became a prostitute and his son killed someone. And
this story told me inequalities between white and a black in America where is famous

for freedom. I don’t recommend it to read.
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APPENDIX VIII

INTERVIEW QUESTIONS FOR THE
TRADITIONAL GROUP

(THE TURKISH VERSION)
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GORUSME SORULARI
(KITAP OKUMA GRUBU ICiN)

Demografik Sorular
1. Ad ve Soyad:
2. Cinsiyet:
3. Yasimiz:
4. Mezun oldugunuz lise ?
S. Boliimiiniiz:
6. Ne kadar siiredir yabanci dil 6greniyorsunuz?

Genel Dil Sorular:
7. Bildiginiz yabanci diller:
8. Asagidakilerden hangisi en dnemli dil becerisidir ?
a) Okuma b) Yazma ¢) Dinleme d) Konusma
9. Asagidakilerden hangisi en 6nemsiz dil becerisidir?
a) Okuma b) Yazma ¢) Dinleme d) Konusma
10. Yabanci dil 6greniminde dilbilgisinin dnemi konusunda ne diisiiniiyorsunuz?
11. Yabanci dil 6grenirken en ¢ok nelerde zorlaniyorsunuz?
12. Yabanci dil 6grenirken size en kolay gelen sey nedir?
13. Daha 6nce herhangi bir yaygin okuma programinda yer aldiniz m?
Evet ise,
13a. Ne zaman?
13b. Nerede?
13c. Ne kadar siirdii?
13d. Kag kitap okudunuz?
13e. Ne tiir kitaplar okudunuz?
13f. Bu program sonucu sizde meydana gelen degisimler ol¢iildii mii?

13g. Olciildiiyse nasil 6lciildii?
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Yontemle ilgili Sorular
14. Uygulanan yaygin okuma programi hakkinda ne diistiniiyorsunuz?
15. Uyguladigimiz yaygin okuma programinda en ¢ok hosunuza giden taraf ne oldu?
15a. Neden?
16. Bizim uyguladigimiz yaygin okuma programinda en begenmediginiz taraf ne oldu?
16a. Neden? Aciklar misimiz?
17. Programa baslarkenki beklentileriniz karsilandi m1?
17a. Evet ise nasil?
17b. Hayir ise karsilanamama nedenleri nelerdir?
18. Program sirasinda ne gibi aksakliklar oldu?
19. Rehber 6gretmenin rolil ve yardimlart konusunda neler oldu?
20. Siire olarak her bir kitap i¢in yaklasik ne kadar zaman harcadiniz?
21. Kitaplarin zorluk dereceleri nasildi?
22. Kitaplar1 okurken hi¢ anlayamadiginiz boliimler oldu mu?
23. Olduysa anlayabilmek i¢in neler yaptiniz?
24. Her bir kitap i¢in verilen siire hakkinda ne diistiniiyorsunuz?
25. Her bir kitap i¢in yazilan raporlar hakkinda ne diisiiniiyorsunuz?
26. En cok hangi kitab1 begendiniz?
26a. Neden?Agiklar misiniz?
27. Begenmediginiz kitaplar oldu mu?
27a. Neden? Aciklar misiniz?
28. Kitaplardan edindiginiz sozciikleri diger derslerinizde nasil kullaniyorsunuz?
29. Sozliik kullanma sikliginiz hakkinda neler sdylersiniz?
30. Bu programun ileride kullanacagimiz ingilizce’ye nasil bir katkis1 olacagini
diisiiniiyorsunuz?
31. Program sonunda kendinizde ne gibi degisiklikler hissediyorsunuz?

32. Boyle bir programi arkadaslariniza tavsiye eder misiniz?
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32a. Neden?

33. Sizce bu program nasil uygulanmaliydi?
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APPENDIX IX

INTERVIEW QUESTIONS FOR THE
TRADITIONAL GROUP

(THE ENGLISH VERSION)
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INTERVIEW QUESTIONS
(FOR THE TRADITIONAL GROUP)
Demographic Questions
1. Name and Surname:
2. Gender:
3. Age:
4. Which high school did you graduated from?
5. Your Department:
6. How long have been learning English?
General Language Questions
7. The other languages you know:
8. Which of the following is the most important language skill?
a) Reading b) Writing c) Listening  d) Speaking
9. Which of the following is the least important language skill?
a) Reading b) Writing c) Listening  d) Speaking
10. What do you think about the importance of grammar in language learning?
11. Which fields are the most difficult for you in learning a foreign language?
12. Which fields are the easiest for you in learning a foreign language?
13. Have you ever participated in an extensive reading program?
If yes,
13a. When?
13b. Where?
13c. How long did it last?
13d. How many books did you read?
13e. What kind of books did you read?
13f. Were the changes occurred at the end of the program measured?

13g. If yes, how were they measured?
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Questions about the procedure

14.

15.

What do you think about the extensive reading (ER) program followed?

What did you like best about the ER program you followed?

15a. Why?

16.

What didn’t you like about the ER you followed?

16a. Why? Can you explain?

17.

Were your prior expectations fulfilled?

17a. If yes, how?

17b. If no, why were not they fulfilled?

18.

19.

20.

21.

22.

23.

24.

25.

26.

What kind of problems you faced during the program?

What can you say about the role and the assistance of the lead teacher?

How much time did you spend on each book?

What can you say about the difficulty level of the books?

Were there any sections you could not understand at all while reading the books?
If yes, what did you do to understand?

What do you think about the time allocated for each book?

What do you think about the reports you wrote for each book?

Which book did you like most?

26a. Why? Can you explain?

27.

Were there any books you did not like?

27a. Why? Can you explain?

28.

29.

30.

31.

32.

How do you use the words you gained from the books in your lessons?

What can you say about the frequency of your dictionary use?

What do you think about the contributions of this program to the English you will
use in the future?

What kind of changes do you feel at the end of the program?

Do you recommend such a program to your friends?
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32a. Why?

33. In your opinion, how should have this program been implemented?
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APPENDIX X

STUDENTS’ INTERVIEW STATEMENTS IN
TURKISH

(THE TRADITIONAL GROUP)
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S.IL.

S.L

kiz

20

Anadolu Ticaret
Uluslar arasi Ticaret
8 yil

Yok

Konusma

Okuma

. Dilbilgisi bir yere kadar 6nemli ama kelime ve konusma daha énemli.
. Gramerden hoslanmiyorum. Hoslanmadigim icin de zorlaniyorum. Listeningde

gercgekten zorlaniyorum.

. Okumak digerlerine gore daha kolay.

. Hayir.

. Bazen zorunluluk getirmek lazim bazi seylere bence iyi oldu.

. Eger bu program olmasaydi, o kitaplari okumazdim. Cok yararli oldu.

. Begenmedigim yon yok.

. Karsilandi cogu ama kendimle ilgili olan beklentilerim gok karsilanamadi. Daha

programli calisacagimi umuyordum. Bazi kitaplar ve raporlarini geciktirdim.

. Benim gecikmelerim disinda higbir aksaklik olmadi.
. Elinizden geleni yaptiniz bence.
. Higbir kitabi bir ginde okumadim. Bdlimler halinde okudum. Genel olarak

ortalama 5 diyebiliriz. Advanced olanlar biraz daha uzun strdu.

. Ilk 5 tane iyiydi ama advancedlerden pek hoslanmadim. Okuyamadi§im igin de

sikilmaya basladim. Anlayamadigim icin.

oldu ama ipuglarini kagirmadim. Anlayamadigim bélimler temel konular degildi,
birkag paragraf anlayamadigim yerler oldu.

Iki kere okudum. Ya da diger dnceki ve sonraki paragrafla baglanti kurmaya
calistim.

Yeterliydi.

Yazmamiz gerekliydi. Sizin bizden almamizi istediginiz bilgilerin yani sira biz de ne
kadar 6grendigimizi anladik. Ne kadar anladigimiz ortaya gikti.

Picture of Dorian Gray. Konu digerlerine gére daha guzeldi.

Bedenmemek dedil ama benim tarzim olmayan kitaplar vardi. Tales of Mystery.
Icerik olarak begenmedim.

Genellikle speaking dersinde kullaniyorum.

Ben daha fazla s6zlik kullanacagimi Gmit ettim ama o kadar ¢ok kullanmadim.
Bu programin ana fikrine ulastigini disintiyorum ben okumaya karsi bir 6n yargi
duymuyorum artik.

T: Okumanin gereksiz oldugunu soylemistin galiba 6nce, 6nemsiz bir beceri demistin.
S: Gereksiz degil de, bir én yargi yok. Uzun bir yazi gérdigimde okuma istegim artti.
Onceden boyle diisinmiyordum.

31.

32.

33.

Dedigim gibi okuma istegim artti. Aliskanlik oldugunu séyleyemem hala ama uzun
bir stire yoktu ama en azindan istek artti.

Evet. Bu programda olmasalar gok okuyacaklarini zannetmiyorum. Benim igin de
Oyle ama kuguk zorunluluklar bazen basariyi getirebilir.

Gayet iyiydi. Surec iyiydi. Her sey iyiydi ama kitaplar dedil de 3-4 sayfalik kisa
hikayeler seklinde olabilirdi. Konusu daha heyecanl hikayeler olabilirdi. Ama gok
da fena sayllmaz. lyiydi.
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17.

18.
19.
20.

21.

22.

23.

24.

25.

26.
27.

28.

29.

30.

31.
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. 0.B.

O.B.

erkek

19

19 mayis Anadolu Lisesi

Isletme

5 yildir.

Hayir.

Bence konusma 6énemli ama yazma da olmadan konusma yapilamaz herhalde.
En 6nemsiz. Yazma.

. Bence 6nemli.

. Kelime konusunda.

. Ezberlemek.

. Hayir.

. Bence cok iyiydi ginkii diyebilirim ki bu yil biitiin ingilizce hayatimda daha

dodrusu 5 yildir ilk defa bu sizin yaptiginiz uygulama ile yaklasik 6 kitap okudum.

. En gok hosuma giden taraf... kitaplari siz verdiniz. Biz de okuduk.
. Kitaplari biraz edlenceli konulardan segseydiniz daha iyi olacakti. Iglerinde birkag

tane cok bedendigim kitap vardi ama gerisi biraz sikiciydi. Ama bilgi amagli olarak
okudum yani guzeldi.

Cogdunluk karsilandi. Mesela ben bu tip bir programa girmeden 6nce level 6 bir
kitabi elime bile almiyordum. Diyordum ki ben level 6 seviyesinde dedilim. Ama
sizin verdiginiz level 6 kitaplari okudum ve diger levellerle aralarinda gok fazla
fark olmadigini anladim. Givenim geldi kendime.

Aksaklik olmadi. Program normal devam etti.

Hem organizasyon, hem yonetim hepsi icin mikemmeldiniz.

Sture olarak basladigim zaman hemen bitirdigim kitap birkag tane oldu. Digerlerini
1-2 seferde okudum. Level 6 advanced olanlar biraz zorladi ama en fazla 7-8 saat,
degdisiyordu, heyecanina gore.

Benim géziimde buyttiglim kadar zor dedilmis. Advancedi falan gok
blyltliyordum goéziimde. Ama gergekten kolaymis yani.

Tabi, bazi mesela son okudugumuz kitapta vardi. Shakespeare’den alintilar var. O
alintilarda bazi anlamadigim yerler oluyordu.

