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ABSTRACT

This study investigated Ethiopian secondary school students’ reading engagement in EFL
reading classes. It specifically examined the correlation between the aspects of students’ reading
engagement, namely, strategy, motivation, and behavior and reading achievement. It also
identified whether these aspects of reading engagement together can predict reading
achievement. In addition, the study explored the students’ level of reading engagement in terms
of the three dimensions. Furthermore, it described the major reasons that influence the students’
reading engagement when they read various texts in English. A total of two hundred and thirty
(230) students from Basso General Secondary School participated in the study. Employing the
pragmatic paradigm, the constructivist phillosophy and a mixed methods research design, the
study utilized questionnaires, reading achievement test, interviews as well as classroom
observation to collect the relevant data. The quantitative data were analyzed using the Statistical
Package for Social Sciences (SPSS, Version 25) program while the qualitative data were
analyzed employing qualitative data analysis techniques. Then, the findings of the research
revealed that Basso General Secondary School students’ reading engagement was associated
with their reading achievement. Each aspect of reading engagement (reading strategy, reading
motivation, and reading behavior) had statistically significant (p<0.05) correlation with the
students’ reading achievement. The findings also disclosed that reading engagement aspects in
combination were significant predictors of students’ reading achievement (R* =.129, p <0.05).
Besides, reading strategy was the best significant and independent predictor of reading
achievement (f=0.362, p <  0.05) while motivation and behavior were not statistically
significant predictors of students’ reading achievement (f=0.011, p > 0.05; f=0.025, p > 0.05)
respectively. Regarding their level of engagement, the students employed reading strategies with
moderate frequency when they read texts in EFL reading classes, and they use support strategies
most frequently. While the participants were found to be less motivated readers in English
reading lessons, they were mainly motivated to read for extrinsic reasons. Furthermore, the
findings revealed that the students were less frequent readers, and most of the time, they read
academic texts while they rarely read nonacademic texts. Finally, revealing that the students’
had low reading engagement, the findings indicated that the major reasons that influence
grade 9 students’ reading engagement were students’ poor language proficiency, social media,
lack of motivation, absence of access to authentic materials, socioeconomic issues, and their
English language teachers. Considering the findings of the study, implications, conclusions and
recommendations have been forwarded.
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CHAPTER ONE: INTRODUCTION
1. Introduction

This research is devoted to investigating secondary school students’ reading engagement in EFL
reading classes. It found out the association between the reading engagement aspects of grade 9
students and their reading achievement as well as determined the predictive abilities of these
reading engagement aspects on reading achievement. The research has also explored the level of
students’ reading engagement with respect to its three principal aspects: strategy, motivation and
behavior. Moreover, it has identified the major reasons that influence secondary school students’
reading engagement during EFL reading classes. In this chapter, issues like background of the
study, statement of the problem, research objectives, research questions, scope of the study and

significance of the study are highlighted.
1.1 Background of the Study

The English language has been a necessity rather than a choice in many perspectives in both
international and local contexts. Grabe and Stoller (2011) confirm that the overwhelming
majority of societies as well as countries in the world are multilingual, and citizens are required
to work effectively in more than one language. Moreover, English has become the most
commonly employed international language (Cha, 2007). The rise and spread of English as a
world language has had an immense influence on the education systems of numerous countries.
Learning English is considered to be one of the most important responsibilities for very many
students of non-English speaking countries. The author further states that a diverse range of
training courses in English, together with textbooks, video programs, audio cassettes, and
computer-based teaching, contributes to a significant global market. More specifically, Grabe
and Stoller (2011) explain that L2 reading proficiency, principally with English as the second
language, has been in great demand as English continues to spread, both as a global language and
as the language of science, technology and advanced research. These evidences suggest that
learning the English language is almost essential for every world citizen who lives in a literate

society to succeed in the competitive world.



In the Ethiopian context, English has been functioning in many services in both academic and
professional contexts. Concerning the role of the English language in the education system, the
teaching of English commenced around 1908 in Ethiopia when modern education was introduced
(Heugh et al., 2006). Berhane and Mishra (2018) contend that the government and many people
of the nation generally accept English as an entry to the rest of the world, opening up access to
better jobs as well as opportunities to travel. These authors continue saying that, at a national
level there are also justifications why one might want Ethiopians to be capable of speaking
English; mastering the international language can enhance business scenarios and help the
country to be more economically competitive in the international context. In line with this idea,
Abebe (2012) notes that English language has been broadly applied in several contexts like
economics, politics, tourism, telecommunications, culture as well as science and technology.
Regarding the role of English in education, Mendida (2001) asserts that English has been
allocated an important place, both as a language of instruction and a tool of communication since
the beginning of modern education in Ethiopia. In this regard, the previous education and
training policy of the nation states that English is used as the medium of instruction for
secondary and higher education (MoE, 1994). It also describes that English should be given as a
subject starting from grade one nationwide. Later, it recommends English to be given starting
from KG primarily emphasizing on the improvement of the basic communication skills for the
children. The policy document also describes that English serves as an instructional
language for the secondary as well as tertiary education. However, most regions begin using
English as a language of instruction from Grade 7, and few from Grade 5. Besides, Nigusie
(2013) explains that all Ethiopian universities use English as a working language; as such,
universities organize documents, hold meetings, write reports and minutes, etc. in English

language. These experiences are still implemented in the current education system of Ethiopia.

The preceding discussions indicate that English has a fundamental contribution in both academic
and nonacademic contexts in Ethiopia. Thus, it appears crucial for several Ethiopians to develop
a reasonable command of English language skills to fulfill the increasing demands of the country
in areas like education, economics, tourism, telecommunications, health and science and
technology. The dynamic and growing effects of technology and globalization also seem to

demand the mastery of the English language by individuals to succeed in different challenging



contexts. Particularly, for students attending education at any grade level, their overall academic

success is expected to be influenced by their capability to communicate information in English.

English is generally an essential language in many educational perspectives. However, as the
main theme of this research is reading engagement consisting of cognitive, motivational and
behavioral aspects, reading skill should be considered specifically. Among the four basic
language skills of English, reading skill seems to be given much priority as it is the primary tool
for getting varieties of knowledge for students at schools, colleges and universities. “Reading is
a powerful tool for academic success at every educational level because it provides students with
access to information” (Mc Kee, 2012, p.1). Besides, the ability to decode and comprehend
reading materials in the academic context is clearly associated with academic achievement where
gaining new knowledge (awareness) and information is crucial and highly dependent on efficient
reading skill (Coertze, 2011). Given that the largest portion of textbooks, research, and materials
offered in these academic contexts are printed in English, this is undoubtedly the reality for
students who learn English as a second language (ESL). Numerous people in multilingual
settings need to read in an L2 (and not only English as the L2) at reasonably high levels of
proficiency to realize personal, occupational and professional objectives (Grabe & Stoller, 2011).
Moreover, reading is an essential skill in the foreign language teaching and learning process. It
offers important linguistic input for students of foreign languages, and it helps with further
development of listening, speaking and writing skills (Boakye, 2012). Authors like Metsala et al.
(1999); Guthrie and Wigfield (2000) and Boakye (2012) have disclosed a reliable association

between reading skills and academic success.

Especially in the context of Ethiopian secondary schools, English has been playing a crucial role
both as a subject and as medium of instruction. It is used as the language of instruction for all
subjects, except Amharic (working language), and it is given as a compulsory subject as
described in the curriculum. Hence, for all secondary school grade levels, reading skills are
among the fundamental components of English textbooks. Every skill and sub- skills such as
vocabulary and grammar are practiced based on the reading passages given at the beginning of
each unit. Based on its crucial role in the student’s text books and its current practical benefits,
reading skill seems to be given much emphasis in EFL research. Abiy (2005) emphasizes that

the significant problem of employing the English language throughout the curriculum is linked to
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the linguistic deficiencies observed among Ethiopian students and teachers at various educational

levels.

Thus far being the roles of English language in secondary schools in Ethiopia, students in this
education level have inadequate command of the language. Dhaba (2023) observes that
numerous Ethiopian students struggle to communicate effectively in English language despite
having invested considerable time in an English classroom setting. Specific to reading, Ermiyas
and Taye (2024) confirm that numerous Ethiopian secondary school students have a limited
ability to understand reading texts. One of the reasons for students’ poor communication ability
could be secondary school students’ learning of English is largely limited to the content they
learn in the classroom. Most of the students have inadequate access to English except what they
learn in the classroom (Mekasha, 2005). This trend continues still today in the country except a
little improvement around school libraries regarding the provision of reading materials.
Moreover, most Ethiopian teachers have little experience with modern pedagogy or research-
based reading instruction (Ermiyas & Taye, 2024). Above all, the students’ weak competence in
English reading comprehension could be influenced largely by their reading engagement which

is closely associated to learners’ reading outcome.

In the context of elementary schools, a study of Early Grade Reading Assessments - EGRA
(2014) shows that only 29 % of third graders in Ethiopia can comprehend a short reading
passage. General discussions with professionals and English teachers also indicate that students’
poor communication competence may stem from factors like poor language competence, lack of
motivation to learn English and socioeconomic issues. Researchers also stress that many Ethiopian
secondary school students struggle to achieve the expected level of reading competence (Tekalign,
2019; Assefa et al, 2024). What is more, Abiy (2012) points out that the reading capability of
Ethiopian students at secondary and tertiary levels has been declining through time. From the
scholars’ assertions, it would be inferred that Ethiopian students at different levels have weak

reading competence, and face difficulties in comprehending various texts in English.

Ethiopian Grade 9 students are expected to meet essential goals set in the English language
subject. “The purpose of grade 9 course of study in the English language is to build a strong
foundation in literacy skills, knowledge and understanding through reading, writing, and spoken

language. The course of study prepares students for the demands of the new General Certificate
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Secondary Education (GCSE)” (MOE, 2016/17). Such types of goals would be achieved only if
the students use English effectively for their learning purpose, and thus, reading skill should be

given due attention at a secondary school level.

The instruction of reading skill at a secondary school level is a principal concern for ministry of
education. In line with this, reading skill instruction is extremely beneficial for students of all
levels. When teachers describe and model multiple strategies, as well as provide guided and
independent practice with feedback until students begin to use the strategy independently, the
reading levels of middle and high school students improve (Biancarosa & Snow, 2004, cited in
Ermiyas & Taye, 2024). Especially in Ethiopia, where English is taught as a foreign language,
reading instruction with the help of a teacher is very central. As noted by Douglas (2010) the
final goal of instruction is to develop independent learners. Hence, the instructional practices that
are designed to teach reading skills should eventually carry over into independent reading. The
strength of reading lessons should enable learners to comprehend reading materials. This is to
say, the quality of reading instructions should enable learners to acquire a variety of reading
skills. In relation to the reading engagement, the subject of this study, effective reading

instructions should focus on engaging learners in varieties of reading tasks.

Reading is a central skill in the realm of language education, and it has been examined from
multiple perspectives, with considerable emphasis placed on reading comprehension skills and
strategies. However, good reading skills and strategies are not adequate for effective
comprehension of a text. Thus, for effective reading comprehension, it is crucial to incorporate a

fundamental construct known as reading engagement, which is the concern of this study.

Based on the engagement theory, reading engagement is the combination of motivation, strategic
approaches, conceptual understanding, and social interactions that occur during literacy activities
(Guthrie & Wigfield, 2000). Besides, engaged reading integrates behavioral, emotional and
cognitive processes in reading (Unrau & Quirk, 2014; Fredricks et al., 2004). These definitions
suggest that reading engagement is a multi-dimensional concept which plays a vital role in
comprehending various texts.  Although scholars claim different dimensions of reading
engagement, the most widely accepted ones are cognitive, motivational and behavioral which
function in integration to make up reading engagement. Theoretically, “Reading engagement has

been found to be a predictor of reading comprehension and reading achievement” (Taboada et al.,
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2013, p.309). Conversely, “Students who are disengaged readers are also those who typically

have lower levels of reading achievement” (Protacio, 2013, p.2).

Accordingly, readers who are actively engaged seek to read and gain knowledge through four
distinct processes: they possess a motivation to read; they implement strategies during their
reading; they utilize reading as a tool for constructing meaning from reading texts; and they
participate in social interactions related to reading (Guthrie & Wigfield, 2000). Guthrie (2004)
emphasizes that these readers tend to be significantly more achievers than their less engaged
counterparts, who exhibit a lower level of these skills or demonstrate a weaker integration of
them. Reading engagement is particularly important, as reading achievement is highly linked to
and can be anticipated by the amount of time an individual dedicates to reading and the level of
involvement in the reading activity or process (Wigfield & Guthrie, 1997). Research has also
revealed a relationship  between reading engagement and reading achievement (Guthrie &
Wigfield, 2000; Protacio, 2013). Thus, readers who are highly engaged are intrinsically motivated
and strategic when they comprehend a text. As it was indicated, reading engagement consists of
three principal domains, namely, cognitive, motivational and behavioral, which are explained in

the literature review, and here they are highlighted for clear understanding.

Cognitive engagement pertains to the readiness to invest the necessary mental determination to
understand complex concepts and accomplish challenging tasks across different areas. It also
involves the application of self-regulatory techniques and other strategies to monitor one’s
cognitive endeavors (Guthrie et al., 2012). Moreover, Fredricks and Mc Closkey (2012) and
Anderson (2015) note that cognitive engagement can be seen as an investment in learning that
involves being thoughtful and strategic. Through their cognitive engagement, students can show
behavior that goes further than specified requirements and want academic challenges. In this

study, reading strategies represent the cognitive aspect of reading engagement.

Then again, motivational engagement also known as affective engagement refers to a range of
actions and emotions associated to students’ classroom and school (Skinner & Belmont, 1993;
Sbrocco, 2009). It is also noted that motivational engagement includes both positive and
negative emotional reactions (e.g., interest, boredom, confidence and anxiety) to activities and to

persons with whom an individual accomplishes the tasks (teachers, and peers) (Sbrocco, 2009).



Different aspects of reading motivation like self-efficacy, intrinsic motivation, extrinsic

motivation, social interactions and reading work avoidance describe motivational engagement.

The last dimension, behavioral engagement means the direct involvement in a group of activities
and, it consists of positive conduct, effort and persistence, and involvement in extracurricular
accomplishments (Fredricks et al, 2004; Guthrie et al., 2012). For Sbrocco (2009), this aspect of
engagement is considered positive learner conduct, like following rules in class and
demonstrating activities that do not disrupt the learning context. In the current study, behavioral
engagement mainly deals with students’ reading behaviors; more specifically, it focuses on
reading habits i.e. the types of texts (academic or non-academic) the students regularly prefer to
read, and their frequency of reading the texts. Therefore, in terms of these three major
dimensions or independent variables, Fredricks et al. (2004) term engagement as a multifaceted
concept comprising behavioral engagement (actively performing learning tasks), cognitive
engagement (applying high-level strategies to enhance deep learning), and motivational

engagement (enjoying academic tasks and conveying enthusiasm regarding learning).

Engagement represents a contemporary trend in education that has garnered significant interest
from researchers across multiple disciplines. Researchers emphasize that there has been a
growing emphasis in educational research on the notion of student engagement and its impact on
academic success (Fredericks et al. 2004; Anderson, 2015). This curiosity in engagement is
initiated by the desire to increase student learning as the more academically engaged learners are,
the higher their achievement will be (Reschly & Christianson, 2012). Further, there has been a
growing emphasis among researchers, educators, and policymakers on the importance of student
engagement as a fundamental solution to issues such as low academic achievement, student
disinterest and alienation, as well as elevated dropout rates (Fredericks & Mc Closky, 2012).
Research indicates that as students move from elementary to middle school, their level of
engagement decreases (Fredricks & McCloskey, 2012). This decline in interest, enthusiasm and
motivation becomes even more dramatic when learners progress from middle school to high
school (Skinner et al., 2008). Guthrie et al. (2012) confirm that the effects of disengagement for
middle and high school students from underserved experiences are differently serious; these
students are not likely to complete graduation from high school and face inadequate employment

scenarios, maximizing their risk for poverty, poorer health, and other contexts.



In line with the preceding evidence, it is possible to deduce that reading engagement is a crucial
factor in enhancing students’ reading achievement and their overall success at school. Hence,
research on the construct of reading engagement in EFL classes is imperative in order to get
insights in to how reading engagement can help enhance reading comprehension and in turn
reading achievement. Thus, the central focus of this research is reading engagement with its three
major aspects, namely, cognitive, motivational and behavioral engagement in connection to

achievement in reading.

1.2 Statement of the Problem

Anecdotal discussions and empirical studies indicate that Ethiopian secondary school students
appear to be less engaged in language skills in general and in reading skills in particular
(Ermiyas & Taye; 2024, Getaye, 2017). When students are less engaged in reading, they are
more likely to succeed low reading achievement. One major cause for these low reading
competencies may be learners’ disengagement from reading text, and research advocates the
idea that learners become progressively disengaged from reading as they advance into middle
and high school (Guthrie et al., 2012; Anderson, 2009). Thus, one of the focuses of examining
reading engagement should be its relationship with reading achievement, particularly at the

secondary school setting.

The researcher is intrigued in studying on the topic of reading engagement by his experience of
teaching at high school and from his current practices of teaching at a university. He had
opportunities to meet grade 9 students in different circumstances in the North Shewa zone. The
first was when he was teaching English language at secondary and preparatory schools for two
years. The other was during some ELIC (English Language Improvement Centre) and STEM
(Science, Technology, Engineering and Maths) summer programs at Debre Berhan University
when some selected students came for special training. In these experiences, grade 9 students’
reading comprehension ability seemed low. Most of the students were not capable of

comprehending even simple reading passages.

In addition, English language teachers at secondary schools in Debre Berhan town reported that
their students have low reading competence and reading achievement. During informal

discussions, the teachers explained that the majority of their students are passive, less motivated,
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less interactive and attentive during reading lessons. They emphasized that most of the students
have been scoring low in reading comprehension tests and exams. In other words, the students
are not engaged readers as these behaviors characterize disengaged readers. The researcher’s
experience with tertiary students’ reading competence and engagement also shows a similar
trend, and he believes that university students’ reading engagement might have been affected by
their high school reading background. Inspired by these pushing factors, the researcher has always
been asking questions like: What does secondary school students’ reading engagement look like
in EFL reading classes? Is there a relation between secondary school students’ reading
engagement and their reading achievement? What could be the reasons that affect the students’
reading engagement? These are among the major rationales for the current researcher to conduct

this study on reading engagement at the context of secondary school.

The trend in the Ethiopian students’ reading ability and reading engagement seems to contrast
with the quality of engaged readers who are motivated, strategic, knowledgeable to construct
meaning, and interactive while reading (Guthrie, 2004). There seems to be a gap between
learners’ present status of reading achievement and the high focus on the increasing expectations
from the country. Here, it could be reasonable to deduce that the students’ low reading
comprehension performance happens mainly due to their poor engagement in reading. Therefore,
there is a need to examine reading engagement in the context of the Ethiopian language
instruction, particularly at the secondary school level to uncover how learners’ reading
engagement is related to their reading achievement and to understand the role of reading

engagement in enhancing reading achievement among EFL secondary school students.

It was well established that reading engagement has a promising role in facilitating ELLs’
reading achievement. However, a few studies were conducted on the construct of reading
engagement (Coertze, 2011; Guthrie et al., 2012; Protacio, 2013; Taboada et al., 2013; Lee,
2017; Mete, 2020) by integrating its three major aspects. Some of the studies regarding reading

engagement, which are presented comprehensively in Chapter Two, are highlighted below.

Protacio (2013) has carried out a qualitative case study to examine the reading engagement of
English language learners. She examined whether the four aspects of reading engagement

(reading motivation, reading strategy, conceptual understanding, and social interaction) account



for reading engagement and if any additional elements should be considered in ELLs reading
engagement. Taboada et al. (2013) also quantitatively investigated the role English language
learners’ reading engagement plays in both general and content-specific reading comprehension
in 5% and 6" graders. They used reading engagement to decide whether it mediated the
association between ELLs’ language ability and general reading comprehension. In an
experimental study, Mete (2020) investigated the influences of the reading engagement model on
the reading comprehension performance and reading engagement of sixth-grade students.
Additionally, Lee (2017) has explored the relationship between student engagement and
academic performance (particularly reading performance), student engagement consisting of the
two dimensions of engagement i.e. behavioral engagement and motivational engagement. More
recently, Ghavamnia and Kashkouli (2022) investigated the association between reading
motivation, reading engagement, reading strategy use, and L2 reading proficiency as well as the
predictive powers of the three former variables on second language reading proficiency of
Iranian EFL students. In Ethiopia, Getaye (2017) conducted a case study to explore the
relationships of reading engagement factors and reading performance, and the predictive powers
of reading engagement domains on freshman university learners’ academic performance as well

as to look into the similarities or differences among low, medium and high academic achievers.

As these sample studies of different focuses indicate, they have employed entirely quantitative or
qualitative research designs, and they did not study the reading engagement aspects
comprehensively. A few other studies did not specifically deal with reading engagement in terms
of reading achievement, but with respect to general educational achievement (e.g. Getaye, 2017).
Some of the studies on reading engagement have also emphasized on Concept-Oriented Reading

Instruction (CORI), (e.g. Guthrie & Klauda, 2014; Wig field et al., 2008; Guthrie et al., 2012).

Several studies were also carried out on each aspect of the reading engagement separately. For
instance, studies have explored the association between students’ use of reading strategies
(cognitive engagement) and their reading comprehension outcomes, and the frequency of reading
strategy use (Sari, 2017; Rastakhiz & Safari, 2014; Solak & Altay, 2014; Nizzam, 2016).
Likewise, many studies have been carried out to look at the association between various aspects
of reading motivation and reading achievement (Wang et al, 2020; Kedir & Demis, 2024; Cox &

Guthrie, 2001). Studies were also done on the third aspect of reading engagement, reading
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behavior which investigated the association between learners’ reading habits and reading
performance, and the types of texts students read (academic or non-academic) (Achew & Larsen,

2014; Palani, 2015).

Research that examined how students are practically engaged in reading during EFL reading
classes, and how their reading engagement is related to their reading achievement including all
the three reading engagement domains is rare. The majority of the previous research focused on
one or two of the engagement aspects at a time. Besides, the contexts of the existing studies on
reading engagement have emphasized mainly on students in primary, elementary and middle
school, and were rarely a case at secondary school students. In fact, secondary school seems to
have been given more attention because when students advance to high school, they get more
disengaged (Fredricks & McCloskey, 2012). Furthermore, in terms of approach, most of the
previous reading engagement studies have entirely employed quantitative (correlational,
experimental or survey) and few used qualitative methods. They have scarcely dealt with the
comprehensive practice of reading engagement in EFL classes by employing mixed methods
research. Moreover, the majority of the small-scale researches conducted on reading engagement
frequently used students as sources of data; they rarely included teachers to obtain data for their
studies. Above all, the construct of reading engagement is little researched in the Ethiopian

language instruction context.

Thus, to bridge these major gaps in the literature, an in-depth and comprehensive study with a
new perspective was needed to examine reading engagement in the context of EFL reading
classes. To this end, by employing mixed methods research design, and by including the three
major aspects of reading engagement, this study investigated Ethiopian grade 9 students’ reading
engagement in EFL classes. Specifically, it examined whether the aspects of students’ reading
engagement (strategy, motivation, and behavior) are associated with reading achievement. It also
determined the predictive abilities of the three reading engagement domains on students’ reading
achievement. Furthermore, it explored the level of students’ reading engagement in terms of
reading strategy, reading motivation and reading behavior finally assessing the major reasons

that influence the students’ reading engagement when the students read texts.
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The current study is considerably different from the former studies of reading engagement in
many ways - context, design, use of multi-tools and the variables involved being the major ones.
Firstly, this study is the first to investigate reading engagement in the context of Ethiopian
secondary school EFL instruction. It introduced a new perspective to investigate reading
engagement at the Ethiopian language education system at secondary school level. Secondly, it
differentiated itself because it employs a mixed methods research design to achieve the
objectives; it utilized both the quantitative and the qualitative methods to study reading
engagement. Thirdly, it employed multi-methods for data collection and analysis processes to
achieve data triangulation. Fourthly, it is remarkable since it examines reading engagement
inclusively focusing on all three major aspects of reading engagement to provide a more
comprehensive insight into the practice of reading engagement within the instruction of reading

skills in the Ethiopian secondary school EFL context.

1.3 Objectives of the Study
1.3.1 General Objective

The general objective of this study is to investigate secondary school students’ reading

engagement in EFL grade 9 reading classes.

1.3.2 Specific Objectives

To achieve the above general objective, the study specifically aims to:
1. examine whether a relationship exists between grade nine students’ reading engagement
aspects and their reading achievement in EFL reading classes;
2. determine if the three aspects of reading engagement predict students’ reading achievement;
3. find out the aspect of reading engagement that best predicts students’ reading achievement;
4. explore the students’ reading strategy use and frequency when they read texts in English;
5. find out students’ reading motivation when they read texts in English;
6. explore students’ reading behaviors when they read texts in English, and
7. identify the major reasons affecting secondary school students’ reading engagement in EFL

reading classes.
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1.4 The Research Questions

Based on the preceding specific objectives, the following research questions were set to be

answered in the study:

1. Is there a relationship between grade 9 students’ reading engagement aspects and their

reading achievement in EFL reading classes?
2. Do the three aspects of reading engagement (strategy, motivation and behavior)
in combination predict students’ reading achievement?
3. Which aspect of reading engagement predicts students’ reading achievement most?
4. How frequently do the students use reading strategies when they read texts in English?
5. To what extent are the students motivated readers in English reading classes?
6. What types of texts (academic or nonacademic) do the students most frequently read?

7. What are the major reasons affecting EFL students’ reading engagement in reading classes?

1.5 Scope of the Study

The main objective of this research is to investigate secondary school students’ reading
engagement in EFL reading classes in terms of the three major dimensions (cognitive,
motivational and behavioral) as well as to determine the relationship between students’ reading
engagement aspects and their reading achievement. Further, it explored the students’ level of
reading engagement in terms of strategy, motivation, and behavior. Finally, the study sought to
describe the major reasons that affect students’ reading engagement when they read different
texts in English. The study was delimited to the context of Ethiopia, North Shewa zone,
Debreberhan town. Moreover, the study’s population was limited to grade 9 students who
entered in the 2021/22 academic year at Basso General Secondary School. Among 850 grade
students in the school, 230 of them were selected via simple random sampling technique.
Consequently, the findings of the study may not be applicable to other grade levels within the

secondary school.
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1.6 Significance of the Study

The results of the current study on reading engagement will have considerable significance for
various stakeholders. They can provide information for Ethiopian policymakers, curriculum
specialists and material developers about future planning and innovation with regard to teaching
reading skills for secondary school education. These stakeholders may consider reading
engagement models and strategies in the Ethiopian language education program aiming to

facilitate students’ reading comprehension.

Policymakers can use the findings for evidence-based decision-making. This reading
engagement study provides data that can guide policies around literacy education, including
funding for reading programs and interventions. Curriculum specialists can integrate strategies
which are proven to enhance reading engagement into course designs, making the curricula more
interactive, diverse, and aligned with students' interests. Material developers, textbook authors,
application developers and publishers can use engagement studies to produce materials that align
with students’ interests, learning styles, and cultural backgrounds, making reading materials

more engaging and accessible.

Students may also benefit from the results of this study as reading engagement is mainly
associated with them. By identifying and employing various reading engagement strategies,
students can increase their focus and attention to a reading process. In addition, the study can
reveal individual preferences, difficulties, and strengths, enabling more personalized reading

strategies that cater to diverse student needs.

It is hoped that the study’s findings can help teachers by providing them with essential insights
into the contributions of reading engagement on both English language instruction and learning.
The findings can also inform teachers of new techniques in which reading engagement could
help learners succeed in comprehending texts and achieving good outcomes. Concerning class
management, for instance, as engaged readers are often more focused and less likely to disrupt

classroom dynamics, teachers can use these insights to promote more positive learning situations.

By identifying major reasons that impact EFL students’ engagement in reading, the study can

provide awareness of the challenges related to student achievement, progression and retention.
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As reading engagement is related to many external factors like parents, teachers, the school and
policymakers, parents may get insight into how they can help their children to be engaged in
reading at home. Finally, the study will inspire other researchers who want to pursue further

studies on reading engagement in the Ethiopian context in other focuses and approaches.

1.7 Structure of the Thesis

The thesis is organized into five chapters. The initial chapter primarily outlines the background
of the study, articulates the statement of the problem, delineates the research objectives, and
poses the research questions, as well as defines the scope and significance of the study. The
second chapter provides a comprehensive review of the relevant theoretical and empirical
literature. Then, the third chapter focuses on the research methodology, detailing and justifying
the methods and materials utilized in the study. It encompasses several sub-topics, including an
overview of the research paradigm, the research design, the study setting, the participants
involved, sampling techniques, and data collection tools, procedures for data collection, data
analysis methods, and ethical considerations. The fourth chapter focuses on the analysis of data,
the findings, and the discussions arising from the findings of study. It also addresses the
implications and limitations of the research. Subsequently, the fifth chapter concludes the thesis

by offering summaries, conclusions, and recommendations in line with the research findings.

1.8 Operational Definitions

Engagement

Engagement can be understood as the involvement, participation and commitment to a group of
activities both inside and outside the class, which results in a range of measurable achievements,
often considered as a multi-faceted construct composed of three domains that include behavioral,

cognitive and motivational (Blumfield et al., 2004; Guthrie et al., 2012).

Reading engagement

Reading engagement denotes to the active interaction with a text that is both strategic and driven
by motivation, which is correlated to reading comprehension. It encompasses the combined

operation of motivation, conceptual understanding, strategies, behaviors, and social interactions
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that occur during reading activities (Guthrie & Wigfield, 2000). It consists of three major

dimensions: cognitive, motivational, and behavioral, each of which has its own components.

Cognitive engagement

Cognitive engagement is regarded as the coordination of various reading strategies and
conceptual knowledge (cognition) in reading. It focuses on the awareness and use of various
types of reading strategies such as  global, problem solving, and support, as well as the

frequency of the application of these strategies (Reichard & Mokhtari, 2002).

Motivational engagement

Motivational engagement also known as affective engagement pertains to a range of actions and
emotions associated to learners’ classroom and school (Skinner & Belmont, 1993; Sbrocco,
2009). It is is a motivational construct that subsumes 5 major aspects- self- efficacy, intrinsic
motivation (comprising curiosity, challenge and involvement), extrinsic motivation (consisting

of recognition and competition), social motivation and reading work avoidance.
Behavioral engagement

Behavioral engagement means the direct involvement in a group of activities and, it consists of
positive conduct, effort and persistence, and involvement in extracurricular accomplishments
(Fredricks et al, 2004; Guthrie et al., 2012). In this study, behavioral engagement is
operationalized as a construct concerned with students’ reading behaviors or reading habits. It
specifically deals with the types of texts the students usually read and the extent or frequency in

which they read these texts.

Reading achievement

Reading achievement refers to the measure of students’ current general reading comprehension
ability as measured by reading achievement test, against certain reading passages. “Achievement
is the process of developing a skill or knowledge. The most common type of achievement is a
standardized progress in developing the measurable skill or knowledge learned in a given grade
level, usually through planned instruction such as training or classroom instruction” ( Brown,

2004).
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CHAPTER TWO: REVIEW OF RELATED LITERATURE
2. Introduction

This chapter provides an extensive literature that guides the research. Literature review is
discussed by highlighting and summarizing topics like the concept of reading, theories of reading
process, the concept of engagement and reading engagement, dimensions of engagement, factors
influencing reading engagement, and empirical research on reading engagement. The chapter
finalizes the discussion by presenting the theoretical framework and conceptual model of the

research.

2.1 The Concept of Reading

Defining reading in a sentence exhaustively could be difficult as reading skill is associated to
various aspects of knowledge such as psychology, education, linguistics and literacy studies.
Even so, the concept and meaning of reading is highlighted in this section. Grabe and Stoller
(2011) explain that reading can be taken as the capability to extract meaning from the printed
page and interpret this data properly. Nevertheless, “this ‘definition’ does not really tell us much
about what happens when we read and how we comprehend a text” (Grabe & Stoller, 2011, p.
xvi). Grabe and Stoller further highlight that reading comprehension is notably complex,
involving a variety of processing skills that are harmoniously integrated in highly effective
combinations. As Afflerbach and Cho (2011) argue, reading constitutes a multifaceted activity
and intricate process that encompasses the comprehension of written text, the development and
interpretation of meaning, and the application of that meaning in accordance with the specific
type of text, its intended purpose, and the context in which it is situated. This explanation
indicates that reading is a process of extracting meaning from written materials, and it is content,

purpose and context bounded.

Reading exceeds the simple connection of sounds to written symbols; it inherently encompasses
meaning at a fundamental level (Fisher, 2004, cited in Herath, 2010). Thus, reading is beyond a
cognitive process of decoding the words, reading fluently, or understanding the text. Rather, it is
becoming deeply involved, fascinated, occupied and immersed in a material, or engaged (Baker et
al.,, 2000). Besides, Alexander and Fox (2013) as cited in Zasacka and Bulkowski (2017)

indicate that reading is a complex process of creating meaning, which owns a multidimensional
17



cognitive, aesthetic and socio-cultural nature, but it is built on specific skills. In this respect, it

can be inferred that reading is composed of varied specific features.

Reading is an indespensible component of one’s personal and educational development, but the
reading comprehension may be even more crucial. According to Mc Knee (2012), in its inherent
nature, reading is not sufficient; someone should be able to breakdown, analyze, and re-organize
ideas and knowledge. One needs the capacity to apprehend what the author is trying to

communicate.

Reading for general comprehension, in its most straightforward interpretation, refers to the
ability to grasp information presented in a text and to interpret it correctly. Nevertheless, the
skills involved in comprehension are significantly more intricate than this description suggests
(Grabe & Stoller, 2011). To provide a more precise depiction of reading comprehension, it is
defined based on a set of necessary processes. To understand comprehension abilities, it is
essential to consider the following processes which are included in fluent reading
comprehension, and fluent reading is a practice that is, rapid, efficient, purposeful, evaluating,
interactive, comprehending, strategic, learning, flexible and linguistic. “No one process defines
reading comprehension by itself, but together they provide a fairly accurate account of the
processes required for fluent reading” (Grabe & Stoller, 2011, p.17). Furthermore, Grabe and
Stoller (2014) describe reading comprehension in this way:

Reading comprehension is a complex, multiple task ability. It can be defined as

abilities to recognize words rapidly and efficiently, develop and use a large

amount of vocabulary, process sentences in order to build comprehension, and

engage a range of strategic processes and underlying cognitive skills, e.g.

setting goals, changing goals flexibly, and monitoring comprehension (p.4).

Reading comprehension processes are classified in to 2 equally challenging main types, the
lower-level and the higher-level processes (Grabe & Stoller, 2011). The foundational abilities
encompass word identification, graph-phonics, and similar skills, whereas the advanced abilities
involve syntactic, semantic, and additional cognitive processes. Furthermore, for an individual to
effectively understand the material being read, it is essential to have knowledge of text structure
and topic, as well as an awareness of reading strategies and the application of these strategies

during the processing of information and word recognition (Mc Kee, 2012). In a wider and
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comprehensive list, Janzen and Stoller (1998) identify 10 reading comprehension strategies as
being: identifying the purpose of reading, predicting, previewing, asking questions, checking
predictions or finding an answer to the questions, relating the text to previous knowledge,

summarizing, linking one portion of the text to another, and identifying text organization.