Once kelimeden anlamadigim oldugu zaman biitiin ciimleye bakiyorum. Climleden
anlamadigimda bilen arkadaslara soruyorum. Bulamazsam Cihangir Hocamiza
falan danisiyordum.

Bir hafta yeterliydi tabi fakat quizler falan oldudu igin 1 hafta bazen yetmiyor gibi
geliyordu ama aksam evde oturdugun zaman, kitap slrtkleyici oldugu zaman bir
oturdugunda hayli okunuyordu.

Bence cok asir faydali oldu. Normalde kitaplar okurken béyle raporlar falan
yazmam; okurum gecerim, aklimda kalanlari anlatirrm ama rapor tuttuktan sonra
yani bir rapor tutmamakla rapor tutmak farki ayirt edilebilecek kadar biyUk.
Mesela bir kitabr okuyunca en fazla 3 gtlin icinde biri bana bir sey sorarsa aklimda
kaliyordu, rapor tuttugum zaman simdi bile ilk verdiginiz kitabi anlatabilirim.

The Firm’t begendim macera olarak; science-fiction olarak da Brave New World.
The Doll’'s House’u begenmedim. Bizdeki eski Turk filmlerine benziyordu. O kitapta
da goérdim ki yabancilarda da pek farkh dedil.

Ben genelde kelimelerin basit kisimlarini 6greniyormusum. Ama anladim ki ayni
kelimenin baska anlamlari oldugunu da 6grendim.

Bu uygulamaya baslamadan énce her kelimenin manasini bulmaya galistiyordum.
Sozlik karistirlyordum. Cok asiri vakit aliyordu. Sonra sizin verdiginiz gok
dokiiman oldugu igin s6zlik kullanmadan hizli okuyayim dedim. Cimleden
anladigim kadariyla devam edeyim bayayim ne kadar anliycam. Cok nadiren yani
bir cimlede birden fazla olursa bilmedigim s6zclik o zaman kullandim. Sonra
arkadaslara anlattim romani. Herkes “evet, anlamissin” dedi.

En buyuk katkisi kitap okuma hizini gergekten arttirdi. Given kazandird.
Advanced seviyelerden korkmuyorum. Orijinal textleri bile okumayi disiniyorum
su anda.

Aslinda ben fazla okumayi sevmeyen bir insanim. Sadece yabanci dedil Tlrkce
kitaplar da fazla sevmem. Fakat yabanci kitaplari, tabi basta konusma dedim ama
O6grenebilmek igin okumak sart diye distniyorum. Mesela sarki sozlerini dinlerken



32.

33.
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kendimizi buldugumuz sézler olur ya, kitap okurken de kendimi buldugum
cumleler oluyor. Cok gabuk ezberleyebiliyorum. Bana bu sekilde faydasi oldu.
Evet. Ben kosullardan dolayr mi bilmiyorum belki deneysel bir uygulamadir ama
keske elimizde olanak olsaydi da butin okula uygulasaydik. Ben gergekten biyuk
bir gelisme olacadina inaniyorum.

Sistem guizeldi. Rapor tutmasi, verilen sireler yeterliydi. Sizin ilginiz iyiydi.
Programda nasil bir dedisiklik olabilir? kitaplar segcilirken biraz daha genglere
verilen kitleye hitap etmesi saglanabilirse biraz daha glizel olurdu.
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11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
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28.
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30.

31.

32.

33.
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D.A.

D.A.

kiz

21

Karsiyaka Anadolu Ticaret Lisesi
Uluslar arasi Ticaret

8 yil

Hayir

konusma

yazma

. Aslinda konusma daha 6énemli. Gramerde doldurmadir vs.dir. su tense’de su olur

bu tense’de bu olur falan. Cok lizumsuz geliyor. Konusmada sen bunu yine
O0grenebilirisin gibime geliyor.

Aslinda belirli birseyde zorluk hissetmiyorum ama dinleyip de anlamak istemek
yoksa normalde cok fazla zorluk gekmiyorum.

Dilbilgisi direk gunki veriyor. Formilize edilmis sekilde.

Hayir.

Faydali oldugunu dislnliyorum c¢link( normalde bir kitabi acayim da okuyayim
bakayim burada ne demis diye bir durumum yoktu. Bu mecburiyet gibi bir sey
oldu. Okumus oldum yani.

Sorumluluk sahibi olmak belki de. Clinkli ben bunu gok fazla yapan bir insan
degilim dedigim gibi.

Aslinda belirli bir taraf yok. Cok glizel zaten raporlar falan de sey... bazi zorlayici
yerleri vardi.

Evet iste zaten buydu. Okuyup da bilgi sahibi olmak. Kelime kelime tam olarak
ceviri dedil de onu anlamak. Cimleyi pasaji anlamak.

Benim kendimden kaynaklanan bazi seyler oldu. Zaman ayirmadim kimi zaman,
daha sonra iste sikistim.

Oncelikle tesekkiirler bize bdyle bir imkan sundugunuz igin. Bu sayede daha
bilingli olduk bu konuda. Kitap okumadir vs.dir.

Levelleri disik olanlarda 1.5 saat falan. Digerleri icin ayni seyi
sOyleyemeyecedim. Zaten parca parca okudum. Yaklasik olarak 4-5 saat
olmustur.

Ilk kitaplar kolaydi. Tabii digerleri zordu.

Oldu.

Sozlik kullandim. Arkadaslarima sordum.

Yeterliydi.

Kolaydi yani ¢ok fazla zorlayici dedildi.

Tales of Mystery. Farkli buldum. Konusu ilging geldi.

kjk

Sozclik olarak aslinda ayirt etmiyorum da dedigim gibi okuyup da anlamaya
calistyorum. Eder gok fazla anlayamiyorsam o zaman sozlikten buluyorum. Cok
fazla s6zlik kullanmadim acikgasi.

Dersler igin kullaniyorum da bu kitaplar igin gok fazla kullanmadim. Daha gok
anlamini cikarmaya cgalisiyorum.

Belki daha uzun pasajlar verildiginde belki daha rahat okurum. Belki daha fazla
nasil okuyabilirim, daha kolay nasil anlayabilirim acgisindan yararh olabilir.

Ilk daha kitaplari okumadan 8nce anlamaya cok fazla calismiyordum. Vize veya
quiz oldugunda onu daha gok anlamaya calisiyordum. Béyle olunca, onun bir
raporu var, sizin de isinize yarayacadi icin insan daha ¢cok anlamaya calisiyor. Bu
ylUzden diger derslerde atiyorum readingde daha fazla cabalamamis olabilirim diye
disunlyorum. Diger zamanlarda boyle seyler s6z konusu olmamisti cok fazla.
Tabii ederim. Hem kendilerini gelistirme agisindan hem de daha kolay
O0dgrenebilme agisindan.

Belki soyle bir sey olabilirdi. Herkes dnce kitabi okurdu. Karsilikli olarak bu konuda
ne distndyorsun gibi olabilirdi yani her kitap bittikten sonra yarim saatlik falan.
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IV.D.C

. D.C.

kiz

20

Balikesir Lisesi (super lise)

Isletme

8 yildir.

Yok.

Konusma

Yazma

10. Onemli. Dilbilgisi olmadan dil olmaz diye distiniiyorum.

11. Kelimelerde zorlaniyorum en fazla.

12. Gramer.

13. Hayir.

14. Kelime 6grenme acisindan faydasi oldu.

15. Hem okumami gelistirdi hem de fazla kelime 6grendim.

16. Bazi hikayeler sikici geldi. Okumak zorunda oldugum igin okudum ama...

17. Hemen hemen karsilandi.

17a. Daha 6nce bu kadar kitap okumamistim. Kelime hazinemi arttirdi. Sézlige

bakmadan kelimenin anlamini gikartabiliyorum artik.

18. Konusunu begenmedidim kitaplari bitirmek istemedim.

19. Biri zorlamadan kitap okumak biraz zor oluyor. Bitirmek zorunlulugu var bu
nedenle okumak zorunda kaldik.

20. En fazla 3-4 saat.

21. Cok zor degildi. Kitaplar 6. stageler biraz zordu. Kelimeleri.

22. Oldu.

23. Tekrar geri donup onlari bir kez daha okudum.

24. Sireler yeterliydi.

25. Raporlar seye yariyor bence kitabi 6zetlemeye, kelimeleri tekrar gézden
gegirmeye.

26. The Picture of Dorian Gray.

26a. Konusu gok ilging geldi.

27. Tales of Mystery ve The Doll’s House.

27a. Bolum bolim oldudu icin onlar hosuma gitmedi. Ben genelde roman tliriinde

olanlari seviyorum.

28. Cok ustinde durdugumuz icin kelimeler akla geliyor. Konusmada, yazmada
kullantyorum.

29. Basta daha cok sozlik kullaniyordum. Sonra anlamlarini daha gok kendim
clkarmaya basladim.

30. -

31. Okumami gelistirdi. Kelime acisindan.

32. Ederim.

32a. Hem okumayi gelistiriyor, hem de daha fazla kelime 6greniyorsun. Onlari baska

yerlerde kullaniyorsun.

33. Uygulama iyiydi bence. Onun haricinde baska bir sey diisiinemiyorum.

ORINUHWN =
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. F.T.
F.T.
kiz
20
Denizli Anadolu Ticaret Lisesi
Uluslar arasi Ticaret
6 yildir.
Yok
Konusma
Okuma
10. Tabii ki 6nemli. Cumleleri kurmakta, dogru zamanlari kullanmada 6nemli.
11. Kelimeleri bilmede. Tlrkge her seyin net bir karsihidi olmuyor.
12. Gramer konulari.
13. Hayir.
14. Gizeldi ginki kelime bilgim ¢ok azdi benim basta. Kitaplar sayesinde kelime
bilgisi gelisti.
15. Degisik seyler 6grendim.
16. Begenmedigim taraf yok.
17. Karsilandi. Dedigim gibi benim ilk hazirliga basladigimda kelime sayim ¢ok azdi.
Gramerim iyiydi. Kelime sayim artti.
18. Aksaklik olmadi. Bazilarini tam zamaninda yetistiremedim. Elimden geleni
yapmaya calistim.
19. Siz sabirli davrandiniz. Bazen raporlari geciktirsek bile herhangi bir sert ¢ikisiniz
olmadi.
20. 4 saatte bitiyordu.
21. Cok zorlamadi. Kolaydi.
22. Olmadi.
23. -
24. Uzundu. Yeterliydi.
25. Aklimizda ne kadar kaldigini kendi cimlelerimizle yaziyorduk. Tabii ki gereksiz
degildi.
26. The Firm. Daha boyle maceraya dayali ve gercekgi oldugu igin.
27. Olmadi.
28. Speakingde konusurken kelimeler geliyor aklima.
29. Sozlik kullanmadim dogru-dirist, ciimlenin gelisinde, sonraki kismindan
anlamaya calistim.
30. Tabii ki iyi seyler katti bize.
31. Kelime agisindan ¢ok iyi oldu. Okudugum kitap sayisi artti. Iingilizce’'m gelisti.
Okuldaki sinavlarin reading bélumlerine etkisi oldu. Bazi gagrisimlar oldu.
32. Ederim.
33. Bence bdyle iyiydi. Verilen slre, verilen kitaplar gayet iyiydi.