The preceding definitions of reading mainly emphasize on the cognitive aspects of reading.
However, reading is more than a cognitive process, and involves other aspects like motivation,
behavior and social interaction. In light of this, as Guthrie and Anderson (1999) describe,
"Motivations and social interactions are equal to cognitions as foundations for reading" (p. 17).
Generally, reading in itself and the reading comprehension process is a multi-task, dynamic,

complex ability, and it involves many activities and procedures.

2.2 Types of Reading

As there are several purposes for reading, there are various types of reading which can be
implemented in line with the various purposes. In this sense, scholars have proposed different

types of reading, the following being some major ones to mention.
2.2.1 Academic Reading

It appears clear that a student learning at any academic institution applies at least academic
reading. In line with this idea, a student should pass different examinations during one’s whole
course of academic lifetime. Comprehending a text is the objective for readers to respond to
any type of questions in tests or assessments because they understand the text accurately if they
extract the necessary information as efficiently as possible (Grellet, 1996, cited in Solak, 2014).
As per Lumen learning.com, we are quizzed or tested; we are required to debate, analyze, or
critique the text we read. We are expected to read carefully, remember the text perfectly, and
compare it to other texts for style as well as content. OUATipsheets (2014) also stresses that
academic reading frequently asks us to actively engage with, and critically think about the
information we acquire. There is a purpose behind what we are reading, and comprehending this

purpose shapes how we interpret and apply the information.
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2.2.2 Nonacademic Reading

In addition to academic motives, we have different non-academic reasons to read. In the
academic type of reading, learners read texts due to the syllabus requirements and the
assumption of succeeding in various assessments. However, non-academic reading is accessible
and readers have an opportunity to select from a vast array of books in accordance their interest,
options for choice and opportunity to spending time (Solak, 2014). Non-academic reading is
believed to develop students’ reading skills by exposing them to various types of texts. Non-
academic texts are authentic texts such as magazines, newspapers and novels which students
read for enjoyment or pleasure by their choice. These kinds of reading, print or electronics, help

students to develop the love of reading, reading speed and good reading habit.

2.2.3 Intensive Reading

Intensive reading refers to the actual learning of reading skills in an instructional context.
Learners are exposed to various materials and asked to accomplish activities like answering
comprehension questions based on the text given (Jose & Raja, 2011). The authors also point out
that students may be taught to look for critical information in the text they read, and make
inferences and so on. Brown (1989) explains that intensive reading emphasizes grammatical
forms, discourse indicators and other external structure details to understand literal meaning,
implications as well as rhetorical associations. In several EFL classes, teachers have primarily
applied intensive reading strategy, highlighting vocabulary, grammar, text features, and
comprehension. In this technique, students commonly work with short texts or specific
information with close guidance of the teacher. The objective of intensive reading is to assist
students in deriving a detailed understanding of the text, to improve reading skills like
recognizing main ideas and identifying textual connectors, and to improve their vocabulary and
grammatical knowledge (Renandya, 2007, cited in Oh, 2018). Intensive reading by itself is
insufficient for learners to enhance their reading fluency, which is an essential ability that
proficient readers attain only through extensive and repeated engagement with large volumes of

written material.
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2.2.4 Extensive Reading

Extensive reading is defined by Williams (1984) as quick reading of lengthy texts. Besides,
Nuttall (1996) asserts that extensive reading is inherently an individual pursuit, allowing the
reader to immerse themselves in their own world of reading for personal enjoyment. The purpose
of extensive reading is not primarily focused on linguistic aspects. Its principal objective is to
extract information from the reading material. During extensive reading, the reader's attention is
directed towards grasping the overall meaning or concept of the text. This practice is referred to
as 'reading for information' (Jose & Raja, 2011). The authors also stress that teachers can assist
students in cultivating the abilities to identify, evaluate, and systematically arrange information,
as well as to retain what they have read. Engaging in extensive reading serves as the most
effective method for students to acquire proficiency in reading a substantial amount of

comprehensible content.

Nuttall (1996) identified two primary reasons for engaging in extensive reading. The first
justification is that extensive reading helps to enhance students' reading abilities. The second
justification is that it creates a distinct environment for students while also offering them
enjoyment. As Grabe and Stoller (2011, p.259) emphasize, extensive reading exposes learners to
“large quantities of material within their linguistic competence.” Day (2011), as referenced in
Oh (2018), also argues that extensive reading within the EFL/ESL setting is a pedagogical
method aimed at encouraging students to read in English while deriving pleasure from the
activity. Having these features, it can be argued that extensive reading is a tool in which
students read various authentic materials for their enjoyment, and develop speed, vocabulary

and comprehension skills.

2.2.5 Scanning

This type of reading pertains to the process of going quickly through a text to get particular
information like specific phrases, figures, names, and so on (Urquhart & Weir, 1998, cited in
Alshammari, 2015). By the same token, scanning means the rapid reading technique employed
to locate specific information. You may not be aware, but you possess a natural proficiency in
scanning. For instance, you engage in scanning when checking a TV guide or a telephone

directory. This method can enable you to 'read' at speeds of up to 1,500 words per minute. A
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primary purpose of scanning an academic text discovered while researching is to identify
essential terms, which serves as a method for evaluating the text’s importance (Help sheet, n y:
2). “Sometimes, you will read quickly to find a particular pieces of information, for example, a
statistic, a date, a person’s name, or the name of a place. Again, you do not need to read every
word to find this information. Instead, scan the text using a finger or a pencil to move quickly

through the words” (Girma, 2020, p.21).

2.2.6 Skimming

Skimming involves rapidly reading through a text to grasp the main idea or to develop a general
understanding of the subject matter (Urquhart &Weir, 1998, cited in Alshammari, 2015). Grellet
(1996) also describe skimming as ‘reading for gist’. For Williams (1996), the objective of
skimming is merely to gain an overview of the content of a text. Readers engage in skimming to
fulfill a broad curiosity regarding the material, rather than to seek specific answers to particular
inquiries. Scholars have emphasized the significance of skimming as an effective reading
strategy. Both skimming and scanning are techniques associated with quick and efficient
reading. Skimming involves rapidly reading through a text to grasp its main ideas, whereas
scanning entails quickly searching through a text to locate a particular piece of information
(Grellet, 2010, cited in Teixeira, 2015). These skills are frequently applied in practical situations,
such as when we peruse classified advertisements to locate specific information or when we
skim through a text to grasp its overall meaning and determine whether it merits a more detail

reading.
2.2.7 Critical Reading

As per reading authors, the term 'critical' denotes an effort to judge objectively to identify both
advantages and disadvantages. Furthermore, ‘critical’ refers to the ability to discriminate or
evaluate when applied to the act of reading. Typically, critical reading has three categories: (1)
reading on the lines, (2) reading between the lines, and (3) reading beyond the lines. In practice,
proficient reading necessitates the integration of critical thinking and thorough study. Practically,
effective reading involves critical thinking and studying (Jose & Raja, 2011). In the words of
Alfassi (2004), it is essential for learners to comprehend the meaning of a passage, critically

evaluate its message, retain the information presented, and adapt the newly attained knowledge
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in a flexible manner. Critical reading involves more than just understanding the text at face
value; it requires an engagement with the underlying meanings and implications that lie both
between and beyond the lines. Ahuja and Ahuja (1995) assert that engaging in critical reading
necessitates a mind that is interpretive, attentive, and creative. Skills of critical reading are
crucial if the learners are to make intelligent decisions depending on the text they read. In this

sense, it is possible to deduce that critical reading is a higher level reading ability.

2.3 The Purpose of Reading

One could contend that the primary objective of reading is to achieve a comprehension of
meaning. “The ultimate goal of reading is not the process of reading itself, but the unraveling of
the meaning represented by the words, phrases, and sentences” ( Jose & Raja, 2011,p.2). The
goals for reading can be divided with regard to the different purposes it can communicate.
Grabe and Stoller (2011) explain that we read:

1) to get the main idea but not much more (e.g. skimming a newspaper story),

2) to locate specific information (e.g., scanning for a name, date, or term),

3) to learn information (i.e., reading to learn),

4) to synthesize information from multiple texts, or from a longer chapter or book, to take a
critical position regarding that information (i.e., reading to integrate and evaluate
information).

5) for general comprehension (i.e., reading to understand main ideas and relevant
supporting information), and

6) for pleasure, with the intention of being entertained or informed, but not tested.

As stated by Grabe and Stoller (2011), different means of reading should be considered in a
complete description of reading, and they confirm that the purposes of reading can be
categorized under different headings. To begin with, reading to search for simple information is
a normal type of reading capability, although some authors consider it as a comparatively private
cognitive process (Guthrie & Kirsch, 1987, cited in Grabe & Stoller, 2011). It is employed so
frequently in the process of reading; it is possibly best understood as a type of reading capability;
in this kind of reading, one specifically scans the text for a particular word, or a particular piece
of information, or a few representative phrases such as address or phone number. The other

purpose, reading to skim, is a common component of several reading activities and a valuable
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skill in itself. It encompasses a blend of strategies aimed at guessing the potential locations of
essential information within the text, followed by the application of basic reading comprehension
abilities to those specific sections, ultimately leading to the formation of a general understanding
(Grabe & Stoller, 2011). They further note that reading to learn normally happens in academic
and professional settings in which a person needs to learn a significant amount of information
from a given text. The process is typically conducted at a pace that is marginally slower than
standard reading comprehension, mainly because it involves strategies such as rereading and

reflection to enhance information retention.

The purpose of reading to integrate ideas necessitates additional judgments regarding the relative
significance of complementary, mutually reinforcing, or conflicting information, as well as the
potential reorganization of a rhetorical framework to incorporate ideas from various sources. The
development of these skills necessitates a critical assessment of the information being read,
enabling the reader to determine which information to incorporate and the manner in which to

integrate it to achieve their objectives (Grabe & Stoller, 2011).

The primary objective of reading for general comprehension serves as the foundation for most
other reading purposes. It strengthens the significance of complementary information, which
may either support or conflict with one another, and facilitates the potential reorganization of a
rhetorical framework to integrate information from various sources (Grabe & Stoller, 2011). It is
practically more intricate than normally supposed. The authors continue to describe that the
objective, when executed by a proficient and fluent reader, requires the swift and automatic
process of words, robust abilities in constructing a comprehensive understanding of key
concepts, and effective management of multiple processes within tight time limitations. It is vital
to note that the purpose of reading aligns with personal preferences. The intention behind
reading the same text can vary based on individual interests. One reader may engage with the
material solely for enjoyment, while another may do so to acquire knowledge (Ogeyik, 2008). In

sum, without a motivating purpose, there will be little or no reading practice.
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2.4 Theories of the Reading Process

Several theories on reading process and development can be mentioned. Numerous theories of
reading have sought to describe the reading process and contribute to successful reading ability
or lack thereof in line with the assumptions of the serving paradigm. The different theories and
views on reading, which change from time to time and impact language instruction as well, are
discussed in this section for comparison. Most of the literature on reading theories discusses on
L1 English language learners. Simultaneously, these theories work for second or foreign
language learners. Current reading research indicates that readers in both their first language
(L1) and second language (L2) engage in comparable cognitive processes during the act of
reading (Grabe, 2004, cited in Dorkchandra, 2010). Thus, in this part, the three classical reading

models along with others are described in detail.

2.4.1 Cognitive Views of Reading

During the majority of the 20th century, specifically from 1950 to 1985, reading was primarily
regarded as a cognitive endeavor. The prevailing theories of behaviorism and cognitivism during
this era significantly shaped both the theories surrounding reading and the methods of reading
instruction. Notable reading theories that emerged during this time include the bottom-up and

top-down approaches (Boakye, 2012). These theories are discussed under here in detail.
2.4.1.1 Bottom-up Approach

The bottom-up views were principal from around 1950 to1965 (Alexander & Fox, 2008). “This
approach was typically associated with behaviorism ... and with phonics approaches to the
teaching of reading that argues that children need to learn to recognize letters before they can
read words and so on” (Alderson, 2000, p.17). The author further states that within this
traditional perspective, readers are perceived as passive interpreters of sequential graphic,
phonemic, syntactic, and semantic organizations. As noted by Nunan (1991), the bottom-up
approach characterizes the process of reading as a methodical construction of meaning through
the analysis of text at the level of individual words and sentences. This theory is founded on the
fundamental idea that reading primarily encompasses the decoding of a sequence of written

symbols into their corresponding auditory forms. It entails translating from one form of
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representation, such as letters or graphemes, to another, namely sounds or phonemes, in order to

extract meaning.

As per Alderson (2000), this method suggests that the reader starts with printed text, identifies
graphic elements, translates them into phonetic sounds, recognizes the words, and interprets their
meanings. ach subcomponent involves sub processes which occur independently of each other
and build up on preceding subcomponents; subcomponents higher up the chain, cannot, however,
feedback in to the components lower down (identification of meaning does not result in letter

recognition), for example.

Urquhart and Weir (1998) note that the text serves as the fundamental element in comprehending
bottom-up reading, wherein readers are assumed as passive receivers of information contained
within the material. La Berge and Samuels’ (1974) Shared Capacity Theory is prominent in this
cognitive, bottom up approach. In line with this approach to reading, La Berge and Samuels’
theory describes how information is directed to the brain to be processed, and proposes that
reading fluency is gained largely via automaticity in decoding. In view of Boakye (2012), this
explanation suggests that memory and attentional capacity may be affected; if an excessive
amount of cognitive energy and processing time is devoted to decoding words, there will be a
restricted capacity for memory and attention dedicated to comprehension. Automaticity allows
the mind to focus on comprehension by freeing up cognitive resources. This automaticity is
achieved solely through extensive practice, which involves countless hours of reading. Reading

is regarded as a solitary, skill-based cognitive endeavor that adheres to specific processing steps.

The bottom-up view of reading is blamed to have some weaknesses. Carrell (1988) cited in
(Abiy, 2005), for example, considered it to be passive for it argues to entirely keep talking about
a linguistic decoding process. Reading is conceived as an adjunct to oral language skills, and this
is supposed to be the impact of the audio-lingual method, and the structuralists’ view of
phoneme-grapheme relationships. Abiy (2005) notes that the conception of second language
reading process as a decoding of sound-symbol associations and mastering of oral dialogues is

assumed to be the principal step in the improvement of reading proficiency.

According to Grabe and Stoller (2011), while much decoding is essential and plays a significant

role in reading, achieving fluent reading that leads to meaningful comprehension cannot be
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accomplished through this process alone. Nevertheless, numerous teachers tend to primarily rely
on this approach in their instructional practices. They further explain that this may also justify
why many learners get vocalized and subvocalized readers. They are only capable to attain
meaning via sound. Although the bottom-up approach has been popular to reading development,

its weaknesses have led to the emergence of the top-down approach.

2.4.1.2 Top-down Approach

Another approach of reading process in the cognitive view is the top-down approach. Taking
into account the insufficiencies of the bottom-up approach, the top-down approach turn out to be
the principal model between 1966 and 1975 (Alexander & Fox, 2008). Smith (1971; 1973;
1978) and Goodman (1971; 1976) were strong advocates of the top down approach to reading,
while they were also followed by many reading researchers like Alderson (2000) and Alexander
and Fox (2008). Suggested as a substitute approach, this model postulates that reading progresses
through the processing of larger language elements. As said by Boakye (2012), the reader is at
the heart of the reading process, not the text. This means, attention is given to the knowledge a
reader owns. The top down model describes that readers contribute other knowledge sources into
the reading procedure. Boakye adds that instead of viewing readers as mere passive recipients of
meaning, as suggested by the bottom-up approach, they are assumed as active participants who
reconstruct meaning from the material presented. The dynamic collaboration between the reader
and the text is a fundamental aspect of the reading process. Readers engage with the text by
formulating hypotheses and making predictions. Boakye (2012) elucidates that instead of merely
decoding words, the reader utilizes goals and expectations to derive meanings from the text; the
reader formulates hypotheses and subsequently validates these expectations based on prior

knowledge.

Goodman (1971) as cited in Alderson (2000) described reading as a psycholinguistic guessing
game, wherein a reader infers or anticipates the meaning of a text based on textual cues and their
existing background knowledge. This top-down model highlights the process of meaning
construction. The top-down model emphasizes on the construction of meaning. To attain
comprehension, a reader must mentally reconstruct and reorganize a text, integrating new
information with existing knowledge in memory, thereby creating new coherent mental images.

The reader engages with the text by incorporating their prior knowledge of the subject matter,
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along with their understanding of language mechanics and expectations regarding its use, into
the text’s content (Nunan, 1991). In the top-down era, Schema Theory was employed to explain
the role of prior knowledge in shaping comprehension processes. The schema theory posits that
the knowledge individuals possess in their head is structured into interrelated frameworks,
formed by their past encounters with the experiential world. This organization aids in
interpreting new experiences and allows for the prediction of what one may encounter in specific
contexts. Inappropriate use of schemata during comprehension results in difficult of

comprehension and may lead to incorrect interpretations and weak inference.

Alderson (2000) pinpoints that in the top-down approach and its associated schema theory, the
link between linguistic forms and knowledge of the world is principal to explain the process of
reading. As such, the more predictable a sequence of linguistic components, and the more
familiar the subject matter of the text, the more readily the text will be processed. In fact, study

has has found that familiarity can overcome text difficulty.
2.4.1.3 Interactive Approach

The shortcomings of both the top-down and bottom-up theories show that no single theory can
adequately explain reading. Rather, it appears more logical to explain reading using a
combination of the two methods. Bottom-down and bottom-up procedures are required.
According to an interactive method that combines the two approaches, readers analyze texts on
multiple levels. Notable here is, reading constitutes an ongoing engagement that involves the
visual recognition of letters, the comprehension of words, the understanding of sentence structure
and meaning, as well as the interpretation of sentences and overall text, according to Van Dijk
and Kitsch's (1983), cited in Boakye (2012) Discourse Comprehension Model, is typically

classified as interactive.

The Interactive Compensatory Model, proposed by Stanovich in 1980, serves as a quintessential
illustration of an interactive model. According to this model, which is based on Stanovich's
assumption as explained by Alderson (2000), inadequacies at one level can be made up for by
using information at other levels. This implies that in order to compensate for shortcomings at
every level, top-down and bottom-up procedures work together. For instance, higher level

processes like background knowledge take over when readers lack the lower level resources. In a
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similar vein, lower-level procedures compensate for higher-level shortcomings. When presented
with challenging texts, readers of second languages often use higher level processing to make up

for a lack of linguistic resources at lower levels.

The two preceding models fail to account for the interactive and compensatory activities
previously described. The bottom-up model posits that the initiation of higher-level processes,
such as the application of prior knowledge, must be contingent upon the completion of lower-
level decoding processes. Conversely, the top-down approach disregards the significance of
these lower-level processes. The interactive approach recognizes the nature of both models and
is advocated by linguists in the area. “It involves interaction between top-down and bottom-up

processes, as well as interaction between the reader and the text” (Grabe & Stoller, 2011, p.35).
2.4.1.4 Comprehensive Interactive View

A more complex interactive perspective on reading, along with a broader theory of the reading
process, has developed in addition to the three reading theories previously discussed. Scholars
like Grabe and Stoller (2011) and Alderson (2000) acknowledge that fluent reading is
characterized by its speed, motivation, purpose, and interactivity. Furthermore, it is strategic,
evaluative, interpretative, and linguistic in nature. The integration of lower-level decoding skills,
which operate in a bottom-up manner, alongside higher-level comprehension and additional
linguistic factors, works in concert to facilitate effective understanding of texts. Grabe and

Stoller (2011) explain this interaction extensively as follows.

Lower-level processes: The processes at a lower level are predominantly automatic and
encompass linguistic abilities, including vocabulary for lexical retrieval, grammar for syntactic
analysis, and the integration of meaning with structural data for the formation of semantic
propositions. Essentially, these processes require the application of bottom-up approaches. The
processes are expected to occur rapidly and automatically, enabling the reader to conserve
working memory time-defined as the system that retains information and facilitates its
accessibility for subsequent processing-thereby allowing for engagement in higher-level
cognitive functions. Proficient readers exhibit automatic and rapid word recognition and lexical
access. Grabe and Stoller further assert that the three fundamental processes-lexical access,
syntactic parsing, and semantic proposition, happen automatically and are swiftly integrated to

facilitate the effective initiation of working memory.
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The quicker the processing, the greater the amount of working memory time that can be allocated
to additional tasks. Conversely, if the processing is sluggish, the information may dissipate from
memory, necessitating reactivation, which renders the reading process burdensome and
painstaking. Grabe and Stoller (2011, p.25) affirm that “the efficient coordination of information
from rapid and automatic processes is a necessary component of fluent reading comprehension

abilities.”

Higher level processes: The higher-level processes are also crucial for the successful
comprehension of a certain text. When Grabe and Stoller (2011) confirm, as fluent readers, we
design a summary model of what the text is likely to mean; we also make a more elaborated
interpretation of how we wish to comprehend text meaning. Besides, they pinpoint that “We
establish purposes for reading, combine reading strategies as needed, make inferences of many
types, draw extensively on background knowledge, monitor comprehension, form attitudes
about the text and author, adjust goals as appropriate, and critically evaluate the information
being read” (p.17). Higher-level processes involve the coordination of concepts derived from a
text to create a meaningful representation, commonly referred to as the text model of
comprehension. Conversely, the comprehension of the passage, known as the situation model of
reader interpretation, is influenced by factors such as background knowledge, inferencing, reader
attitudes, reader goals, reader motivation, and strategies employed to address text and task
difficulty (Grabe & Stoller, 2011). Although the cognitive views have been popular and
important views of reading, they are not by themselves sufficient for the successful
comprehension of a text. Thus, other views of reading like the social views should also play a

crutial role in the process of reading comprehension.

2.4.2 Social Views of Reading

As discussed so far, the cognitive perspectives on the reading process are insufficiently
comprehensive, as reading encompasses not only cognitive functions but also social and
affective dimensions (Grabe & Stoller, 2011; Guthrie & Wigfield, 2000). Within the cognitive
perspective, reading is perceived as a private task undertaken by an individual, wherein the
reader engages with a text independently. However, studies have demonstrated that cognitive
processes are significantly shaped by social and emotional factors. In a comprehensive

interactive perspective, the reader utilizes his/her social practices and understanding of the world
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to derive meaning from a text. Furthermore, the schema theory posits that reading encompasses
more than merely employing linguistic and decoding abilities; factors such as interest, attitude,
motivation, context, and prior knowledge significantly influence the level of comprehension a
reader can achieve with a specific text. The social perspective on reading posits that it is an
active process wherein the elements of the text engage with various external factors. The view of
reading as a social endeavor is rooted in social constructivist learning theories, which emphasize
the significance of culture and identity as they are expressed through social norms, regulations,

and collective understandings.

Proponents of social constructivism contend that the social context has a decisive role in shaping
cognitive processes involved in learning (Alvermann et al., 2007). Vygotsky (1978) emphasizes
how crucial culture and social context are to cognitive development. According to his theory of
social-cognitive development, a child's cognitive growth begins in the social setting before being
personalized. He also argues that social interaction is a central component of cognitive growth
and cognitive processes. The key ethos of Vygotsky's theory is that social interaction is essential
to the formation of cognition. The social environment has an impact on an individual's cognitive
growth regardless of its current status. In his theory of ZPD (Zone of Proximal growth), he
contends that social behavior is the key to achieving proper cognitive development. Street (2003)
claims that Vygotsky’s ideological model is based on the premise that “literacy is a social
practice, not simply a technical and neutral skill; that it is always embedded in socially
constructed epistemological principles”. Thus, the social perspective on reading is crucial in
describing the difficulties students encounter in reading. A reading process that ignores the

social aspect of an individual is considered to be inadequate.
2.4.3 Affective/ Response Theories

Scholars have additionally advocated for the affective theories of reading development alongside
the cognitive literacy theories. Bennett (1991) states that many researchers have come to the
conclusion that real comprehension includes the assimilation of new ideas with personal beliefs
and conceptions. In line with this, response theories describe the ways in which readers' affects
encompassing their goals, interests, motivations, attitudes, and involvement in the learning
process affect and monitor their reading abilities (Boakye, 2012). The Reader Response Theory,

as proposed by Rosenblatt (1978) characterizes reading as a multifaceted interaction between the
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reader and the text. It emphasizes that the way readers respond to the text and the meanings they
derive are influenced by the specific purposes they bring to the reading experience. Alverman et
al. (2007) also emphasize that the reader's emotions, attitudes, motivations, interests, and other
emotional responses play a crucial role in their interaction with the text. Hence, affective
responses are essential in the development of reading skills, as they interact with other multiple
factors to affect the amount of reading an individual engages in. For example, the emotional state
of readers impacts both their motivation to engage with texts and their capacity to employ

effective comprehension strategies.

Fluent reading requires the implementation of effectively coordinated strategies, and for a reader
to engage in strategic reading, motivation is essential. This means that the reader must possess a
positive attitude, a strong interest, and readiness to read, all of which contribute to the utilization
of strategies and the improvement of comprehension skills. When learners possess motivation,
they perceive themselves as capable readers who effectively control their comprehension
processes; this is indication that they are strategic in their reading approach and as a result,

successful readers (Alvermann et al. 2007).

2.4.4 Social Cognitive Theory

The framework of Social Cognitive Theory is grounded in a social model characterized by triadic
reciprocal causation. Within this model, personal factors, which include cognitive, emotional,
and biological components i.e. behavioral patterns, along with environmental influences,
function as interconnected determinants that influence one another in a bidirectional routine
(Bandura, 1999a). “Within this theory, human agency is embedded in a self-theory
encompassing self-organizing, proactive, self-reflective and self-regulative mechanisms”
(Bandura, 1999a:1). In the context of a social-cognitive framework, an individual's development
is influenced by the interplay of behavioral, environmental, and cognitive or personal attributes

(Whitaker, 2009; Bandura, 2001).

Behavioral factors pertain to observable activities or performances, whereas environmental
characteristics involve an individual’s immediate surroundings, such as their residence,
educational setting, family, and social network, in addition to the broader context of their city or

country. Personal characteristics include variations in temperament, physical attributes, cognitive
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functions, attitudes, and beliefs. Analyzing the complex and interconnected relationships
between cognitive, behavioral, and environmental factors facilitates the investigation of reading
engagement as a meta-construct. From a social cognitive standpoint, it is anticipated that
personal beliefs, together with their cognitive and behavioral expressions related to reading, will
converge into a unified meta-construct, characterized by the common element of reading

engagement.

2.4.5 Sociocultural Theory

The social context and cultural backgrounds of learners play a vital role in their reading
development. In keeping with Alvermann (2009), Au (2007) and Protacio (2013), advocates of
sociocultural theory emphasize the importance of analyzing an individual's interactions within
the larger sociocultural environment, rather than focusing exclusively on the individual alone.
This means, an individual’s development in literacy is impacted by one’s social context as well
as cultural backgrounds. As Gee (1996) posits, each person possesses his/her own “identity kit”
or discourse, which he considered as “composed of ways of talking, listening, (often, too,
reading and writing), acting, interacting, believing, valuing, using tools and objects, in particular

settings at specific times, so as to display and recognize a particular social identity” (p. 129).

Au (1997) offered the application of sociocultural theory to the arena of reading. Au explains the
effect of social and contextual influences on a person’s perception of reading. From a
sociocultural standpoint, reading is considered to be inherently social, similar to other complex
cognitive processes. The act of reading a book in solitude can be taken as a form of social
engagement, as it involves a dialogue between the reader and the writer. The text itself is
composed in a language that has evolved through extensive communal effort over time.
Furthermore, the reader's understanding and interpretative frameworks are affected by the ideas
of others, shaped by prior social exchanges. The process reading is inherently intertwined with
the specific setting in which it is carried out. Children engage in reading acquisition, or the lack

thereof, within a distinct social, cultural, and historical framework.

The context encompasses all aspects of the material, personal, cognitive, interactional, social,
institutional, cultural, and historical circumstances that influence the meanings individuals create

(Gee, 1999). The diverse activities in which students engage, the interactions they make with
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both their peers and adults, along with the physical attributes of their learning environments, all

significantly impact their learning motivation and their willingness to participate.

2.4.6 Current Directions in Reading Development

Recent advancements in reading development have expanded beyond the previous three domains
of reading theories, cognitive, social and affective. Current trends emphasize the importance of
metacognition, new literacies, and engaged reading as critical components in the evolution of
reading practices. Thus, metacognition encompasses the strategies that readers utilize to oversee
their understanding during the reading process. The concept of New Literacies pertains to
multiple forms of literacy and is grounded in social constructivist theory, while engaged reading

highlights the emotional involvement of the reader in the act of reading (Boakye, 2012).

2.4.6.1 Metacognition

Metacognition is understood as the ability of the reader to plan, evaluate, and reflect their
comprehension while interacting with a text (Alderson 2000; Grabe & Stoller 2002). This
perspective on metacognition elucidates the process of reading through the lens of reading
strategies used by readers to oversee their comprehension. Readers utilize a variety of flexible
and adaptable strategies to interpret a text and to continuously evaluate their comprehension. A
group of flexible and adaptable techniques are employed to comprehend a text and to assess
one’s understanding throughout the reading process. The regulatory strategies that readers
implement in their pursuit of text comprehension are commonly known as metacognition (Dole,
Dufty, Roehler & Pearson 1991, cited in Boakye, 2012). It is supposed that the application of
metacognitive strategies is largely a conscious process, and there is an underlying assumption
that these strategies can be taught explicitly. It is essential in metacognitive theory that numerous
reading instructors focus on the explicit instruction of reading strategies to promote effective

reading.

The metacognitive approach to reading incorporates a monitoring component into the reading
process. From this standpoint, the reader gains insight into their own cognitive processes. This
sophisticated approach to reading necessitates a significant amount of self-directed learning.
Metacognition is linked to cognitive strategies that focus on the reader's ability to categorize,
organize, identify relationships between parts and wholes, compare and contrast, analyze cause

34



and effect, summarize, formulate hypotheses and predictions, identify and extract key themes
from texts, make inferences, and draw conclusions (Urquhart & Weir 1998; Fontanini, 2004).
The skills mentioned are essential for academic reading, and comprehension necessitates that the
reader is capable of overseeing these processes. This underscores the significance of
metacognition in the context of academic reading. Thus, in addition to the cognitive strategies,

readers need to have metacognitive strategies like planning, monitoring and evaluating.

2.4.6.2 New Literacies

Recent developments in literacy studies represent a contemporary approach to reading which is
rooted in social constructivism, yet incorporates a critical and politically charged postmodernist
perspective. The New Literacy Study draws upon the theories of Street (1995, 2003) and Gee
(1991, 2000), which emphasize socio-cultural literacy and are influenced by Vygotsky’s
principles of social constructivism. The NLS has recognized that reading practices encompass
multiple dimensions. The perception of reading has evolved beyond being solely a psychological
activity in which individuals, possessing decoding abilities and requisite background knowledge
for making inferences, arrive at the 'correct' interpretation of a text. Rather, the New Literacy
Studies emphasizes on “what literacy events and practices mean to users in different cultural and

social contexts” (Street, 2003).

2.4.6.3 Engaged Reading

Engaged reading is one element of current directions in reading development. Engaged reading
or reading engagement, the theme of this research, is also a recent direction in reading
improvement. Based on the Engagement Theory, Guthrie et al., (1996) and Guthrie and Wigfield
(2000) elucidate that engagement is the combination of motivations and strategies during literacy
accomplishments. Guthrie and Wigfield (2000, p.404) describe engagement as “the motivated
use of strategies to gain conceptual knowledge during reading”, intentionally or unintentionally.
Cipieliweski and Stanovich (1992) cited in Guthrie and Wigfield (2000) state that engaged
reading is highly associated to achievement in reading. Learners who read actively and
frequently develop their comprehension of a text consequently. It is also likely that students who
can understand a lot of texts prefer to read privately for their own pleasure. Guthrie and Wigfield

(2000) contend that engagement significantly improves reading comprehension capability, which
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will offset deficiencies in reading abilities stemming from several years of education and adverse
socio-economic conditions. They assert that high levels of the affective component of reading

lead to increased reading engagement.

In motivational literature, it is suggested that students may be driven by extrinsic factors, such as
external rewards, or by intrinsic factors, which pertain to the inherent value of the activity itself.
An engaged reader is characterized as one who reads purely for the pleasure of reading (intrinsic
motivation), rather than for grades or external rewards (extrinsic motivation) (Guthrie
&Wigfield, 2000). Research demonstrates that students who are actively engaged tend to
achieve higher academic success in relation to those who are less attentive. Engagement involves
directing attention and cognitive processes towards a specific task or activity. Note that the

concepts of engagement and reading engagement are discussed in detail under here.

To summarize, as presented so far, various theories of reading development have emerged at
different times. When one reads current literature and research, he/she is overwhelmed by the
proliferation of “new” theories of the reading process. The basic issue is that none of these
reading theories is best and complete by itself. Hence, this review is believed to provide some
insight in to each type of theory and to give a chance for teachers and students so that they can

make their own comparison among the theories.

2.5 The Concept of Engagement

Eventhough it is a recent phenomenon in the literature, “The construct of engagement is strongly
prominent in the educational and developmental psychology literatures” (Guthrie, et al., 2012,
p.2). There has been an increasing interest in student engagement; however, the
conceptualization of this construct has varied considerably over time (Appleton et al., 2008;
Fredricks et al., 2004; Fredricks & McCloskey, 2012). Researchers have employed a diverse
array of terminology to characterize engagement, such as student engagement, academic
engagement, school engagement, engagement in class, involvement in schoolwork, and

engagement in learning.

Engagement refers to a multi-dimensional concept including learners’ thoughts, feelings, and
behaviors (Fredricks et al., 2004). As defined by Guthrie et al. (2012), engagement is “the
involvement, participation, and commitment to a set of activities, often seen as a multi-
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dimensional construct made up of three dimensions that include behavioral, cognitive and
emotional or affective”. Besides, “Engagement is currently conceptualized and characterized as a
dynamic, malleable construct” (Shernoff, 2013, cited in Parsons et al., 2015, p.3). Consequently,
throughout a lesson, students do not simply maintain a state of engagement or disengagement;
rather, their level of engagement varies both during and across different lessons (Fredricks et al.,
2004). The aforesaid descriptions indicate that scholars do not have a consensus on the definition
of engagement as it represents a broad concept and multiaspects. Even so, Fredricks et al. (2004)
confirm that engagement plays a vital role in the success of school, for increased involvement in

learning activities is related to improved academic outcomes.

Learners who exhibit disengagement in their educational pursuits typically achieve lower grades
and test scores, have higher rates of absenteeism, and are more likely to drop out of school
compared to their engaged counterparts (Sbrocco, 2009). Student disengagement can have
various forms. Indicators of disengagement at the primary school level encompass a range of
behaviors, including a lack of attention, failure to complete school work, disruptive conduct,
withdrawal, underperformance, absenteeism, and refusal to attend school. The absence of learner
engagement at school has become a significant concern for both educators and policymakers.
Thus, enhancing student engagement in the classroom and at school can help avoid these
undesirable student outcomes, and student engagement should be given critical attention

especially at a classroom level.

2.6 Dimensions of Engagement

Similar to its definition, the issue of dimensions of engagement is a debatable concept among
scholars. Reschly and Christianson (2012) state that the study of engagement presents
complexities due to the lack of a unified definition and the varying number of dimensions
associated with it, such as models that propose two, three, or four subtypes. Additionally, there is
inconsistency in the identification of the subcomponents of engagement, which has led to diverse
conceptual interpretations. Hence, a two-dimensional model has been suggested by researchers,
encompassing both behavioral aspects (like participation, effort, and positive conduct) and
emotional components (including interest, belonging, perceived value, and positive feelings)
(Finn, 1989, cited in Jonas, 2012). Those researchers in favor of a two- dimensional model often

involve an affective and a behavioral domain. On the other hand, authors like Appleton et al.
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(2006); Reschly and Christensen (2006) have defined engagement as encompassing 4 domains:
academic, behavioral, cognitive, and psychological, the latter of which is subsequently termed
affective engagement. The conceptualization of engagement having the four dimensions is not

advocated and practiced by many scholars.

A three-factor model of engagement has been proposed by other researchers, encompassing
behavioral, emotional (or motivational), and a cognitive aspect, which includes self-regulation,
investment in learning, and the use of strategies (e.g. Fredricks et al., 2004; Wigfield et al.,
2008; Guthrie et al., 2012 ). These recent definitions proposed by scholars introduce a tripartite
framework that incorporates a cognitive aspect alongside the motivational and behavioral
aspects. Thus, Guthrie et al. (2012) and Reschly and Christenson (2012) argue that despite the
existing diversity, student engagement is best understood as a multidimentional construct having
three major kinds of engagement. Most of the echoing scholars on engagement are also in favor
of this dimension. Due to their popularity and acceptance, Parson et al. (2014) denote these

aspects as the ABCs of student engagement.

This tripartite conceptualization is used for the current study because an engagement domain
with four dimensions seems to be more scrambled and is too broad. And the two factor domain is
less inclusive of the different components of engagement. Thus, the current researcher believes
that the three dimensional model of engagement would be more comprehensive for this research.
The section below provides a detailed discussion of each of the three dimensions of engagement.
Note that in all the explanations of [academic] engagement, it is understood that reading
engagement is consistently considered in the three dimensions. Below is a discussion of each

aspect of engagement in detail.

2.6.1 Cognitive Engagement

Cognitive engagement encompasses the persistence and application of metacognitive and self-
regulatory strategies (Parsons et al., 2014). Likewise, cognitive engagement means willingness to
invest the necessary mental energy to understand complex concepts and tackle demanding tasks
across various areas (Guthrie et al., 2012). For Fredricks and Mc Colskey (2012) and Anderson
(2015), cognitive engagement refers to an investment in learning which involves being
thoughtful and strategic. It is considered as an investment in learning, in which learners show

behavior that goes beyond the specified expectations and look for academic challenges. Thus, a
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cognitively engaged student shows an investment to one’s own education, exhibits a willingness
to proceed above and beyond, and is open to embracing challenges (Fredricks, et al., 2004). What
is more, cognitively engaged students are characterized as using reading techniques in order to
enhance reading comprehension. These strategies encompass comprehension monitoring,
recognizing the main idea, generating questions, summarizing content, identifying themes,

making inferences, employing fix-it strategies, and previewing the text (Anderson, 2015).

Metacognitive strategies in reading involve learners’ planning, monitoring as well as evaluating
their learning (Pintrich & De Groot, 1990, cited in Anderson, 2015). Applying strategies like
these to get a deeper understanding of text is one indicator of high cognitive engagement
(Fredricks et al., 2004). Cognitive engagement stresses that efficient readers consciously make
choices within a context and select strategies for understanding text content. Active cognitive
engagement can be defined as encompassing metacognitive and self-regulatory strategies. In this
context, students are considered cognitively engaged when they are capable of managing their
attention and effort, connect new concepts to prior knowledge, and monitor their understanding.
Students who dedicate themselves to their education tend to achieve higher grades and test
scores, and they are also less likely to exhibit disruptive behavior, skip classes, or withdraw from
school (Klem & Connell, 2004, cited in Sbrocco, 2009). Hence, it is clear that reading
engagement 1s associated to reading achievement, and learners who are cognitively engaged use
reading strategies effectively and achieve high scores in reading. Refer to 2.8.2.1 for specific
understanding of reading strategies. In sum, cognitive engagement is the central component of
engagement, and it contributes in some part for the development of engagement. Thus, it is worth

considering cognitive aspect of engagement in reading engagement research.
2.6.2 Motivational Engagement

Motivational engagement is also an integral component of engagement. This section describes
the general motivational engagement while reading motivation is specifically discussed in
2.8.2.2. Motivational engagement also known as emotional or affective engagement pertains to a
range of actions and emotions associated to learners’ classroom and school (Skinner & Belmont,
1993; Sbrocco, 2009). It involves positive as well as negative emotional responses (e.g., interest,
boredom, confidence, anxiety, and frustration) to both activities and the individuals with whom
someone does the activities. According to Finn (1989), students exhibit greater emotional
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engagement when they experience a strong sense of identification with their school, as well as
feelings of belonging, significance, and being valued. In contrast, several actions indicate a lack
of engagement including boredom, sadness and anxiety (Skinner & Belmont, 1993, cited in

Sbrocco, 2009).

Motivation generally is seen as a desire that drives someone to make a decision if or not to
participate in a specific task. Particularly, reading motivation impacts reading amount and
breadth, success and engagement (Guthrie & Wigfield, 2000). Reading motivation is the
possibility by which a student engages in reading or chooses to read (Gambrell, 2011) depending
on the learners’ values, beliefs, needs and goals (Guthrie & Wig field, 1997). Further, reading
motivation is defined as encompassing a several reasons as to why a learner may or may not
engage in reading (Klauda, 2009). Guthrie and Wigfield (2000) assert that reading motivation
not only accounts for the differences in reading frequency among children but also influences the

development of a child's strategic skills, enabling them to actively engage in reading activities.

They note that if children lack motivation, they may struggle to employ cognitive strategies, like
utilizing prior knowledge, self-monitoring, and seeking information, which can lead to a
decreased likelihood of reading. Accordingly, motivational elements, including self-efficacy,
curiosity, and challenge play a crucial role in fostering reading engagement. As students’
motivation to read increases, their desire to devote much time reading increases. Authors like
Wigfield and Guthrie (1997) disclosed that motivation has predicted the extent and breadth of
students’ reading. While the above explanation is about motivational engagement in general,

section 2.8.2.2 specifically discusses reading motivation.

2.6.3 Behavioral Engagement

The third aspect of engagement, behavioral engagement means direct involvement in a collection
of activities and involves positive conduct, effort and persistence, and participation in
extracurricular activities (Fredericks et al. 2004; Guthrie et al., 2012). Similarly, Sbrocco (2009)
posits that behavioral engagement can be characterized by positive student behavior, which
includes adhering to classroom regulations and exhibiting actions that do not disrupt the learning
atmosphere. For this research, behavioral [reading] engagement is conceptualized as a reading

activity that is mainly concerned with students’ reading habits which can be categorized in to two
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subtypes: reading experiences and reading habits. Reading experiences means the children’s
early impacts on reading attitudes and development whereas reading habits represent the reader’s
current routine practices with respect to text choice and reading frequency (Stocks, 2011, cited in
Boakye, 2012). Past experience with reading is included as part of reading behavior because
one’s current reading habit is the result of past reading practice. Hence, behavioral engagement
mainly focuses on students’ reading habits, specifically the types of texts (academic or non-
academic) the students regularly choose to read, and their frequency of reading the texts. Habits
take time to establish themselves in our life. They come slowly at first. If one does not break
habits, they eventually turn into necessities (Aksaclioglu, 2005). “The habit of reading is the act
of reading being carried out throughout life in a constant, regular and critical manner as a result
of it being perceived by the individual as a need and source of pleasure” (Yilmaz, 1993, cited in

Erdem, 2014, p.2).

Acheaw and Larsen (2014) observe that reading habits are well-planned, intentionally structured
and represent a deliberate approach to studying, which has resulted in a consistent effort by
students to understand various subjects and succeed in their examinations. Behavioral
engagement is a significant predictor to positive achievements like reading comprehension, as
behaviorally engaged students are better motivated to read, apply more effort into the reading
work, and understand how to make meaning from text (Fredricks & Mc Colskey, 2012). Besides,
students with high behavioral engagement are effortful and persistent, and actively involved in
their learning tasks (Guthrie et al., 2012). Engaged learners also demonstrate behavioral
involvement in their learning and positive emotional tone; they persist in the face of challenge
(Connell & Wellborn, 1991). Guthrie et al. (2012) contend that the amount and frequency which
students read has to be related to their reading achievement. In line with these indications, it can
be concluded that behavioral engagement is associated with and influences students’ reading

achievement.

In summary, regardless of the controversies on its conceptualizations and domains, a large body
of literature confirms that engagement is multi-faceted, and the three dimensions of engagement
discussed above are generally advocated by many of the echoing researchers in the field. The
three aspects in integration make up effective engagement in learning. To this end, this research
employed the three engagement aspects (strategy, motivation, and behavior) consistently

throughout the research process.
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2.7 Reading Engagement
2.7.1. Defining Reading Engagement

Reading engagement is specifically defined and conceptualized under this section. Reading
engagement or engaged reading is a recent direction in reading development. Scholars define
reading engagement in various ways, and there is no consensus on its definition in the literature.
Guthrie et al. (1996) emphasize that engaged reading is characterized by strategic and conceptual
elements, in addition to being motivated and intentional. Besides, Whitaker (2009) explains that
reading engagement represents the ultimate goal of all reading instruction. Guthrie and Wigfield
(2000) describe engaged readers as motivated to read for many personal goals, strategic in
applying various approaches to understand, knowledgeable in their construction of new meaning

from reading text, and socially cooperative in their approach to literacy.

Brozo (2007) explains that PISA (Program for International Student Assessment) regards reading
engagement as the time that students report reading a variety of texts for enjoyment and their
interest in and attitudes toward the process of reading. In addition, Guthrie and Anderson (1999)
define reading engagement as “the joint functioning of motivation, conceptual knowledge,
strategies, and social interactions during literacy activities.” This definition offers a fourfold
view of reading engagement where in each of the four elements was found, to some extent, to

account for domains of reading engagement.

Most of the above definitions indicate that reading engagement is a multi- dimensional construct.
Consistent with the perspective of reading engagement, Guthrie and Anderson (1999); Guthrie
and Wigfield (2000) found that students with high reading engagement levels are motivated to
read, use strategies when reading, use reading as a way to construct meaning from texts, and
participate in social interactions concerning reading. The four elements of reading engagement

along with another aspect, reading behavior, are further discussed in the next section.

2.7.2 Components of Reading Engagement

Guthrie et al. (2012) describe five aspects of reading engagement: motivation, reading strategy,
reading behavior, conceptual understanding from texts, and social interactions. Meanwhile,

Guthrie and Wigfield (2000) classify the components of reading engagement in to four: reading
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motivation, reading strategy, constructing meaning from texts and social relations. In the next
section, all the five domains of reading engagement are discussed. Finally, two of the
components, constructing meaning from texts and social relations are grouped in to cognitive and
motivational domains respectively. Then, the three widely accepted aspects, cognitive,

motivational and behavioral engagement are the emphasis of the present study.

2.7.2.1 Reading Strategy

The first domain of reading engagement is reading strategy, which represents cognitive
engagement. Oxford (1990) and Tercanlioglu (2004) describe reading strategies as specific
actions, behaviors, steps or techniques which students apply to increase their progress in
understanding, internalizing and using a foreign language. Besides, Qanwal and Karim (2014)
describe comprehension strategies as conscious plans, specific sequences of actions that
proficient readers utilize to understand the idea of a text. In addition, Abbott (2006) delineates
reading strategies as the cognitive processes or comprehension techniques that readers select and
employ to understand the material they are engaging with. As noted by O’Malley and Chamot
(1990), second language (SL) reading strategies are either conscious or unconscious methods,
procedures, techniques, or behaviors that readers employ to solve challenges related to their

understanding and interpretation.

The results of earlier research have led to a widely accepted notion that proficient readers
employ comprehension strategies to aid in the development of meaning. These readers gain
advantages from various strategies that assist them in the processes of acquiring, storing, and
retrieving information. Employing these strategies facilitates a more efficient and precise
approach to achieving the target (Tercanlioglu, 2004). Studies that have been conducted on
ELLs’ strategic knowledge (metacognition) have commonly disclosed that English language
learners who are good readers use many comprehension strategies while reading. Also, strategic
ELLs as readers are able to “transfer” comprehension strategies from reading in one language to
another. Furthermore, struggling ELL readers can learn to use comprehension techniques with
focused instruction (Cho et al., 2010; Protacio, 2013; Sheorey & Mokhtari, 2002). Research has
also established that the successful comprehension of language learners does not happen
spontaneously. “It depends mostly on the conscious reading strategy use. A successful learner is
aware of his/her strategy use and why s/he uses strategies. They make use of strategies more
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frequently than less successful readers do. Moreover, they coordinate and shift those strategies

when necessary” (Yekselir, 2014, p.1).

Reading strategies are categorized in various ways. In the literature, as one of the taxonomies,
two principal categories are mentioned: cognitive strategies and metacognitive strategies.
Cognitive strategies refer to “mental steps or operations that learners use to process both
linguistic and sociolinguistic content” (Wenden & Rubin, 1987). Cognitive strategies enhance
the reader’s creation of meaning from a text. Sani (2012) explains that researches in both first
and second language reading normally suggest a binary classification of cognitive strategies as
bottom-up strategies and top-down strategies. Aebersold and Field (1997) describe that readers
normally begin by employing bottom-up strategies, which involve processing information at the
sentence level. In other words, they concentrate on understanding the meaning and grammatical
structure of individual words, the syntax of sentences, and specific details within the text. Sani
(2012) notes that learners, as they engage with the information presented in each sentence, they
evaluate how this information aligns with their understanding. They employ top-down strategies
such as utilizing prior knowledge, making predictions, grasping the gist of the text, and
skimming. Besides, the cognitive techniques used in reading involve guessing from context,

analyzing, skimming, taking notes, and summarizing (Oxford, 2001).

The second category, metacognitive strategies, serves to regulate and manage cognitive
strategies. These strategies assess the efficacy of the reading tasks performed. Oxford (2001)
emphasizes that the metacognitive strategies employed in reading encompass monitoring,
evaluating, planning, and organizing. Cognitive and metacognitive strategies are usually applied

in combination, supporting each other (O'Malley & Chamot, 1990).

Regardless of the contradictions existing across categorizations in relation to reading strategies,
recently, the most frequently stated and accepted strategies in the literature seem to fall under
the categories of cognitive (problem solving), metacognitive (global) and support strategies
(Mokhtari & Reichards; 2002; Sheorey & Mokhtari, 2001). Besides, Mokhtari and Reichards
(2002) support this categorization and have developed a survey of reading strategies (SORS)
based on it. This grouping was adapted for the present study to consider the cognitive reading

engagement. Each of the three types of strategies is discussed under here.
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2.7.2.1.1 Global Reading Strategies

“Global reading strategies are those which are purposeful, intently planned techniques by which
learners are taught how to inform or manage their reading. They refer to pre reading activities
such as having a purpose in mind before reading and thinking about what one already knows
about the material before reading” (Rastakhiz & Safari, 2014, p.2). As defined by Sheorey and
Mokhtari (2001), global reading strategies as deliberately and cautiously planned procedures
used by students to guide their reading. These include, “I decide what to read closely and what to
ignore;” “I think about what I know to help me understand what I read,” and “I have a purpose in
mind when I read” (Reichards & Mokhtari, 2002, p.5). Global strategies can be regarded as
generalized, deliberate reading techniques designed to prepare individuals for the reading task at

hand, such as formulating predictions.
2.7.2.1.2 Problem Solving Reading Strategies

Problem-solving strategies are oriented around strategies for tackling problems when text
becomes challenging to read. Example strategies include, “When the text becomes difficult, I
reread to increase my understanding;” and “I adjust my reading speed according to what I read”
(Reichard & Mokhtari, 2002, p.5). These strategies provide learners with action plans which help
them to route through the text proficiently. They are localized, focused, problem-solving or
repair strategies employed as challenges encounter in comprehending textual facts (e.g.,
checking one’s comprehension on encountering contradictory information or rereading for
enhanced understanding) (Reichard & Mokhtari, 2002). These strategies seem to be used when

the actual reading task takes place.
2.7.2.1.3 Support Reading Strategies

According to Reichard and Mokhtari (2002), support strategies primarily entail use of outside
reference materials, taking notes, and other practical or functional strategies that can be
explained as functional or support strategies. Few examples include, “I take notes while
reading;” “I underline or circle information in the text to help me remember it;” and “I
summarize what I read to reflect important information in the text.” Such types of strategies
serve a useful function for some of the students who seem to invoke them as needed. They

provide the support mechanisms aimed at sustaining responses to reading. An example could be
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use of reference materials like dictionaries and other support systems. The survey of reading
strategies (SORS) used in this study to gather the cognitive part of quantitative data was

designed in accordance with the three types of reading strategies discussed so far.

Overall, reading strategies are essential reading techniques or skills that could enhance students’
reading comprehension and reading engagement. In order for reading engagement to facilitate
learners’ reading comprehension, reading strategies should play a vital role. Without a sound

knowledge and use of reading strategies, it would be difficult to comprehend a text effectively.
2.7.2.2 Reading Motivation

Previously, motivational engagement has been generally discussed; here, reading motivation is
specifically presented in detail. The second integral component of reading engagement is reading
motivation, which is referred to as “the values, beliefs, and behaviors surrounding reading”
(Guthrie et al., 2012, p.603). Motivation is what drives students to want to read. Guthrie and
Wigfield (2000) define reading motivation as the individual’s personal goals, values, and beliefs
concerning the topics, processes, and outcomes of reading. When we talk about students’ likes,
interests, values, goals and reasons to read, we talk about their motivation to read (Guthrie &
Wigfield, 2000). Also, “reading motivation refers to students’ interests, desire to learn,
commitment towards reading, effortful reading, as well as pleasure and enjoyment of reading”
(Taboada & Mc Elvany, 2009, p.1). As Cambria and Guthrie (2010) contend, neglecting
motivation in the context of reading may lead us to overlook a crucial aspect of the process, as
reading encompasses two fundamental components. The first component consists of skills,
which encompass phonemic awareness, phonics, word recognition, vocabulary, and basic
comprehension. The second component pertains to the desire to read. An effective reader

possesses both the necessary skills and the intrinsic motivation to engage with texts.

Wigfield and Guthrie (1997) contend that learners are thought to be motivated extrinsically
which is reading for an external reward or intrinsically that is for the sake or value of doing
something and that an engaged reader is one who reads for the sake of reading and not for a
grade or for other external rewards. They argue that reading motivation does not only explain
why some children read more than others but also how the children utilize the strategic skills

which allow him or her to engage in the reading. This means when students are motivated to
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read, their ability to use reading strategies increases. As Wigfield and Guthrie (1997) assert,
without motivation children will less likely use metacognitive strategies such as using prior
knowledge, searching for information, self-monitoring, and are less likely to read. Thus,
motivational variables like self-efficacy, curiosity, involvement, challenge and recognition are

greatly influential in reading engagement.

Motivation is seen as a pre-requisite of and a necessary element for student engagement in
learning. Without considering this integral component, the study of reading engagement would
be incomplete. Hence, for this study, specific aspects representing reading motivation i.e. self-
efficacy, intrinsic motivation (comprising curiosity, involvement and challenge), extrinsic
motivation (consisting of competition and recognition), social motivation and reading avoidance

are included. Each of the motivation aspects is discussed in detail as follows.

2.8.2.2.1 Self-Efficacy

Self-efficacy is a belief that one can be successful (Matsela, Wigfield & McCann, 1996). As
Guthrie and Wigfield (2000, p.408) present Bandura’s definition of self-efficacy, it is “people’s
judgments of their capabilities to organize and execute courses of action required to obtaining
designated types of performances”. Self-efficacy pertains to beliefs about an individual’s
capabilities to learn or execute behaviors at identified levels (Schunk, 2003, cited in Guthrie et
al., 2009). Self-efficacy for reading has been characterized as students’ perceptions of
competence in reading, which refer to beliefs regarding ability and skill in reading tasks
(Chapman & Tunmer, 1995, cited in Guthrie et al., 2009). Efficacious students participate more
readily, work harder, persevere longer in the face of difficulties, and achieve high. Thus,
efficacious readers believe they are capable of performing reading activities and are willing to
attempt more challenging texts. However, students with high efficacy may not perform well on

tasks if their actual abilities do not match their perceptions and abilities (Guthrie et al., 2009).

2.8.2.2.2 Intrinsic Motivation

Intrinsic motivation is defined as “the doing of an activity for its inherent satisfactions rather
than for some separable consequence. When intrinsically motivated a person is moved to act for
the fun or challenge entailed rather than because of external prods, pressures, or rewards” (Ryan

& Deci, 2000, p.56). Furthermore, intrinsic motivation for reading can be described as the
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enjoyment of reading events for their own sake (Ryan & Deci, 2000). Intrinsically motivated
reading consists of text interaction for enjoyment, to satisfy curiosity, and to gain the rewards of
vicarious adventure or gaining new knowledge that may be challenging (Guthrie et al, 2009). It
has been correlated to reading achievement on standardized tests by several researchers for
elementary school students (Gottfried, 1990; Baker & Wigfield, 1999) and middle school
students (e.g. Unrau & Schlackman, 2006; Guthrie et al., 2009). Intrinsic motivation has several

aspects which are the focus of this study. Each aspect of intrinsic motivation is discussed below.

Reading Curiosity: Reading curiosity refers to the desire about a particular topic of interest to
the student. Wigfield and Guthrie (1997) clarify that curiosity is the desire to learn about one’s
world through reading. Learning through curiosity can also take place through discussing and
viewing, two components of visual thinking strategies. Besides, curiosity is an aspect of intrinsic
motivation that has great potential to enhance student learning (Graham &Helen, 2011).
Kashdan (2009) as cited in Gurning and Siregar (2017) identified some characteristics of
students with high curiosity of learning; they are: 1) always interested in new things and
processing an open and receptive attitude toward whatever is the target of attention, 2) will
devote more attention to an activity, remember information better and are more lovely to persist
on talks until goals are met, 3) will have the ability to effectively cope with or make sense of the
novelty, ambiguity and uncertainty being confused during explorations. Reading curiosity
contributes 4 items with in the motivations for reading questionnaire (MRQ), which is used as a

tool measure students’ reading motivation.

Reading Involvement: Reading involvement is the enjoyment of experiencing different kinds of
literary or informational texts. Wigfield, Guthrie and Mc Gough (1996) refer to this term as
reading topics aesthetically enjoyed. The notion of involvement in reading refers to the pleasure
gained from a well-written book or article on a topic one finds interesting (Guthrie &Wigfield,
1997, p.3). Aesthetic involvement is the goal of experiencing beauty through language or art.

Reading involvement has 5 items with in the motivations for reading questionnaire (MRQ).

Reading challenge: Reading challenge means satisfaction of mastering or assimilating complex
ideas in text (Guthrie et al., 1996). Reading challenge is also defined as satisfaction gained from
reading difficult books (Wigfield &Tonks, 2004). 5 items represent reading challenge in the
reading engagement questionnaire (MRQ). In the current study, these 3 aspects are parts of
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intrinsic motivation, which contributes to reading engagement, in turn influencing students’

reading achievement.
2.7.2.2.3 Extrinsic Motivation

“Extrinsic motivation is an aspect of motivation which refers to doing something because it leads
to a separable outcome” (Ryan & Deci, 2000, p.55). As per Wigfield, Guthrie and Mc Gough
(1996) extrinsic motivation refers to being motivated to obtain something (like a reward or good
grade) for doing an activity; thus, the motivation is not for the activity itself, but for what the
activity will bring the individual. It contrasts with intrinsic motivation, which refers to doing an
activity simply for the enjoyment of the activity itself, rather than its instrumental value.
Extrinsic motivation and performance goals aspects include competition in reading, recognition

for grades and reading for grades. Let us see each of them in detail under here.

Reading Competition: Reading competition is related to the desire to outperform others in
reading (Wigfield & Guthrie, 1997). Likewise, as Parault and Williams (2009, p.3) note,

“reading competition is reading out of the desire to overtake other students in reading activities.”

Recognition for reading: Recognition for reading refers to the gratification in getting a tangible
form of success in reading (Wigfield & Guthrie, 1997). The recognition may be found mainly

from a teacher in the classroom and from friends and parents.

Reading for Grades: Reading for grades represents the aspiration to be evaluated positively by
the teacher. As children usually read in school where they are evaluated and compared with
others, competition, recognition, and grades may figure prominently in their motivation for
reading (Wigfield & Guthrie, 1997). For this study, the two prominent aspects, recognition and
competition were selected for it is believed that they directly or indirectly include and replace
reading for grades. Findings suggest that although extrinsic motivation is positively associated
with reading grades, it is less likely to positively influence reading comprehension (Baker &
Wigtield, 1999). Extrinsic motivation totally contributes 10 items in the reading engagement

questionnaire.
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2.7.2.2.4 Social Aspects of Motivation

The fourth aspect of reading motivation is social reasons for reading, “the process of sharing
meanings gained from reading with friends and family; the other is compliance, reading because
of an external goal or requirement. These aspects are based on the work on social goals in the
motivation literature” (Wintzel, 1996, cited in Wigfield & Guthrie, 1997). Mc Rae and Guthrie
(2009) also elucidate that sharing reading is a social experience, whether students are reading in
unison, discussing a novel, or working together to decode and define a new word. Among the
aspects of school that youngsters enjoy is spending time with friends. Mc Rae and Guthrie
further explain that when given the opportunity to interact with friend during class time, students
will approach the given activity with more enthusiasm. These descriptions indicate that students’
social interaction in pairs or in groups around reading is vital component in the motivations for
reading as well as in their reading engagement. Social aspects of motivation contain 5 of the

questions in the Reading Engagement Questionnaire (RMQ).

2.7.2.2.5 Reading Work Avoidance

The last aspect of motivation, reading avoidance, concerns “what students say they do not like
about reading ...” (Guthrie & Wigfield, 1997, p.3). Besides, Baker and Wigfield, (1999) point
out that work avoidance is the desire to avoid reading tasks; when students lack a sense of
efficacy, they want to avoid challenging reading activities. In line with this, “Work avoidance is
associated to students’ dislike of aspects of the reading task and avoidance of the task. Avoidance
of reading leads to fewer opportunities to increase reading skill” (Parault & Williams, 2009, p.3).
This indicates an increased potential for a cycle of failure and avoidance in children learning to
read. Reading avoidance contributes 4 items in the reading engagement questionnaire (MRQ). In
summary, reading motivation contains the preceding five major aspects. Students’ motivation is

positively associated to their reading achievement and predicts their reading outcome.

2.7.2.3 Constructing Meaning from Texts (Conceptual knowledge)

Another factor of reading engagement is constructing meaning from texts or conceptual
knowledge. Engaged readers know that the purpose of reading is to acquire knowledge and
construct meaning from reading texts (RAND Reading Study Group, 2002). Baker et al. (2000)
explain how reading engagement is associated to the acquisition of knowledge this way:
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The heart of engagement is the desire to gain new knowledge of a topic, to
follow the excitement of a narrative and to expand one’s experience through
print. Engaged readers can find books of personal significance and make time
for reading them. The investment of time is rewarded by the experience of

immersion in the text itself.

The authors also point out that engaged readers use knowledge extracted from prior experiences
to make new ideas, and they apply cognitive strategies to monitor comprehension so that goals
are achieved and interests are satisfied. Almasi et al. (1996) explain that engaged readers search
for conceptual understanding. It is an essential issue to look at as it concerns how students
construct meanings from reading texts and whatthey learn from reading. This factor is not taken
as construct by its own right. The researcher believes that this concept is mainly the extension of

cognitive engagement, and the construct is treated under cognitive engagement.
2.7.2.4 Social Interactions

The fifth component in reading engagement is social interactions which is not used as a separate
construct in the study. Significant research has advocated the notion that social interactions
contribute considerably to learners’ reading engagement levels. Research on learners’ reading
motivation indicated that students are more likely to be engaged in reading when they are able
participate in social interactions around reading instead of considering reading as an isolated and
solitary activity (Guthrie & Wigfield, 2000; Protacio, 2013). Guthrie et al. (2012, p.603) state
that “Social interactions include collaborative practices in a community and the social goals of
helping other students or cooperating with a teacher. These in turn influence students’ reading

achievement, knowledge gained from reading, and the kinds of practices in which they engage.”

Students can assume responsibility for their learning by actively participating in social
interactions within the classroom, thereby taking on the roles of readers, writers, speakers,
listeners, and thinkers (Vacca et al., 2011, cited in Hurst et al., 2013). These authors perceive
social interaction as a significant dialogue among learners. Learners who engage socially are
considered to be actively involved in their learning practice. Learners socially interactive are
engaged learners. Routman (2005), cited in Hurst (2013, p.376) contends that “Students learn

more when they are able to talk to one another and be actively involved.” These evidences
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suggest that social interaction as a reading engagement element in classrooms is vital to enhance
reading comprehension. This research does not study social interaction separately; it is

incorporated in the motivational domain of reading engagement.
2.7.2.5 Reading Behavior

Reading behaviors or reading habits represent behavioral engagement. Reading behavior
encompasses both academic and nonacademic activities within the school environment, and
studies indicate that it significantly impacts reading achievement (Achew & Larsen, 2014). In
this study, behavioral engagement or reading behavior mainly focuses on students’ reading
habits, specifically, the types of texts they read i.e. academic or non-academic, and the frequency
with which they read the texts. Boakye (2012) emphasizes that reading habits encompass both
reading experience, which relates to one's past engagement with reading since childhood, and

reading habits, which refer to the present behaviors or practices associated with reading.

Research indicates that cultivating positive reading habits enhances students' reading skills. As
stated by Boakye (2012), a favorable prior experience with reading can cultivate a love for
reading, which in turn encourages regular and engaged reading practices. This progression
ultimately contributes to the enhancement of reading proficiency, academic literacy, and,
subsequently, academic success. In contrast, a negative reading experience hinders the
cultivation of a passion for reading, resulting in a perception of reading as a chore that is seldom
pursued. This, in turn, contributes to diminished reading proficiency, which adversely affects
academic literacy and ultimately leads to weak academic performance. In addition, “reading
longer, complex texts during time off from school contributes to the cognitive and emotional
development of students, and thus their achievement of educational progress” (Sazacka &

Bulkowski, 2017, p.78).

To sum up, the aforementioned concepts are the subcomponents of reading engagement. They
are condensed in to 3 main domains (cognitive, motivational and behavioral). Guthrie and
Anderson (1999) have described the complex interconnection among the four reading

engagement components (in their own perspective) under here.

When students are intrinsically motivated, they learn to use cognitive strategies for

reading. These reading strategies such as recognizing words, comprehending,
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predicting, summarizing and self-monitoring, when properly deployed and fully
executed, lead to conceptual understanding. Social interaction patterns in the
classroom can amplify or constrict students' intrinsic motivations, their use of
self-regulated strategies, and their attainment of deep conceptual knowledge. As
students gain conceptual knowledge [make meaning from texts], their sense of

self-efficacy grows and their motivations for reading increase (p.20).

Hence, it could be deduced that reading engagement is a multifaceted construct which is the
interaction of various domains like cognition, motivation, behavior and social relations. In this
study, reading engagement is mainly understood in terms of the 3 main dimensions (cognitive,
motivational and behavioral), each of which has its own contribution to the role reading

engagement plays on reading achievement.

2.8 Reading Engagement Strategies

Researchers propose various reading engagement strategies that can help foster learners’
engagement when they read different texts. Cox and Guthrie (2001) confirm the significance of
making a learning situation which can enhance and sustain higher reading engagement levels.

They suggest that this could be practical via:

(1) Finding knowledge goal and announcing it;

(2) Providing a brief real-world experience associated to the learning goal;

(3) Making commercial books and multiple resources accessible;

(4) Allowing learners certain choice on the subtopics and texts for learning;

(5) Training cognitive strategies that enable learners to succeed in reading the texts;

(6) Guaranteeing social cooperation for education;

(7) Aligning student work evaluation with the situation (e.g., assigning grades based on

students' advancement toward the learning and knowledge objectives).

The process of engaging learners in a learning activity is a difficult task. Such types of reading
engagement strategies are particularly applied in the classroom, and they need the initiative of
the school and the language teacher to be functional and to enhance better reading engagement.
Besides, Gambrell (2011) describes 7 important research-based principles of engagement for

supporting and nurturing reading motivation. She refers motivated readers as engaged readers.
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Many of these rules seem to be the modifications of Cox and Guthrie’s (2001) engagement
strategies. She proposes that students get motivated for reading, for example, if the reading tasks
and activities are significant to their lives, and when the students get enough access to a broad
range of reading materials. Engaging students in various reading tasks is a demanding task. Even
so, for a classroom language teacher, it is important to think on ways of maximizing and
sustaining students’ reading engagement. Teaching materials can also be prepared in a manner

that they can engage students in various reading activities.

2.9 Reasons Influencing Students’ Reading Engagement

Many reasons are believed to influence EFL students’ reading engagement when they are
engaged in reading different English texts. Researchers argue that students’ reading engagement
decreases as their grade level increases. In line with this idea, Fredricks and McCloskey (2012)
contend that when learners transfer from elementary to middle school, their level of
disengagement increases. As stated by Guthrie and Klauda (2012) and Guthrie and Davis (2003),
the deterioration in the reading engagement of middle school learners can be accounted for a few
key problems. These students are believed to read more difficult texts because of the more
complex and abstract theme come across in their classes. In addition, learners mostly read
textbooks in their content area classes, and they have inadequate access to various and
entertaining materials to read. Students who read for pleasure should find time to read their
books of interest in their own time as they possibly do not come across books that interest them

in their content area classrooms (Alverman, 2005; Protacio, 2013).

Tonks et al. (2018) note that learners engage or disengage in reading for many factors; learners
would enjoy the process of reading or believe that reading is a valued way to learn information.
The authors explain that however, learners who disengage from reading task may not lack the
capacity to read but resist reading due to lack of motivation. This disengagement eventually will
have negative effects on their reading achievement. This description clearly indicates that
regardless of the students’ reading ability, their motivation to read affects their reading

engagement, which in turn influences their reading achievement.