RN HWNE L
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S.N.B

kiz

18

Slper Lise

Maliye

5 yildir.

Hayir.

Okuma

Aslinda 6nemsiz bir dil becerisi yok ama en son sirayi belki yazma alabilir.

0. Bence gok 6nemli ama konusurken tam gramer de kullanmayabiliyorsun. Onun

icin cok fazla 6nemi yok gibi geliyor ama bir dereceye kadar énemli.

11. Kelimelerde.

12. Gramerini 6grenmek.

13. Hayir.

14. Bence ok glizel en azindan kelimeleri aklimizda tutmamiza yardimci oluyor. Yeni
kelimeleri stirekli tekrarlandigi icin daha iyi 6grenebiliyorsun.

15. Yeni bir seyler 6grenmek, okumanin daha iyi gelistigine inantyorum. En gok o
hosuma gitti.

16. Bazi konularin gok sikici gelmesi, yoksa kitaplar ¢cok glizel ama sonugta zevkle
okumak gerekiyor o kitabi. Bazilarini zevkle okumadigimi hissettim.

17. Evet. Kelimelerde ¢ok zorlandidim igin kelimeleri aklimda tutmakta zorlaniyorum.
Ve kitap okudukga bunun daha iyi gelistigini gérdiim. Beklentilerim kargilandi.

18. Aslinda bir aksaklik olmadi. Kitaplar elimizdeydi. Okudugumuzda bitecekti.

19. Bizi yonlenirdiniz.

20. En zorlandigim seviye 4. dizey oldu, aslinda o dénem yeni basladigimiz igin yoksa
cok fazla vakit harcamadim.

21. Bizim de seviyemiz gelistigi icin gok fazla zor gelmedi ama dénem dénem, digim
noktasinda zorlanmistim. Hem okul, hem kitap okumak, fakat sonra zorluk
cekmedim.

22. Oldu.

23. Tekrar gozden gegirdim acaba bir yanlishik mi var diye. Yeniden basa aldim.
Mesela bir paragrafi tam anlayamadiysam o paragrafi yeniden okumaya calistim.

24. Bence ¢ok uygundu. Yeterli bir sireydi.

25. Raporlar, zaten bizim ne kadar gelistigimizi gosteriyor. Ve kendimiz yazdigimiz
icin daha iyiydi. Kalici oldu.

26. Iki tane kitabi begendim ben Brave New World ve Tales of Mystery. Konularindan
dolayi sevdim. Digerlerini de sevdim aslinda ama onlarin konulari daha ilgingti.

27. Cok olmadi.

28. Mesela 6zellikle konusma dersinde cok yardim etti. Bize yazmada da yararh oldu.
Yani hepsinde yardimci oldu ¢link(i kelime dadarcigimiz daha fazla gelisti.

29. Basta gok kullaniyorum ama sonra kitap okumak stilini 6grendim. Her kelimeye
bakmamaya karar verdim. Bdyle daha iyi oldu. Cok kullanmadim sonradan.

30. ingilizce’'nin daha gelistirildigine inandim. Ve daha fazla gelismis bir insan oldum.
Kendimi gelistirdim.

31. Kendime glvenim artti. Kelime 6grenebilirim artik diyorum. Ve okuma
aliskanhigim daha fazla gelisti.

32. Kesinlikle. Yeni yeni seyler 6greniyorlar. Okuma aliskanliklar gelisiyor. Kelimeleri
daha kolay 6grenebiliyorlar. En azindan ezber yetenedi yok. Ezbere gerek yok
yani.

33. Bence boyle uygulanmaliydi. Cok fazla bir degisiklige gerek yok.

BO0PINoURWNE
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VIL. T.K

PNOUNAWN =
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11.

12.
13.

14.

15.
16.
17.
18.
19.

20.

21.
22.
23.

24.

25.
26.

27.
28.
29.

30.
31.
32.

T.K

Kiz

18

Anadolu Lisesi

Maliye

8 yil.

Almanca da var ¢ok az.

Bence konusmadir. Sonucta 6grendiklerimizi konusurken aktarabilirsin karsina.
Bilgini gostereceksin.

Bence yazma.

. Bence Ingilizce égreniyoruz ve gelecekte gramer bilmek ve bunu is hayatimizda

kullanmak zorundayiz. Her alanda cikacak. Isteyecekler. Baska Ulkeleri ziyaret
ettigimizde gramer 6nemli.

Benim ezberim kuvvetli dedil. Kelimelerde biraz problem yasiyorum. Gramerde
pek bir sorunum yok. Bir de listeningde zorlaniyorum.

Grameri seviyorum. Gramer kolay geliyor.

Evet lisedeyken sanirim 3 tane okumustuk. Fakat onlarin seviyesi diisukti;
hocalar bize aldiryordu bu kitaplarn ve okuyorduk sinavlarda cikiyordu. Bir siresi
yok. 4. seviyeye kadar olan kitaplardi. Genelde bilim-kurguya ait. yok hayir
olgilmedi.

Aslinda c¢ok iyi oldu. Farkh farklh kelimeler 6grendim. Gramerlerin ne sekilde ve
nerelerde kullanilabildigini gérdiim. Onlarin 6zellikle altlarini gizdim. Yani yarari
oldu.

Yeni seyler 6grendim. Kitaplarin konulari hosuma gitti.

Bazen okumak zor geldi.

Tabi karsilandi. Yeni seyler 6grendim. Kelime hazinem artti.

Sinavlarla gakistigi zaman okumakta zorlandim.

Sonugcta siz bize kitaplarinizi verdiniz. Bu yénden bir problemimiz olmadi.
Herhangi bir problemle karsilasmadik.

Saat olarak mi? 4 saat. Bu son stage 6'da 4 saat oldu ama 6ncekilerde 2.5-3 saat.
Dedisiyordu.

Ben 5’e kadar hi¢ zorlanmadim da acgikcasi 6. stage bana adir geldi.

Evet 6. seviyede oldu.

Sozlik kullandim. Gramer kitaplarina baktim. Bazi bélimlerde Amerikan
Ingilizce’si kullanilmisti. Onlarda zorlandim.

Normalde ben bir kitabi okumaya basladigimda, 4. kitabi bir glinde bitirmistim.
Digerlerini hafta sonlari okudum. Fakat bu 6. kitap daha bir uzun stirdi. 1 haftalik
sureler yeterliydi. Fazla bileydi.

Orada yol gésterici sorular vardi. Ozetini de verdik. Iyiydi yani.

Brave New World'li begendim. Bilim-kurgu kitabiydi. Farkli dislinmeye itiyordu.
Nasil bir hayat olabilecedini.

Doll’s House. Eski Tirk filmleri gibiydi.

Genelde writing derslerinde, kompozisyon yazarken kullaniyorum.

Eskiden cok fazla kullaniyordum. Fakat bu kitaplari okurken yavas yavas artik
kendim gikartmaya basladim. Su anda gok fazla sézltk kullanmiyorum.

Farkli bir deneyimdi. Farkli kelimeler 6grendik. Kesinlikle katkisi olacaktir.
Kendime daha cok giivenim geldi Ingilizce'de.

tabii ki ederim.

32a. Kendinizi gelistiriyorsunuz. Neyin ne sekilde kullanilacagini goériyorsunuz. Farkl
konular 6greniyorsunuz. Baska kdltlrde kitaplar okuyunca onlarin yasam tarzlarini
gorebiliyorsunuz. Ve farkli bir dinya olusuyor.

33.

Bence bu sekilde glizeldi.
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VIII. A.D

A.D

kiz

20

Corum Anadolu Lisesi

Iktisat

8 yildir.

Yok

Konusma

Yazma

0. Gramer 6nemli ama konusma daha 6nemli. Hayata gegirebilmek, sadece kagit

Uzerinde kalmamasi

11. Gramerde herhangi bir sorunum olmuyor ama ne derecede kullanacagimi
bilemiyorum.

12. Cok cabuk kelime ezberlerim. Onlari rahatga kullanabilirim.

13. Hayir.

14. Daha 6nce hi¢c denemedigim icin iyi bir deneyimdi.

15. Ben hig Ingilizce kitap okumuyordum. Normalde de okumuyordum. Biraz zorunlu
hissettim kendimi. Okurken daha hizlandigimi dtstniyorum.

16. Kitaplarin konulari hosuma gitmedi. Cok gekici gelmedi.

17. Yani oldukga. Sadece konulari biraz daha farkli olsaydi daha iyi olurdu.

18. Kitaplari zamaninda okuyamadim. Sinavlar falan.

19. Yeterince yardimci oldugunuzu distiniiyorum. Ustiiniize diisen gérevi yaptiniz.

20. Eder hicbir seyle mesgul olmazsam, muzik dinlersem slire daha uzadi. Kendimi
direk kitaba verirsem 3 saatte bitirdim.

21. Gizeldi. Seviyeme uygundu.

22. Bazen ama devam ettikge ¢6ziimledim o an anlayamasam da.

23. -

24. Yeterliydi.

25. Kitap 6zetlerini gikarttik, ne kadar anladigimiz ortaya cikti.

26. Dorian Gray.

26a. Konusu gok ilging geldi.

27. Evet oldu. Edgar Allan Poe.

27a. Farkli geldi. Hep kétiluk anlatiliyordu. O ylizden.

28. Bazi hatirladiklarimi kullanabiliyorum. Sézcik gikarsa anlamini biliyorum.

29. Kitaplari okurken daha cok parcanin icinde anlamaya calistim. Her kelimeye
baktikga kitaptan uzaklastim glinkii. O ylzden genelden anlamaya galistim. Birkag
kelime oldu mutlaka hi¢ anlam veremedigim o zaman baktim.

30. Okumamda hiz kazandiracak bana. Telaffuzumun daha iyi olacagini distntiyorum.

31. Onceden hig kitap okumuyordum diye sugluluk duyuyordum, simdi en azindan 6
kitap okudum. Biraz daha iyi hissediyorum.

32. Kitap okumayanlara evet.

33. Bence yeterince iyiydi.

BO0PINoURWNE
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IX. 0.E

ORINUHWN =

31.
32.

33.

O.E

kiz

18

Anadolu Lisesi

Iktisat

5 yil.

Az miktarda Almanca.
Konusma

Yazma olabilir.

. Bence 6nemli. Gramer olmadan karsimizdakine anlatacagimiz seyleri anlatamayiz.
. Gramerde

. Okumasi

. Hayir.

. Yararh oldu kesinlikle.

. Okuduktan sonra onlarin dzetlerinin gikariimasi.

. Oyle bir sey yok.

. Yani kismen. Daha iyi glinkl okudukga ciimleleri daha iyi anlayabiliyorum su anda.
. Belirlediginiz sire icerisinde okuyamadiklarim oldu. Geg bitirdigim oldu.

. lyiydi. Gayet hosgoériliydiiniz.

. Aslinda degisti. Okuldaki vizelere, quizlere gére dedisti. Yaklasik 5-6 saat.

. Seviyeye uygundu.

. Hig anlamadigim olmadi.

. Sure iyiydi aslinda, seviyesine gore iyiydi.

. Onlar da iyiydi. Kitap hakkindaki sorular falan iyiydi.

. Edgar Allan Poe. Stories of Mystery. Dedisik hikayeler vardi. Gercekten korkunctu.
. Begenmedigim de oldu. Picture of Dorain Gray. Onda gok sikildim.