Other researchers claim that various reasons involving classroom setting, socioeconomic rank,

and teacher training play a substantial role in the lower rates of literacy and achievement usually
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practiced by at-risk learners (Snow et al, 2008). “Certain personal characteristics, such as race,
social class, or sex, seem to relate with students’ engagement in school. Furthermore, moments
of school transition, the type of goal orientation adopted in learning and future orientation, self-
efficacy, self-concept, subjective well-being and life satisfaction add on this pool of variables”
(Veiga et al.,2012, p.3). Similarly, Dolivan (2011) contends that individualities of L2 learning
like cognitive and social features, personal learner differences, motivation affective issues,
learning styles, and learning strategies have influence on students’ reading engagement. Guthrie
(1996) points out that “reading[engagement] is facilitated or inhibited by the things that students
bring to the reading of the text: self- esteem and self-concept, prior knowledge and interests
related to the content of the text, motivation to learn, the ability to plan and think critically, and
knowledge from previous interactions with the teacher and fellow students”. It seems clear that
these variables in turn affect the students’ reading engagement because facilitating reading means

engaging in reading.

As Kutay (2014) confirms, the accessibility of materials for reading at home ( both books and
newspapers as well as magazines) may influence children’s and adolescents’ reading practices.
Opportunities to access a variety of technological resources, such as a computer, television, or
the Internet at home may also have an impact on reading habits and attitudes. Therefore, a
parent's approach to perceiving, discussing, purchasing, and keeping books can significantly

influence the values and attitudes of their children.

The role of teachers in fostering reading engagement and class participation is not likely to exert
a singular, unidirectional influence on learners' engagement and academic success. Instead, the
association is reciprocal. Educators who cultivate a supportive social atmosphere within the
classroom enhance students' engagement through various forms of participation, attentiveness,
and cognitive investment in their learning (Wentzel, 1996). Simultaneously, “students who enter
a classroom with a high level of engagement in learning and reading elicit from teachers a
supportive environment for engaged classroom activities” (Guthrie et al., 2012, p.24-25). What
is more, if learners are interested in the material they read, they read it more deeply, get richer

conceptual knowledge, and engage more entirely with the text.

Associations between learners and their teachers and the situation in the classroom are positively
linked to levels of student engagement and academic competency. Moreover, significant and
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challenging learning environments are associated with both student engagement and a sense of
competence. When students are authentically involved in meaningful and high-quality tasks, the
probability of acquiring new knowledge and retaining what they have learned is enhanced

(Akey, 2006).

The aforementioned factors are believed to influence the Ethiopian secondary school students’
reading engagement in EFL reading classes. For example, reading passages presented in students’
grade 10 text books are written without considering students’ reading performance. Sualih and
Gebeyehu (2020) asserted that Grade 10 texts were found fully authentic and containing very
long sentences, difficult vocabularies, difficult syntax, complex structures and expressions
beyond student’s level. Moreover, majority of the contents and topics of the texts are not
appealing and relevant for student’s temporal needs, expectations and lives to make students
enjoy in reading. The current researcher has also observed the same experience for grade 9
students’ textbooks. Besides, the textbooks include reading texts which are unfamiliar to the

students’ culture, level and setting.

2.10 Reading Achievement

Reading achievement is conceptualized as the dependent variable of the present study. Reading
achievement refers to performance in reading and capability to utilize different reading skills
with fluency and comprehension (Matsumura et al., 2013, cited in Akhmettova et al, 2022). As
McClanahan, Ennis and Connell (2016) contend, children who struggle with reading frequently
will continue to suffer throughout their school lives as achievement in reading is a decisive
reason for academic success. In other words, unless measures are taken to enhance students’
reading comprehension achievement, they will suffer from low academic achievement. This is
because reading achievement is an essential factor which influences students’ overall academic

success at school.

Students’ reading achievement can be affected by various factors like the students’ strategy use,
motivation, reading habits and social interaction which are the elements of reading engagement.
There is a significant consensus that positive reading attitude definitely impacts reading results,
though the literature contends that as learners grow older and move to middle or high school,

their reading attitude declines ( McKenna et al., 2012) and could influence their achievement in
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reading (Woolley, 2011), hence extending a negative tendency. How successfully students
comprehend a given text is measured by reading achievement. In connection to this idea, an
achievement test gauges a person’s present level of competence in particular subject areas of
knowledge or skill. Achievement tests are usually given in school contexts and are intended to
reveal how effectively test takers have understood the content covered in class (Gay et al., 2010).
Reading, vocabulary, language, and math are just a few of the subjects that are commonly
covered in standardized achievement tests. The reading achievement test used for this study has
focused on reading skills and different comprehension sub skills like prediction, analyzing,
interpretation, evaluation and guessing. It also considered other language points or forms of

knowledge like vocabulary.

2.11 The Association between Reading Engagement and Reading Achievement

Parsons and Parsons (2014) describe that educators strive their best to plan engaging practices
for learners as engagement is clearly related to learner achievement. Also, as asserted by Skinner
and Pirtz (2012) engagement is “a robust predictor of student learning, grades, achievement, test
scores, retention and graduation” (p.21). Specifically, the relation between learners’ amount of
reading engagement and their achievement in reading was well recognized. As Guthrie (2008)
spells out, in the Programme for International Student Assessment (PISA) comparison, learners’
engaged reading has been the predictor of achievement on reading comprehension test in each
country tested. In addition, students with high reading achievement are often more engaged and
motivated readers (Guthrie, 2004; Whitaker, 2009). “Reading with comprehension involves
significant levels of engagement that include the active processing and construction of meaning
from text; thus, good comprehenders are able to create a coherent representation of what they
read” (Anderson, 2015, p.15). It is also theorized that the three (behavioral, cognitive,
motivational) aspects of engagement are found to be mediators between contexts or situations
(e.g. school instruction, peers, community and family), learners, and learning achievements (e.g.,

reading comprehension) (Reschly & Christenson, 2012).

Various aspects of reading engagement are both associated with and serve as predictors for
different measures of reading achievement. For instance, intrinsic reading motivation has been
shown to forecast reading comprehension by improving attention, persistence, and effort in the

reading process (Guthrie & Wigfield, 1999; Wang & Guthrie, 2004). Intrinsic motivation has
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also been a predictor of reading success on standardized tests (e.g., Guthrie et al., 2004; Taboada
et al., 2009). Moreover, reading self-efficacy, or a person’s judgment about one’s capacity to
accomplish well on reading (Wigfield et al., 2006), was associated with learners’ reading
comprehension on standardized and researcher-developed science comprehension assessments
(Guthrie et al.,2004; Guthrie et al.,1999) as well as with the breadth and amount of reading out
of school (Wigtfield & Guthrie,1997). It has been found that reading engagement supported
reading comprehension, the growth of conceptual knowledge, and usage of cognitive strategies
in English-native speakers for 3™, 4% and 5 graders (Wigfield, et al., 2008). The preceding
evidence clearly suggests that learners’ reading engagement is highly related to their reading

comprehension and reading achievement.
2.12 Empirical Research on Reading Engagement
2.12.1 Reading Engagement Studies on Different Focuses

Regardless of the pivotal contribution of reading engagement in fostering ELLs reading
achievement, a few studies have been carried out on this construct (Protacio, 2013; Taboada et
al., 2013; Guthrie, Wigfield & You, 2012; Lee,2017; Getaye, 2017; Mete, 2020). Besides, few of
these studies investigated reading engagement comprehensively, i.e., including the three major
dimensions: behavioral, cognitive and motivational via mixed methods design. The following

section discusses previous researches conducted on the construct of reading engagement.

Protacio (2013) carried out a qualitative case study examining the reading engagement of
English language learners. Middle school students from varied ethnic and linguistic experience
were included in this study. Focusing on the four reading engagement aspects (reading
motivation, reading strategy, conceptual understanding and social interaction), the study
explored whether all account for reading engagement, and if there are any additional elements
that have to be considered with ELLs’ engagement in reading. Relevant data were collected
through qualitative methods like semi- structured interviews, reading activity inventories, think
aloud protocols, classroom observation, comprehension assessments, and student artifacts. The
results revealed that the 4 domains of reading engagement are crucial to study and address with
ELLs reading engagement, and student identity was a crucial element of EFL learners’ reading

engagement. Besides, reading engagement is a situational construct, and thus, instructional
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practices should be given in classroom settings to enhance learners’ reading engagement. She
recommended that a case study should be conducted qualitatively on learners reading
engagement at secondary school setting. Although Protacio has included the four components of
reading engagement, and utilized various qualitative data collection tools, she did not consider
the general academic engagement dimensions i.e. cognitive, motivational and behavioral. She

did not also apply a mixed research design to conduct her study.

Taboada et al. (2013) also investigated the role English language students’ reading engagement
plays in their general as well as content specific reading comprehension on 5" and 6™ graders.
The researchers employed reading engagement as a criterion to determine if it served as a
mediator in the relation between English language learners’ (ELLs) language proficiency and
their general reading comprehension, as well as the connection between content-specific
academic vocabulary in science and reading comprehension within the science content area.
Involving 5" grade and 6 grade students as participants of the study, English language
proficiency test, science vocabulary test and Reading Engagement Index (REI) were utilized as
tools of data collection. For both grade levels, the engagement of English Language Learners
(ELLs) in reading served as a mediator in the association between their proficiency in the English
language and their overall comprehension, as well as in the connection between science
vocabulary and science comprehension. As the findings of the research indicated, reading
engagement serves as an explanatory mechanism between language ability and comprehension
among early adolescent ELLs. Nevertheless, the study didn’t look at the direct relationship
between learners’ reading engagement domains and reading comprehension. Furthermore, it
employed only quantitative data gathering tools, and it failed to study reading engagement with

different focuses like the students’ reading engagement kevels and factors affecting it.

In addition, Guthrie et al. (2012) have studied students’ reading engagement activities and the
influence of classroom instructional practices on their reading engagement and other academic
pursuits. Reviewing experimental and correlational studies, they have presented a conceptual
model of reading engagement connecting classroom practices directly and indirectly to learners’
reading motivation, behavioral engagement, and reading achievement. They constructed this
engagement framework to explain the interconnections among instruction, motivation,
behavioral engagement, and achievement. The fundamental premise of this model is that

behavioral engagement in reading serves as a mediator between classroom practices and reading
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outcomes, including knowledge acquisition and reading outcome. They focused on one reading
comprehension instructional program -Concept-Oriented Reading Instruction (CORI). This
program combines strategic instruction with effective teaching practices to enhance students'
reading motivation, specifically focusing on reading within content areas like science and social
studies (see fig. 2). In this study, the researchers have explicitly focused on the behavioral aspect
of engagement, and on its mediating (the indirect effect) on reading achievement. It is also based
on a review of previous quantitative studies; it did not include data from actual participants at a

classroom context.

Moreover, Coertze (2011) investigated how communicative tasks present in Google Documents
and blogs influence the engagement of ESL students with reading materials and assignments.
The study also analyzed the variations in the quantity and quality of language output produced
by students within these platforms. Six high intermediate ESL students representing diverse
linguistic backgrounds such as Arabic, French, and Japanese, took part in the study. The data
were gathered using semi- structured interviews, ethnographic field study, blogs and Google
documents. The engagement performance of the students in the traditional reading class,
emphasizing on the students’ engagement and participation manners as well as the language
output they generated were compared to the engagement and involvement behavior and the
language outcome students produced in the reading based tasks offered in the Computer
Mediated Communication (CMC) settings. The results indicated favorable outcome, particularly
for students with mid to high performance levels, regarding their engagement in tasks and
demonstrating a more equitable distribution of participation. Students operating within the CMC
environments exhibited enhanced engagement and participation behaviors, along with improved
language output. The current researcher observed that this qualitative study did not address the
features of reading engagement as its title promises. It seemed to focus on students’ hands on
participation, and engagement was considered only as students’ participation on observable
activities. Methodologically, an experimental research design should have been employed to

check communicative tasks on reading engagement.

Mete (2020) also conducted an experimental study examining the influence of the reading
engagement model on the reading comprehension abilities and engagement levels of sixth-grade
students. Employing a Pretest-Posttest Control Group design, the study included 62 students who

participated in both the control and experimental groups. Within the experimental group, 36
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class hours were dedicated to the implementation of the reading engagement model, during
which various reading comprehension strategies were instructed, including cooperative
discussion and questioning strategy, note-taking strategy, and the cloze technique. The activities
outlined in the course book were executed in the control group. To assess reading achievement at
both the beginning and end of the six-week implementation period, the Reading Comprehension
Achievement Test was administered. In addition, to evaluate the levels of reading engagement,
the reading engagement index was utilized for both pretests and posttests across the groups.
While the SPSS software was employed for the analysis of data, the experimental group
employing reading engagement model demonstrated a notable difference as compared to the
control group. These students revealed an increase in both their reading comprehension
achievements and levels of reading engagement. This study has employed quantitative tools to
collect data and it did not explore reading engagement using mixed methods and with various

focuses like the current study.

Furthermore, Lee (2017) has done a study to examine the association between engagement and
academic performance. This correlational study specifically explored two dimensions of
engagement: behavioral engagement, which is characterized by effort and perseverance in
learning, and motivational engagement, which is defined as a sense of belonging. She examined
student engagement and academic achievement, specifically focusing on reading performance.
She utilized data of the U.S. Program for International Student Assessment (PISA, 2000)
involving 3,268 students aged 15 from 121 schools across the United States. A multilevel
analysis revealed that both behavioral and motivational engagement significantly predicted
reading performance. Lee’s study is an attempt to determine the relationship between
engagement and performance, specifically on reading skill, but it does not examine engagement
in its complete domains; it didn’t consider the cognitive aspect of reading engagement, nor
included data from an actual teaching learning context. Furthermore, it employed only

quantitative tools to collect data.

More recently, Ghavamnia and Kashkouli (2022) examined the association between reading
motivation, reading engagement, strategy utilization, and second language reading proficiency,
along with the extent to which the first three aspects can predict second language reading
proficiency among Iranian EFL learners. The motivations for reading questionnaire (MRQ),

reading engagement survey, the SILL, and IELTS reading test were employed to collect data
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whereas the SPSS software was utilized to analyze data. The findings of the study disclosed that
a substantial and positive association was found among reading motivation and second language
reading proficiency as well as reading engagement and L2 reading ability. However, a positive
and significant association was not observed between strategy use and L2 reading ability. As
was also revealed by the results, motivation in reading and reading engagement were predictors
of L2 reading proficiency of the learners. In addition, a significant difference was found among
the low, intermediate, and high-proficient second language readers with respect to motivation
and engagement in reading. In this quantitative study, an important limitation the authors noted
is that the data gathering tool utilized was questionnaire; and thus, studies in the future should
use interviews and questionnaires to maximize the reliability of the data. In this small scale
study, reading engagement is treated as a single aspect of language instruction, and only

quantitative instruments were used.

In the Ethiopian context, Getaye (2017) carried out a case study to examine the relationships of
reading engagement factors and reading achievement as well as the predictive powers of these
factors on learners’ academic performance. The study also looked in to the similarities or
differences among low, medium and high academic achievers. The study, which involved
university freshman students as participants, has employed both quantitative and qualitative
designs. Surveys, interviews and students’ CGPA from the office of the registrar were utilized as
data gathering tools. Results disclosed that motivation, strategies and academic reading behavior
have shown positive association with CGPA (academic achievement), showing differences in
terms of strength. Besides, the students’ motivation, strategy and reading behavior collectively
were significant predictors of their cumulative GPA. Based on the ANOVAs findings, it was
found that there were statistically significant differences among low, medium and high academic

achievers on reading motivation, reading strategy and reading behavior.

Getaye’s study is a good initiative to consider the three reading engagement domains in a single
study. Besides, it investigated reading engagement from some perspectives such as its levels and
differences among the different achievers. However, the study has examined reading engagement
in terms of academic performance; it did not specifically address reading (skill) achievement like
the current study. Moreover, it was conducted on university students, and it has utilized students’

CGPA as a secondary data. The study has also included only students themselves as sources of
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data; teachers were not involved to give information for the study. As a limitation, he has
indicated that reading engagement can be affected by many other factors like instructors, policy
makers, parents and other stake holders, and their views should be included in future studies.
Thus, the current study has considered this gap partially by involving teachers as sources of

information, in addition to filling other gaps.

2.12.2 Reading Engagement Studies on Concept Oriented Reading Instruction

Many reading engagement studies investigated concept-oriented reading instruction (CORI),
which aimed at enhancing reading comprehension by integrating science or social studies with
reading activities, utilizing science literature as part of the reading instruction. The framework of
CORI is rooted in the reading engagement model, as suggested by Guthrie and Wigfield (2000),
which proposes that when readers are completely engaged in a reading task, they understand
better, employ reading strategies efficiently, and are motivated to read. A few of these studies are

highlighted as follows.

A study carried out by Wigfield and colleagues (2008) investigated the varying impacts of
Concept-Oriented Reading Instruction (CORI), which provides assistance for cognitive and
motivational processes in reading, strategy instruction that focuses on cognitive strategies, and
traditional instructional methods in grade four classrooms. The study aimed to assess how these
different approaches affected students' reading comprehension, strategy utilization, and overall
engagement in reading activities. 492 fourth-graders from five schools and 15 teachers were
involved in the study. The data were gathered using a standardized reading comprehension test,
an author-developed performance test focused on reading comprehension and strategy
utilization, the Reading Engagement Index, and the Motivations for Reading Questionnaire
(MRQ). Students participating in CORI demonstrated markedly higher performance compared
to both comparison groups in areas such as reading comprehension, strategies of reading, and
reading engagement. As the researchers deduce, the degree of students’ reading engagement
during classroom activities played a mediating role in the instructional impact on reading
outcomes. With in this quantitative study, the direct relation between reading engagement and
reading outcome was not examined; reading engagement had a mediating role. The study did not
also explore reading engagement in other perspectives like students’ level of engagement and
factors affecting it.
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Guthrie et al. (2004) have also reported a two-phase study on the concept of CORI entitled
‘increasing reading comprehension and engagement through concept-oriented reading
instruction’. They investigated the impact of an instructional framework that merges
motivational support with strategy instruction, Concept-Oriented Reading Instruction (CORI), on
the reading achievement of grade three students from an engagement perspective of reading
development. Within the CORI framework, 5 motivational practices were combined with 6
cognitive strategies aimed at enhancing reading comprehension. In the initial study, a
comparison was made between this framework and an instructional framework that focused on
Strategy Instruction (SI) without incorporating motivational support. In the subsequent study,
CORI was evaluated against both SI and a traditional instruction group (TI), utilizing
supplementary measures of key constructs. Data were gathered through the motivation for
reading questionnaire (MRQ), strategy use, pretest and posttest (passage comprehension test). In
both studies, analyses conducted at the class level revealed that students in CORI classrooms
outperformed those in SI and/or TI classrooms in terms of reading comprehension, reading

motivation, and reading strategy.

In an experimental study, Vongkrachang and Chinwonno (2015) investigated the effect of
explicit reading instruction within the CORI framework on the reading comprehension and
engagement of EFL students with informational texts. This reading instruction was conducted
with first-year university students in Thailand over duration of 10 weeks. Data was collected via
observation, a reading engagement index, a reading engagement checklist, and both pretests and
posttests. The findings indicated that students demonstrated enhancements in their reading
comprehension and reading engagement following the implementation of CORI. Additionally,
notable differences were observed between the mean scores of the students' pre-tests and post-
tests. The findings from the Reading Engagement Index (REI) and the Reading Engagement
Checklist also showed favorable shifts in behavioral, affective, and cognitive engagement. The
authors used reading engagement as the dependent variable of the research. The research has
employed an experimental design and only quantitative approach. Thus, it is different from the

present research.

The previously reviewed studies, few to mention, conducted on concept-oriented reading
instruction (CORI), and others did not examine reading engagement in its holistic practice in the

ESL classes, nor they gave attention to the direct relationship between secondary school
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students’ reading engagement domains and their reading achievement in a classroom context,

which is partly considered in the current study.

In sum, findings from previous studies on reading engagement highlighted that engagement in
reading is related with and predicts students’ reading achievement and academic achievement.
Reading engagement also mediates the association between language ability and reading
comprehension. Moreover, the studies have disclosed that CORI (Concept Oriented Reading
Instruction) fosters learners’ reading engagement and reading comprehension. Nevertheless,
researchers have hardly studied the complete description and practice of reading engagement by
including its cognitive, motivational and behavioral dimensions in a mixed research design. As
far as the researcher’s knowledge is concerned, little research has been carried out on how
students are practically engaged in reading, and the relationship between EFL students’ reading
engagement and their reading achievement as well as the reasons that affect their reading
engagement in a single study. To this end, the current research was devoted to fill these research
gaps in the literature. Besides, the researcher strongly believes that various challenges related to
Ethiopian language instruction as well as the students’ reading achievement is heavily related
reading engagement. What is more, reading engagement is a scarcely investigated concept in the
Ethiopian secondary school language instruction context. Hence, reading engagement should be
studied at secondary a school context to get insight in to how language instruction can be

improved at a classroom level.

2.13 Theoretical Framework of the Study

As reading engagement is a complex and a multi-dimensional construct, it is related to many
learning theories. In order to conceptualize the 3 major dimensions (cognitive, motivational and

behavioral), thus, the diverse theories employed in the study are discussed in this section.

2.13.1 The Constructivist Learning Theory

This research work is primarily guided by the constructivist learning theory. Constructivism is
theory of knowledge which contends that humans produce knowledge and meaning based on an
interaction between their prior experiences and their ideas (Piaget, 1967). Constructivism as an
educational theory emphasizes “the active construction of knowledge by individuals,”
maintaining that learning “occurs when individuals integrate new knowledge with existing
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knowledge” which can only happen, as argued, “When the learner is actively engaged in the
learning process” (Tracey & Morrow, 2006, p.47). In addition, Bruning et al. (2004), cited in
Schunk (2012) explain that a philosophical and psychological perspective known as
constructivism contends that people create the majority of what they learn and comprehend.
Based on constructivism, “Learning is a process of building an understanding” (Donachy,
2014). Fosnot (1996) also explains that constructivism is a theory of learning and knowledge that
explains how someone "comes to know" as well as what "knowing" is. Constructivism
characterizes knowledge as transient, developing, non-objective, internally produced, and
socially and culturally mediated, according to works in psychology, philosophy, and
anthropology (Abebe, 2012). Abebe additionally emphasizes that, from this viewpoint, learning
is perceived as a self-regulatory endeavor that involves grappling with the tension between
established personal worldviews and new, conflicting insights. This process entails the creation
of new representations and models of reality, viewed as a human endeavor for meaning-making,
utilizing culturally developed tools and symbols. Furthermore, this meaning is negotiated

through collaborative social activities, discussions, and debates.

The constructivist philosophy asserts that knowledge is generated through the active engagement
of individuals, rather than being an external resource to be acquired (Papert, 1999). The mental
frameworks developed by each individual influence their perception of reality. The constructivist
ideology is only acknowledged for the purposes of this study inasmuch as it generates effective
teaching strategies and learning opportunities where students integrate new information and
experiences into their preexisting schema. “Constructivist teaching practices help learners to
internalize and reshape or transform new information”, (Brooks &Brooks, 1993, cited in

Thelma, 2001, p.3-4).

The cognitive-constructivist perspective on reading highlights that it is an active process wherein
the reader engages in seeking meaning from the text. Readers are required to actively interact
with the errors present in the text, reflect on their reading, and connect the information they
acquire from the text to concepts, subjects, and occurrences with which they are already familiar.
(Graves, 2001). Cognitivist constructivism also stresses that the quest for meaning by the reader
is largely contingent upon the reader's pre-existing knowledge or schemata, which serve as a
foundation for this search. Furthermore, the reader's active engagement is substantial enough to

support the claim that the reader effectively constructs the meaning they ultimately derive.
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The constructivist perspective on reading carries numerous implications for language educators
(Wilson, 2003, cited in Abebe, 2012). First, teachers should shift their approach from merely
practicing reading to actively helping students enhance their ability to read critically and
constructively. Second, educators should refrain from instructing reading using the type of
disjointed texts that are frequently encountered in English as a Foreign Language (EFL)
classrooms. Third, teachers must prioritize not reading for their students during reading classes.
Rather, English educators should encourage students to select their reading materials and
methods in a manner that aligns with their individual needs and objectives. In line with the
constructivist views, the Ethiopian education curriculum for secondary schools also emphasizes
the student centered approach when they are learning language. It emphasizes that students
should take much of the time during language instruction. It is expected that students contribute
to the construction of meaning and learning by themselves and the teacher takes the role of

facilitating the instruction.

Social constructivist reading theory (adopted for this study) is another category of the
constructivist theory of learning. Social constructivism is grounded on the assumption that
“children’s knowledge, attitudes, ideas, and values develop through interaction with others”
(Woodcock, 1998, cited in Abebe, 2012, p.69). It is a type of cognitive constructivism which
stresses on the cooperative feature of plentiful learning. The theory of social constructivism was
established by Lev Vygotzky, a cognitivist, but rejected the supposition hold by cognitivists like
Piaget and Perry that it was possible to isolate learning from its social setting (Berkley
University of California, 2018). Vygotsky contended that all cognitive processes originate in
(and must therefore be described as products of) social interactions and learning does not merely
involve the assimilation and accommodation of new knowledge by learners; it is the process by
which learners were integrated in to a knowledge community (Ibid). On the word of Vygotsky
(1978), each function in the child’s cultural progress occurs two times: initially, on the social
level and, later on, on the individual level; first, it happens between persons (inter psychological)

and then inside the child (intra psychological).

Generally, reading from literature shows that constructivist learning theory contests the
traditional principles about knowledge and learning. This theory promotes and accepts students’
autonomy and creativity. It considers learning as a process; recognizes the crucial contribution of

experience in learning; reflects how the learner learns; encourages students to engage in dialogue
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with other students and with the teacher; promotes co-operative learning; involves students in
real world contexts; focuses on the context in which learning is carried out. Besides this theory
reflects the beliefs and attitudes of the students, and provides the opportunity for students to

build new knowledge and understanding from authentic practice.

The rationale for using the constructivist learning theory for the current study is that “the concept
of student engagement is based on the constructivist assumption that learning is influenced by
how an individual participates in educationally purposeful activities” (Vicki, 2010, p.40). This
idea indicates that [reading] engagement is inherent in constructivism. As said by Amineh and
Asl (2015), constructivism is a mixture of several theories diffused in to one form; it is the
integration of the behaviorist and the cognitive principles. And, the current study deals with
reading engagement, the joint functioning of strategy, motivation and behavior in literacy
activities. Reading engagement, like constructivism, considers the learner as knowledge inquirer,
autonomous, interactive, self-learner and self-regulating. Moreover, the constructivist view of
reading has several implications for language teachers; it suggests principles for teachers how to
teach reading to engage students in reading (Tracey & Morrow, 2001). Thus, the constructivist

learning theory is an appropriate theory to the subject matter and the context of this study.

2.13.2 The Behaviorist Learning Theory

Donachy (2014) points out that for behaviorists learning is a response to external stimuli.
Behaviorism is based on on the objectivist epistemology, which believes in the presence of
consistent knowledge regarding the world and which accepts that students gain the same
understanding from what is communicated. In this theory, “there is a fixed world of knowledge
that the student must come to know” (Jonasen, 1991, cited in Mulugeta, 2009, p.29). By
terminating the impact of cognitive factors, behaviorist theories propose that free will is an
illusion and that responses will be determined and conditioned. Similarly, as Danley et al. (2011)
assert, behaviorism defines learning as a process that is reflected in observable and measurable
behaviors. Central to effective learning within this framework is the concept of reinforcement,
which plays a crucial role in facilitating the transfer of knowledge. A significant focus is placed
on the interaction between stimuli and responses. Behaviorists view the learner as a passive
recipient of knowledge. In this regard, behaviorism can be a contrasting view with

constructivism. Behaviorists perceive knowledge as something to be transferred from the teacher
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to the students; however, constructivists consider knowledge as something to be constructed by

and within the learner.

The preceding views denote that behaviorism mainly considers the learner as a passive decoder
of knowledge or meaning as there is a fixed understanding of knowledge; the learner has no role
in constructing meaning during learning. Scholars argue that behaviorism is a traditional,
outdated learning theory while practically it still seems a popular learning theory among many
teachers and students. As motivation (integral component in this study) is based on behaviorist
theory, it would be essential to include the behaviorist learning theory in the current study. It is
also impossible to deny the role of external reinforcement and rewards from teachers in EFL
classrooms. For instance, Guthrie et al. (2012) confirm that recognition and rewards (in
instructional practices) pertain to the methods by which educators offer feedback to learners.
Rewards are frequently employed in teaching reading and various instructional programs to
enhance learners’ motivation. Here, one can infer that teacher’s rewards can be used as external

environments or motivators for learners to develop desired learning or reading behaviors.

The concept of behaviorism can also contribute for the development of students’ behavioral
engagement in reading which includes time spent in reading, reading habits ( with reading
frequency and the types of genres students read). Teachers can make students adapt positive
behaviors and avoid negative ones during reading instruction through repetition. “Negative
reinforcement for undesired response could be more beneficial; examples of what not to do can
provide better understanding of the desired end goal” (Danley, et al., 2014,p.19). As these
authors further state, the application of instructional design of behaviorism, students may employ
the technique of repetition to ensure that information remains concrete throughout the learning
process. Haeghel et al. (2012, p.1007) based on the concept of self- determination theories argue
that controlled motivation ‘“consists of two subtypes: external regulation and introjected
regulation. External regulation is the most controlled type of extrinsic motivation and
consequently the least autonomous. When externally regulated, children read to meet external
demands, to obtain a reward, or to avoid punishment.” The discussions so far suggest that
behaviorism contributes to the students’ reading engagement and reading achievement because
behavioral engagement is one part of reading engagement. Thus, behaviorism was employed as
one of the theoretical frameworks of the current research in order to capture the behavioral

aspect of reading engagement.
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2.13.3 The Cognitivist Learning Theory

The current study incorporates the cognitivist learning theory as one of the theoretical
frameworks to consider the cognitive dimensions of reading engagement. “Cognitive learning
theories hold a unique place in history; they explore the depths of the mind from the perspectives
of process” (Grider, 1993,p.1). Cognitivism has shifted the focus of learning from observable
behaviors to unobservable mental processes. As reading is unobservable mental behavior, the
attention of educational psychologists shifted to cognitivism. Learning for cognitivists is an
internal mental action which cannot be observed. According to Wool folk’s (1998) proposition,
“The cognitive view of learning can best be described as a generally agreed- up on philosophical
orientation. This means that cognitive theorists share basic notions about learning and memory.
Cognitive theorists believe, for example, that learning is the result of our attempts to make sense
of the world. To do this, we use all the mental tools at our disposal” (p.247). Wool olk adds
saying that the cognitive perspective regards individuals to be active learners who engage in
experiences, actively pursue information to address challenges, and acknowledge their existing
knowledge to gain new understandings. Cognitivism as a learning theory has different
constituents like substrata factor theory of reading, rauding theory, bottom up model, top down
model, interactive approach and compensatory—encoding model, but all of them share similar

features. Most of these categories are reflected in the reading development processes.

Cognitivism as a learning theory emphasizes on how a person's mind receives, organizes, saves
and retrieves data. It assumes that a human mind works like an information processor or
computer (Main, 2022). Main further indicates that the cognitivist approach broadens its
emphasis beyond mere observable behavior, perceiving learning as an internal process that is
carried out within the mind. Glider (1993) citing Baron and Byrne (1987) mention that cognitive
theorists consider learning as a phenomenon that entails the incorporation of experiences into an
active storage system, which consists of organizational frameworks known as schemata. Further,
Glider (1993) citing Bell-Gregler (1986) describes that schemata perform a variety of roles in
human cognition. Beyond their function of retaining information in long-term memory, they
provide frameworks that new information should align with to be comprehended. Besides,
schemata govern attention, facilitate the organization of environmental searches, and assist in

completing incomplete information during the processing phase. Moreover, schemata control
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attention, organize searches of the situation, and “fill in the gaps” when information processing
takes place. Hence, the mind employs schemata in order to systematically organize and interpret

information that readers acquire from their surroundings.

Cognitivists assert that human learning is fundamentally rooted in the process of thinking. They
believe that individuals acquire knowledge through their experiences and can modify their
behaviors in response to novel information. Consequently, knowledge is assumed as an internal
process rather than a tangible result (Main, 2022). Main further states that cognitive learning
theories are grounded on the principle that the acquisition of knowledge occurs as learners
actively involved in problem-solving tasks. They posit that learners achieve a deeper
understanding when they employ their own cognitive skills, instead of merely receiving
instruction on facts as well as procedures. The cognitive learning theories are founded on the
principle that the acquisition of knowledge occurs when learners are actively involved in
problem-solving tasks. These theories posit that students achieve a deeper comprehension when
they employ their own cognitive skills, rather than merely receiving instruction on facts and

procedures.

Cognitive learning approaches can be effectively applied across various disciplines. The main
focus is on problem-solving and enhancing the processes of storing and retrieving information
for practical use (Glider, 1993). In line with Main (2022), in the classroom setting, cognitivism
fosters essential learning contexts that develop through engaging mental activities designed to
enhance students' cognitive abilities. For example, when students are presented with challenging
questions, it motivates their minds to progress beyond their existing knowledge in pursuit of

solutions.
2.13.4 Engagement Theory

The theory of enagement is the other vital theoretical basis for this research as engagement is
directly associated to the topic of the research- reading engagement. The engagement theory
proposes that engagement involves the combination of motivation and strategic approaches
within literacy activities (Guthrie et al., 1996). Guthrie and Wigfield (2000) also note that
[reading] engagement consists of aspects like motivation, strategy, social and conceptual

understanding. Guthrie et al. (2004) state that this viewpoint presents multiple claims regarding
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reading engagement: (a) reading engagement is characterized by an interaction with the text that
is both motivated and strategic, and (b) there is a correlation between engaged reading and
success in reading comprehension (c) reading engagement and its elements (motivation and
cognitive strategies) can be maximized by instructional practices directed toward them, and an
instructional framework that integrates motivational and cognitive strategy support in reading is
likely to enhance both engaged reading and reading comprehension (d) an instructional
framework that combines motivational and cognitive strategy support in reading increases
engaged reading as well as reading comprehension. These perspectives on engagement theory

are further discussed as follows.

Firstly, the engagement perspective on reading proposes that reading engagement is based on
motivational and cognitive features of a reader. As per Guthrie et al. (2004), the engaged reader
is intrinsically motivated, constructs knowledge, applies cognitive strategies, and makes social
interaction to learn from text. These engagement processes are evident in the cognitive effort,
perseverance, and self-directedness exhibited by students during their reading activities. Another
engagement viewpoint proposes that learners’ amount of reading engagement is related to
reading comprehension achievement. The perspective further indicates that engaged reading and
its major parts (cognitive strategies and motivation) can be enhanced by instructional practices
focused on them. Intrinsic motivation and strategies are principal to engaged reading. Finally,
the theoretical stance on engagement proposes that combining motivational and cognitive
strategy support during reading comprehension instruction will maximize reading engagement

and comprehension in reading.

Engagement theory encompasses various elements of engagement, including the motivations
behind reading, the motivations for employing strategies during reading, and the motivations for
acquiring conceptual knowledge from texts. Guthrie et al. (2004) contend that within the
framework of reading motivations, engaged readers select reading as a means to fulfill diverse
objectives, including pleasure, acquiring knowledge, or social interaction with peers. Engaged
readers exhibit a sense of autonomy (self-determining); they establish objectives for their
reading endeavors as they delve into the material. Furthermore, they have the capacity to

internalize their reading goals (Guthrie et al., 1996).
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As students find personal relevance in the material they read, their motivation becomes intrinsic,
leading them to employ advanced strategies for engaging with those texts. In exploring the
relationship between motivation and the application of reading strategies, it is anticipated that
students intrinsically driven to read can exhibit independence, persist through challenging

passages, and take responsibility for their reading strategies use (Guthrie et al., 1996).