. Diger derslerde mesela konusma dersinde ¢ok kullaniyorum. Kitaplarda gérdigium

sbzcikler geciyor.

. S0zluk hig kullanmiyorum okurken.
. Sonucta kariyerimiz icin daha iyi bir Ingilizce gerekiyor. Onun igin de okuma

aliskanhgi olmasi gerekiyor. ilk okumaya baslarken direk anlamiyoruz. Kelime
kelime ceviriyoruz belki ama sonra cimleyi tam olarak okuyup anladiktan sonra o
iyi bir sekilde yerlesiyor.

Okumam hizlandi. Ingilizce okumam. Daha cok sevmeye basladim.

Kesinlikle. Okumamiz gerekiyor. Bir de Ingilizce okumamiz kariyerimiz icin, kendi
mesledimiz igin...

Aslinda daha planl bir sekilde yapilabilirdi ama o bizden kaynaklandi. Tam siireleri
ayarlayamiyoruz. Tam slreleri ayarlanabilseydi, herkes tam zamaninda
bitirebilseydi. Bir kitabi bitirdikten sonra oturup onun hakkinda konussaydik belki
daha iyi olurdu.
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X.A.0

A.O0

kiz

20

Ahmet Erglin Anadolu Ticaret Meslek Lisesi

Uluslar arasi Ticaret

6 yil

yok

konusma

yazma

10. Gramer... 6nemli bir sey bence. Yani gramer olmazsa olmaz herhalde.

11. En ¢ok konusmada, bir de kelimeleri telaffuz etmede.

12. yazma

13. Hayir

14. Ben acgikcasi begendim. Diin aksam onu fark ettim. Onceden kitap okumaktan
nefret ediyordum. Tirkce veya Ingilizce hic fark etmez. iste basladik. Daha sonra
ben Tirkge kitaplarimi da okumaya basladim. Tirkge kitap okumak kolaymis
dedim.

15. Okuyup da sorulari cevaplayabilmek.

16. Boyle sinirlandiriimak. Sorularin falan sinirlandiriimasi.

17. Karsilandi. En 6nemlisi benim igin su ana kadar ben kitap okumaya basladim
acikgasi. Hic kitap okumuyordum. Degdil kitap gazete bile okumuyordum. O kadar
ki kétllydiim yani. Bayadi katkisi oldu yani kelime... okuma...

18. Bazen kitaplari okuyamadim. Sonra arkadaslarimdan yardim istedim. Zaten sinav
dénemimize falan denk gelmedi. Yine de okuyamadik tam vaktinde.

19. Bize ilk verdiginiz programda hosuma gitti. Zaten o ylizden, bana da katkisi
olacagini dustinerek girdim.

20. Ben bir giin harcadim.

21. Aslinda ¢ok zor dedildi. Ama bazilari sagmaydi, cok sikildim.

22. Olmadi.

24. Normal.

25. Gerekli bir sey, sonugta yani iyi oldu.

26. En cok Cry the Beloved Country hosuma gitti. Konusu, icerigi.

27. Cok olmadi. Ama bazilarinda sikildim acgikgasi. Belki beni cekmedi konusu ondan.

28. Konusma dersinde oluyor genellikle. Gegen glin speaking dersindeki sinavda

yaradi isime acikcasi.

29. Hig kullanmadim gok seviniyorum o ylzden.

30. Bana cok katkisi oldugu icin ben siirekli olumlu diisiiniyorum. Ozellikle bana ok

katkisi oldu. Gunki hig kitap okumuyordum. Kitap okumaya basladim.

31. Okumayi sevmeye basladim. Okuyup da berseyler anlamak hosuma gitti.

32. Ederim. Hatta aileme bile tavsiye ederim.

33. Boyle glizel. Bilmem hig disinmedim. Ama bdyle glizel.

ORINUHWN =
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XI. H.A

1. HA

2. Kz

3. 19

4. Anadolu Ticaret Lisesi

5. Uluslar arasi Ticaret

6. 9yl

7. yok

8. konusma

9. yazma

10. Gramer olmadan yabanci dili konusamayiz. Ama benim agimdan daha gok kelime
bilmek 6nemli. Daha ¢ok kelime bilirsem eder daha ¢ok konusurum.

11. Aslinda biliyorum ama konusamiyorum. Aslinda kendim konusuyorum ama o
sirada dékemiyorum. Ingilizcesini gérdiigiim zaman Tiirkce aklima geliyor fakat
konusurken Ingilizcesi aklima gelmiyor. Ingilizce-Tiirkce ezberledigim ya da
dgrendigim igin gelmiyor. Tirkce-Ingilizce belki bilsem o zaman daha rahat belki
konusabilecegim.

12. Gramer kolay geliyor.

13. Hayir.

14. Iste kelime bakimindan iyi oldu. Kelimeleri en azindan &grendim. Yeni kelimeler
o6grendim. Okuma hizimi 6grendim en azindan ne kadar stirede okuyabiliyorum
diye.

15. Ozet cikartmak oldu.

16. olmadi.

17. Genellikle ever ama kendim ¢ok adapte olamadigim icin okumaya. O yuzden kendi
acimdan belki biraz sey oldu.

18. Kitaplari béyle hep son ana biraktim, zamanimi ayarlayamadim.

19. Daha iyi oldu bizim okumamiz igin. Sizin verdiginiz kitaplar, o test filan yaptiniz
bizim icin iyi oldu. En azindan kendimizi 6lctik. Nelerde eksigiz, nelerde tamamiz.
En azindan final igin iyi oldu.

20. Ilk kitaplar 1.5-2 saat. Son verdiginiz kitaplarin seviyeleri de daha zordu. Sézliik
kulandim onlar daha uzun sirdu.

21. Baslar iyiydi sondakiler de benim seviyemdeydi. Sadece bilmedigim kelimeler
vardi.

22. Bazen oldu.

23. Oralarini tekrar okudum ama ondan sonra gectim. O kelimelere baktim veya
kendim cikarmaya calistim. Cikaramadiysam so6zlige baktim.

24. lyiydi. Yeterliydi.

25. Onlar benim igin yararh oldu 6zetler. Kendimi 6lgebildim en azindan ne kadar
anlayabilmisim, ne kadar anlayamamisim.

26. Brave New World. GliniimUzde olabilecek bir seyler oldugu icin daha ¢ok ilgimi
cekmis olabilir.

27. Korku hikayeleri vardi. Ilgimi gekmedi. Anlatan yazarin ruh halini anlatiyordu.
Sevmiyorum korku hikayelerini.

28. Iste belki konusmama yansiyor. En azindan aklima geliyor, bu bu diye.

29. So6zlik kullaniyordum. Son kitaplarda kullanmamaya, kendim gikarmaya galistim,
ama ilk baslarda kullaniyordum.

30. En azindan okudugumu genel bir sekilde 6zetleyebilmemi sadladi. Yargilamami
sagladi.

31. Okuma hizi kazandim en azindan. Bir de bilmedigim kelimeler 6grendim daha gok.

32. Ederim. EGer okumalarini gelistirmek istiyorlarsa, kelime bakimindan eksiklerse,
uygulayabilirler.

33. Bu sekilde glizel. Ama beraber toplanip, o seyin 6zetini beraber anlatsak en

azindan daha iyi olabilirdi.
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XIL. G.0

1. G.O

2. Kiz

3. 20

4. Izmir Havva Ozisbakan Siiper Lisesi
5. maliye

6. orta 1’den beri

7. Fransizca biraz

8. Ben en kullaniglisi konulma ve yazma
9. Yazma olabilir.

10. Diizgiin ve anlasihr bir sekilde Ingilizce konusabilmek icin gramer kurallarini iyi

11.
. En kolay gelen sey...Odrendikten sonra akici bir sekilde konusmak.
13.
14.
15.

16.
17.
18.
19.
20.
21.
22.
23.

24.

25

26.
27.
28.

29.

30.

31.

32.

bilmek gerekir.
Bazi ince detayli gramer konularini anlayamiyorum.

Bu ilk defa oluyor.

Bence insanin daha hizli okuma ve kavramasina olumlu etkisi var.

Kitaplarin hepsinin bir arada dedil de okunduktan sonra teker teker verilmesi. Bize
verilen 6zet kaditlarinda da okudugumuzu anlamaya yonelik glizel ve 6z sorularin
yer almasi.

Bazi kitaplarin 6zellikle son verilen kitaplarin biraz kalin olmasi ve zor olmasi.
Hemen hemen evet. Kitaplar glzeldi ve ilgi gekiciydi.

Fazla aksaklik oldugunu sdyleyemem. Kitaplarin verilme tarihleri bazen
sinavlarimizla gatisabilmesi oldu. Bu kadar.

Siz de glizel tavsiyelerle okumamizin gelismesine yardimci oldunuz.

Bir kitabi okumak igin 4-5 saat verdim.

Ilk verilen kitaplar diizeyimizdeydi hatta asagimizdaydi. Ama son verilen kitaplar
biraz daha 6zen istiyordu.

Hig anlayamadigim degdil ama bazi bolimlerde ne demek istedigini anlayamadigim
yerler oldu.

Sozlikten kelimeleri inceledim. Tekrar dontp ne demek istedigini anlamaya
calistim. Sesli okuyarak daha iyi anlamaya calistim.

Verilen kitaplarin sireleri yapabilecegimiz dlizeydeydi.

. Verdigimiz raporlar, 6zetlerini yazarak size okudugumuzu kanitladigimiz raporlar

glzeldi. Bir eksigi yoktu bence.

En gok The Firm. Cok ilgi gekiciydi. Ve macera kitabiydi.

Sadece korku oldugu icin Tales of Mystery. Biraz

Ozellikle derste hocamiz bilmedigimiz kelimeleri sordugunda sdyleyebilme
yetenedi kazandim. Bu bakimdan faydasi oldu.

Okuma aliskanligimizi hizlandirdi. Ve olumlu katkilar oldu. Konugsma becerilerimizi
ylkseltti. Nasil cimle kuracagimizi daha iyi anladik. Konusma dilimizde
acemiligimizi azaltmaya basladik.

Daha hizli ve daha ¢cabuk okuyarak anlayabiliyorum. Onceden anlamak icin yavas
okuyordum ama hizli okuyarak anlayabiliyorum.

yapabileceklerine inaniyorsam tavsiye ederim. Glinki Ingilizce’sini hem kitap
okuyarak, degisik hikayeler 6grenerek, hem de dikkat cekici bir sekilde kelime
bilgilerini arttirarak gelistirebilirler.

Simdi uygulanan programda ters bir yon géremiyorum ama kitaplar verildikten
sonra belli bir slire verilerek... yani 6grencileri sikmadan... glzel bir programdi.
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APPENDIX IX

INTERVIEW QUESTIONS FOR THE INTERNET
GROUP

(THE TURKISH VERSION)
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GORUSME SORULARI
(INTERNET GRUBU iCiN)

Demografik Sorular
1. Ad ve Soyad:
2. Cinsiyet:
3. Yasimiz:
4. Mezun oldugunuz lise ?
5. Boliimiiniiz:
6. Ne kadar siiredir yabanci dil 6greniyorsunuz?

Genel Dil Sorular:
7. Bildiginiz yabanci diller:
8. Asagidakilerden hangisi en onemli dil becerisidir?

a) Okuma b) Yazma ¢) Dinleme d) Konusma
9. Asagidakilerden hangisi en 6nemsiz dil becerisidir?
a) Okuma b) Yazma ¢) Dinleme d) Konusma

10. Yabanci dil 6greniminde dilbilgisinin dnemi konusunda ne diisiiniiyorsunuz?
11. Yabanci dil 6grenirken en ¢ok nelerde zorlaniyorsunuz?
12. Yabanci dil 6grenirken size en kolay gelen sey nedir?
13. Daha 6nce herhangi bir yaygin okuma programinda yer aldiniz m1?
Evet ise,
13a. Ne zaman?
13b. Nerede?
13c. Ne kadar siirdii?
13d. Kag kitap okudunuz?
13e. Ne tiir kitaplar okudunuz?
13f. Bu program sonucu sizde meydana gelen degisimler ol¢iildii mii?

13g. Olciildiiyse nasil 6lciildii?
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Yontemle ilgili Sorular
14. Uygulanan yaygin okuma programi hakkinda ne diistiniiyorsunuz?
15. Uygulanan yaygin okuma programinda en ¢ok hosunuza giden taraf ne oldu?
15a. Neden?
16. Bizim uyguladigimiz yaygin okuma programinda en begenmediginiz taraf ne oldu?
16a. Neden? Aciklar misimiz?
17. Programa baslarkenki beklentileriniz karsilandi m1?
17a. Evet ise nasil?
17b. Hayir ise karsilanamama nedenleri nelerdir?
18. Program sirasinda ne gibi aksakliklar oldu?
19. Rehber 6gretmenin rolil ve yardimlar1 konusunda neler sdylersiniz?
20. Siire olarak her bir proje (aktivite) i¢in yaklasik ne kadar zaman harcadiniz?
21. Projelerin zorluk dereceleri nasildi1?
22. Okumaniz gereken parcalarda hi¢ anlayamadiginiz boliimler oldu mu?
23. Olduysa anlayabilmek i¢in neler yaptiniz?
24. Her bir proje icin verilen siire hakkinda ne diisiiniiyorsunuz?
25. Her bir projede sizden yapilmasi istenen seyler hakkinda ne diisliniiyorsunuz?
26. En cok hangi projeyi begendiniz?
26a. Neden?Agiklar misiniz?
27. Begenmediginiz projeler oldu mu?
27a. Neden? Aciklar misiniz?
28. Bu program sonucu edindiginiz sézciikleri diger derslerinizde nasil kullaniyorsunuz?
29. Sozliik kullanma sikliginiz hakkinda neler sdylersiniz?
30. Bu programun ileride kullanacagimiz ingilizce’ye nasil bir katkis1 olacagini
diisiiniiyorsunuz?
31. Program sonunda kendinizde ne gibi degisiklikler hissediyorsunuz?

32. Boyle bir programi arkadaslariniza tavsiye eder misiniz?
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32a. Neden?

33. Sizce bu program nasil uygulanmaliydi?
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APPENDIX XII

INTERVIEW QUESTIONS FOR THE INTERNET
GROUP

(THE ENGLISH VERSION)



INTERVIEW QUESTIONS
(FOR THE INTERNET GROUP)

Demographic Questions
1. Name and Surname:
2. Gender:
3. Age:
4. Which high school did you graduated from?
5. Your Department:
6. How long have been learning English?
General Language Questions
7. The other languages you know:
8. Which of the following is the most important language skill?

a) Reading b) Writing c) Listening  d) Speaking
9. Which of the following is the least important language skill?

a) Reading b) Writing c) Listening  d) Speaking
10. What do you think about the importance of grammar in language learning?
11. Which fields are the most difficult for you in learning a foreign language?
12. Which fields are the easiest for you in learning a foreign language?
13. Have you ever participated in an extensive reading program?

If yes,
13a. When?
13b. Where?
13c. How long did it last?
13d. How many books did you read?
13e. What kind of books did you read?
13f. Were the changes occurred at the end of the program measured?

13g. If yes, how were they measured?

272
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Questions about the procedure
14. What do you think about the extensive reading (ER) program followed?

15. What did you like best about the ER program you followed?

15a. Why?

16. What didn’t you like about the ER you followed?

16a. Why? Can you explain?

17. Were your prior expectations fulfilled?

17a. If yes, how?

17b. If no, why were not they fulfilled?

18. What kind of problems you faced during the program?

19. What can you say about the role and the assistance of the lead teacher?
20. How much time did you spend on each project?

21. What can you say about the difficulty level of the projects?

22. Were there any sections you could not understand at all while completing the projects?
23. If yes, what did you do to understand?

24. What do you think about the time allocated for each project?

25. What do you think about your requirements for each project?

26. Which project did you like most?

26a. Why? Can you explain?

27. Were there any projects you did not like?

27a. Why? Can you explain?

28. How do you use the words you gained from the projects in your lessons?
29. What can you say about the frequency of your dictionary use?

30. What do you think about the contributions of this program to the English you will use in
the future?

31. What kind of changes do you feel at the end of the program?

32. Do you recommend such a program to your friends?
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32a. Why?

33. In your opinion, how should have this program been implemented?



275

APPENDIX XIII

STUDENTS’ INTERVIEW STATEMENTS
IN TURKISH
(THE INTERNET GROUP)



PN R WN

10.
11.
12.
13.
14.

15.

16.
17.
18.
19.

20.
21.
22.
23.

24.
25.
26.
27.
28.
29.
30.

31.
32.

33.

276

F.B

F.B

Erkek

18

Super Lise

Isletme

7 yildir.

Hayir.

Okuma. Okumanin gerek gramere gerek konusmaya cok biiyiik etkisi oluyor. 0SS
Yabanci Dil birincisiyle yapilan réportajda bu basariyi nasil kazandigi sorulmustu, o
da okuyarak demisti. Ailesi de desteklemisti. Sadece Ingilizce kitaplar okuyarak
demisti.

Bence yazma.

Saglam bir dilbilgisi olmadan diger becerilerin kazanilamayacadini dtistinidyorum.
Gramerdeki kaliplari ezberleme, onda sikintim var.

Bana en kolay gelen ve en zayif kaldigim sey okuma.

Hayir.

Okumanin dile ¢ok biuyuk etkisi oldugunu dusinlyorum ve ¢ok faydali oldugunu
didsuntyorum.

Bir okuma grubu vardi, bir internet grubu vardi ve bir de kontrol grubu vardi. Bu
Ug grup arasindaki farkin ortaya cikarilmasi ¢ok gizeldi.

Yok.

Evet. Fazlasiyla. Gergcekten de cok karsilandi.

Sadece bir kere internette teknik bir problem oldu. Onu da hallettim zaten.

Cok iyi bir roldesiniz. Sonucgta bunu planlayan sizsiniz. Gergekten de ben bir hata
bulmakta zorlaniyorum agikgasi.

Maksimum bir hafta minimum 3 gun.

Cok kolay da demek istemiyorum, cok zor da demek istemiyorum. Orta seviyede.
Zaman zaman.

Bazi anlayabildigim parcalardan tamamini ¢ikarmaya calistim. Pargadan buttni
clkarma esasini kullanarak anlamaya galistim. Sonunda da anladim zaten.

Biraz kisa oldugunu dustintyorum acikcasi.

Yeterli, hatta ayrinti biraz fazlaydi.

Edgar Allan Poe. Benim yazara da 6zel bir ilgim var. Daha 6nce de okumustum.
Yok.

Yeni 6grendigim sozciiklerin gerek konusma dersinde olsun gerek okuma dersinde
olsun, gramerde olsun ¢ok biylk etkisi oldu.

Once parcay! okurum, bildigim parcalardan bilmedigim pargalari cikarmaya
calisirim, daha sonra hicbir care kalmadiginda en son s6zlige bakarim.
Gergekten de konusma olsun, TOEFL gibi bir sinav dislindigumuizde faydasi
olacaktir.

Konusurken ve yazarken dedisiklikler hissediyorum.

Tabi ki. Ingilizce’lerini en iyi gelistirebilmek, kontrolli bir sekilde gelistirebilmek ve
gelismelerin anlamini takip edebilmek icin.

Acikgasi bu program sdéyle olabilirdi: Tamamen derslerden izole edilip bir grup
daha, gruplara ilave bir grup da gramer grubu olabilirdi. Onlara strekli gramer
verilip karsilastirma bdyle daha kolay olurdu.
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15.
16.
17.
18.
19.
20.
21.

22.
23.

24.
25.
26.
27.
28.
29.
30.

31.
32.

33.
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F.P

F.P

erkek

20

Anadolu Ticaret
Uluslar arasi Ticaret
8 yil

yok

konusma

yazma

. Birebir irtibatlarda dilbilgisi fazla 6nemli degil fakat yazismalarda ¢ok 6nemli diye

didsuntyorum.

. En gok kelime ezberlemekte zorlaniyorum. Kelime ezberlemeyi sevmiyorum.
. Kelimelerin telaffuzu kolay geliyor.

. Hayir.

. Benim internet grubu olmam dolayisiyla internetten arastirma ve okuma

becerilerim biraz artti. Uzun yazilarn pek okumazdim acikgasi Gsenirdim. Simdi o
kadar pek kalmadi.

Arastirarak 6grenmek.

Programin biraz sikisik olmasi. Kisa zaman olmasi.

Evet. ingilizce’'m daha cok gelisti. Mesela daha fazla kelime égrendim. Okuma
istegim artti. Istekli degildim acikgasi.

Internetle ilgili biraz aksakliklar oldu, gidermeye calistim.

Rehber 6gretmen ilgilendi bizimle.

Her bir proje icin yaklasik 2 giin falan, 2saat 3 saat falan ugrasiyordum. Toplam
olarak 6 saat.

Bazen beni asan ve benim kaldiramayacadim zorluklarda olanlari vardi ama
anlamaya calisiyordum.

Tamamiyla dedil de bélim olarak oldu.

Anlayabilmek igin tekrar okudum ve paragraftan diger paragraflarla ne baglantisi
var diye disindim.

Biraz kisa, sireler biraz kisa glinkli sadece biz bununla ilgilenmiyoruz. Quizlerimiz
oluyor, ondan biraz zorlandik.

Bence bizim kendi Ingilizce’mizi gelistirmeye ydnelik seyler. Olumlu buluyorum.
Edgar Allan Poe. Biraz daha akici geldi bana.

Bedenmedigim degil de zorlandigim oldu. En son gelen “Cry the Beloved Country”.
Biraz agir geldi bana.

Speaking derslerinde ilgili konular gecgince kullaniyorum.

Agikgasl ben pek sozliik kullanan birisi degilim daha gok parganin tamamindan
anlamini ¢cikarmaya calisiyorum. Once aslinda fazla kullanirdim da simdi pek
kullanmiyorum.

Olumlu bir katkisi olacagini distintiyorum. Kendimizi gelistirme adina. Kelime
olarak gerek medeni cesaret olarak katkilari olacak.

Kelime bilgim artti. Okuma istegim artti.

Evet. Glinkii sadece bugiin degil ileride de kendilerinin Ingilizce'lerine yardimai
olacak. ingilizce’lerini gelistirebilecek, eder sadece sinif gecme degil de ingilizce
gelistirmeyi distniyorlarsa, yarin 6bir giin de Ingilizce kendilerine lazim
olacagini diisiintiyorlarsa, Ingilizce’lerini gelistirmeleri lazim. Ingilizce gelistirmek
icin de boyle bir program iyi olur.