The third concept pertains to the motivation for conceptual understanding or learning derived
from text. When children exhibit a desire to read and employ strategies to achieve this objective,
they demonstrate intrinsic motivation. Lerarners who possess intrinsic motivation to engage in
reading tend for achieving greater levels of conceptual learning compared to their peers who are
primarily motivated extrinsically. For example, instead of engaging in memorization solely for
the purpose of achieving a grade, these students read to enhance their comprehension. The
instructional program that has been most widely utilized and examined by researchers is Concept

Oriented Reading Instruction (CORI) (e.g. Guthrie et al, 2004; Guthrie et al., 2014).

Finally, the perspective of the engagement theory is that engaged readers actively share their
thoughts and interpretations of texts with their peers. The readers’ commitment to reading
transcends time, encompasses various genres, and results valued learning results. Conversely,
disengaged readers exhibit passivity and lack of initiative. They often shy away from reading
and exert minimal effort. It is uncommon for them to find enjoyment in reading during their

leisure time or to immerse themselves in literary works (Guthrie & Wigfield, 2000).

Engaged reading or reading engagement is inherent in the constructivist learning philosophy.
Tracey and Morrow (2006) point out that engaged reading is a theory that is grouped under
constructivism. Constructivism contends that learners can construct their oun knowledge when
they learn. Reading engagement also shares the characterstics of the constructivist learning
theory. Thus, employing this theory in reading engagement study can contribute to the novelity

of the study at a secondary school level.

2.13.5 Self-Determination Theory

Although there are several theories of motivation, self-determination theory (SDT) is employed
as a theoretical basis in this research to conceptualize motivational engagement. Self-

determination theory is a base for Guthrie and Wigfield’s (2000) Engagement Model, and it is
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rooted in motivational theory. SDT describes how individuals can be motivated to accomplish a
certain action for its own sake (Ryan & Deci, 2017). SDT is an empirically grounded,
organismic framework for understanding human behavior and the development of personality.
The analysis of SDT primarily emphasizes psychological aspects and categorizes motivation

types along a continuum ranging from controlled motivation to autonomous motivation.

Ryan and Deci (2017) propose that SDT distinguishes itself from other motivational frameworks
by focusing on the various sources and types of motivation that influence the quality and
dynamics of behavior. Instead of perceiving motivation as a singular entity, SDT posits that
certain forms of motivation are fully autonomous, aligning with an individual’s interests or
values, while others may be entirely extrinsic, occurring when an individual is compelled or
pressured to engage in activities that they do not personally value. “Sources of motivations
differ, as do the effects of being energized by these different motives. ...different motives are not
just different in magnitude; they vary in the phenomenal sources that initiate them, the affects
and experiences that therefore accompany them”, and “their behavioral consequences, including
the quality of persistence, performance, and health benefits (or costs) they yield” (Ryan & Deci,
2017, p.17).

As stated by Ryan and Deci (2017, p.14), “central dimension used within Self- Determination
Theory to differentiate types of motivation is the autonomy-control continuum. Varied types of
motivation can be characterized in terms of the extent to which they represent autonomous versus
controlled regulations.” As noted by these authors, behaviors are driven by autonomous
motivation when individuals feel a sense of volition, characterized by their agreement, alignment,
and complete willingness to participate in those behaviors. When individuals operate
autonomously, their behaviors are perceived as originating from and reflecting their true selves.
Conversely, behaviors identified as controlled within Self-Determination Theory are those in
which an individual experiences external or internal pressure to engage in certain actions. A
person is considered to be controlled when their motivations are influenced by feelings of
coercion from external entities or forces, leading them to behave in ways that are inconsistent or
foreign to their personal identity. “One characteristic of SDT is that it qualitatively differentiates

between different types of motivation. In particular, SDT revises the classical distinction between
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intrinsic and extrinsic motivation by differentiating among types of extrinsic motivation” (De

Naeghel, 2012, p2).

Autonomous and Controlled Motivation: Two categories of motivation are identified with in
SDT: autonomous and controlled (Ryan & Deci, 2000). The autonomous motivation
encompasses intrinsic motivation and well-internalized regulation. And intrinsic motivation
serves as the ideal example of completely autonomous or self-determined conduct, thus
representing the best form of motivation. It pertains to participating in an action for the sake of
enjoyment or intrinsic fulfillment, and reveals “the inherent tendency to seek out novelty and
challenges” (Ryan & Deci, 2000, p.70). With respect to reading skill, this suggests that children
engage in reading due to their enjoyment of the activity. However, even in cases where children
do not exhibit impulsive interest in reading, such as when they are motivated by external factors,

there remains the potential for a degree of autonomy or personal choice.

Extrinsic motivation pertains to engaging in a task for the purpose of achieving separable
outcome (Ryan & Deci, 2000). They differentiate between intrinsic and extrinsic motivation,
outlining four categories of extrinsic motivation- external, introjected, identified, and integrated,
arranged along a continuum that reflects varying levels of external control and autonomy.
Boakye (2012) describes that external regulation is completely influenced by outside factors,
including praise and rewards, while introjected regulation consists of externally enforced
guidelines, such as the necessity of studying for an examination; identified regulation refers to
participation in an activity driven by a strong appreciation for its value, recognition of its utility,
and a sense of personal alignment with the behavior. And integrated motivation encompasses
choiceful actions that are completely aligned with the individual's broader values, needs, and
identity. Besides, the most autonomous or completely internalized type of extrinsic motivation
is integrated motivation where the external motivator has been internalized and assimilated into
the self to become self- determined, similar to intrinsic motivation” (Deci & Ryan, 2000).
Internalized extrinsic motivation involves finding pleasure in an activity from within oneself;

however, it differs from intrinsic motivation as it is influenced by instrumental values.

When someone is intrinsically motivated, he/she engages in activities for the enjoyment or
challenge they present, instead of due to external influences, pressures, or incentives (Ryan &

Deci, 2000). Therefore, the implementation of Self-Determination Theory in educational
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settings, especially within the classroom, can foster intrinsic motivation, facilitate the
internalization of values, and enhance regulatory processes, ultimately leading to high-quality
learning and a deeper conceptual understanding (Deci et al., 1991, cited in Fergusen, 2015).
Extrinsic motivation that is highly autonomous is related to greater engagement, better
achievement, less dropping out as well as higher excellence learning, than less autonomous

extrinsic motivation.

As a whole, reading motivation is a central component of reading engagement, and self-
determination theory is a base for reading engagement model. Most aspects of reading
motivation included in the current study are also found within the continuum of extrinsic versus
intrinsic motivation. Thus, SDT is an appropriate motivational theory to serve as a theoretical
framework of this study to consider the multilevel nature of reading motivation. To sum up, the
preceding section has discussed the theoretical framework of the study, which shows the overall
picture or structure of the research. The section below is devoted to the pictorial representations
of the theoretical framework. The most common and popular models in reading engagement,

which have contributed a lot to the field are presented.

2.14 Models of Reading Engagement

Under this section, the most common and popular models of reading engagement, which have
contributed a lot to the field are discussed. Then, the conceptual model of this research is

presented.

2.14.1 Guthrie and Wigfield (2000) Model of Reading Engagement

Guthrie and Wigfield (2000) formulated a model of engagement specifically aimed at enhancing
reading development. They established a framework for understanding reading engagement that
links instructional methods in the classroom to learners' motivations, strategic approaches,
conceptual understanding, and social interactions, eventually influencing their reading success.
According to this model, reading comprehension is achieved through a sustained period of
engaged reading. As Guthrie and Wigfield (2000) propose, the model illustrated in Figure 1
encompasses various dimensions of student motivation, including goals, intrinsic and extrinsic

motivation, self-efficacy, values and social motivation. The motivational facets of the reader
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encourage learners to engage in reading and to employ cognitive strategies for understanding

texts throughout the reading process.

The cognitive strategies outlined in the model pertain to the diverse cognitive processes that
students engage in to understand, self-regulate, and develop their comprehension and beliefs
during the reading experience. Meanwhile the aspect of conceptual knowledge denotes the
conception that reading is knowledge driven; we read texts to get knowledge. Of course,
conceptual knowledge seems to be the extension or product of using reading strategies as both of

the constructs are cognitive processes.

An additional integral element of the model, social interactions, encompass collaborative
activities within a community, as well as the social objectives of assisting fellow students or
working in conjunction with a teacher. The four constructs discussed above in combination
contribute to learners’ reading achievement, knowledge constructed from reading, and the types
of practices in which they engage (Guthrie et al., 2012). Guthrie and Wigfield (2000) in this
engagement model identify 9 classroom principles which will be employed in creating suitable
environment for enhancing motivation and making engaged readers. These are learning and
knowledge goals, real world involvement, autonomy support, interesting texts, strategy

instruction, collaboration, rewards and praise, teacher involvement and evaluation.

The instructional techniques incorporated within the framework are centered on the aspects of
reading engagement, which encompass motivation, strategy utilization, conceptual
understanding, and social interactions (See Figure 1 below). During reading instruction, the
instructional techniques contribute to the development of the reading engagement aspects, which

inturn facilitate reading achievement.
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Figure 1: Guthrie and Wigfield (2000) Engagement Model of Reading Development

Guthrie and Wigfield’s (2000) model is recognized for its innovative, integrative, and outcome-
focused approach. This perspective differs significantly from numerous reading research and
intervention programs that have primarily concentrated on cognitive processes. Such studies have
encompassed intervention programs that emphasized the impact of strategy instruction on reading
outcomes (e.g. Dreyer & Nel 2004). However, the current model integrates motivational and
cognitive processes with social contributions in its intervention programs, the most employed and
researched program being the Concept Oriented Reading Instruction (CORI) (e.g. Guthrie et al.,
2004; Guthrie & Klauda, 2014; Guthrie et al., 2012). Nevertheless, viewed from the perspective
of academic engagement (subsuming cognitive, motivational and behavioral dimensions), this
model does not explicitly include the behavioral aspect of engagement. Thus, the model cannot be
directly employed for the current study as the present study focuses on the three major dimensions
of reading engagement. Hence, this model was modified and used for the present study with some
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modifications like inclusion of behavioral engagement, and the exclusion of classroom principles
or instructional practices although they are assumed to be applied by the Ethiopian secondary
school classroom teachers. Instructional practices are excluded from the model for the reason that

the instructional practices are not the explicit variables for this study.

In the present study, reading engagement is understood as having three important dimensions:
cognitive engagement, motivational engagement and behavioral engagement. Moreover, reading
engagement is conceptualized as consisting of 5 (five) subcomponents: reading motivation,
reading strategy, reading behavior (originally missed in reading engagement model), conceptual
knowledge and social interactions. However, the five components were condensed in to the three
major dimensions. Thus, reading habits was categorized under behavioral engagement; reading
motivation was treated under motivational engagement; reading strategies were grouped in to
cognitive engagement. Conceptual understanding is believed to be the extension of cognitive
processes in reading, and it was grouped under cognitive engagement, whereas social interactions
are clearly found in motivational and cognitive dimensions. The researcher believes that they are

more of motivational in nature, and were merged in to the motivational engagement.

2.14.2 Guthrie, Wigfield and You (2012) Model of Reading Engagement
Processes

Guthrie et al. (2012) introduced a model that outlines the engagement process in reading. They
created a conceptual framework that connects classroom practices, both directly and indirectly
(or through mediation), to learners’ reading motivation, their behavioral reading engagement, and
their reading achievement. They conducted a study examining students’ engagement in reading
activities and the impact of classroom instructional methods on this engagement, as well as on
other academic activities. In a broader context, they characterized engaged readers as individuals
who have motivation to read, employ reading strategies in reading processes, possess knowledge
in deriving meaning from texts, and engage in social interactions during reading (Guthrie et al.
2012). This framework for understanding reading engagement processes in classroom settings is
consistent with the engagement model proposed by Reschly and Christenson (2012), but this

model is unique for it is specifically proposed to reading comprehension instruction.
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A fundamental principle of this framework is that students’ behavioral engagement in reading
serves as a mediator between classroom practices and reading outcomes. One instructional
program for reading comprehension highlighted by Guthrie et al. (2012) is Concept-Oriented
Reading Instruction (CORI). It combines strategy instruction with various teaching practices to
enhance students' motivation for reading, specifically within content areas such as science and
social studies. The classroom practices and conditions portrayed in the box at the left side of the
figure comprise many of those included in Guthrie and Wigfield’s (2000) engagement model
(e.g. autonomy support, relevance/choice, providing success, collaboration support and strategy
instruction).

The reading engagement theory identifies specific motivational factors as significant contributors
to students’ engaged reading. It outlines a set of principles aimed at enhancing reading
motivation, suggesting ways in which educators can create social atmospheres that equip learners
with both the desire and the ability to participate actively in reading. The instructional practices or
classroom principles in the two models, (Guthrie & Wigfield, 2000, and Guthrie et al., 2012) are

described as follows.

1) Autonomy support. Autonomy support is grounded in the principles of self-determination
theory (Ryan &Deci, 2009), which suggests that providing learners a degree of control over their
educational process serves as a significant motivator.

2) Interesting texts: This pertains to the practice of offering a substantial collection of highly
engaging reading materials within the classroom setting. According to Cox and Guthrie (2001),
the educational situation of engaging texts involves ensuring a plentiful availability of materials
that align with the learning objectives and knowledge goals being pursued.

3) Strategy Instruction: The National Reading Panel (2000) in the United States defines strategy
instruction as the various reading strategies that English teachers impart to their wstudents. With
in the context of the CORI program, a collection of strategies has been identified that is

supported by robust empirical evidence.

4) Social collaboration is considered as a motivation process because reading is in itself a social
process. Although it is true that reading can happen in solitude and can be a rewarding
individual, silent activity, a lot of the reading that occurs in schools and out of school is socially

driven (Taboada & MvElvany, 2020).
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5) Praise and rewards include the means in which teachers give feedback to learners (Brophy,

1981). Gambrell and Marinak (1997) point out that rewards are usually applied in reading
instruction and other instructional programs as a means to develop learners’ motivation.

6) Students are evaluated in many ways in the classrooms. Some evaluation methods can provide

meaningful evidence about learners’ motivation (Afflerbach, 1998).

7) Teacher involvement refers to a teacher's awareness of individual students, focusing on their
development and possessing the pedagogical insight necessary to improve their active
engagement (Skinner & Belmont, 1993).

8) Learning and knowledge goals: pertain to the overarching purpose of education and are closely
linked to theories of performance and learning goals. Performance goals focus on surpassing
peers, whereas learning goals emphasize a commitment to comprehension and the acquisition of
knowledge. Prioritizing learning goals fosters sustained engagement and deeper understanding
over time (Linnenbrink, 2005).

9) Real-world interactions: These are characterized as authentic engagements that connect the
academic curriculum with students’ personal experiences. When reading instruction is integrated
into intrinsically motivating activities that are associated to students' own experiences such as
gathering information, observing, and reporting, there is a notable increment in both reading

motivation and the use of reading strategies (Anderson, 1999).

A crucial assumption in Guthrie et al.’s (2012) model is that the influences of instructional
practices on the learner results of achievement, knowledge, and reading practices are mediated
by the engagement practice. Classroom contexts only affect student outcomes to the extent that
they generate high levels of learner engagement. In this regard, behavioral engagement is one of
these processes and is improved by CORI (Guthrie et al., 2012). This model shares many
qualities with the model of reading engagement by Guthrie and Wigfield (2000).

Depicted in the graphic (Fig.2) are the reading engagement processes consisting of reading
motivations, [reading] behavioral engagement, and reading outcome, together with classroom
settings. Guthrie et al. (2012) confirm that behavioral engagement influences reading
competency, and reading motivation influence behavioral reading engagement. At the far left
side of the graphic, classroom experiences and conditions are revealed to denote their duty in

influencing motivations, behavioral engagement, and reading achievement. The reasoning
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behind categorizing all of these as engagement processes lies in their representation of the

motivational, behavioral, and cognitive aspects involved in text interaction.

The authors have reviewed empirical evidence supporting that classroom practices have both
direct effects on competence and indirect influences mediated by motivations and behavioral
engagement. Within the graphic, the characters (A, B, C, D, E, and F) denote pathways from
classroom practices through the processes of engagement and to reading proficiency. The model
shows the direct and indirect interaction of different variables. This model mainly considers the
behavioral aspect of reading engagement explicitly while it does not address the cognitive and
motivational aspects of engagement directly. It does not also indicate the direct relation between
reading engagement aspects and reading achievement, which is among the basic research
questions of this study (see Fig.2, below). Thus, this model is even less inclusive of reading

engagement than Guthrie and Wigfield’s (2000) reading engagement model.

Direct effect of practice on behavior Direct effect of motivation on competence

Clas§r00nl Motivations Behavioral Reading
Practlc‘:e‘ and to Read Engagement Competence
Conditions

in Reading
(Dedication)

Engagment Process in Reading

Figure 2: The Model of Reading Engagement Processes within Classroom Contexts

2.14.3 The Proposed Model for the Current Study

Based on the inadequacies of the previous models of reading engagement process, a new model
has been developed for this study. The current study focuses on all the three dimensions of
reading engagement, and it considers and incorporates the three engagement dimensions
(cognitive, motivational and behavioral), and uses another improved model for developing

second language reading skills at secondary school level. Accordingly, a new reading engagement
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model that includes the variables and shows the interaction among these variables was developed

and presented in the following figure.

Reading Engagement

Behavioral
Engagement

Reading

Cognitive O Motivational
Engagement

Achievment
Engagement

Figure 3: A Conceptual Model Showing the Relationship between Reading Engagement
(Aspects) and Reading Achievement

As it can be understood from the conceptual model (Fig. 3), reading engagement as a whole
influences the reading achievement of secondary school students at a classroom setting. In the
literature review section, it has been well established that learners’ reading engagement is
associated to and predicts reading achievement. It is also well discussed in empirical research
that each dimension of the reading engagement is related to reading achievement. Hence, this

model was developed based on various theoretical assumptions in the literature.

Regarding the representations of the variables in the model, the arrow outside the big circle (to
the right side) demonstrates the overall association between reading engagement and reading
achievement in EFL reading lessons. Each of the three dimensions of reading engagement
(cognitive, motivational and behavioral) is also related to students’ reading achievement. In line

with this, the broken lines on the model (directing to reading achievement) indicate that each
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aspect of reading engagement is related to or influences students’ reading achievemen while they

are engaging in a reading process.

The red, short arrows indicating to each dimension of reading engagement imply that the three
dimensions relate to or influence each other. The associations between the three dimensions are
highlighted; the interaction of the three aspects finally makes up reading engagement. When
students are motivated to read, they apply many cognitive strategies that can help them
comprehend texts. As regards Rogat and Blumenfeld (2006, p.476) “motivation sets a stage for
cognitive engagement. Motivation leads to achievement by increasing the quality of cognitive
engagement. Content understanding and skill capabilities are enhanced when students are

committed to building knowledge and employing deeper learning strategies.”

Equally important, students’ reading behaviors or habits contribute to the reading process. When
they read texts frequently, they get motivated to read, and increase their strategy use for
understanding. In line with this, behavioral engagement is proved to critically contribute to
positive results like reading comprehension, as behaviorally engaged learners are highly
motivated to read, exert more effort into the reading task, and know how to make meaning from
text (Fredricks & Mc Colskey, 2012). Besides, students who are with high levels of behavioral
engagement are likely to be effortful and persistent, and actively involved in learning (Guthrie et
al., 2012). The new model assumes the role of English teacher at a classroom setting; the
association between reading engagement (aspects) and reading achievement is dependent on the
the effort the teacher makes to engage the students. The model incorporates the multidimentioal
nature or aspects of the reading process as opposed to other models that focus on cognitive
aspects of reading. Hence, Ethiopian secondary school English teachers can implement this
reading engagement development model to enhance students’ reading engagement and then their

reading achievement in reading classes.
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CHAPTER THREE: RESEARCH METHODOLOGY
3. Introduction

The research investigates the reading engagement of secondary school students in EFL reading
classes. This chapter discusses an outline of the research methodology that has been employed
in the research. It highlights the methodology of the research by explaining the paradigm, the
design, the setting, the participants, sample size and sampling techniques, data collection tools,
data collection procedures, data analysis techniques, validity and reliability as well as ethical

considerations of the study.
3.1 The Philosophical Worldview of the Study

Pragmatism was employed as a philosophical worldview for this study. ‘“Pragmatism as a
worldview arises from actions, situations and consequences rather than antecedent conditions™
(Creswell, 2009, p.10). Maarouf (2019) contends that pragmatism as a research paradigm arises
from ontological, epistemological, and axiological standpoints. Maarouf further explains that
from the ontological stance, pragmatism requires the need to understand the subjective and
objective nature of reality. The epistemological stance encourages researchers to utilize a
research approach based on their understanding of reality and in line with their research
objectives, and as such researchers shift from a quantitative approach to a qualitative one to
interpret the observable and unobservable reality. As per the perspectives of the axiological
stance, researchers approach the investigation process with preconceived understanding and
judgment, hence it is impossible to avoid researchers’ bias completely in the process;
nevertheless, researchers’ prior beliefs, ideas and experience can enhance the necessary data to
discover the reality, and hence they should not necessarily be considered as an obstacle

(Maarouf, 2019).

Pragmatism has been adopted for this research due to some basic reasons, which are also
advocated by Creswell (2009). Firstly, pragmatism does not stick to a singular philosophical
conception of reality. The principle is applicable to mixed methods research, as researchers
freely integrate both qualitative and quantitative assumptions in their investigations. In this
study, both quantitative and qualitative assumptions are involved and integrated, and thus,

pragmatism was utilized as a paradigm. Furthermore, individual researchers have the freedom to
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select the methods, techniques, and procedures that most effectively meet their unique
requirements and goals. Pragmatists, in the third instance, perceive the world as devoid of a
singular, absolute unity. Researchers employing mixed methods utilize diverse approaches for
data collection and analysis, rather than adhering to a singular approach, such as quantitative or
qualitative methods. What is more, the concept of truth is defined by its practical effectiveness at
a given moment, rather than being rooted in a dichotomy between an external reality and one that
exists solely within the mind. Hence, in this mixed-methods research, the researcher employed
both quantitative and qualitative data to achieve the best understanding of the research problem
on the topic of reading engagement. Reading engagement is a multilevel construct that needs
both quantitative and qualitative data to be studied, and both types of data were involved in the
study. Accordingly, as the current study applied a mixed-methods research design, pragmatic

paradigm would be an appropriate worldview for this type of research.

3.2 Design of the Study

This study utilized a mixed methods research design that uses both the quantitative and the
qualitative data concurrently. Mixed methods research encompasses “mix[ing] or combin[ing]
quantitative and qualitative research techniques, methods, approaches, concepts or language into
a single study” (Johnson & Onwuegbuzie, 2004, cited in Gay et al., 2010, p.481). Likewise,
Creswell (2014) states that mixed methods involve the combination of qualitative and
quantitative research approaches and data within a single research study. As Gay et al. (2010)
describe, the objective of mixed methods research is to improve the collaboration and integration
of quantitative and qualitative research methods, thus enabling a more thorough comprehension

of a phenomenon than what could be achieved by employing either method independently.

Thus, a concurrent combination of the quantitative and qualitative methods design was employed
as the theme of this research, reading engagement, is a multilevel construct that needs a thorough
understanding through quantitative and qualitative data. Dornyei (2007) confirms that concurrent
design is highly convenient for examining phenomena that operate on multiple levels. To take
the strengths of both methodologies, this study employed the concurrent triangulation design as
outlined by Creswell (2010). Mixed methods research design is fundamentally associated with
the principle of data triangulation. Initial views about the value of multiple methods, referred to

mixed methods, resided in the assumption that all methods had bias as well as weaknesses, and
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the combination of quantitative and qualitative data counterbalanced the drawbacks of each type
of data (Jick,1979, cited in Creswell, 2014). Then, triangulating information sources, a method
for in search of convergence across both methods, came in to existence. Subsequently, the
triangulation of data sources led to the development of a method aimed at achieving convergence

between qualitative and quantitative approaches.

The current study employed a mixed methods design, specifically the QUAN-QUAL model,
which is also referred to as the triangulation mixed methods design. The model emphasizes that
quantitative and qualitative data are not collected in separate studies or phases; instead, they are
given equal importance and gathered simultaneously within the same research (Gay et al., 2010).
A primary strength of this method lies in the ability of qualitative data, such as contextual
information, to compensate for the limitations of quantitative data, including issues related to
ecological validity. Conversely, the advantages of quantitative data, such as its generalizability,

serve to mitigate the shortcomings of qualitative data, particularly its dependence on context.

The fully integrated QUAN—QUAL approach represents the most demanding form of mixed
methods research, as it necessitates that the researcher assign equal value to both concurrently
gathered quantitative and qualitative data. Furthermore, the researcher must critically evaluate
the outcomes of both the quantitative and qualitative analyses to ascertain whether the sources
yield similar findings (Gay et al., 2010). Beglar and Murray (2009) clarify that the triangulation
design, which is the most prevalent mixed-methods design, is employed when researchers aim to
directly compare and contrast quantitative and qualitative findings or to enhance the quantitative
results through qualitative methods. As the authors further contend, statistical analyses can reveal
a reliable difference between two groups; however, the underlying reasons for this difference are
often more effectively uncovered through interviews with a carefully chosen sample of

individuals from each group.

While the preceding explanations deal with the rationale and benefits of using mixed methods
research design, there are some challenges to using it. As per Gay et al. (2010), mixed methods
demand a comprehensive understanding of both quantitative and qualitative study. Hence,
researchers who commence a mixed methods study should have the substantial time and

resources required to implement such a comprehensive approach to research. Having in mind all
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the above concepts, the QUAN-QUAL or triangulation design has been employed for the present

study which focuses on reading engagement- a multi-dimensional and complex construct.

3.3 The Setting of the Study

The study was conducted in the North Shewa zone, specifically in Debreberhan town, located 130
kilometers north of Addis Ababa. The setting was preferred because the researcher is a staff
member in a nearby institution-Debreberhan University, and he has some acquaintance with the
context of the study. Basically, it became a matter of feasibility to choose the research site where
the researcher could easily keep in touch with his participants, to contact them regularly for
clarifications of doubts and validation of their ideas. The study was conducted in one general
secondary school. Hence, Basso General Secondary School was selected purposively. This
school, which is located in Debreberhan town, was established in 2008 when it started its duty
with only first-cycle secondary school, grade 9 students. After 8 years, it launched the second
cycle secondary school program (preparatory program) in 2016. At present, the school serves

students attending grade 9 to12 whose number is estimated to be around 2500.

3.4 Participants of the Study

The present research engaged 230 grade 9 students and their English language teachers at Basso
General Secondary School, situated in Debreberhan town, within the North Shewa Zone. A
group of student participants was chosen from a total of around 850 students enrolled at the
school for the 2021/22 academic year. Five English language teachers were also taken through
convenience sampling techniques to participate in the interview and classroom observation.
Grade 9 was selected among other grade levels of secondary school as grade 9 is an important
grade level for it is at the early stage for identifying potential challenges and for intervention in

the secondary and tertiary level language instruction.

3.5 Sample Size and Sampling Techniques
3.5.1 The Selection of Students and Teachers

For this research, only grade 9 students were selected because the primary objective of the study
was to examine the reading engagement of grade 9 students, who are in the transitional period,

from grade 8 to grade 9 ( change in language of instruction from Ambharic to English). Moreover,
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it seems less feasible to include all grade levels in one study due to manageability problems.
Thus, grade 9 students were participants in this study along with their English language teachers.
In the 2021/22 academic year, there were 16 sections of grade 9 students at Basso General
Secondary School, each section having 53 students on average. Out of a total of 850 students,
around 29% (245 students) were selected from the population using a simple random sampling
technique. In this approach, the researcher chooses participants (or units, such as educational
institutions) in such a manner that ensures every individual has an equal opportunity to be part of
the sample (Creswell, 2012). Creswell (2012) confirms that the objective of this technique is to
select individuals for sampling who will accurately represent the specified population.

Specifically, the lottery technique was used to choose the students.

Finally, the selected students were taken for the study, particularly, for students’ reading
engagement questionnaire and the reading achievement test. Among 245 students, 238 of them
completed the questionnaires; nevertheless, 230 questionnaire papers were considered valid and
used for data analysis. Seven questionnaires were found to be incomplete and were left out the
analysis. 238 students also took reading achievement tests, and finally 230 were valid for the
data analysis. For the interview data, 8(6 valid) students were selected among the 230 students.
Out of the 16 sections of grade 9 in the school, 3 sections were also nominated for classroom

observation via convenience sampling technique.

There were 7 EFL teachers assigned for grade 9 and grade 10 students at Basso General
Secondary School at the beginning of the second semester in 2022. Five of them were teaching
grade 9 students. Hence, the five English teachers were selected via an available sampling
technique by which “the researcher selects participants because they are willing and available to
be studied [to participate] ” (Creswell, 2012, p.145). The teachers were selected based on
availability as they were limited in number. They participated in the teachers’ interviews to give
information for the qualitative data. Three of the teachers were also selected voluntarily for

classroom observation.

3.6 Data Collection Instruments

Various instruments were employed in the research to examine the results through triangulation

and to enhance the credibility of the findings. Accordingly, students’ reading engagement
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questionnaires, students’ interviews, teachers’ interviews, classroom observation and
achievement test of reading were used to collect relevant data. The data were collected

concurrently using these tools. Each of the instruments is discussed and justified in detail here.
3.6.1 Students’ Reading Engagement Questionnaires

Three student questionnaires were utilized to collect the quantitative data: Survey of Reading
Strategies, Motivations for Reading Questionnaire and Reading Behavior Questionnaire. These
quantitative self-report scales in the literature represent the three major domains of reading
engagement i.e., cognitive, motivational and behavioral, and were administered in combination
as a single questionnaire. The scales measure students’ current perceived reading engagement
while they read different texts in English. Each student rates each item on how much he/she is an

engaged reader when one reads texts.

Reading engagement questionnaires were used as “questionnaires allow the researcher to collect
large amounts of data in a relatively short amount of time” (Gay et al., 2010, p.388). Structured
or closed-ended items facilitate a more straightforward response process for participants, while
also simplifying scoring and analysis for researchers. In this study, the data gathered through the
surveys were used to correlate the students’ perceived reading engagement with that of their

reading achievement test scores. The next section is devoted to discussing each survey in detail.

3.6.1.1 Survey of Reading Strategies (SORS)

A survey of reading strategies (SORS), developed and validated by Reichard and Mokhtari
(2002), was employed to assess the cognitive engagement (reading strategies) of the participants.
This tool was designed to evaluate the native English language learners’ awareness of reading
strategy use. However, it primarily assesses the kinds and frequencies of reading strategies
employed by ESL adolescents and adult learners while engaging with English academic texts,
including textbooks and journal articles. The 30-item survey was originally validated and its
internal consistency reliability coefficient ranged from 0.89 to 0.93 (Solak & Atlay, 2014). The
survey was developed to assist students in enhancing their metacognitive consciousness and the

application of strategies during their reading activities.
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Consisting of 30 items, the survey assesses three categories of reading strategies: global
strategies, which include 13 items; problem-solving strategies, comprising 8 items; and support
strategies, featuring 9 items (Reichard & Mokhtari, 2002). Global reading strategies often
referred to as metacognitive strategies, comprised 13 items and represented a group of reading
techniques aimed at the overall analysis of the text. Conversely, problem-solving reading
strategies included 8 items that focus on the methods employed to solve challenges encountered
when a text becomes difficult to comprehend. Thirdly, support reading strategies, comprised 9
items and mainly focused on the utilization of external reference materials, note-taking, and

various practical techniques which are classified as functional or supportive strategies.

The survey of reading strategies has been modified and utilized for this study due to its
accessibility and its established validity and reliability as a measurement instrument. Besides, it
has been employed by other ESL researchers like Solak and Atlay (2014) and Chen and Chen
(2014). What is more, it was originally developed to specifically measure students’ reading
skills as opposed to other tools that measure general language strategy (e. g. Oxford, 1990;
O’Malley & Chamot, 1991).

This survey was adapted to suit the Ethiopian context and was translated into Amharic language
for clarity and convenience during administration. The evaluation of the items is conducted using
a five-point Likert-type scale, whith these options: strongly agree (5), agree (4), uncertain (3),
disagree (2), and strongly disagree (1). Completing the questionnaire required an estimated time
of 10 to 15 minutes. The survey requires an estimated completion time of 10 to 15 minutes. The
results obtained from the survey reflect the frequency with which respondents utilize strategies,
both overall and within each specific category. Pilot study was carried out with 120 students in
another school, with similar context, grade level, and age to consider the validity and reliability
of the survey. Results indicated that the survey was valid and reliable to be utilized in the main
study. The current researcher has also checked its internal consistency reliability, and he found

the alpha coefficient to be 0.852.

3.6.1.2 Motivations for Reading Questionnaire (MRQ)

The Motivations for Reading Questionnaire is a questionnaire measure of students’ reading

motivations, which consists of 11 aspects. The instrument was developed to assess eleven
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potential aspects of reading motivations, encompassing reading efficacy, various intrinsic and
numerous extrinsic motivations for reading, social factors related to reading, and the inclination
to avoid reading (Wilde et al., 1996). It has passed through rigorous validation stages by
different authors, and it has many versions. Among them, Wigfield and Guthrie (1995)
developed the first MRQ to measure 11 reading motivation aspects. This original scale was 82
items long, and the improved version of the MRQ has 53 items (Wigfield & Guthrie, 1997).
Wigtield et al. (1996) have also developed and validated this tool with 54 questions.

Another version of the MRQ, as developed and validated by Metsala et al. (1999), identified that
out of the initial 11 dimensions, 8 constructs were deemed vigorous and most effectively
represented reading motivation, and were utilized by earlier researchers. Consequently, they
were employed in this study as the underlying elements of reading motivation. This study
employed a condensed version of the MRQ, which includes self-efficacy, intrinsic motivation
(consisting of curiosity, involvement, and challenge), two elements of extrinsic motivation

(recognition and competition), social motivation and reading avoidance.

Tonks et al. (2018) confirmed that the MRQ can be used by teachers and reading specialists of
children in grades 3 to 6 to measure how children are motivated to read. It is also used in middle
schools, high schools and even at tertiary levels. The authors explain that the MRQ is a reliable
and valid scale to assess learners’ reading motivation. Qualities of MRQ include that it correlates
to reading behaviors like the number of hours read and frequency of reading; it measures the
many aspects of reading motivation and can be administered for a group of population. Due to
these strengths of the MRQ, the current researcher adapted and used this tool. It was checked for

its internal consistency reliability and its Cronbach alpha was 0.879.