Bence bu program sene basindan beri daha yaygin, biraz daha énemi belirtilerek
verilmis olabilirdi.
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M.O.S

M.0.S
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Cesme Anadolu Lisesi

Maliye

10 yildir

Almanca var ama fazla dedgil.
Konusma

Yazma

. Gramer cok fazla 6nemli dedil ama konusacak kadar bilmeniz lazim. iletisim igin.
. Anlamadigim kelimeler gok olabiliyor. O zaman anlayamiyorum okudugumu.

. Konusma.

. Hayir.

. Geligtirici. Dlzguln, detayh sekilde galisirsan gok yararli.

. Kendini gelistirmek, okuyarak daha ¢ok Ingilizce bilgiye sahip olabiliyorsun.

. Bazen hikayelerde sorulara internetten ulasmak baya zor oluyor. Sorular bulup

bulmama konusunda.

Hemen hemen karsilandi. Ingilizce’'mi gelistirmek istiyordum bu programa
katilirken. Gelistigine inaniyorum.

Mesela bazi mesajlariniz gelmedi. Onlar arkadaslardan aldim.

Odrencilerin Ingilizce’lerini gelistirmek icin bence yapilmasi gereken bir calisma.
Bence siz 6grenciler icin cok yararh oldunuz.

Ben Cumartesi-Pazar internete girdim. Clinkl evdeydim. GCalisma imkanim var.
Orta. Bence cok kolay dedil, cok zor da degil.

Bazen oldu ¢lnkl bazi yeni kelimelerle karsilagtim.

Sozlikten baktim, belli bash kelimelere anlam olusturabilecek kelimelere baktim.
Bence yeterliydi.

Bence yazarin hayati pek gerekli dedildi. Ama kendini gelistirmek igin o sorular
gerekliydi.

The Firm. Clnki o avukat, yasamla micadele ve olumsuzluklara karsi micadeleyi
anlatiyordu.

The Doll’s House. Siradan bir konusu vardi.

Mesela konusurken o kelimeleri kullaniyorum. Akici bir sekilde konugsmami
saghyor.

Bazi anlamadigimiz sézcikler oluyor, bakma ihtiyaci duyuyorsunuz, ama kelime
hazinem gelisti.

Ingilizce giinimiizde hangi mesledi secerseniz secin bilmeniz gereken bir sey. O
nedenle slrekli kendinizi yenilemeniz lazim.

Tabi ederim. Ciinki Ingilizce'yi gelistiriyorsunuz. Diinyada yaygin olan bir dil. lyi
bir iletisim kurmak icin sart.

Sizin yaptiginiz gibi.
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I.0.A
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Bornova Anadolu Lisesi
Iktisat

8 yil

Fransizca

Konusma

Okuma

. Gramer o kadar 6nemli dedil, konusma, pratik daha énemli bence.

. Gramerde zorlaniyorum.

. Pronunciation.

. Hayir.

. Faydali olabilir. daha az 6Jrenci sayisiyla, daha ¢ok bilgiyle belki daha etkili

olabilir.

Arastirmak tabi cok keyifli bir is. Kitap lzerinden olsun, internet Gzerinden olsun,
arastirmak glizel is. Bunu zevk alarak yaptim.

Biraz sikisik olmasi, zamanin olmamasi, yani ard arda, Ust Uste gelmesiydi.
Hemen hemen. Arastirma anlaminda birseyler bekliyordum. Glizel bir seklide
arastirdim.

Yetistiremedim zamaninda, tam arastiramadim, tamamlayamadim zamaninda
projeleri.

Rehber 6gretmen 6nemli bir faktor. Bizi zorlama anlaminda dedil de tesvik etme
anlaminda bir seyler basardiniz.

1 hafta.

Gittikce zorlasti.

Anlayamadigim kelimeleri agip s6zllikten baktim.

Biraz siktl aslinda, biraz daha esnek davranabilirdiniz.
Normaldi.

Dorian Gray. Daha gok ilgi alanim yani sanatsal bir sey.

Daha cok speaking dersinde hatirladigim kelimelerle konusarak, writing
derslerinde sik kullanmaya calisiyorum. Hata bazi kelimelerin izerinde gok fazla
kaliyorum ve onlan ¢ok fazla kullaniyorum.

Sozlik gok kullaniyorum. Sirekli kitap okurken gok kullaniyorum.

Arastirmaci olmak bence her zaman glizel. Bu anlamda da ¢ok sey katacagina
inantyorum.

Ingilizce kitap okumayi da Ingilizce arastirma yapmayi da sevdim. Bundan sonra
bunu yaparken herhangi bir sikinti yasamayacagimi dtsinliyorum.

Ederim. Kesinlikle. O dile olsun, o konuya olan bagliidinizi arttirilyor. Bana gére
daha zevkli.

Bu program sene basindan itibaren uygulanabilirdi. Daha yaygin siirelerde olsa
daha iyi olurdu.
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A.K

A.K

kiz
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Zahide Zorlu Anadolu Ticaret Meslek Lisesi
Uluslar arasi Ticaret

10 yildir

yok

Bence konusma

Okuma

. Ben acikcasi gramerin ¢ok fazla 6nemli olmadigini disiiniyorum. Konusurken

kelimeleri yan yana koydugunuzda da konugabiliyorsunuz. Ama grameri biliyorsun
ve konugsamiyorsun. Bu Ingilizce bildigini gostermiyor bence.

. Ben kelime 6grenmekte zorlaniyorum.
12.
13.
14.

En kolay gelen... grameri kolay 6grenebiliyorum ben.

Hayir.

Yapabildikten sonra glizel bir sey. Benim 1-2 eksigim oldu. Eger
tamamlayabilseydim onlari cok daha fazla ise yarayacakti bence.

Elime kitap alip okumak dedil de internetten olmasi daha iyi oldu bence. Daha
ilgingti.

Kitap 6zeti olmasi, daha farkl projeler olsaydi daha iyi olurdu.

Programa baslarken ben daha farkli seyler bekliyordum proje olarak. Kitap
6zetinden daha farkli. Onun disinda baska yok.

Iste bazi dzetlerin iginden aradigim cevaplari bulamadim. Kitabin orijinalini
okumus olsaydim daha iyi olurdu herhalde.

Elinizden geldigince yardimci olmaya galistiniz. Bir sey sordugumda cevaplarini
alabildim gogunlukla. Ama dedigim gibi farkli projeler olsaydi daha basaril olurdu.
Icerik olarak yani.

Hepsine farkli zamanlar harcadim. Kimisine 2 saat harcadim ve bitirebildim.
Kimisine yarim giin harcadim ama bitiremedim.

Zor dedildi aslinda. Ama her defasinda ayni yere geliyoruz aslinda. Ben o 6zetler
icinde bazi sorularin cevaplarini bulamadim.

Oldu.

Birkag tane yanimda s6zlik bulundurdum. Sézlik disinda tekrar tekrar okudum.
Sireler bence yeterliydi. Normaldi.

Bunlar olmaliydi zaten bir projede bence.

En ¢ok Picture of Dorian Gray’i begendim. Dedisik bir sey anlatiyordu. ilk
okudugumda neden bahsettigini anlayamadim. Daha sonra arkadaslarla tartistik.
Soyleymis, boyleymis diye. Dedisik geldi bana.

Bedenmedigim... The Firm. O da bana konusu ilging gelmedi.

Agikgasi gok fazla kullanamiyorum.

So6zIUglu daha fazla kullanir oldum.

Okuma hizim biraz daha artti tabi ki. Boyle bir katkisi olur.

Okuma hizim artti. Sézlik kullanmayi sevmezdim. Hala sevmiyorum ama en
azindan daha hizli kullanabiliyorum. Okurken tabii ki gok sikildim ama sonucunda
cok fazla bir degdisiklik yok.

Ederim. Sana kattigi bir seyler var. Hicbir sey yapmamaktansa bunlari yapmak
daha mantikl.

Dedigim gibi kitap 6zeti degil de daha farkli projeler olsaydi internet icin daha
uygun olurdu bence.
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6. E.A

1. EA

2. Kz

3. 18

4. Anadolu Ticaret Lisesi

5. Uluslar arasi Ticaret

6. 10 yil.

7. Yok.

8. Dinleme ve okuma 6nemlidir.

9. Yazma.

10. Kendini ifade edebilmek igin gok énemlidir bence.

11. Gramerde.

12. Kelimelerin pronunciationlarini yapmak kolay geliyor.

13. Hayir.

14. Ingilizce'yi edlenceli hale getirerek 8gretmesi acisindan cok yararli oldu.
15. En gok hosuma giden taraf... arastirarak bir seyler 6grenmek oldu.

16. Internette biraz uzun siirdigi icin, bazi konular biraz sikici oldu.

17. Karsilandi.

17a. Daha hizli okuyorum su anda. Okumam hizlandi ve Ingilizce’yi daha cok
seviyorum.

18. Internet konusunda aksakliklar oldu. Her zaman giremedim. Yurtta kaldigim igin.

19.
20.
21.
22.
23.
24.
25.
26.

Onun disinda baska aksaklikla karsilasmadim.

Gok ilgiliydiniz. Bizi tesvik ettiniz.

Yaklasik 3 saat.

Ilk bastakiler kolaydi ama sonra zorlasmaya basladi.

Oldu.

Anlayabilmek icin o parcanin baska bélimind tekrar okuyarak anlamaya calistim.
Bir hafta yeterliydi bence.

Bazi sorular agir geldi. Bir-iki alistirma zordu ama genel olarak iyiydi.

En gok The Firm.

26a. Cinkid konusu cok hosuma gitti.

27.

The Doll’s House vardi.

27a. icinde hikayeler oldugu igin kesik kesik geldi.

28.

29.

30.

31.

32.

Baska kitaplari okurken karsima cikiyor bu kelimeler. Bir daha s6zlige bakmak
zorunda kalmiyorum. Listenin-speaking dersinde duydugumda yabanci gelmiyor.
Ben pek s6zlik kullanmadim. Daha gok ciimlelerin icinden anlamini gikarmaya
galistim. O sekilde daha gok aklimda kaliyor. Tekrar dondiigiimde o climle aklimda
kaliyor. Yapisi falan.

Akici bir sekilde Ingilizce konugabilmeyi ve hizli okuyabilmeyi ve okudugumu daha
hizli kavrayabilmeyi 6grendim.

Ingilizce’yi daha iyi anliyorum. Eskiden anlayamadigim yerlere 5 kez déniiyordum.
Simdi bir kez okuyunca anlayabiliyorum.

Ederim.

32a. Belki Internet lizerinden degil de kitap programina katilmalarini tavsiye ederim
clinkl internette zorluklar cikiyor ama cok yararli oluyor okumak gergekten. Ben bunu
anladim bu projede.

33.

Internetten verilen konular kitap arastirma seklinde degil de degisik konularda
olsaydi daha iyi olurdu ama bdyle de glzeldi.
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Nilifer Anadolu Ticaret Lisesi.

Uluslar arasi Ticaret

8 yildir.

Almanca.

Dinlemedir. Neden derseniz ¢linkl ne séylendigini anlamazsaniz siz de
konusamazsiniz yada konustugunuzun bir anlami olmaz o nedenle énce dinleme.
Belki okuma ama o da énemli, hepsinin ayr bir énemi var bence.

. Gramer akicilik agisindan karsimizdakini anlamak agisindan énemli. Bizim

konustuklarimizin da net olarak anlasilmasi bakimindan énemli.

Kelime 6grenmede.

Gramer yapilarini 6grenmek kolay.

Hayir.

Bu program bizim igin degisiklik olmus oldu. Hazirlik doneminde farkh bir etkinli
oldu.

Ben Internet grubundaydim. Kitap okumayi normalde de yapiyoruz. ilk okuldan
beri liseden beri siirekli yapti§imiz bir sey. Internet biraz daha farkliydi.
Arastirmasi vardi, Internet lizerinden sézliik kullanma, Internetten bazi yerlere
girdik, Ingilizce siteler baktik. Bu nedenle Internet grubunda olmak daha farkliydi.
Olmadi.

Ilk baglarken kitap okuma degil de daha farkh olacagini diisinmistim.

Bizden kaynaklanan aksakliklar oldu. Sizden degil de. Tam zamaninda
yetistirmekte zorlandik. Derslerle birlikte yliridigu igin. Elimizin altinda hemen
girebilecedimiz internet yoktu mesela benim.

Vallahi gok yardimci oldunuz hocam sag olun.

Ne kadar... yani 4 saat falan harcadim.

Zaten sizin de sirayla génderdiginiz gibi stageler arttikca zorlandi. Seviyemizin cok
Ustiinde degildi ama son projeler biraz zorladi, onun disindakiler fazla zorlamadi.
Olmadi.

Ben bir projeyi 4 saatte yapabildigime gore dolu dolu yeterliydi.

Genel olarak almamiz gereken seylerdi. Ne yapmis, ne etmis bunlari anlamamiz
agisindan 6nemliydi.

The Picture of Dorian Gray'i begendim. Konusu ¢ok farkliydi. Insanin hayata
bakisinin aynada yansimasi gibi. Konusunu bedendigim igin...

Belki Brave New World diyebiliriz. Ama o da farkh bir projeydi yani ¢ok fazla
gerceklikle carpismadidi icin o biraz farkli geldi ama o da ilgingti.

Mesela bunlari konusmada kullanabiliyoruz, yazmada kullanabiliyoruz.

Ben biraz sik kullaniyorum. Bir sdzcliglin anlamina baktiktan sonra onu ¢ok fazla
dnemsemiyorum kafama yerlestirmek igin, ayni kelimeye sonra donup tekrar
bakmak zorunda kaldigim oldu. S6zligu biraz sik kullandim.

Internet acgisindan bir arti saglar, internette arastirma acisindan saglar, bunun
disinda yine genel anlamda konusmada, yazmada bir arti olur.

Kelime bilgisi olarak biraz daha gelismis buluyorum kendimi.

Evet. Glinkii hem Ingilizce acisindan hem de bir etkinliktir bu, sosyal bir etkinliktir
0 nedenle tavsiye ederim.

Arti olarak sOyleyebilecedim bir sey yok. Gayet glzeldi.
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N.G

N.G

erkek
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Anadolu Ticaret Meslek Lisesi
Uluslar arasi Ticaret

Arapca, Almanca

Konusma

Yazma

Gramer fazlasiyla zorlayici

. Kelime ezberlemede

. Gunlik konusma

. Gegici siireyle evet.

. Ortaokul Lise baslari; 3 ay; 25-30 kitap; Kisa romanlar; ufak raporlar hazirladik,

onlara gore dederlendirmeler yapildi.

Internet lGizerinden olmasi okumayi biraz zorlastiriyordu ¢iinki bilgisayar
karsisinda gok uzun slre kalinamiyordu. Kelime bakimindan artilari oldu.
Kaynaklar arti kendim internette sérf yaptim.

Gok kaynak verilmesi kafa karistirici oluyordu. Bazen 2-3 tane sitenin farkh farkli
olmasli hangisinden yararlanacagim diye biraz zorluk yaratti.

Kismen karsiladi. Kelime bilgisinin artmasini ve arastirma yetenedinin artmasini
bekliyordum.

e-mail adresimde ufak bir sorun yasandi. Kendi zamanimin yetmemesinden dolayi
birikme oldu.

Sitelerin bulunmasi bize blylk yardimci oldu. Bize zaman ayirdi vs. Roli
olmasaydi ilgilenmezdim ¢linkii kendimi sorumlu hissetmemi sagladi.

Yaklasik, internet sayfasini bulma ve kopyalama 2 saat, okuma ve analiz etme 5
saat toplam 7 saat.

Sonlara dogru klasik romanlar inceledigimiz igin zorlasmaya basladi.

Okurken kelimelere takilmadan parcanin anlamindan cikarmaya calistim.
Takildigim yer fazla olmadi.

Siire normalde yeterliydi.

Yazar hakkinda arastirma yapilmasi gerektigine inaniyorum. Cinki adamin ne
zaman yasadigi ve nelerden etkilenip yazdigini bilmek anlamak icin gerekliydi ama
“my opinion” bolumuni kendimi bir elestirmen olarak nitelendirmedigim igin
gereksiz buldum.

Bliss romanini begendim. Gergek hayatta yasanabilirligi gok daha fazla.

Cok uzun oldudu icin yaparken sikildigim projeler oldu.

genellikle yazmada kullaniyorum. Konusmada kelime eklemektense ayni
kelimeleri kullanarak kendimi ifade etmeyi seven bir insanim. Genelde yazmada
kelime aramaktansa bu 6grendigim kelimeleri yerlestirdigim yerler oluyor.
Takildigim kelimeler gok zorluyorsa so6zlik kullanirim. Fazla s6zltk kullanmadim.
En fazla 3-5 kelimeye bakmisimdir. Clinkl parcanin gelisinden cikartmaya
calistim. S6zlik kullanmamda %10 gibi bir azalma oldu.

Bundan sonra roman okuyacagim.

Kendime glivenim geldi. Clinkli basarabilecedimi tahmin etmemistim basta. Daha
once hig yapmadigimiz bir sistemdi. Kendime glivenim artti.

Yapabilecedine inandiklarima tavsiye ederim.

Internet Gzerinden olmasi zorlayici oluyor. Saglik acisindan cok fazla uzun saatler
bilgisayar basinda kalmak sakincali. Daha kisa konular olabilirdi. Baska tlrki
yapilmasi da zor bir proje.
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S.K

S.K

erkek

20

Ordu Super Lisesi

Iktisat

8 yildir

yok

konusma

okuma

Gramerin olmasi gerekiyor ama bizim egitim sistemimizdeki gramer bir sekilde gok fazla
yuklenildigi igin speakinge 6nem verilmiyor. Bizim sadece temelimiz saglam oluyor ama
bunu aktiflestiremiyoruz bir sekilde. Pasif kaliyoruz.

Gramer konularindaki bazi bélimlerde gok gok zorlaniyorum. Cunkiu karistirlyorum. Mesela
pasiflerle causativeleri gok karistiriyorum.

Okumak bana gok kolay geliyor.

Hayir.

Ben internet grubu oldugum icin internet aliskanhigim simdi daha fazla artti. Arti biz simdi
Tirkge sitelere giriyoruz ama Ingilizce sitelere girdik. Oradaki terimleri 6grendik. Internetten
okumak gok daha farkli geldi bana kitap okumaktan gok daha farkh glinkl bir sekilde bazi
terimleri 6grenmek zorundasin. Sayfa sayisindan tutun da oradaki bazi terimlere kadar. Cok
faydasini gérdum.

Interneti kullanma. Internet kiiltiirii diye bir kiiltiir var zaten artik diinyada. Internet
kultirini 6grenmem gerekiyordu. Bunun da baslangici bu sekilde oldu.

Kitap olayi bizi biraz sinirladi.

karsilandi diyebilirim ¢iinkii istedigim sey buydu zaten. interneti kullanabilmekti benim en
cok istedigim.

Bizim sinavlarimizdan, vizelerimizden dolay! ben biraz geg yaptim bazi projeleri. Bir ara 3-4
tane birden génderdim clinkl gok toplanmisti.

. Her zaman birlikteydi. Her zaman bizi tetikledi. S6yledi ne olacagini, nasil olacagini. Bitin

yollari acti.

. bir hafta, belki 10 giin falan.

. Son dénemdekiler biraz zordu ama olmasi gereken buydu.

. Tabi bazi bélimleri anlayamadim.

. Paylasiyorduk arkadaslarimizla. Olmadi, internetten birkag tane sézlik indirdik, onlari

kullandik. Bende bazi metin geviren programlar var. onlara gevirttim. Ama bulduk yani bir
sekilde.

Idealdi ama bizim vizelerimiz, quizlerimiz bu arada writing raporlarimiz... Onlar karistigi igin
biraz zor oldu.

Istenen seyler normaldi. Ve ben ¢ogu zaman zevk alarak yaptim.

The Firm’t bedendim. Cekici geldi bana.

Olmadi ¢unkl yapmakta zorlandigim Oscar Wilde oldu. Bir sekilde biraz karmasikti. Biraz
bocalama dénemiydi. Ondan sonra alistim.

Speaking dersinde cok faydasini gérdum. Kitaplardaki bazi kelimeler. Bizim gérdigimuiz
ingilizce belli sinirlar icerisinde. Ama kitaplardaki kelimeler cok farkli. Farkl farkl kitaplar
oldugu igin hepsinde farkli kelime gruplari 6grendigimiz igin, farkl kelimeler 6grendim yani.
Gittikge dustl. Level arttikga ben tam tersine sézliik kullanmayi azalttim.

Bir sekilde benim kelime hazinemi ok gok gelistirdigine inaniyorum. Arti interneti ingilizce
kullanmak diye bir sey var. o benim igin cok dnemli. Onu gelistirdim. ileride ben yurt disina
gitmeyi distnldyorum. Bdyle bir kiltlire sahip olmak ileride benim igin gok buylk avantaj
olacak diye dustindyorum.

kelime hazinemin gelistigine arti kiiltur olarak da bu kitaplari okudugum igin edebiyat olarak
da benim kendimi gelistirdigime inaniyorum.

Tabii ki. Clink{ bir sekilde okulda Ingilizce ok bir yere gidemiyor. Kitap var, hep ondan
yapiliyor ama bu sekilde okul disinda da isteyerek yaptiginiz zaman bu isi cok faydali oluyor
clinkl kalici oluyor. Her seyi kendiniz yaptiginiz igin kendinize ait oluyor bunlar.

Belki bir grup olup yaz okulu tarzinda olabilirdi. Bizim bu sene hazirlikta cidden gok
yuklenmeler oldu. Bunu belki bir ayr ders olarak uygulanabilir. Ogrenciler o derste sadece
bunu yaparlar. Ya da dedigim gibi yaz okulu tarzinda olabilir. cok faydal bir sey ama biz
okulla birlikte oldugu icin belki %100 degil de %60-70 civarinda faydalanabildik.
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10. R.A

R.A

Kiz

20

Izmir Vali Nevzat Ayaz Lisesi (Siiper lise)

Maliye

8 yil

Arapga

Konusma

Dinleme olabilir.

0. Gramer bir yere kadar énemli yani grameri aldiktan sonra énemli olan pratik

yapmak.