Items within the MRQ are evaluated via a five-point Likert scale, including these ratings: strongly
agree (5), agree (4), uncertain (3), disagree (2), and strongly disagree (1). In fact, the original one
has four-point Likert-type. However, to suit the scales with those in the other two questionnaires,
they were changed in to a 5-point Likert-type scale as they are administered as a single
instrument and a five- point Likert scale is believed to address varied scopes of the students’
choices. The questionnaire took approximately 12-17 minutes to complete. It was translated into

Ambharic before it was administered to the students.
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3.6.1.3 Reading Behavior Questionnaire (RBQ)

The subcomponent of Boakye’s (2012) questionnaire, which is adapted to evaluate students'
reading habits, was modified for the purpose of assessing reading behavior in the present study.
In her intervention study, Boakye (2012) found that as its reliability was checked, the Cronbach
Alpha reliability coefficient was recorded at 0.68 for the pre-intervention questionnaire and 0.67
for the post-intervention questionnaire, with both values nearing the benchmark of 0.7. The
current researcher adapted the questionnaire and conducted a pilot study among grade 9 students
of another school to check the validity and reliability of the questions in the Ethiopian context by
improving some of the items and by adding other few items deemed necessary. He conducted the
pilot study with the set of the three surveys. Collectively, the composite reading engagement

questionnaire was determined to be a valid and reliable instrument for the main research.

The reading behavior survey comprises 20 questions that examine students' reading habits,
encompassing both academic and non-academic texts. The items concerning reading habits focus
on the types of texts that students engage with and the frequency of their reading activities at
present. 12 items pertain to academic texts, while 8 items are related to non-academic texts.
Similar to the other two questionnaires, this particular survey was translated into the students'
native language, Ambharic, for the purpose of administration. The reliability and validity were
also checked, and it was found to be effective. As checked by the current researcher, its internal
consistency reliability coefficient was 0.796. The internal consistency of the reading engagement
questionnaire was evaluated, yielding a Cronbach's alpha coefficient of 0.92. According to
Devellis (2003, cited in Pallant, 2010), a scale is considered reliable when the Cronbach's alpha
exceeds 0.7. Ultimately, the reading engagement questionnaire, which comprises 88 items, was
administered to the students in conjunction with the three previously mentioned questionnaires.
Finally, the reading engagement questionnaire consisting of 88 items was administered to the

students.

3.6.2 Students’ Interviews

Semi-structured interviews were conducted with 6 (3 male and 3 female) students selected from
the 3 observed sections and the other 3 additional sections of grade 9 students by the teachers.
Sem-istructured type of interview was selected for the interview questions were both close ended

and openended types. The objective was to collect detailed qualitative information on the
93



students’ actual reading engagement during reading lessons by gathering data on issues like the
students’ reading strategy, reading motivation, reading behaviors and reasons that influence their
reading engagement. An interview protocol with key interview questions was organized based on
the three domains of reading engagement (cognitive, motivational and behavioral). It was
organized and conducted in Amharic language so that the participants could easily understand
the message and report their engaged reading. Interview with each participant student was audio
recorded during the interview sessions. After the interviews were transcribed in Ambharic, they
were translated into English for reporting purposes. For ease of the data analysis, student

interviewees were coded from S1 through Sé6.

Fredricks and McCloskey (2011, p.50) state that “One of the advantages of the interview method
is that it can provide insight into the reasons for different levels of engagement” to facilitate an
understanding of the reasons behind the engagement of certain students while others start to
disengage from educational activities. The data from student interviews can also help to

crosscheck the findings from quantitative tools.

3.6.3 Teachers’ Interviews

Semi-structured interviews were conducted with five English language teachers in grade 9 at
Basso General Secondary School, comprising four males and one female. The interview with
teachers was intended to gather qualitative data about the students’ reading engagement,
specifically students’ reading strategy use, motivation to read, reading behaviors and reasons
influencing students’ reading engagement in reading lessons. Teachers’ interview data was used
to triangulate findings from students’ interviews and students’ questionnaires. The teachers’
interview was not expected to produce as much data as the students’ interview for engagement is
more of a personal phenomenon that mainly concerns the students. However, teachers can also
observe and report some observable student behaviors and activities in their EFL reading classes.
In addition, they can suggest ideas about the factors that impact students’ reading engagement
during reading lessons. The teachers’ interviews were conducted in English language by the

researcher himself.
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3.6.4 Classroom Observation

For the qualitative data, unstructured classroom observation was conducted on 3 sections of
grade 9 students. The purpose was to get information on the students’ overall reading
engagement i.e. how students are practically engaged while reading texts during reading
instruction. Some observable student behaviors and implied cognitive and motivational processes
were captured. Classroom observation, in which the researcher acted as a non-participant
observer, has not a special content or format for observing. The observation was implemented in
alignment with the three primary components of reading engagement: strategy, motivation, and
behavior, along with associated concepts. Each section was observed three times, with each

session lasting between 30 to 40 minutes.

Observations can give information on students’ observable reading behaviors like participation,
time on task in reading and interactions made between the teacher and the students, and among
the students themselves. About this, “the prime advantage of using observation techniques to
study [reading] engagement is that they can provide detailed and descriptive accounts of the
contextual factors occurring with higher or lower engagement levels” (Fredricks & Mc Colskey,
2012, p.5). These authors further note that observation methods can serve as a means to validate
the information gathered through surveys and interviews regarding students' engagement.
However, the primary drawbacks of these observational techniques include their labor-intensive
nature and the fact that they typically encompass only a limited number of students and contexts.
This limitation prompts concerns regarding the generalizability of the findings to broader
settings. The reason seems that reading engagement is mainly an individual activity in its nature.
Most of the observational methods measuring engagement are individual-level tools by which an
evaluator looks at the student and rates his /her engagement. In this research, classroom-level
observation was utilized, encompassing all students and documenting every activity that took
place during reading lessons. The aim is to gather information that may not be obtainable

through other methods.

3.6.5 Reading Achievement Test

Reading achievement test was administered to all the selected students to assess their general

reading comprehension achievement. The average scores from the test were analyzed with
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respect to the outcomes of the reading engagement questionnaire to assess the relationship
between various aspects of reading engagement and reading achievement. Students’ reading
comprehension was assessed by adapting a reading comprehension test designed and used by
Abiy (2005) for his PhD research thesis. Abiy’s (2005) reading test has two sets of tests (each set
having three tests): the pre- mediation and the post-mediation reading tests. The tests were
organized to check students’ tendencies and reading ability, and to test whether students could
improve their reading performance because of teacher mediation. The current researcher also

found the tests appropriate for the purpose of this study, and he adopted the tests.

For the current study, the first set of tests (the pre-mediation one) was adopted. Although the
original two sets of tests were equivalent in content, length and level of difficulty, it is believed
that the subject matters in the first sets of tests are even more familiar to the level of grade 9
students. Thus, they were chosen for the present research. The set of tests was chosen and
adapted for this study as it was originally prepared for learners who were attending education in
a similar context (Amhara Region, Ethiopia) and similar grade level, grade 9. They have also
passed through rigorous process of development and validation, and ways to check reliability by
the original researcher. The reading materials utilized in Abiy’s (2005) reading tests were
suitable for ninth-grade students regarding content, length, and difficulty level, as evidenced by
the reading passages found in their textbooks. The current researcher has also gone through the
present English textbook with 12 chapters, especially reading skill sections, and he has made a
slight analysis of the tests and final exams prepared by high school teachers. He found Abiy’s

(2005) tests to be congruent to the ones teachers prepare at high schools to assess their students.

The questions developed were purposefully classified into two categories: those that necessitate a
literal understanding and those that demand a deeper interpretation, encompassing analysis,
synthesis, evaluation, and appreciation, while also connecting to the students' existing
knowledge. The comprehension assessment includes nonfiction or informational texts from
diverse subject areas, where students respond to true/false statements, multiple-choice questions,

matching items, and fill-in-the-blank tasks.
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3.7 Data Collection Procedures

The data was gathered from early February until early May of 2022. Upon receiving a letter of
recommendation from the Department of Foreign Languages and Literature (DFLL) at Addis
Ababa University, the researcher went to Basso General Secondary School to seek permission
from the school administration for the study. After he had got the permission from the schools’
principal, he started the data collection process, the first task being the selecting the participants.
When collecting data for the research, an attempt was made to to prioritize accuracy, reliability,

and ethical considerations to ensure the quaklity of the data.

First, unstructured classroom observations were conducted on three sections of grade 9 students
in their EFL reading lessons. The objective of the observations was to obtain qualitative data on
the students’ overall reading engagement i.e. students’ observable reading behaviors and
practices as well as some implied aspects of mental and emotional reading activities. They were
also intended to evaluate whether the practices students and teachers reported in the surveys and
interviews occur in their reading classes. The researcher video-recorded each classroom during
reading lessons and took some field notes (when possible). Of course, an assistant data collector
took field notes for the first three sessions. However, he could not continue because the English

teachers’ schedules for the classroom observations were postponed again and again.

Next, students’ reading engagement surveys were administered to the students within four
learning classrooms in the school. The questionnaires were translated into Amharic, ensuring that
all the participants were homogeneous i.e. Amharic-mother tongue speakers. Then, orientation
was given to the students before the onset of the administration, mainly about the purpose of the
survey and how to rate it as well as the precautions taken when they fill it. 238 students
completed the surveys with the help of the researcher and the trained data collectors (teachers)
for 7 students were absent on the date of the administration. 8 of the questionnaires were also
found to be invalid because a few of them returned papers with incomplete pages and with
incomplete answers. Thus, 230 students were considered as valid participants for the analysis
process. The questionnaires were administered after the data collection process of the classroom
observation had been completed for fear that students might pretend unreal behaviors during

classroom observation based on the ideas stated in the questionnaire or for social desirability.
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Then, unstructured interviews were conducted with 6 (six) grade 9 students by the researcher to
gather detailed information on their overall reading engagement during reading instruction. Data
was mainly collected on students’ reading strategies, reading motivations, reading behaviors and
reasons influencing their reading engagement while reading texts in English. Interviews were
carried out in the Amharic language in the school compound with an arrangement when every

student had free periods.

Afterward, reading achievement tests were administered by the researcher and the data collectors
(teachers) to 238 grade 9 students (who participated in the survey) to assess their reading
comprehension ability. The administration process lasted for about 75 minutes, and in the middle
of the process, the students took a break of 7 minutes on their benches. 8 students were excluded
for there were incomplete pages from their test papers. Then, the valid test papers were marked
and made ready for SPSS analysis. Thus, 230 students were valid for analysis purpose. Then, the

test mean scores were linked with the survey mean scores for correlation and regression analyses.

Finally, interviews were conducted with 5 (five) grade 9 EFL teachers to get data about students’
reading engagement, specifically on students’ reading strategies, reading motivations, the kinds
of materials the students read and reasons influencing students’ reading engagement. The

researcher himself has conducted the teacher interviews in the school compound with schedules.

3.8 Data Analysis Techniques

Data analysis in mixed methods research involves the analysis of quantitative data through
quantitative techniques, while qualitative data is analyzed using qualitative methods (Creswell &
Plano Clark, 2007). As the data for the present study was composed of quantitative as well as
qualitative nature, both data analysis techniques were employed accordingly. The quantitative
data were gathered through questionnaires and reading achievement test. After the data were
gathered, they were scored, screened and checked for their completeness and appropriateness for
SPSS analyses process. They were also evaluated interms of different assumptions like linearity,
normality, homoscedasticity and multicollinearity via SPSS (Version 25) program. Basically,
normality tests of P-P plot and Q-Q plot were performed, and the results revealed that there was
normal distribution of the scores from surveys (Refer Appendices I1, 12 and I3). The quantitative
data were also found to be appropriate for correlation and regression analysises. Then, the data

were analyzed quantitatively using SPSS (Version, 25) program. Then, correlation and
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regression analyses were performed. Correlation analysis was done to see if the students’ reading
engagement domains were associated to their reading achievement. Moreover, multiple
regression analysis, which can tell us how well a set of variables is able to predict a particular
outcome (Pallant, 2010) was calculated. The quantitative data were presented using tables and

numbers to show different statistics or values.

Qualitative data obtained from interviews and classroom observations were analyzed using
qualitative data analysis techniques through description. To analyze students’ interview data,
firstly, the audio-recorded interviews were transcribed in Amharic language, and then they were
translated in to English language for reporting purpose. Likewise, teachers’ interviews were
transcribed verbatim in English language. Then, the students’ and teachers’ responses to the
respective key questions were reported narratively by using broad themes and quotations.
Analysis of these data involved reading, re- reading, categorizing and reporting the data by
themes; the three engagement domains and their subcategories were used for reporting the data.
The video recorded classroom observation data were transcribed, organized and analyzed by
main themes to triangulate findings from other tools. The video-recorded data were
supplemented with some field notes when it was necessary. Various instances of classroom
observations were presented to show the actual activities that students accomplished during

reading lessons.

3.9 Validity and Reliability of the Tools

One of the most significant indicators of a study’s quality is the assessment of the validity and
reliability of the tools used (Pallant, 2010). Following the completion of the pilot study,
adjustments were implemented on the data gathering instruments for the main study, and
pretesting was conducted where appropriate. The subsequent section addresses the validity and

reliability of the tools employed in the research.

3.9.1 Validity and Reliability of the Reading Achievement Test

The adapted reading test has undergone extensive validation and reliability assessments (Abiy,
2005); however, its validity was specifically evaluated within the context of the present study. To
assess the reliability of the test, the equivalent forms of reliability method was utilized,

comparing the participants’ scores from pre-mediation tests with their post-mediation tests

99



conducted in a different equivalent school. The calculated reliability coefficient for the tests was

determined to be greater than 0.77, exceeding the established benchmark of 0.70.

The reading test was evaluated for content and face validity by two experienced lecturers: one
from the profession of Teaching English as a Foreign Language (TEFL) and the other from
psychology, both of them working at Debreberhan University. Additionally, two experienced
high school English language teachers provided their feedback on the test. Among the criteria for
evaluating the test were clarity of the directions, appropriateness of items to test reading skills,
inclusion of various comprehension skills and its level of difficulty. The instructors suggested
that the reading test is longer to better align with the proficiency level of grade 9 students,
expressing concern that the students might become bored during the testing process.
Furthermore, they indicated that some of the questions were somewhat challenging. The high
school teachers also commented that the test consisted of a large number of items (72), as
students typically encounter fewer reading comprehension questions in combination with other
language-related items. Accordingly, the required adjustments including some typographical

errors were implemented in the test.

The researcher gave orientation to the students prior to the administration of the test, emphasizing
that the length of the questions is not a significant problem. This reassurance was intended to
help students focus on answering questions of a similar nature, and they were informed that
breaks would be allowed during the test and a 7 minutes break was given. Because two
questions were found to be too difficult to understand and decide answers, they were deleted as
per the comments and the researcher’s judgement. All the comments from the experts and the
researcher’s observations were considered before the tests were administered. Finally, it was

administered to the participant students of Basso General Secondary School.
3.9.2 Validity and Reliability of the Reading Engagement Questionnaires

The validity and reliability of the reading engagement questionnaires were assessed as well. To
evaluate the validity of the overall reading engagement questionnaire, it was distributed to two
senior ELT PhD candidates of Addis Ababa University to examine its readability, suitability for
the intended level, and other relevant factors. After the PhD candidates evaluated the

questionnaire, they gave crucial comments. Based on the comments, two items dealing with the
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motivations for reading questionnaire were deleted as they were a little bite unrelated to the
students’ learning context. Two items from the reading behavior questionnaire were also
changed by other items as they are not practical in the Ethiopian context. The questionnaires
were translated in to Ambharic language by the researcher and two ELT PhD candidates to make
the meanings in English and Ambharic equivalent. By consolidating three versions of translation

in to one, the questionnaires were ready for administration.

The reliability of the three subscales is presented separately as follows. The Survey of Reading
Strategies (SORS), validated by Reichard and Mokhtari (2002), underwent validation, and the
internal consistency reliability coefficient ranged between 0.89 and 0.93, exceeding the
minimum threshold of 0.70. Upon evaluating its internal consistency reliability, the current
researcher determined the alpha coefficient to be 0.852. Motivations for Reading Questionnaire
(MRQ), which assesses the students’ reading motivation, was created and validated by Matsela,
Wigfield, and McCann (1999). Besides, for this study, it was checked for its internal consistency
reliability and was found to be 0.879 alpha coefficients. Regarding the Reeading Behavior
Questionnaire (RBQ), its internal consistency reliability was checked by Boakye (2012) who
indicates that the Cronbach Alpha for the pre-intervention survey was 0.68, while the post-
intervention survey recorded a value of 0.67, with both figures nearing 0.70. The current
researcher has also checked the reliability of the survey, and has found the Cronbach’s alpha

coefficient to be 0.796 which is reliable.
3.9.3 Validity of the Interview Questions

Interview questions for both the students and teachers were designed carefully in order to make
them in line with the research questions and the available literature review. Moreover, the
questions were crosschecked with reviewed questions of previous researchers like Protacio
(2013) who conducted research on ELLs reading engagement. After the interview questions had
been designed, reread, and improved by the researcher, they were circulated to the researchers’

advisor and two ELT PhD students at Addis Ababa University for comment.

The PhD candidates read the questions and commented some technical issues such as redundancy
of ideas in different questions, appropriateness of language, clarity of directions and number of

items. Finally, the researcher’s advisor suggested that questions for the students’ interviews were
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too many and a few items for the teachers do not concern them. Forinstance, students’
conceptual understanding. After the necessary comments were carefully considered, interviews
were conducted with both the students and the teachers. Once the recorded interviews were
transcribed, the transcripts were provided to the interviewees to verify the accuracy of the

information. Then, all the respondents confirmed their agreement with the transcriptions.

3.10 Ethical Considerations

The research was conducted in a sense that it respected ethical principles to be considered in
undertaking a research. As Gay et al, (2010) contend, it is imperative for every researcher to
recognize and address the ethical implications associated with their research endeavors.
Furthermore, researchers should prioritize the welfare of study participants over any personal or
professional motivations to conduct a study. Thus, every participants, a teacher or a student, has
participated with his/ her consent. A due effort had also been made to make the participants feel
motivationally safe before they participated. Moreover, “Research studies are built on trust
between the researcher and the participants, and researchers have a responsibility to behave in a
trustworthy manner, just as they expect participants to behave in the same manner” (Gay et al,
2010, p.19). For these authors, the two fundamental rules of ethics dictate that participants must
not experience any form of harm, whether physical, mental, or social, and that researchers are
required to secure the informed consent of the participants. In this sense, the researcher would
like to assure that he was abided by the codes of ethical conduct of research with regard to each
bit of data collected for the research purpose. The procedures below were accomplished to ensure

ethical considerations of the study.

The onset of data collection process came to the reality after the Department of Foreign
Languages and Literature (DFLL) had written a formal letter of consent to the school’s
administration. Following the approval of the school administration (the director), the
participants were subsequently requested to provide their consent to take part in the study
accordingly. The overarching purposes of the research were first conveyed to the teachers.
Subsequently, the objectives of the study, the methods of participation, the potential implications
of taking part, the voluntary aspect of participation, and the right to withdraw at any time were
clarified to the students. In addition, the participants’ privacy, anonymity and confidentiality
were protected at various stages of data collection process. The participants’ privacy and
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anonymity were protected by means of pseudo names and codes in the process of collecting and
analyzing the data. Confidentiality was also secured by not sharing the participants’ data with

their fellow participants or other individuals outside the study.

3.11 Procedures and Preliminary Findings of the Pilot Study

Essential parts of the pilot study are summarized and presented in this section to give an insight in
to the nature of the pilot study and the procedures followed in it. Similar procedures were used in
the pilot study to that of the main study in which some improvements were made. The primary
goal of conducting the pilot study was to determine the feasibility and adequacy of the data
collection tools that are employed in the main study. Additionally, it aimed to familiarize the

researcher with the data collection tools and data analysis techniques for the main study.
3.11.1 Objectives of the Study

3.11.1.1 General Objective

The general objective of the pilot study was to investigate students’ reading engagement in grade

9 EFL classrooms at North Shewa Zone.

3.11.1.2 Specific Objectives

Specifically, the pilot study aim to:

1. determine if there is a relationship between students’ reading engagement and their
reading achievement;

2. examine if the three aspects of reading engagement together predict students’ reading
achievement;

3. find out the students’ reading strategy use when they read texts in English;

4. investigate students’ reading motivation;

5. explore students’ reading behaviors;

6. describe the roles of the English teachers in engaging students in reading activities;

7. identify the major reasons affecting EFL students’ reading engagement.
3.11.2 Research Questions

Based on the specific objectives, the research questions under here were set:
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1. Is there a relationship between students’ reading engagement and their reading

achievement?

2. Do the three reading engagement domains predict students’ reading achievement?

3. How frequently do the students use reading strategies when they read texts in English?
4. To how much extent are the students motivated readers in reading classes?

5. What types of texts (academic or nonacademic) do the students mostly read?

6. What are the roles of English teachers in engaging students in reading activities?

7. What are the major reasons affecting EFL students’ reading engagement in reading classes?

3.11.3 Scope of the Study

The pilot study was conducted in another general secondary school in the same town, Debre
Berhan town. The main objective of the pilot study was to on examine students’ reading
engagement in EFL classrooms: investigating the students’ reading engagement in terms of the
three major dimensions i.e. behavioral, cognitive and motivational as well as determining the
association between students’ reading engagement and their reading achievement. It also
identified the reasons that influence students’ reading engagement in English reading classes.
Besides, it described the roles of English language teachers in engaging students in reading
activities. The study was delimited to the context of Ethiopia, North Shewa zone, Debreberhan
town. The population of the study was restricted to grade 9 students at DebreEba General

Secondary school.

3.11.4 Research Methodology

This section presents a summary of the research methodology employed in the pilot study. It deals
with issues like the design of the study, the methods of the study, the setting of the study, the
sample size and sampling techniques, data collection tools, procedures of data collection, data

analysis techniques and ethical concerns.

3. 11. 4.1 Design of the (Pilot) Study

The pilot study utilized a mixed methods research design. A concurrent integration of the
quantitative and qualitative methods design was utilized for the theme of this research, reading
engagement, is a complex and multidimensional concept that needs a thorough understanding
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involving quantitative as well as qualitative data. Both quantitative and qualitative data were
collected from the participants, and to do this a mixed methods research design (concurrent one)
was employed. Dornyei (2007) stresses that concurrent design is highly favorable for examining
phenomena those operate on multiple levels. Therefore, to leverage the strengths of both methods,

the concurrent triangulation design was employed (Creswell, 2010).

Mixed methods research includes “mix[ing] or combin[ing] quantitative and qualitative research
techniques, methods, approaches, concepts or language into a single study” (Johnson &
Onwuegbuzie, 2004; Gay, Mills & Airasian, 2010, p.481). A mixed methods design,
specifically, the QUAN-QUAL model, which is also called the triangulation mixed methods
design, was used. In this model, “quantitative and qualitative data are equally weighted, and are
collected concurrently throughout the same study; the data are not collected in separate studies or

distinct phases” (Gay et al., 2010, p. 486).

3.11.4.2 The Setting of the Study

The location for the pilot study was Debreberhan town, situated in the North Shewa zone, 130
kilometers north of Addis Ababa. The study was conducted in DebreEba General Secondary
School. This setting was preferred for the researcher believed that the participants are
homogeneous-Amharic mother tongue speakers, and this would help him to have one type of
survey and students interview in Amharic language. The researcher is also affiliated with
Debreberhan University, a nearby institution, and possesses some familiarity with the study's

context.
3.11.4.3 Participants of the Study

The study involved grade 9 students from Debre Eba General Secondary School, along with their
English language instructors. The participating students were chosen from a total population of
approximately 810 students who enrolled in 2021. Grade 9 was favored as it represents a

transitional phase from grade 8, introducing a new instructional approach.

3. 11. 4.4 Sample Size and Sampling Techniques

Debre Eba General Secondary School was chosen intentionally for the pilot study. The focus was

exclusively on grade 9 students, as the research aimed to investigate the reading engagement of
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this particular group, which is currently experiencing a transitional phase in their educational
journey. Also it seems less practical to include all grade levels (grades 9-12) in a single study due

to manageability challenges.

Out of the total 810 grade 9 students with in 18 sections, 120 students i.e. 16% of them were
selected through simple random sampling technique. Then, all the selected students from the 18
sections were taken for reading engagement survey and for the reading achievement test. For the
interview, 5 students were selected among the 120 students purposively by their teachers. 3
sections were also selected for classroom observation via purposive sampling technique. 8 EFL
teachers were teaching grade 9 and grade 10 students at Debre Eba General Secondary School in
2021. However, two of them were going to be transferred to other schools. Thus, 4 English

teachers were selected based on their willingness for interview.

3.11.4.5 Data Collection Instruments

Similar data collection tools were utilized for the pilot study. Hence, students’ reading
engagement questionnaires, teachers’ interview, students’ interview, classroom observation and

reading achievement test were the data gathering tools each of which is highlighted under here.

3.11.4.5.1 Students’ Reading Engagement Questionnaires

Three student questionnaires were utilized together to collect quantitative data: Survey of
Reading Strategies (SORS), Motivations for Reading Questionnaire (MRQ) and Reading
Behavior Questionnaire (RBQ). These self-report engagement surveys in the literature represent
the three domains of reading engagement i.e., cognitive, motivational and behavioral, and were
administered as a single questionnaire. They assess students’ perceived reading engagement
when they read texts. The data gathered through these tools were used to correlate the students’

perceived reading engagement with that of their reading achievement test scores.

3.11.4.5.2 Teachers’ Interview

Semi-structured interviews were conducted with 4 (3 male and 1 female) grade nine English
teachers at Debre Eba General Secondary School. Interviews were intended to gather qualitative
data about students’ reading engagement, specifically students’ reading strategy use,

motivations, behaviors, factors influencing students’ reading engagement and the teachers’ roles
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in engaging students in reading lessons. The interview data was used to triangulate data from
students’ interview and to support findings from quantitative tools. Teachers can observe and
report some key observable student behaviors, and they can contribute ideas about what they do
in relation to students’ reading engagement during reading lessons. The interviews were

administered in English language by the researcher himself.

3.11.4.5.3 Students’ Interviews

Semi structured interviews were conducted with 5 (3 male and 2 female) purposively selected
students by the researcher to gather detailed qualitative data on students’ actual reading
engagement in the classroom. Semi structured interview was selected as most of the interview
questions are open ended a few are close ended. The interviews basically aimed to gather data on
the students’ reading strategy, reading motivation, reading behaviors, reasons that influence their
reading engagement. An interview protocol with key interview questions was organized based on
the three domains of reading engagement. It was organized and administered in Amharic language

so that the students could easily understand the message and reflect their reading engagement.

3.11.4.5.4 Classroom Observation

For the qualitative part of this study, unstructured classroom observation was made on 3 sections
of grade 9 students to gather data on the overall practice of students’ reading engagement i.e.,
how students are practically engaged during reading lessons. There was a plan to observe each
section three times. However, it was not conducted three times with each teacher as there was a
continuous transition of teachers from one school to another. After conducting one classroom
observation with each teacher, the teachers left the school and other teachers were not found to be
convenient for the observation. Thus, one classroom observation was conducted with each
teacher. Although most of the observational methods measuring reading engagement are
individual level tools by which an observer looks at the student and rates one’s engagement, in
this study observation was used at a classroom level, recording each activity occurring during

reading lessons.
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3.11.4.5.5 Reading Achievement Test

The students’ reading achievement was evaluated by modifying a reading comprehension
assessment created by Abiy (2005). These tests were developed to examine students' reading
tendencies and abilities, as well as to determine whether teacher mediation could enhance their
reading performance. The initial set of assessments (the pre-mediation tests) was utilized. The
test was chosen for the pilot study due to its alignment with the educational context of students in
the Amhara Region of Ethiopia, specifically at the 9" grade level. In addition, it has undergone a
thorough process of development and validation, and methods to ensure its reliability. The
current researcher has observed the present English language text book, especially reading skill
sections, and he has made a slight analysis on the tests and final exams prepared by high school
teachers. He found Abiy’s (2005) tests to be congruent to the ones teachers prepare at high
schools. The kinds of questions formulated were categorized into those necessitating a literal
(surface) interpretation and those demanding a more profound or deeper understanding. The test
consists of nonfiction or informational passages from various content areas for which students

answer true or false items, multiple choice items, matching items, and fill in the blank spaces.

3.11.5 Data Collection Procedures

Data collection commenced at the beginning of February and continued until mid-May.
Following the selection of study participants, the process of gathering data was initiated.
Initially, unstructured classroom observations were made on 3 sections of grade 9 students in
their reading lessons (one session for each section). The researcher video-recorded the classroom
instructions, particularly reading lessons and took field notes (when possible) on each classroom.
Next, students’ reading engagement questionnaire was administered to 126 students in the
Amharic language by the researcher and data collectors (teachers). At the end, 120 survey papers
were analysed. Then, unstructured interviews were conducted with 5 grade 9 students by the
researcher. The interviews were conducted in Amharic language in the school compound after
the completion of reading lessons and during opposite shifts. Subsequently, reading achievement
tests were administered by the researcher and data collectors to 124 students. 4 students were
excluded though they participated in the survey due to the incomplete pages from their survey.
Finally, interviews were conducted with 4 English teachers by the researcher with the English

language to get data on students’ reading strategies, reading motivations, reading behaviors,
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reasons influencing students’ reading engagement and the teachers’ roles in engaging students in

reading activities.

3.11.6 Data Analysis Techniques

The pilot study and the main study utilized comparable data techniques of data analysis.
Quantitative data obtained from surveys and reading tests were analyzed utilizing the Statistical
Package for Social Sciences (SPSS, Version, 24) software, which facilitated both descriptive and
inferential statistical analyses. Additionally, correlation and regression analyses were conducted.
Correlational analyses were done to see the relation between reading engagement aspects and
reading achievement, while multiple regression analysis was computed to decide the predictive
ability of the set of reading engagement factors over reading outcome. Quantitative data were also
tabulated using tables, figures and percentages, and were analyzed quantitatively using descriptive
statistics. Qualitative data from students and teachers interviews as well as from classroom

observations were analyzed using qualitative techniques through description.

3.11.7 Validity and Reliability of the Pilot Study Tools

The adopted reading test has undergone thorough validation processes and reliability checks by
the original designer. Furthermore, its validity has been evaluated within the context of the
present study. To assess both content and face validity, the reading test was presented to two
doctors-one specializing in TEFL and the other in psychology at Debreberhan University, as well
as to two experienced high school English teachers for their feedback. The lecturers as well as
the teachers commented some important improvements on the test. Then, all the suggestions and
the researcher’s observations were considered before the administration of the tests. The same
procedures for checking the validity of the reading test were followed in the main study; it is

discussed in detail in methodology section.

To see the validity of the interview questions, both the students and teachers interviews were
designed with due caution so that they should be consistent with the research questions and the
existing literature. The questions were crosschecked with reviewed questions of previous
researchers like Protacio (2013). After the interview questions had been designed, reread, and
improved by the researcher, they were circulated to the researchers’ advisor and two senior ELT

PhD students at Addis Ababa University. The PhD candidates commented some technical issues
109



such as redundancy of ideas, appropriateness of language, clarity of directions and number of
items. Finally, the researcher’s advisor suggested some constructive comments. Among them
were: questions for the students’ interview were too many to manage; a few questions for the
teachers did not concern them. After all the comments were considered, the interviews were

conducted with participants.

3.11.8 Preliminary Data Analysis and Findings

This section was the last (fourth) chapter in the pilot study. In the summary below, portions like

tables and statistics are excluded, and the main preliminary findings are presented.

Summary of Findings of Preliminary Data Analysis

Analysis of Pearson correlation coefficient generally indicated a relationship between students'
reading engagement aspects and their reading achievement. The three factors of reading
engagement: strategy, motivation, and behavior, demonstrated positive, moderate and significant
correlations with reading achievement. A notable and substantial correlation was identified
among strategies and reading achievement, motivation and reading achievement, as well as
behavior and reading achievement. This result points out that secondary school students’ reading
engagement as well as its three aspects are associated with their reading outcomes during English
reading lessons. The multiple regression analyses also revealed that strategy, motivation and
behavior together predicted reading achievement statistically and significantly. Reading
motivation and reading behavior made significant contributions to the prediction of students’

reading results.

Based on the descriptive analysis of reading strategies use on the questionnaire, the students were
average users of reading strategies. They scored higher mean score in global strategies followed
by support strategies, and they scored relatively lower mean result in problem solving strategies.
The descriptive statistics of reading motivation showed that grade 9 students have medium type of
motivation during English reading classes. As per the subcategories, the students were more
motivated for extrinsic and intrinsic reasons respectively. As the descriptive analysis of students’
reading behaviors or habits revealed, the mean score of the reading behavior for the participants
was medium. The mean score for non-academic reading behavior also fell under an average

range. However, the students read academic texts better than non- academic ones.
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As per the qualitative data analysis, ninth-grade students predominantly utilize global reading
strategies, followed by problem-solving ones, while their use of support strategies is
comparatively less frequent. They seemed to utilize reading strategies less frequently, as
corroborated by the interview data. Generally, they have some knowledge of reading strategies

and a certain application of the reading strategies while they are reading texts in English.

The qualitative data showed that the students are less motivated readers, a little bite below
average readers, and they are mainly motivated for extrinsic factors. Even though they claimed to
be motivated readers and good readers, teachers interview and classroom observation divulged
that the students are less motivated readers. Of course, engaged readers are those who rad mainly
for intrinsic reasons. Grade 9 students most of the time read academic texts like textbooks and
exercise books, and they rarely read nonacademic texts such as newspapers and fiction. They
also usually read printed materials rather than digital or internet resources. They apply reading

skill to get conceptual knowledge from both subject area texts and reading texts.

Debre Eba General Secondary School Grade 9 students participate in some social contexts like
pair work and group work to do reading activities during reading lessons. They have also a
practice of being involved in social reading with their teachers. Factors like poor language
background, lack of motivation, family burden, preference to playing games with friends,

watching TV, and absence of exposure to authentic texts affected students’ reading engagement.

Grade 9 teachers did some meaningful roles like probing, encouraging and rewarding in the
classroom to engage the students actively in reading activities. Although they reported a lot of
duties in the interview, classroom observation data divulged that they accomplish similar and
limited tasks such as introducing topics, allowing students to read, asking and inviting volunteers
to read, guiding the students to do comprehension questions, doing questions for students and

giving home works.

3.11.9 Lessons Learnt from the Pilot Study

Conducting the pilot study has assisted the researcher to judge the adequacy and feasibility of the
overall research methods, techniques and procedures. He was also able make a few modifications
for the main study accordingly. The researcher has generally learnt a lot from the pilot study,
including modification, inclusion an exclusion of some issues which are listed below.
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1. It was found that some of the questions from the students’ interview should be deleted and
some other relevant ones should be modified and added. For example, question number ‘1’ should
be avoided as it is less related to the research objectives. In addition, question number ‘4’ should

be included under question number ‘2’ as a probing question.

2. Additional research question about the predictive powers of the independent variables i. e
reading strategy, reading motivation and reading behavior, on reading achievement was found to
be necessary. This is because when there are two or more predictor or independent variables over
a dependent variable, standardized regression coefficients should be performed to identify the best

predictor, and it was applied in this study, and additional research question was added.

3. A question on the students’ interview that asks if the students’ reading engagement (strategy,
motivation, behavior) helps them to score good results in reading should be added. One of the
basic research questions of the study seeks to determine the link between students’ reading
engagement and their reading achievement. Thus, to triangulate the findings of the quantitative
data, interviews should have a question asking about the association between reading

engagement and reading outcome. Hence, this question has been added to the main study.

4. Assistant data collector for the classroom observation process would be necessary for the
main study. During the pilot study, although an assistant data collector was arranged, the
researcher himself recorded and took field notes at the same time due serious personal problem
on the data collector. This has caused some inadequacy in capturing the data which could not be

observed through a video recorder.

5.In addition to the lessons he has drawn from other tools and procedures, the researcher has got
constructive knowledge and practical skills from the SPSS program, the analysis process of the

quantitative data, so that he will confidently utilize it in the main study.

6. Adding the number of population for all tools was also found important as the pilot study is a
small scale variety of the principal study. There were also rearranging and improving the review

literature to make it relevant to the study.

7. Regarding Research Question 6, “What are the roles of English language teachers in engaging
students in reading activities?”, the researcher felt that this research question is a little bite deviant

from the theme of the study as it is mainly about teachers, and he believed that this question will
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be reduced as some part of it can also be answered by research question ‘5°.

8. On the other hand, one additional research question should have been added to identify the
aspect of reading engagement that best predicts reading achievement. Thus, the third research
question, “Which aspect of reading engagement predicts students’ reading achievement most?”

was added.

9. Students’ reading achievement test results were analysed separately in the pilot study.
However, examining reading achievement separately was not the purpose of the study. It was only
intended to be correlated with the students’ reading engagement aspects. Thus, it was not analysed

in the main study.

10. The assessment of reliability and validity of the tools has shown that the tools are appropriate
for the subject matter of the study as the researcher has answered all the research questions with

the tools. To this end, they were employed in the main study with little modification.
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CHAPTER FOUR: DATA ANALYSIS, FINDINGS AND DISCUSSIONS OF THE
STUDY

4. Introduction

The major objective of this mixed-methods research was to examine secondary school students’
reading engagement in EFL reading classes. The study endeavored to explore the association
between various domains of grade 9 students’ reading engagement and their achievement in
reading. Besides, it assessed the predictive capacity of the set of students’ reading engagement
aspects on their reading achievement. It further explored the level of students’ reading
engagement with respect to its three aspects, finally identifying the major reasons that influence

grade 9 students’ reading engagement during the process of reading texts in English.

In this chapter, data analysis and findings are presented, followed by the discussions. The study
employed both quantitative and qualitative methods to collect and analyze data. Thus, the
quantitative data which were gathered through students’ questionnaires and reading achievement
test were analysed by using the Statistical Package for Social Sciences (SPSS, Version 25)
software. Correlation and regression analyses were performed to see the association of reading
engagement aspects with reading outcome and to determine the predictive ability of these factors
on reading achievement.To analyze the qualitative data, the major themes from the students’ and
teachers’ interviews were identified based on reading engagement domains and their
subcategories. Then, the findings were presented descriptively based on the identified themes and
quotations. Data from unstructured classroom observation were also analysed descriptively, and

they were used to substantiate and triangulate the findings from survey and interview data.

4.1 Analysis and Findings of the Study
4.1.1 Findings of the Quantitative Part the Study

The quantitative component of this research examined the correlations between various aspects
of students' reading engagement, specifically reading strategy, reading motivation, and reading
behavior, as evaluated through a survey, and their corresponding performance in reading, which
was measured by a reading achievement test. It also assessed the predictive capacity of these

three aspects of reading engagement on students’ reading achievement. Then, it explored the
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level of students’ reading engagement with respect to the three aspects. The quantitative data
has included both descriptive statistics and inferential statistics. The analysis of the data was
conducted using SPSS software (Version 25), which facilitated the computation of mean,

standard deviation, correlation, regression, and standardized regression coefficients analyses.

After the collection of data through questionnaires and reading achievement test, the
completeness of the quantitative data was checked in terms of many perspectives. Afterwards,
the data entry processes were made in to the SPSS software for the analysis process. In this
section, the quantitative data are analysed under different subsections. Descriptive statistics were
done before the inferential statistics for convenience because they can be preliminary findings to
facilitate the inferential statistics. To do this, tables were used to show different statistics or

values clearly.

4.1.1.1 Descriptive Statistics
4.1.1.1.1 The Descriptive Statistics of Students’ Reading Strategy Use

The descriptive statistics of students’ reading strategy use below was basically intended to
answer research question number 4, “How frequently do the students use reading strategies when
they read texts in English?” This research question was also answered by interview data to make
triangulation on the findings of the survey data. Out of the 88 items in the reading engagement
questionnaire, the 30 items in the Survey of Reading Strategies were utilized to examine
students’ reading strategy use. They represent cognitive engagement in this study. The SORS
encompassed global strategies, problem-solving strategies, and support strategies as
subcategories of reading strategies. The scale developed by Oxford (1990) was utilized to
identify the reading strategy types that were used most and least frequently. It states that when
the mean score for every item was 3.5 or above, it is high frequency of reading strategy use,
while if it is 2.5-3.4, it indicates medium frequency of reading strategy application. And a mean
score of 2.4 or below shows low frequency of strategy use. The same benchmark is applied for
the reading motivation questionnaire and reading behavior survey. The analysis of students’ use

of reading strategies is presented underhere.
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Table 1: Descriptive Statistics of Overall Reading Strategy Use and Subcategories (N=230)

Reading Strategy Use GLOB PROB SUPP

Mean 3.5504 3.6385 3.5386 3.4338

Std. Deviation 43988 47534 52653 57120
Minimum 243 2.46 2.13 2.00
Maximum 4.63 4.69 4.88 4.78

Sum 816.60 836.85 813.88 789.78

Note: * mean for all items
GLOB =Global Strategy, PROB =Problem solving strategy, SUPP = Support Strategy

As table 1 above indicates, the maximum score of the scale for reading strategy use was (M=
4.63), and the minimum score was (M=2.43). This means the range of SORS score in this data
was (M=2.20). The mean score of reading strategies’ use for the participants was (M=3.5504)
while the standard deviation was 0.43988. This means the students had high frequency of
reading strategies use while they are reading texts during English reading classes. As for the
subcategories, the average score (mean) for global reading strategies within the subcategories
was (M=3.6385), with a standard deviation of 0.47534; the mean score for problem solving
strategies showed (M= 3.5386), and the standard deviation was 0.52653. Meanwhile the mean
score of support strategies was (M=3.4338) having the standard deviation of 0.57120. This
statistic generally implies that grade 9 students’ usage of various reading strategies as they read
texts in English was high (M=3.5504). The participants employed global reading strategy more
frequently (M=3.6385), followed by problem solving strategy (M=3.5386). Relatively, they
applied support reading strategy least frequently (M=3.4338) though they used it at a moderate
level. However, according to the participants’ interview data, the students appeared to use

support and problem solving strategies more frequently when they read various texts in English.
4.1.1.1.2 Descriptive Statistics of Overall Students’ Reading
Motivation and Subcategories

Among the 88 questions in the reading engagement questionnaire, 38 items in the Motivations

for Reading Questionnaire deal with participants’ motivational engagement. These items were
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utilized to assess students’ reading motivation and its five subcomponents for descriptive as well
as inferential statistics. The findings of students’ reading motivation use are described in the

section under here.

Table 2: Descriptive Statistics of Overall Reading Motivation and Subcategories

Reading Motivation SE IM EM SM AV
Mean 3.3048 3.3750 | 3.2528 | 3.6026 3.1861 | 2.800
Std. Deviation 46189 58584 | .58021 52625 75332 | .68889
Minimum 2.21 1.75 2.07 2.30 1.6 1.5
Maximum 4.53 5.00 4.73 4.80 5 5
Sum 760.10 776.25 | 748.13 828.60 732.80 | 644.00

Note: * mean for all items
SE=Self-Efficacy, IM=Intrinsic Motivation, EM=EXxtrinsic Motivation, SM = Social Motivation,
AV= Avoidance

As is shown above (Table 2), the maximum score for students’ over all reading motivation was
(M=4.53), while the lowest score was (M=2.21). Thus, the range of reading motivation score
was between (M=2.21) and (M=4.53). Whereas the mean of the reading motivation score for the
participants was (M=3.3048), its standard deviation was 0.46189. This value indicates that the
students have moderate type of reading motivation (M=3.3048) during English reading classes.
Regarding the subcomponents of reading motivation, the students’ scores range from (M=2.800),
for reading avoidance to (M=3.6026), for extrinsic motivation. Based on this value, the students
read more for extrinsic reasons (M=3.6026) followed by self-efficacy (M=3.3750), Intrinsic
motivation (M=3.2528) and Social motivation (M=3.1861). Reading avoidance (M=2.800) is the
least frequently employed type of motivation by the students. The students read mainly for
extrinsic motivation means they read to pass exams and tests and for their high self-belief. On the
other hand, it can be inferred that they were showing the desire to avoid reading activities during

reading lessons.
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4.1.1.1.3 Descriptive Statistics of Students’ Reading Behavior

The 20 questions with in the reading engagement questionnaire represent students’ reading
behavior or behavioral engagement, and are utilized to measure the students’ reading habits i.e.

the kinds of texts they read as well as the frequency by which they read the texts.

Table 3: Descriptive Statistics of Overall Reading Behavior and Subcategories

Reading Behavior ACT NACT
Mean 3.0352 3.3277 2.7098
Std. Deviation 49221 53143 .55609
Minimum 2.15 2.17 1.63
Maximum 4.50 4.58 4.38
Sum 698.10 744.67 623.25

Note:  mean for all items

ACT= Academic Texts, NACT= Non Academic Texts

As indicated in Table 3, the maximum score of students’ reading behavior for this data was
(M=4.50), and the lowest score was (M=2.15). Thus, the ranges of reading behavior mean score
were found between 2.17 and 4.50. Then, the mean score of the reading behavior questionnaire
for the participants was (M=3.0252) and the standard deviation and was 0.49221. This value
shows that the students’ reading habit or frequency to read texts is at a moderate level.
Concerning the subcategories, the mean score of academic reading behavior fell under moderate
range (M=3.3277), and the standard deviation was 0.53147. The mean score for nonacademic
reading behavior was also moderate (M=2.7098), with the standard deviation of 0.55609. This
result divulges that the students read academic texts more frequently than nonacademic texts in
English classes. This means the students usually read materials like textbooks, exercise books
and worksheets to prepare for exams and tests while they sometimes read authentic texts for

pleasure or enjoyment.
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4.2 Correlation and Regression Analyses

Correlation and multiple regression analyses were carried out based on the questionnaire and
reading achievement test data. The correlation analysis was basically made to address research
question ‘1°: “Is there a relationship between secondary students’ reading engagement aspects
(reading strategy, reading motivation and reading behavior) and their reading achievement?”
Multiple regression analysis was made to address research question ‘2’: “Do the three aspects of
students’ reading engagement (strategy, motivation and behavior) together predict their reading
achievement?” Furthermore, standardized regression coefficients analysis was calculated to
answer research question ‘3’: “Which aspect of reading engagement predicts reading
achievement most?” or to look into the relative contribution of each reading engagement aspect.
Correlation and regression analyses were made based on Kotrlik (2011) criterion. It demarcates
that the association between two variables can be negligible (0.01 up to 0.09), low (0.10 up to
0.29), moderate (0.30 up to 0.49), strong (0.50 up to 0.69) or very strong (0.70 and above).

4.2.1 The Correlation between Each Domain of Reading Engagement
and Reading Achievement
In this section, the associations of students’ reading engagement domains (strategy, motivation
and behavior) as rated by questionnaires were correlated to their reading achievement which is
measured in reading achievement test (Refer the Table below).

Table 4: Pearson Product-moment Correlations between Each Reading Engagement
Factor and Reading Achievement (N=230)

Variable RS RM RB RAT
RS 1
RM .685%** 1
RB A458%* 545%* 1
RAT 358%* 245%* 147%* 1

Note. RS = Reading Strategy, RM = Reading Motivation; RB = Reading Behavior;, RAT=Reading

Achievement Test

**, Correlation is significant at the 0.01 level (2-tailed)
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* Correlation is significant at the 0.02 level (2-tailed)

The relationships between various aspects of reading engagement and reading achievement test
(RAT) scores were assessed using the Pearson product-moment correlation coefficient.
Preliminary analyses suggested that the assumptions of normality, linearity, and
homoscedasticity were not violated. Correlation analysis (table 4) revealed that each aspect of
reading engagement had a statistically significant (P<0.01) association with reading
achievement. Furthermore, all correlations exhibited a positive direction, varying from 0.147 for
reading behavior to 0.358 for reading strategy. Accordingly, a moderate and significant
correlation was identified between strategy and RAT (r = .358, P < 0.01). In contrast, low and
significant correlations were observed between motivation and RAT (r = .245, P < 0.01), as well
as between behavior and RAT (r = .147, P < 0.01). Consequently, as illustrated in the table, the
strength of the associations between various facets of reading engagement and reading
achievement varies, exhibiting effect sizes that range from low to moderate. The effect size of
reading strategy was moderate (r =.358) while reading motivation and reading behavior had low
effect size (r= .245, r= .147) respectively. Hence, the positive and significant associations
between each domain of reading engagement and reading outcome suggest that a strong
utilization of strategies, a high degree of motivation, and consistent and frequent reading habits

correlate positively with students' reading achievement.

The inter-correlations among various aspects of reading engagement were also evaluated. Hence,
a robust and statistically significant correlation was identified between strategy and motivation
(r=.685, p <0.01), as well as between motivation and behavior (r=.545, p < 0.01). Additionally, a
moderate and significant correlation was found between strategy and behavior (r=.458, p < 0.01).
The values show that among the assumptions of regression, multicollinearity is not violated. As
per Pallant (2010,p. 150), “multicollinearity exists when the independent variables are highly
correlated(r=.9 and above).” Here, all the correlations are below .7, the assumption of

multicollinearity being achieved.
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4.2.2 The Correlation between Reading Strategy Aspects and Reading Achievement

Table 5: Pearson Product-moment Correlations of each Reading Strategy Aspect and Reading
Achievement (N=230)

Variable Glob Prob Supp RAT

Glob 1

Prob ST78** 1

Supp S64%* - 596%*% ]

RAT J375%% 0 285%*%  235%*% ]

Note: Glob = Global strategy, Prob = Problem Solving Strategy, Supp = Problem Solving Strategy
**_ Correlation is significant at the 0.01 level (2-tailed)

The relationships between global strategy, problem-solving strategy, and support strategy in
relation to reading achievement were analyzed. As indicated in Table 5 above, there was
amedium, positive, and statistically significant correlation between global strategy and RAT
(r=0.375, p< .01). However, there existed a low, positive and significant association between
problem solving strategy and reading achievement (r= 0.285, p< .01), and support strategy and
RAT(r=0.235, p< .01). Each aspect of reading strategy was associated to reading achievement
positively and significantly. This value implies that the application of global strategy, problem
solving strategy as well as support strategy are associated to students’ reading achievement.
Thus, helping students to use reading strategies by providing them appropriate strategy

instruction is essential.

Analyses were also performed on the inter-correlations among the three reading strategy aspects.
And thus, a strong, positive, and statistically meaningful correlation was identified between
global strategy and problem-solving strategy (r= 0.578, p <.01), and between global strategy and
support strategy (r= 0.564, p <.01). In addition, a strong and significant correlation was identified
between the problem-solving reading strategy and the support reading strategy (= 0.596, p

<.01). Hence, a strong, significant and positive association was observed between problem
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solving strategy and global strategy (r= 0.578, p <.01), global strategy and support strategy (r=
.564, p <.01), problem solving reading strategy and support reading strategy (r= 0.596, p <.01).

4.2.3 The Correlation between the Aspects of Reading Motivation and Reading

Achievement

Table 6: Pearson Product moment Correlations between Reading Motivation Aspects and

Reading Achievement (N =230)

Variable SE ™M EM SM AV  RAT
SE 1

IM S542%* ]

EM A18%*  509%* ]

SM A48%*  652*%*  505%* ]

AV J383**  399%*  ]157* 3771

RAT 259%*%  190* 222%%  176%* 150 1

Note: SE=Self Efficacy, IM=Intrinsic Motivation, EM Extrinsic Motivation, SM= Social Motivation,
AV=Avoidance, RAT= Reading Achievement Test
**, Correlation is significant at the 0.01level (2-tailed)

* Correlation is significant at 0.05 level (2-tailed)

The correlations among self-efficacy, extrinsic motivation, intrinsic motivation, social motivation,
and avoidance in relation to reading achievement (RAT) were computed. As illustrated in Table 6,
a low, positive, and statistically significant association was observed between self-efficacy and
RAT (r =.259, p <.01), intrinsic motivation and RAT (r = .190, p < .01), extrinsic motivation and
RAT (r = .222, p < .01), social motivation and RAT (r = .176, p < .01), as well as reading
avoidance and RAT (r = .150, p < .01 Hence, the correlations of self-efficacy, intrinsic
motivation, extrinsic motivation, social motivation and reading avoidance with students’ reading

achievement test were low, positive and significant. The positive and
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meaningful connections observed between various elements of reading motivation and reading
achievement suggest that encouraging secondary school students to engage with different English

texts can improve their reading performance.

Moreover, the inter correlations among reading motivation factors were performed. As a result,
there existed a strong, positive and significant correlation between self-efficacy and intrinsic
motivation (r=.542, p <.01), intrinsic motivation and extrinsic motivation(r=.509, p<.01), social
motivation and intrinsic motivation(r=.652, p<.01), extrinsic motivation and social motivation
(r=.505, p <.01). Whereas a medium, positive and significant correlation was found between self-
efficacy and extrinsic motivation (=418, p <.01), self-efficacy and social motivation(r=.448, p
<.01), intrinsic motivation and reading avoidance(r=.399, p <.01), social motivation and reading
avoidance (r=.379, p <.01). On the other hand, a low, positive as well as significant correlation
was observed between self-efficacy and reading avoidance (r=.187, p<.01), extrinsic motivation

and reading avoidance (r=.157, p<.01).

4.2.4 The Correlations between Reading Behavior Aspects and
Reading Achievement
Table 7: Pearson Product Moment Correlations between Reading Behavior Aspects and

Reading Achievement (N=230)
Variable ACT NACT RAT
ACT 1
NACT S597** 1
RAT A19%*  165% 1
Note. ACT=Academic Text, NACT=Non-AcademicText, RAT = Reading Achievement Test.
**_ Correlation is significant at the 0.01 level (2-tailed)

The correlations of academic reading behavior and non- academic reading behavior with reading
achievement test (RAT) were calculated using Pearson correlation. Preliminary analyses showed
that normality, linearity as well as homoscedasticity assumptions were upheld. The statistics

reported in Table 7 indicate a low, positive, and statistically significant association between
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academic reading behavior and reading achievement test (r = .119, p < .01), as well as between
non-academic reading behavior and RAT (r =.165, p <.01). The values imply that non-academic
texts have shown better association with reading achievemnt than academic texts. The positive
associations between the reading behavior aspects and reading achievement suggest that reading
behavior was related to students’ reading outcome as evaluated by reading achievement test.
Analysis was also computed to identify the inter correlation among reading behavior variables.
Thus, the correlation between academic reading behavior and nonacademic reading behavior was

strong, positive and significant (r=.597, p<.01).

4.3 Reading Engagement Domains as Predictors of Reading Achievement

Under this section, the analysis of multiple regressions was performed to compute the predictive
ability of engagement aspects over students’ reading achievement. As was done for the

correlation analysis, initial analyses were computed to see whether the assumptions of multiple

regression analyses were met. Thus, the assumptions of linearity, normality and multicollinearity
were upheld in this context. Thereafter, Standard multiple regression analyses were conducted
using reading strategy, reading motivation, and reading behavior together as predictor
variables,with reading achievement serving as the dependent variable.
Table 8: Multiple Regression Analysis for the Correlation between the Reading
Engagement Factors and Reading Achievement (N=230)

Model | R | R Square | Adjusted R Square | Std. Error of the estimate| Durbin-Watson

1 3592 129 117 12.866 1.892

a.Predictors: (Constant), RB, RS, RM
b. Dependent Variable: RAT

As reported in Table 8 above, the reading engagement aspects, namely, strategy, motivation, and
behavior in combination have predicted reading achievement (R*=.129, p<0.05). The finding of
multiple regression analysis revealed that the set of reading engagement variables had a
statistically significant and positive (R*> =.129, p <0.05) influence on reading achievement. The
value of R square (0.129) indicates that the group of reading engagement domains contributed
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12.9% of variance in students’ reading outcome. Or 12.9 % of the varition in reading achievement
can be explained by the linear combination of these predictor variables. Additionally, the Adjusted
R square value was 0.117, indicating a modest fit for students' reading achievement. This result
suggests that the predictors (variables) related to reading engagement are fairly effective in

predicting students' achievement in English reading classes.

Based on Muijs's (2004) criteria, an Adjusted R square value between 0.11 and 0.3 indicates a
modest fit, while a value ranging from 0.31 to 0.5 signifies a moderate fit. In this sense, the
identified factors related to reading engagement were shown to modestly predict grade 9 students'

reading achievement in English reading classes.
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4.4 The Contributions of Each Reading Engagement Aspect on Reading
Achievement
To findout the aspect of reading engagement that had the greatest impact in predicting students'
reading outcomes, standardized regression coefficients () were computed. The results,

represented by the regression coefficients, are displayed in the table below.

Table 9: The Influence of Each Aspect of Reading Engagement on Reading Achievement

1Model Unstandardized Standardized T Sig.
Coefficients Coefficients
B Std. Error Beta
1(Constant) 12.784 7.393 2.109 .036
RS 11.272 2.678 362 3.992 .000
RM 319 2.703 011 118 .906
RB -.696 2.080 -.025 -.335 738

a. Dependent Variable: Reading Achievement, N= 230 students

As demonstrated in table 9, the results revealed that among the three reading engagement factors,
strategy contributed to a statistically significant (§ = 0. 362, p < 0.05) influence on the students’
reading achievement. However, motivation and behavior exhibited statistically non-significant
contribution to reading outcome (f= 0.011, p > 0.05) and (B = -0.025, p > 0.05) respectively.

Reading behavior is even a negative predictor of reading achievement.

The various aspects of students’ reading engagement, when considered collectively, were
statistically significant predictors of reading achievement. Nevertheless, separately only reading
strategy was a statistically meaningful predictor of reading achievement. Thus, reading strategy

had the strongest effect size (f=.362, p <0.05) on students’ reading achievement.

4.5 Qualitative Data Analysis and Findings

This section is devoted to the description and analysis of the qualitative data which is gathered
from both the students and the teachers. Qualitative data for the study was collected through

students’ interview, teachers’ interview and classroom observation. Qualitative data was largely
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used to answer the 7™ research question: What are the major reasons affecting EFL students’
reading engagement in reading classes?, and to some extent, it was utilized to answer research
questions 1(association), 4, 5 and 6 (levels of reading engagement). Thus, the analysis of
students interview data was done followed by that of teachers’ interview data. Finally, classroom
observation data was analyzed to verify and triangulate results from quantitative tools. Hence,

qualitative data analyses and findings are presented in the section below.

4.5.1 Analysis and Findings of Interview Data

The interview data for this study was analysed manually, applying a thematic analysis. As stated
by Creswell (2012), while both a hand analysis and a computer analysis are possible, a manual
data analysis may be preferred in some situations. The initial scenario occurs when we examine a
small amount of file, such as one containing below 500 pages of transcripts or field notes,
allowing us to efficiently monitor the files and locate specific text sections. The second case
arises when individuals lack comfort with computers or have not acquired proficiency in a
qualitative computer software program. The third scenario occurs when there is a desire to
engage directly with the data, fostering a tangible connection to it or have a hands-on feel for it.
The last scenario occurs when we are able to dedicate time to a hand analysis, as this process
requires considerable effort to manually categorize, arrange, and identify words within a text

database.

Accordingly, although the current researcher has some awareness and skills on computer
analysis for qualitative data, he has preferred the manual analysis technique as the interview data
is relatively manageable with hand analysis (about 60 pages). In addition, he wanted to be close
to the data, and he wanted to have a hands—on feel for the data. He had also time to commit to

the manual analysis system.

After the transcription and translation of the students’ and teachers’ interview data, the analysis
process was started. The interview data from the 6 students and from the 5 teachers was analyzed
in line with the themes of the interview questions, which were almost consistent with the
research questions. The analyses of the interview data included reading, rereading, coding and

making themes. Certain actual quotations or expressions were used to represent the participants’
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genuine ideas. For the simplicity of the analysis, participant students were coded S1 through Sé6.

The same procedure was followed for teachers.
4.5.1.1 Analysis and Findings of Students’ Interview Data
4.5.1.1.1 Reading Strategy Use

Under the theme of reading strategy use, the students were requested to reflect their reading
strategy knowledge and the frequency in which they use reading strategies. The students’ reading
strategies use were analysed mainly in terms of the three domains i.e. global, problem solving
and support strategies. Eventhouth there is a variation in type and amount of their reading

strategy use, the interviewees appear to apply different types of reading strategies.

All the interviewees reported that they apply different reading strategies when they read texts in
English. They seemed to apply some similar types of strategies to comprehend reading texts. For
example, they use similar types of problem solving reading strategies when they read texts as
five of the interviewees (S1, S2, S3, S5, and S6) replied that they apply repetition, reading a text
again and again to solve difficult texts. For instance, one of the strategies stated by S1 (refer to
Appendix-D1) was repetition. S1 explained his strategy use, focusing on how he comprehends

difficult texts in this way:

I use strategies ...most of the time, in English or in other lessons, by writing in
bold on the key words, and by repeatedly reading these key words. I read other
new materials written on these key words. I use these strategies and underline
key points. ... I make notes. I try to understand by reading again and again. If |
do not still understand, I write it in my own simpler words in such a way that I
can understand... I try to find books on a text what I cannot understand and I try

to understand.

In addition to using repetition( problem solving strategy), this student seems to use more support
strategies like writing key words in bold, reading other materials, underlining and taking notes.
He appears to use reading strategies better as he has listed relatively a better number of
strategies. S3 (refer to Appendix-D3) explained that she reads materials out of textbooks like

dictionaries; she takes out the main idea of the text and makes summaries. Then, if she doesn’t
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understand a text, she writes the points which are unclear, and reads them repeatedly. This
description depicts that S3 reads additional materials, writes unclear points and makes
summaries which are support reading strategies, and exceptionally she tries to identify the main

idea as part of global reading strategy.
S4 (refer to Appendix-D4) conveyed what strategies he employs to understand a text noting,

I start my reading. If the content I read becomes difficult, I refer to other reference
materials. When I study, I first skim. Then, I come to the main study reading....I
know if I have understood a text by asking my parents and people around me. By
discussing or working with my friends, we make difficult ideas clear. ...If it is an

English text, I try to understand by translating in to Ambharic.

Moreover, S4 explained that he shares the content to his friends and asks herself what the
reading brought to him. This student seems to use strategies like referring to other materials,
skimming the text, sharing and evaluating herself, most of which are support strategies and one

global strategy (skimming).

Sé(refer to Appendix-D6) also recounted this quote on her reading strategy use, “ I use deep
reading strategies such as skimming and I take short notes in such a way I can understand; and I
ask people what I do not understand. Firstly, I read it repeatedly; I use different books.” Besides,
she replied that she increases her attention and answers questions that she prepared from the text.
S2 (refer to Appendix-D2) describes that in order to know if he has understood a text, he tests
himself by evaluating how much he has understood the text. He claimed that he makes
discussions with his friends about his reading. S5 (refer to Appendix-D5) noted that she takes

notes and reads aloud while she reads.

S6 (refer to Appendix-D6) recounted this quote on her reading strategy use, “ I use deep reading
strategies such as skimming and I take short notes in such a way I can understand; and I ask
people what I do not understand. Firstly, I read it repeatedly; I use different books.” Besides, she
replied that she increases her attention and answers questions that she prepared from the text.
This respondent uses strategies like deep reading, note taking, asking people, using other books,

increasing attention and doing questions. She uses relatively better problem solving strategies.
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As it can be understood from the participants’ reflections on the interviews, they mainly use
support reading strategies followed by problem solving reading strategies when they read texts.
Support strategies or functional strategies like questioning each other, taking notes, translation
and reading additional materials/commercial books were stated by the interviewees. The students
use support strategies, which are employed to supplement their reading task. Next, the
interviewees have described problem solving strategies which are used when the text is difficult.
Strategies like deep reading, increasing attention, reading again and again and rethinking were
mentioned as problem solving strategies. However, the interviewees used global strategies
relatively less frequently as they mentioned only few global strategies, namely, skimming (S4,
S6) evaluation (in the sense of monitoring) (S2, S4) and getting the main idea though they may
know and use other global strategies unconsciously. Taken together, based on the findings, the
students seem to have some awareness of reading strategies (metacognition) and a fair use of the

reading strategies when they read texts in English.
4.5.1.1.2 Reading Motivation

Regarding their reading motivation, the student respondents were asked if they are motivated
readers and to how much extent they are motivated to read. The types of motivation they mostly
apply were also inquired. All the interviewees replied that they have motivation to read texts.
The majority of them also reported that they are self- efficacious readers, and four of them

believe that they are good readers.

S3 (refer to Appendix- D3) explained that he is a motivated reader in this quote, “I like [reading].
Reading is among the things that entertain me. I read fictions.” S5 also voiced a similar idea
saying, “I like reading. .... Interest comes first, and if I have an interest on the text, I understand
it, but if [ am not interested, I cannot understand it though I read and repeat it.” Similarly, S4
confirmed that he is a motivated reader remarking, “Yes. I enjoy by reading...I sometimes
read....I read entertaining books and fiction”. Moreover, S3 responded that he is a motivated
reader and he has a motivation to read. S6 reported that she is a motivated reader; she also said
that she is a good reader because she achieves many things (e.g. knowledge) through reading.
However, she said that she does not like to read some texts like world politics. This means she

avoids some reading tasks. As the confirmations from the interview data depicted, the
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respondents have better reading self-efficacy about their reading- their perceptions of their own
reading capability although most of the students in the classroom were observed to be less

motivated to read or to act on different reading activities.

Concerning their reasons for reading (for example, for intrinsic or extrinsic motivations), the
respondents have mentioned their sources of motivation. Most of them replied that they usually
read for academic purposes, especially to meet their teachers’ requirements, to get knowledge,
and to pass exams. For example, S1 has recounted this idea, “Motivating factors, the first is my
understanding that reading is enjoyable. Secondly, I get knowledge from these books. Third is
the interest I have to apply the knowledge I get. Mostly, there are not factors that influence me
not to read.” S1 also noted that, sometimes when he reads fictions, he gets bored, if there are
derogative words at different places. S1 seems to mainly focus on getting knowledge, which is
an example of extrinsic reading though he said that he reads believing that reading is interesting.
Regarding his reason to read, S2 (refer to Appendix-D2) reported that he gives most of the time

for reading academic texts, and after that he reads nonacademic texts.

In addition, as all of them confirmed on their reading habits, they mainly read academic texts like
exercise books and textbooks. This implies that the students mainly read texts for external
reasons or rewards. In short, they are mainly motivated to read texts for extrinsic purposes. Two
of the interviewees also responded that they read because their parents motivate them to read.
This is related to their long-term goals (extrinsic motivation). For instance, S3 reported that he

has a reading family, and his family’s reading experience has helped him to read more.

Based on the data, all the respondents claimed that they have motivation to read during reading
lessons, and most of them replied that they are motivated readers. Most of them also reported
that they are self- efficacious readers though classroom observation data does not support their
opinion. In connection to this, four of them also believe that they are good readers. However,
classroom observation data revealed that many of the students were observed to be less
motivated, and a few students were actively motivated to read texts in class, or to participate on

activities related to reading.

In line with this, there appeared to be a reading avoidance, disliking reading, among students

during reading lessons; most of them wait teachers to oblige them to participate. An evidence for
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this is that interviewees reported that they do not like some forms of reading or they rarely read
some materials like authentic texts. For instance, S5 replied that she does not like longer things
[texts]and love stories. Besides, S6 (refer to Appendix-D6) reported that she does not like

reading about the world politics, and she should read texts that are appropriate to her age level.
4.5.1.1.3 Reading Habits

With regard to reading habits, students were requested to report the types of texts they usually
read i.e. academic texts or nonacademic texts, and the frequency of their reading. Accordingly,
all the respondents reported that most of the time they read academic texts. Their reasons for
preferring academic texts are lack of time and interest to read nonacademic texts. In line with
this, S2 (refer to Appendix D2) stated his reading habit in this manner:
Though not different texts, in my age level, I read my own subjects, materials
helpful to me and reference materials and ‘Top books’ [commercial books].
Otherwise, I do not read others. Sometimes, I may read fiction books. I do not
read except academic texts and fiction. Most of the time, I read textbooks or

exercise books, and during my spare times I read fiction books.

S2 has admitted that he most of the time reads academic texts and sometimes fiction books. He
does not seem to consider fiction as non-academic text. S5 (refer to Appendix-DS5) described her
reading habit as, “I read types of subjects; since I came to secondary school, I read books,
dictionaries and notes the school prepares.” She also expressed that she reads nonacademic texts

during her leisure time. S2 has this quote about his reading habit,

Currently, in my secondary school, I can read all these (academic and
nonacademic) mentioned above. I am reading subject area or academic texts. I
read, for example, notes, subject area texts, and worksheets that are prepared by
teachers. However, in the current short time, as I take exams, I couldn’t budget

time and read texts like fiction. Thus, I am reading subject area texts.

In addition, S3 replied that he gives most of the time for academic texts; after that he reads
nonacademic texts. S6 (refer to Appendix-D6) also shared similar experience with S3. From the

above quotations, it is reasonable to deduce that the students devote much of their time to read
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academic texts such as textbooks and exercise books while they give less attention to
nonacademic texts like newspaper and magazines. The students’ reading in the classrooms
appears to be guided by the teachers’ reading instruction based on the text book as defined by the
curriculum. English teachers do not try to vary the materials by selecting other authentic

materials because they are very much concerned to complete the textbook at the end of the year.

The interviewees were also asked whether they usually read printed or internet (digital)
resources. All the interviewees elicited that they usually read printed materials, and they rarely
read internet resources due to lack of accessibility and interest. They conveyed that they read
internet resources when there are academic requirements such as home works and assignments
given by their teachers. An excerpt from S5 (refer to Appendix: D5) reads as, “I do not read
internet resources. I read printed materials if I get; otherwise, I don’t read [internet sources]. If
so, I read the printed materials, but I do not read internet resources. I don’t like internet
resources.” Practically, internet resources in the social media can diversify students’ reading

opportunities, and can develop their reading habit and reading speed if they are wisely applied.
4.5.1.1.4 Conceptual Knowledge

Participants were asked on how they use reading to get knowledge from texts. Concerning their
practice of extracting meaning from texts, all the interviewees responded that they apply reading
as a means of getting knowledge from the text when they learn reading comprehension. In
connection to this, S1 stated that he gets knowledge when he reads, and when he gets knowledge,
he learns. As S1 further noted, learning means showing or bringing behavioral change; he always
gets knowledge as he reads. On this issue, S4 also shared his idea as, “From what we read, even
from a notice, we get knowledge. If the texts we read are nonacademic, they are important for
our general knowledge. This has an effect on our learning since all what we learn were written

since long time ago”.