11. Gramerin bazi bélimlerinde. Bir de dinlemede.

12. Sinifta kendi aramizda konusmak. Bazi gramer yapilarini 6grenmek.

13. Hayir katilmadim.

14. Cok glzel bir uygulama. Gerektigi gibi uygulanirsa eder, cok glizel bir uygulama.
Ozellikle kitap okuyuculari icin. Internet grubu belki biraz zorlaniyor ama kitap
okuyanlar icin gok cok gtizel bir program.

15. Okudugum pargalarda sorularin cevaplarini bulabildim. En hosuma giden,
tamamini anlamasam bile genel olarak anladim ve verilen sorulari
cevaplayabildim.

16. Pargalarin biraz agir olmasi. Genellikle anladim ama pargalar biraz agir geldi.

17. Evet

17a. Onceden hig Ingilizce kitap okumazdim. Herhangi ingilizce bir makale olsun, bir

parca olsun hic okumazdim. Hic dikkatimi cekmezdi. Bu programa katildim ve

okudum.

18. Benim kendimden kaynaklanan aksakliklar oldu. Bazilarini zamaninda
yetistiremedim. Bunun disinda herhangi bir aksama olmadi.

19. Rehber 6gretmen ok yardimci oldu. Elinizden geleni yaptiniz bizim igin. Kitap
olsun, internet olsun siz cok olumluydunuz.

20. Bir tanesi igin 3-4 saat, bir tanesi igin hemen hemen bir giinim gitti. Otur-kalk.
Diger icin biraz daha uzun. Dedisiyordu. Yaklasik 7-8 saat ugrastim diyebilirim.
Zorluguna gore dedisiyordu.

21. 2. proje biraz zordu. Onda biraz zorlandim. Kelimeler biraz agirdi. Kelimeleri
bulmak igin zaman harcadim. Onun disinda gayet iyiydi.

22. Evet oldu.

23. Oralari artik genel yapisina bakarak dedgerlendirdim. Kelime yiziinden anlamakta
zorlandim.

24. 1 hafta gayet iyi bir sire.

25. Oradan cikarttigimiz sey, parcada temel basliklar var, temel unsurlar var. Okurken
de onlari bulmak yeterli olur. Kitabi okumak igin ve okuma amacimiza ulasmak
igin.

26. Edgar Allan Poe.

26a. Heyecan, gerilim oldudu icin. O tur eserleri daha ¢ok bedeniyorum.

27. Picture of Dorian Gray.

27a. Konusunu begenmedim.

28. Listening-speaking derslerinde bolca kullaniyorum. Yeri geldigi zaman kullanmaya
calisiyorum.

29. So6zllk kullanma konusunda ¢ok basarili oldugumu séyleyemem. So6zlik kullanma
miktarim artti. Bilgisayarda s6zItiglim var. Daha gok hikayeleri okurken
bakiyorum.

30. En azindan biraz da olsa, yani az yada gok su an onu tam olarak
degerlendiremiyorum, okuma aliskanhdim artti ingilizce’de, énceden hig yoktu
clnkd.

31. Okuma aligkanligi elde ettim. Mesela bir parcayl okudugumda tek tek bitlin
unsurlarini dedil de bitln olarak tizerinde durmayi 6grendim.

32. Evet.

32a. Kendilerine glivenleri artar. Okuma aliskanliklan gelisir. Sézclik bilgileri artar.

33. Soru-cevap seklinde olan projeler gok iyiydi. Cok uzun olunca internet basinda
kalmak gok zor oluyordu.
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15.

16.
17.

18.
19.

20.
21.
22.
23.
24,
25.

26.

[y

286

o
(@]

0.0

Erkek

21

Super Lise

Maliye

5 yildir.

Yok.

Konusma

Yazma olsa gerek.

. Gramer 6nemli tabi bir noktaya kadar ama o noktadan sonra konusmayla

gelistirilmesi lazim.

. Dinlemede.
. Konusma.
. Lisede dlizenli kitap okuma aliskanhgimiz vardi. Ayda bir kitap okuyorduk. Toplam

6 kitap. Hikaye kitaplari. Hayir.

. Cok faydali buluyorum yani ben internet grubunda olmama ragmen. Kitap

okuyanlarin daha avantajli olduklarini diistiniiyorum. Internetten biz her giin
surekli faydalanamiyoruz.

Arastirma kismi hosuma gitti. Farkli kaynaklardan bilgi edinmek benim igin
6nemliydi.

Aslinda begenmedigim bir taraf yoktu.

Karsilanmadi. Iinternetten diledigim gibi faydalanamadim bu yiizden bekledigim
seviyede olmadi.

Bir aksaklik olmadi.

Cok faydali oldunuz bize 6zellikle bizim Ingilizce'yi gelistirmemiz hakkinda, pratige
dokmemiz agisindan bir de internetten bizim yasimizdaki 6grencilerin Internetten
faydalanmasi acisindan bizi tesvik ettiniz. Bu agidan.

Ortalama 3-4 saat.

Ilk projeler kolaydi ama giderek zorlasti.

Internet dili biraz agdir oldugu icin anlayamadidimiz cok yapilar vardi.

Bazen sozlige baktim. Sozlide bakip da yaptigimiz zaman daha uzun sirdu.
Yeterli.

Plani kapsamli bir plan. Yazarin hayati olsun, kitabin icerigi olsun, bizim
gorislerimiz olsun, oldukga yararhydi.

En cok Edgar Allan Poe hikayeleri.

26a. Cinki fantastik seyleri severim.

27.
28.
29.

30.

31.

32.

33.

Hayir.

Ozellikle konusma derslerinde aklimiza geldikge, yeri geldikge kullanabiliyoruz.
Sozlik kullanma aliskanligimin pek iyi oldugunu sdyleyemem. Eskiye gére biraz
artti sozllik kullanmam ama yeterli dedil.

Ileride faydasi olacaktir tabi ama b&limim Maliye oldugu icin 6zel sektérde is
olanagimiz pek olmayacak onun icin ingilizce’'nin ileride ne gibi 6nemi olacagini
pek bilmiyorum. Ama Universite hayatimizdaki derslere mutlaka faydasi olacaktir.
Ingilizce’yi daha akici kullanma agisindan faydali oldu bir de genel kiiltir acisindan
faydasi oldu.

Tavsiye ederim. Ingilizce’nin giinimiizde 6nemli bir yeri var. Gelistirmek
istiyorlarsa, muhakkak boyle gruplarda yer almalarinda fayda var.

Internet grubu biraz agir geldi bence. Ne bileyim kendi ilgi alanimiza gére konular
belirlense, bizden goéris alinsa daha iyi olur. Clink( ilgi alanimizda oldugunda daha
cok arastirma yapip daha faydali olacaktir.



BOOK REPORT

Date:

Name: __ | . :
Book #: __ Ve b-wiiy
Reading time: hours

Report writing time: minutes

Briefly summarize the book (10-12 sentences). What is it about? What happened? Describe the

most important events. O comciEd with R\dogy,
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Write down at least one question about this reader that you would like to discuss in the class this

week.

Express some of your thoughts and feelings about this book (5-6 sentences) The following

questions may help you:

Which characters did or didn't you like?

What did the story make you think about?

What experiences/memories did the story make you think of?
What did or didn't you like about the story?

Anything else you would like to say about the story?
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Answer the following questions: Circle your answer (15
How much did you like this book? 1 2 3 @ 5
: I really didn‘t like it It was O. I loved it!
How hard was the book for you? 51 20 ,@; 4 5
Much too easy Aty level Much too difficult
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Name:

Book #: @townc ow Uor L
Reading time:

Date:

hours Report writing time:

minutes

Briefly summarize the book
most important events.
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Writedow least one question about this reader that you would Ii e to discuss in the class this
veek.

(10-12 sentences). What is it about? What happened? Describe the

xpress some of your thoughts and feelings about this book (5-6 sentences) The following
luestions may help you:

1. Which characters did or didn't you like?
2. What did the story make you think about?

STEWWhat experiences/memories did the story make you think of?
4. What did or didn‘t you like about the story? :
5. Anything else You would like to say about the story?
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swer the following questions: Circle your answer (1-5
~ much did you like this book? al 2 = 5

I really didnt like it It wa I loved it!
~ hard was the book for you? 18 2 3 4 5
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’Narne: Date:

Book #: Coun . the Reloued C’Our\’\%"j
Reading time:

hours Report writing time: minutes

Briefly summarizé the book (10-12 sentences). What is it about? What happened? Describe the
most important events. - >
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Write down at least one question about this reader that You would like to discuss in the class this
week.
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Ixpress some of your thoughts and feelings about this book (5-6 sentences) The following
juestions may help you:

1. Which characters did or didn't you like?

2. What did the story make you think about?

3. What experiences/memories did the story make you think of?

4. What did or didn’t you like about the story?

5. Anything else you would like to say about the story?
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iswer the following questions: Circle your answer (1-5
w much did you like this book? 1 2 3 S
I really didn't like it It was O.K I loved it!
w hard was the book for you? 51 2 3 5
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BOOK REPORT

B Date: —

Name:

Book #: Dolls tHouse. and Oteeo— Stories
Reading time: <ux hours Report writing time:
Briefly summarize the book (10-12 sentences). What is it about? What happened? Describe the
most important events.
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Write down at least one question about this reader that you would like to discuss in the class this
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week.

Express some of your thoughts and feelings about this book (5-6 sentences) The following

questions may help you:
1. Which characters did or didn’t you like?
2. What did the story make you think about?
3. What experiences/memories did the story make you think of?

4. What did or didn't you like about the story?

z 5. Anything else you would like to say about the story? ‘E 5
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Answer the following questions: Circle your answer (1-5) _
How much did you like this book? 1 2 3 5
I really didn't like it as O.K I loved it!
How hard was the book for you? » & 2 =3 4 =3
3 Much too easy £ t my level Much too difficult
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Briefly summarize the book {10-12 sentences). What is it about? What happened? Describe the |

most important events.
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Express some of your thoughts and feelings : bout this book (5-6 sentences) The following
questions may help you:

i. Which characters did or didn’t you iike?

2. What did the story make you think about?

3. What experiences/memories did the story make you think of?

4. What did or didn’t you like about the story?

5. Anything else you would like to say about the story?

3
Answer the following gquestions: Circlie your answer (1-5)
How much did you like this book? 1 2 3 4
I really didn*t iike it It was O.K 1 ( ved it!

How hard was the book for you? i 2 3 4 ) 5

[ Much too easy At vy level Much too difficult
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BOOK REPORT

Name: | Date:
Book #: _ Talex Q& ‘(Ld;.xf_.e_fa ond \ﬂ’\?nc\)ﬂcf\
Reading time: hours Report writing time: 3 minutes

Briefly summarize the book (10-12 sentences). What is it about? What happened? Describe the
most important events.,
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Write down at least one question about this reader that you would like to discuss in the class this
week.
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Express some of your thoughts and feelings about this book (5-6 sentences) The following

questions may help you:

Which characters did or didn‘t you like?
What did the story make you think about?
What experiences/memories did the story make vou think of?
What did or didn’t you like about the story?
Anything else you would like to say about the story?
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Answer the following questions: Circle your answer (1--5)
How much did you like this book? 1 2 @ 4 5
I really didn't like it was O.K I loved it!
How hard was the book for you? 1 @ 3 4 5
2 Much too easy At my level Much too difficult