On how she gets conceptual knowledge as she reads, S5 said, “When we read, we get a lot of
knowledge, reading speed, reading comprehension and others.” S2 on his part elicited his
opinion as follows:

I get knowledge from what I read because I do not wait texts that are

knowledgeable. So, 1 read such texts and get knowledge. Just like I use
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knowledge to learn, I use reading to get knowledge. During English lessons,
starting from letter then to word, by combining these elements ...we have been

learning in such way.

S6 also describes the conceptual knowledge she gets from reading like this, “Most of the time, I
use reading to get knowledge. When I say to get knowledge it is to do home works that are given
by my teachers. In addition, I use it to get knowledge and to understand it well. ...To read other
subjects.” From the respondents’ instances so far it is possible to clearly infer that the students
use reading as a vital tool to get conceptual knowledge, or to integrate their existing knowledge
with the new ideas they get. They employ reading to extract meaning both from subject area
texts like history and from reading skill texts. The majority of the interviewees seem to believe

that reading is more important to get knowledge than to develop reading skills.
4.5.1.1.5 Social Reading

Under this theme, students have reported about their social interactions i.e. pair or group reading
when they read texts. The majority of the participants replied that they apply social reading
mostly at school and for the contents or topics they learn in the classes. At the outset, S1 (refer to
Appendix: D1) shared his practice of group reading and its benefits like this:
...there are interested students to read and change themselves. And we discuss with
them. We may discuss for hours about academic issues. We also talk outside
class. We discuss when we meet. Mostly, we discuss in class and around library
when we meet. We discuss on what we learn.... It helps us develop our reading

skill.

In addition to practicing group reading, this student appears to understand the importance of
social relations during reading. S4(refer to Appendix- D4) also noted how he and his friends
participate in social reading in this manner, “We talk about reading when there is content that we
have read, my friends or I. We discuss what we read or learned in class. Sometimes, we discuss
on what we read in our surroundings or homes.” Moreover, S3(refer to Appendix- D3) confirmed
that there are some friends that he meets daily, and eventhouth not on reading, and when they
discuss on some other issues, they get different pieces of knowledge. He adds that his friends

may know something that he does not, and the reverse may be true.
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Besides, S2 (refer to Appendix-D2) pronounces his and his friends’ social reading experience
like this:
I always talk with my friends about reading. What type of text to read, which part
of a text to read, ... we read by giving time for ourselves. We read three times a
week or two times a week, and we understand and pass. ...it helps us not to think
another thing at this age, by accumulating knowledge and by understanding how

knowledge and reading is important, without disliking any text.

S6 (refer to Appendix- D6) shared her idea on social reading like this, “We talk daily. As my
friends and I come home together after school, we discuss issues we learnt daily. We organize
academy related questions and ask each other. Most of the time, we discuss on the subjects we
learn”. As S6 further describes, they assign each subject to each student and prepare questions.
Then, they ask each other. According to this student, they discuss on both reading and other
subject areas. S5 also noted her social reading practice saying, “...most of my friends do not
want to talk about learning. During exams, perhaps, we may talk. If my friend reads, she shares

me and if I read, I share her; we discuss in this way”.

Social reading or group reading is made with the teacher too. S6 replied that they discuss when
their teacher teaches; they answer questions and ask questions, and they develop their reading
skills via the discussions with English teacher. Social reading was the area in which grade 9
students shown as a relatively good quality. Although it was not to the extent the respondents
explained, classroom observation data also revealed that students were asking each other during
reading lessons. They discussed when the teachers gave them individual as well as group
activities, and when the students were not clear about the reading activities. Of course, most of
the discussions between the students were made in Amharic language. Social reading was also
made between the students and the teacher when he/she explains some learning points and

instructions to the students.

4.5.1.1.6 Reasons Affecting Students’ Reading Engagement

One of the key questions for this study is, “What are the major reasons affecting EFL students’
reading engagement in reading classes? To this connection, the student respondents described

various factors that influence their reading when they read different texts. For instance, S1 (refer
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to Appendix- D1) said, “I don’t like texts that I don’t understand as I read. If the texts are written
in hidden language or ironic language, I don’t like them.” This quote implies that the student
doesn’t like difficult texts, or he does not prefer challenge when he reads. However, the primary
reason appears to be the difficulty of the language. S4 (refer to Appendix-D4) stated that he
does not want to read texts that are frightening and horrifying. S5 also noted her reading
challenge saying that she does not like longer texts. She claims saying, “...I do not like love
stories; I like a little bite about politics.” This idea implies that students’ reading engagement can
be affected by the contents of the texts they read. S3 (refer to Appendix- D3) on his part
describes the positive factors that affect his reading engagement like this  “...the first is my
family. My family is a reader family. And my family’s being reader has helped me to read more.
Because I have eagerness to read on different issues, which makes me read to know about the

things.”

This interviewee additionally explained that he cannot read in a noisy place and if he has a
rushing (crowded) time. Because he shifts from one subject to another, he cannot read his texts.
Generally, S3’s statements indicate that his family, his eagerness to know (curiosity), study area
and stress affect his reading engagement. When S2 (refer to Appendix-D2) explained his
challenges, he said, “In relation to teachers, there is no problem. The influence may be if it is not

clear when a teacher teaches, we may hate that subject totally.” Similarly, S6 replied saying,

Most of the time, there is social media. Of course, I am not that much. But social
media like TV, playing with each other have effects assuming that we will study it
tomorrow or another time. My friends also say that they will study during exam.

This also influences their reading.

S6 (refer Appendix-D6) further noted that when there are teachers whom they do not like, they
do not want to read the subject. Because they hate the teacher, they also hate the subject. What
pushes them to read is the teacher’s feedback [positive]. From S2’s and S6’s instances, one can
clearly deduce that the way teachers teach reading influences students’ reading engagement. In
sum, students’ interview data disclosed that factors like language difficulty, their family, content
of the text, peer pressure, social media, lack of motivation, English teachers influence students’

reading engagement when they read texts.
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4.5.1.1.7 The Reationship between Students’ Reading Engagement

and their Reading Achievement

An essential theme under investigation was the relation between the students’ reading
engagement (aspects) and their reading achievement. To triangulate the quantitative data findings
with qualitative data, interview data was used. Thus, the students’ reflections through the
interview are presented under here. Regarding this issue, S1 describes his idea saying:

Having reading habit helps us develop good reading habit [result]. When we use

reading strategies, we can understand and remember difficult ideas easily. Due to

this, if we understand and remember what we read, we become effective in

reading.

This student described the connection between engaged reading and reading achievement in
terms of the two factors: reading behavior and reading strategy, that is, developing good reading
habit and using reading strategies can help facilitate reading comprehension. S3 (refer Appendix-
D3) also expressed that there is a direct association between reading engagement and reading
performance like this, “reading is directly related to reading result. When there is reading, as
many academic issues are found in the form of books and different texts, and we understand
these texts by reading. So, it has direct relationship with our result.” This student also said that
they additionally read nonacademic texts, and they get good result from these. S3 seemed to
focus on influence of the reading behavior aspect, reading a lot of academic and nonacademic
texts on reading achievement. It is clear that if students read a lot, their reading strategy use and

motivation will increase which finally result in reading engagement and reading achievement.

Similarly, S2 (refer to Appendix—D2) has articulated his ideas pertaining to the link between
reading engagement and reading result under here:
Having good reading habit has a good relationship with reading result. When we
read well, we get good knowledge. However, simply reading a text is looking a
book, not reading, and we cannot know it. Reading by contributing our knowledge,

time, our full mind, attention is related to reading. We also get good knowledge.

S2’s description indicates that his cognition or reading strategy and his reading behavior can

contribute to his reading achievement when he reads texts. Another interviewee, S4 pointed out
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that reading strategies and reading motivation are essential to enhance his reading [result]. He
stressed that when students use reading strategies, as they apply them and in a place they want, it
helps them to read and understand at the desired level; and their motivation, when their interest
to the text increases, their interest to know increases. Then, they develop more interest to read.
S6 has also stated that having good reading habit is nice; she scores good result because she has
good reading habit. In addition, she said that if she has motivation, she develops her reading

achievement.

In conclusion, the students’ descriptions from the interview data indicate that they have some
awareness on the link between various reading engagement factors and their reading
achievement. This implies that the students have some experience in applying these engagement

factors while reading to enhance their reading achievement.

4.5.2 Analysis and Findings of Teachers’ Interview Data

Under this section, the teachers’ interview data on different issues of reading engagement were
presented and analyzed. These data were coded and analyzed under 5 main themes i.e. the
students’: reading strategy use, reading motivation, reading habits, social reading, conceptual
knowledge and reasons affecting students’ reading engagement. For the convenience of

analyzing the interview data, the participant teachers were coded from T1 through TS5.

4.5.2.1 Students’ Reading Strategy Use
Regarding this theme, teachers were inquired to report their idea on their students’ reading
strategy use, whether and how frequently the students use reading strategies when they read
texts. In spite of the fact that reading strategies are mainly mental processes, and students can
better talk about their strategy use, it is believed that teachers can also have some idea on their

students’ strategy use.

As the respondents elicited directly or indirectly, the students seem to be weak in using reading
strategies when they read different texts. The respondents explained that the students apply
reading strategies poorly, and they use a few strategies. An excerpt from T1 (refer to Appendix-
F1) described his teaching practice and the students’ reading strategy use as follows:

We teach them skimming..., scanning for finding particular points may be date,

name or bolded words and something like that, and we even teach them to guess the
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meaning of new words from context ...but through guessing, through predicting,
from contextual concept, it is possible to guess the meaning, but students are not
able to use these strategies eventhouth we teach them. So, they are weak in applying

these techniques, skimming, scanning, guessing and the like.

This teacher appears to note that regardless of the help they get from their teachers, most of the
students have deficiency in utilizing reading strategies. In explaining his students’ reading

strategy use, T2 (refer to Appendix-F2) has this quote to say:

When I teach reading lessons, I try to do such reading activities [strategies]. They
try to scan; they try to skim; they try to give contextual meaning; even at the
beginning of their lesson, I try to give the definition of the topic, and also I try to
select some few difficult words from the reading text, and first I teach them.
Finally, I allow my students to read the text. ... Most of the time, they are weak to

understand the text and to scan and skim, and few students 4 or 5 in class, try to.

T2 also reported that the students try to use these reading strategies when he gives them with in
different reading activities. Besides, T4 (refer to Appendix-F4) explained that based on the
reading text purpose, sometimes, they are asked to skim, scan or guess the meaning [of] the
words, the meaning of guessing; based on the purpose sometimes, some of the students use
strategies. Besides, TS (refer to Appendix-F5) explained that the students use different strategies
when they read independently and in groups; but still it is based on the text they are reading in
the classroom. TS5 generalized that his students use reading strategies sometimes. These teachers
seemed to address that the students sometimes apply reading strategies when the learning
purpose requires them to do so. Of course, teacher 4 has acknowledged that unfortunately her
students are not good readers and they have not good reading habit. This means they are not
effective in their strategy use. To sum up, based on the teachers’ explanations pertaining their
students’ reading strategy use so far, it would be concluded that grade 9 students do not

frequently use reading strategies when they read texts especially in the classroom.

4.5.2.2 Students’ Reading Motivation

In this section, teachers were asked about their students’ reading motivation when they teach

reading comprehension in English i.e. to how much extent are the students motivated readers
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when they read texts. To begin with, an excerpt from T2 (refer to Appendix-F2) reads like this,
“In reading activities, our students are weak. They don’t have interest to read any reading
materials. They don’t have interest. Of course, I force them to do, to read texts, but they don’t
have interest”. T4 (refer to Appendix-F4) also expressed the students’ reading motivation saying,
“Most of the students are not confident and curious. You can get two or three students from one
class. So, I can say they are not motivated. ...If they get some interesting stories, some of them
become eager to read.” Similarly, T3 (refer to Appendix-F3) reported that:

...there are some individuals who have good motivation to read both academic and

nonacademic texts. However, the average number of motivated readers is less than

the expected. In my observation, I see many students who frustrate on reading

rather than taking it as one of their enjoyable activities.

The last instance about the students’ reading motivation was forwarded by T1 (refer to Appendix
—F1) as, “They mostly prefer to silence; keep [expect] the teacher’s expression. If the teacher
enforces them to do so, they seem as they are motivated, but practically, they are not working
with motivation so that it is very difficult to say that they have motivation.” In addition, as T5
announced, [for] many years, students lack motivation, and they do not like to read. So, they are
not motivated readers. This teacher also explained that unless students are ordered to read or

participate in class, most of them are reluctant.

The teachers’ interview data presented so far indicate that grade 9 students are not motivated
enough to read different texts in English classes. Moreover, the students appeared to be
extrinsically motivated to read different types of texts as they usually read when there is pressure
from the teacher or when they believe that the reading task has some form of evaluation or mark.
Although most of the students claimed to be motivated readers, teachers’ interview and
classroom observation data revealed that most of them were observed to be less motivated to

read texts and a few students were participating during reading classes actively and with interest.
4.5.2.3 Students’ Reading Habits

Under this theme, the types of texts (academic or non-academic) the students mostly read as
reported by the teachers are presented. According to the interviewees’ explanations, grade 9

students most of the time read academic texts like text books. To this connection, T1 described
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his opinion as, “...they are not as such interested to read the material outside the class or for
their general knowledge. They simply focus on classroom purpose, which means to get mark or
if I enforce them to do or simply for the interest of my engagement.” T2 (refer to Appendix-F2)
also reported the students’ reading habit like this, “Most of the time, they read for grades and to
gaining good results. They do not want to read for enjoyment. Most of the time, things are

related with grade and passing mark.”

T4 (refer to Appendix-F4) on his part stated that her students mostly read academic texts in or
outside class. She had this instance to state:

My students engage in reading texts for academic purpose. I only use the reading,

the text books to teach the students. Our textbook, it is very wide. It contains a lot

of contents... so, to cover it is very difficult. So, I only use the text books only for

academic purposes.

T4’s explanation shows that the students read academic texts partly because of her choice of
materials i.e. the reading texts presented in the text books. She may have shortage of time to use
other authentic texts. Similarly, as T3 (refer to Appendix-F3) pointed out, he doesn’t think that
his students are frequently reading both academic and non-academic texts. He further explained
his idea in this way, “... they are relatively exam oriented readers. Since academic texts are part
of our class discussions, most of the students read academic texts than nonacademic ones.
Mostly, they read when they have home reading assignments, presentations, discussions and

such activities.”

T3 further noted that the students focus on academic texts because most of the materials in the
school library are reference materials and teachers do not expose the students to nonacademic
texts; thus they do not have the habit of reading nonacademic texts. This teacher also seems to
agree that students read academic texts due to the nature of the teaching materials and teachers’
experiences. As the evidences from the interview data showed, the students most of the time read
academic texts, and they rarely read nonacademic texts. Theoretically, if students do not read
non-academic or authentic texts for pleasure, they will not develop the love of reading and will

not improve their reading skills.
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4.5.2.4 Students’ Social Reading

In this part, the data on whether students apply social (pair or group) reading when they read
texts was analyzed. The teacher respondents elicited that the students were found to participate in
some social reading contexts when they read English texts. Most of the interviewees explained
the students’ social reading in terms of what happens during the classroom instruction. At the
start, T1 shared his students’ social reading in this way:
They read the text with the help of the teacher and with the help of friends; they are

unable to read independently. Mostly, they read the text being in triple, based on

their sitting arrangement. Students mostly participate being in triples; that is used as

a trend for the school. Simply they have a single text. They sit in triple, on a

combined desk so that they will do it being in triple.

In addition to describing the students’ needing support, this teacher is saying that instructionally
the students are made to sit in group of three, and this may facilitate social reading for the
students. Asserting less amount of social participation, T2 ( Refer to Appendix -F2) illustrated,
“We can see this differently. There are few students; they do their jobs, their tasks independently,
and some of them need support, assisting.” He also adds saying, “of course, they [majority] try
to, but how much they are effective, this may be questionable, but they try to discuss
everything.” As per this teacher, with few exceptions, most of the students discuss in need of
support for they cannot understand what the teacher says or orders. Similarly, T3 explained his

students’ social reading in this manner:

In my understanding, my students preferred to read in group than individually.
Their inclination to read in group indicates that most of the students cannot read and
understand in their own capacity. That is why they need support from other

classmates to do even their individual activities.

Furthermore, T4 (refer to Appendix-F4) confirmed that a few students are good individual
readers; otherwise, most of the students try to understand about the text from their friends in
pairs or in groups. As it can be inferred from the teachers’ quotes, the students usually participate
in social contexts in need of help, or to complete the tasks given by the teacher. This was also

observed during classroom observation; unless the teacher explains in Amharic (students’ mother
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tongue), the students try to make ideas clear by asking their friends. The description given by T3
also supports this idea. Thus, it can be concluded that social reasons for reading are a means of

solving problems for the majority of students during reading lessons.

4.5.2.5 Major Reasons Influencing Students’ Reading Engagement

The teacher respondents have described different reasons that affect their students’ reading
engagement when they read various texts in English. To begin with, T2 reported the factors
influencing students’ reading engagement as related to students’ personal factors. He alleged that
inside and outside school, students spend most of their time by playing; in addition to lack of
willingness to read, they watch movies and play with their friends outside. Regarding this theme,

T1 on his part has listed some internal and external reasons as follows:

... they are mostly unfamiliar with the context used in the text. Most of the contents
in our text book are taken from another culture. For example, some texts are taken
from some countries of Africa: Tanzania, Kenya, it says. The other, for example,
Japanese. Simple text... it says, Japan's tea ceremony. ... They don’t know what it
means. They are unfamiliar with this lesson. They are not interested to engage in
reading. The other may be their background. ...we have a number of students who
come from rural areas, who didn’t have any background experience of reading
materials written in English, even the text book.
T1 emphasized that the texts are unfamiliar to the students as they are specific to another
country’s cultures. T1 further articulated, saying, “We teachers are not as such active in doing
tasks for learners to be engaged in reading because mostly we teachers are enforced to offer the
lesson. Even the principals and other political leaders always enforce us to cover the lesson with

the expense of the content and some other related points. This can also be another factor.”

Based on T1’s (refer to Appendix-F1) explanations, students’ reading engagement is affected by
personal factors such as poor background knowledge such as language knowledge and external
factors like the type of the text i.e. unfamiliar content, the local politicians as well as the school’s
management. T2 as well noted that students’ background experience, the nature of texts and their

level of understanding affect their reading engagement in this extract:
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They are poor in their background. They don’t have experience in reading. In lower
grades, they don’t have experience to read texts in class or outside with in the time
bounded. ... Based on this, the level of the text, if the text is near them, may be
simplified. They want to read. And ... their level of understanding also, affects

them to understand, to engage them in reading activities.

T2 adds that teachers are also very influential in terms of their approach, how they teach.
Besides, as he claimed, their parents, most of the time, don’t have involvement on their students’
skill; parents do not follow their children. Similarly, as T3 elucidated, family background,
teachers’ reading culture, the school’s reading environment (e.g. clean library) and appreciation
culture to good readers are causes that affect students’ reading engagement. In addition, T3

mentioned the following note on the factors:

... the personality character of each student also affects their reading habit. We can
clearly understand. These days, there are electronics devices; everything is found
under one pocket. What a student can do is just browse whatever they want. So,
some students are busy in some fruitless activities from their electronic device but

others also use them in advantage.

Teacher 3(refer to Appendix-F3) seemed to raise a basic constraint of students reading
engagement. In line with this, during informal discussions too, both teachers and parents (who
live in towns) have a threat on the tendencies that students spend much of their time on

electronic devices like mobile phone, TV and games, which take much of students’ reading time.

In addition, another interviewee, T4 pointed out that students’ poor language background, lack of
motivation (e.g. confidence), implementation of free promotion in lower grades and family
burdens are among the challenges that influence students’ reading engagement. She asserted that
text difficulty, language problem, family education and type of peers influence the students’
reading comprehension and in turn their reading engagement. T5(refer to Appendix-F5) has also
pointed out that teachers’ knowledge about how to teach English, students’ hopelessness on their
future job security, shortage of authentic materials in the school libraries are factors affecting

students’ reading engagement.
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In short, as regards the impediments that affect students’ reading engagement, the teacher
participants reported students’ personal problems, family constraints, economic problems
unfamiliar text, poor language competence, lack of motivation, media, absence of exposure to

authentic texts, school principals and local administrators.

4.5.2.6 The Relationship between Students’ Reading Engagement and

their Reading Achievement

In this section, teachers’ reflections on the link between the students’ reading engagement and
their reading achievement are addressed. All the interviewees have responded that students’
engaged reading can be associated to their reading success. T1 (refer to Appendix-F1) states his

positive perception and understanding on the link between the two variables in this way:

I think students who are engaged in reading exercise have a better chance to
achieve their exam because students who are engaged in reading have a great
access to know the meaning of new words; they have access to understand what is
stated in the text. They have great access to be familiar with reading, and finally

they can improve their reading habit because reading habit is not a day’s task.

This teacher claims that engaged readers achieve better in reading exams reasoning out that these
students can read different texts and understand them. In the same token, T2 describes that
reading engagement can help students succeed better both in reading and in other subjects, even
in their lives. His quote goes like this:
I believed students who are better engaged in reading activities, they do in exams
also, in their lives also. Students who are better reader can become what? a good
achievers. As you know, we teach reading, especially for academic purpose to
understand other subjects also, to help other subjects. So, students who can read in
English textbooks, they can read also, mathematics, physics, chemistry or biology.

So, they become a good reader.

Concerning the point in discussion, T3(refer to Appendix-F3) definitely argues that those
engaged students will achieve more than those not engaged because, in his view, reading is an
activity of self-learning; by reading both curricular and extracurricular activities and materials,

reading will help good reader students to be a good achiever. The last but not the least, referring
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to her experience, T4 points out that engaged reading is associated to better reading achievement.
She voices her conviction as “Yea. Engaged students, they have good performance in their

classroom activities and in their exams. So, good readers achieve in their tests, in their exams.”

As we can notice from teachers’ explanations, the students’ reading engagement i.e. having good
reading motivation, using effective reading strategies and developing frequent and consistent
reading habit can have a close association to their reading achievement. Of course, a teacher may
not be expected to refuse this phenomenon. Even so, the respondents have confirmed that
English language students’ engagement in reading is associated to their reading performance.

This finding is in line with the results from the quantitative data and the students’ interviews.

4.5.3 Analysis of Classroom Observation Data

Classroom observation was utilized to capture the students’ reading engagement, particularly
some observable student behaviors as well as cognitive and motivational activities behind the
explicit actions or behaviors. Unstructured classroom observations (3 sessions with ech teacher)
were conducted with three grade 9 English language teachers in the chool. The observation data
were mainly collected through video recordings and some field notes. Based on the lessons
learned from the pilot study (video recording by assistant researcher was not effective), the
researcher decided to record all observation data by himself, and an assistant data collector took
field notes (only in 3 sessions). The assistant failed to take notes except for three sessions due to
the English teachers’ inconsistencies in their schedules. Then, the researcher managed both the
recording and note taking process (when possible). The overall recorded reading activities in the
classroom were transcribed verbatim in English. The observation data were used to substantiate

and triangulate data from questionnaires and interviews.

Classroom observation data was analysed manually by taking one sample session from each
observed teacher. Based on the transcribed video recordings, these sessions were carefully
described with some actual instances of the teachers’ and (primarily) the students’ activities or
behaviors in the classroom during reading lessons. Thus, the students’ activities are summarized
as follows to provide the overall picture of their reading engagement. To analyse the data, the the
students’ various activities or behaviors are categorized and described mainly in terms of

cognition, motivation and behavior as follows.
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4.5.3.1 Teacher one’s Classroom Observation Data Analysis (Session1)

Topic: B8.5 Reading: When I won the lottery-Page 148

The objective of this lesson was to teach reading comprehension skills based on the given

reading passage, titled ‘When I won the lottery’ in chapter 8 of the students’ English text book.

4.5. 3.1.1 Cognitive Engagement

T1 asked the students to guess the meaning of the new word ‘won’ from the passage, and the
past form of what word it is. Cognitively, some students 5 or 6 replied ‘win’ in chorus. In this
activity, it can be inferred that the students have employed their cognitive ability to answer the

question. They have at least remembered what they already know about the word.

Of course, the teacher himself gave the correct answer, saying “win by definition means gaining
something.” In replying to the question, “what would you do with the money if you win the
lottery?”, only three students responded: S1 (I would buy a car), S2 (I will buy clothes), S3 (I
would buy a house). In fact, some students, about 7 or 8 were raising their hands to respond. This
means, they know something about the question. Infact, more students should have raised their

hands to answer the question.

T1 instructed the students to read the whole passage and to answer questions. Then, some
students started reading. After a while, few others opened their textbooks. Most of them read
independently (the students are engaged cognitively at least to some extent). A few students were

observed asking their friends about the task (they might have faced cognitive difficulty).

Some students were struggling to solve the meanings of individual words using reading
strategies  (for example, by translating them to Ambharic). However, the teacher told them to
focus on the main idea of the text. Now, the students gathered in pairs and thrice to solve
difficulties in the text; they shared ideas on it. Here, they use reading strategies like skimming,

scanning, underlining etc.

Teacher told them to tell what they generally understand from the passage. A few students
(around 5Sor 6) raised their hands. A student answered correctly, and the teacher approved her
answer. For the first question given on the text, a few students seemed to know the answer. Then,

a student answered correctly (the question needs the students’ reading strategies to be answered).
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For another question, students voiced in chorus, “I was speechless.” The question partially
requires the students to use their cognition, as they directly looked at the expression and

answered correctly. They could apply strategies like skimming and scanning.

For the third question, the students answered in chorus correctly, saying, “Reporter.” For
question number 5, the students responded, “waste of time”. Better number of students
participated, and cognitive engagement is believed to be applied along with other aspects of
engagement. For this question, after they read the text again, the students responded differently
(together). A student responded correctly, voicing, ‘paragraph 2°. A few students raised their
hands, and they seemed to have got some understanding on the question. Another student replied

correctly saying, “because they want the money.”

As these example student activities indicate, the students have employed reading strategies while
they were reading the text to some extent. Although it is not to the extent that is expected, they

have been cognitively engaged during the reading lesson.

4.5.3.1.2 Motivational Engagement

T1 students’ reading motivation was assessed in the reading lessons by observing their
motivational reactions like willingness, self efficacy and interest to be involved in the reading
tasks. The same session (sessionl) is used to show the students’ motivational engagement

practices.

In sessionl, teacher 1 introduced the lesson and explained what the students were going to do. At
this time, most of the students lacked readiness and willingness to participate in the reading
activities. For example, only a few of them opened their text books on time. For the first pre-
reading, warm up question, some students gave answers while most of them were not interested

to reply.

When T1 asked, “What would you do if you win the lottery?”, only three students gave their
opinion eagerly. Of course, a few of them were showing interest to participate, and they
exchanged ideas in their own groups. Many of them were trying to avoid the teacher’s orders.
For example, they tried to hide themselves from the teacher’s sight, and they talked about private

issues. When teacher 1 observed and supervised them, they started reading the text (for extrinsic
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motivation). A few others were opening their books to read. At this stage, most of them tried to
read independently and voluntarily (conveying some form of intrinsic motivation). A few
students asked their friends about the task (which is an example of social motivation). Again,
when the teacher ordered them to get the main idea of the text, they gathered in pairs or thrice to

solve difficulties, while few of them seemed to be confused and kept silent.

T1 wrote a question on the board, and told them to stop reading as time is over and to get ready
for participation. Next, he asked them to tell what they generally understood from the passage. A
few students raised their hands willingly. A student answered correctly, and teacher approved her
answer. Afterwards, T1 told the students to do the set of questions in which they need to find out
a particular answer for each question. For the first question, a few students seemed to be
interested to answer because they might have understood the question. To sum up, the students
applied similar type of motivational engagement until the end of the period though there was a

little improvement to the end via the teacher’s encouragement.

4.5.3.1.3 Behavioral Engagement

The students’ behavioral engagement or reading habits were also observed during teacher 1°s
reading lesson, in which the preceding discussions were made. The students were found to be

less engaged behaviorally.

Teacher 1 asked the students to guess the meaning of a new word ‘won’ in the passage and the
past form of what word it is. Then, some students replied saying ‘win’ in chorus. In fact, many of
them were not behaviorally active to answer the question; they were not ready for hands on

activities. T1 himself answered another question for the students could not answer it.

When T1 asked, “What would you do if you win the lottery?”, only three students raised their
hands and reflected their opinions. Next, he told the students to read the whole passage and then
to answer questions; however, they were not responding to the teacher’s orders actively (in hands
on activities). Next, when T1 observed and supervised the students, they started reading. Few
others opened their books. Most of them tried to read independently, but they did not have
consistency and persistence on the task. After a while, T1 told them to read and understand the

main idea. At this time, students gathered in pairs and thrice for reading to solve difficulties (the
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physical activities indicating the students’ reading habits). Few students seemed to be confused

and kept silent. They also lacked readiness to participate on the task.

In another instance, the teacher asked them to tell what they generally understood from the
passage. A few students raised their hands (partially behaviorally engaged). T1 invited a student
who raised her hand, and she answered correctly. The teacher confirmed the answer. Afterwards,
he ordered the students to do the set of questions in which they need to find out a particular

answer for each question.

He read the first question, and he added, “Who can quickly tell us under which paragraph and
under which line can we get this technical word”? A few students seemed to be interested
toanswer. A student answered the question, and another student replied to the same question
while few students raised their hands. Finally, the students replied to the question together. Next,
he asked, “What did the reporter want to know?” Relatively some students responded to the
question by raising their hands. T1 wrote the question on the board, and a few students were

writing from the board. Then, students replied, “reporter” in chorus (not audible).

The teacher also asked, “Why did the writer’s family think it is waste of time?” Then after, the
students responded, ‘waste of time.” They participated better physically and orally; they were
also volunteer to speak. Then, after they read the text again, the students responded differently,

but a student raised his hand and replied, ‘paragraph 2’ (correct answer).

Lastly, the teacher invited the students to do question number 6, “What has the writer finally
decided to use the money for?” Then, a few students raised their hands, and about 5 students
gave answer to the question until the last student got the correct answer. They exhibited better
reading engagement (hands on activities) and patience to stay on reading. As per the types of
texts the students read, they read the text book during the three lessons with no option throughout

the year.

Finally, T1 asked the Ss what they understood from the reading passage. A few students replied
individually and in chorus. In general, the students were less involved in the reading activities

behaviorally
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Summary of T1’s Classroom Observation

The preceding sample classroom observation is one of T1’s sessions which are similar in nature.
As the description indicates, the students had limited engagement on reading activities. A few
students were participating in class. Most of the time was taken by the teacher, and he was
probing the students again and again as they did not respond to questions with curiosity and
competition. They did not seem to have good reading strategy use in that they were less attentive
while reading. From their limited responses, it can be inferred that because they partly did not
use reading strategies effectively, they could not answer questions that demand strategies like
skimming and scanning. Most of them were also exhibiting low motivation to read the text and
to answer questions based on it. They were even motivated to read for extrinsic reasons. With
reference to their reading habits, they read only their text books, prescribed by the curriculum,
which are also limited in number and their exercise books. They have not choice of reading
materials. The teacher could not bring authentic texts to the students because he has to finish the
text book with in the year. Thus, it is possible to conclude that the students read academic texts
in the reading classes. Besides, they were not active on other hands on activities. Finally, the
students with T1 were less engaged during the reading lessons in terms of reading strategy,

reading motivation and reading behavior.

4.5.3.2 Teacher Two (2°) s Classroom Observation Analysis (Session 1)

Although about 50 students were expected to attend the lesson, some chairs were observed
empty. After entering class and greeting the students, T2 started cleaning the blackboard. Then,
he wrote the title of the passage on the board.

Reading: A Festival in Ghana

4.5.3.2.1 Cognitive Engagement

Teacher 2 told students to pay attention and to takeout their textbooks on page 161 to read a
passage. The students were watching and listening to him while a few students were opening
their textbooks. Firstly, he wrote the word festival on the chalkboard and asked, “What does the
word festival mean?” He repeated the question. However, no student responded; they didn’t try

(there is no action cognitively). T2 wrote the meaning of festival-to show or to do something to
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show that day is important. He repeated the meaning, and gave them example to make it clear.

He even translated the meaning of festival in to Ambharic, and they got some understanding.

However, no one answered; the students seemed to be confused and uninterested. Some of them
lacked confidence to answer though they appear to know the answer. They could not guess the
meaning of ‘festival’ based on the context or based on their cognitive memories. He asked the
students to tell the meaning of another word, ‘rituals’. Now, the students answered, “Ceremony”
(correct answer). They seemed to have better concentration and strategy use. The teacher
approved uttering, “ceremony!”, and he told them The Ethiopian Easter as an example, and
asked them, saying, Isn’t it?” Then, the students said, “yes.” At this time, they became better

cognitively; they understood the idea better.

After translating the word (ritual) in to Ambharic, he asked the meaning of next word, “What
about sacred? The students answered, “Holy.” And T2 said, “Holy, or what?” (He translated in
to Ambharic) ok; sacred. Now, the teacher ordered them to read the text silently. Read it, and try
to understand.” He monitored the students, by walking to each group or table. He said, “Read it
silently.” At this point, a few students were ready to read; they were at least with text books.
However, the majorities of the students were not listening to the teacher, and were not
cognitively ready. Some of them were even sitting without textbooks. The teacher made a few
students to share books with others. The teacher wrote the meaning of a few words on the board.

Then, the students diverted their attention to taking notes (partially cognitively engaged).

T2 told them to read silently and not to discuss, but simply to understand (students were not
concentrating cognitively). Still few students change seats in search of text books. He also
ordered students to sit with students having text books. The students lacked readiness to the
lesson. Then, he said, “Let us finish reading and try to do the comprehension questions on page
162, Activity 2. Do orally. Try to answer it” but, the students were busy in writing some notes

from the board, giving attention to the notes.

The teacher made some students close their exercise books, and students started reading the text
book, being cognitively engaged to some extent. He supervised them until they finish, and said,

“Let us do it together.” Then, he asked question number 1. He probed the students, but they
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responded nothing. They didn’t understand the text. He gave explanations to make the question

clear. Then, they voiced, “in Ghana” (correct answer).

The teacher asked the second question, but students didn’t raise their hands. He invited a student
and she answered correctly. Then, he went to the third question and asked them to answer. Some
of them whispered and murmured eventhough they knew the correct answer. Some of them
focused on the text books. But, no one answered the question due to lack of understanding and

hesitation. The teacher seemed to be hopeless on the students’ ability and effort.

A few students seemed eager to answer the question, but they couldn’t raise hands. Then, he told
one example and asked them to tell another. Afterwards, they uttered, “blessing”. Until the end
of the exercise in the text book, students responded with in 5 or 6 instances individually or in
chorus in such a way that showed their cognitive efforts or the use of reading strategies.
Although the students’ survey and interview data revealed that the students are better engaged

cognitively, the observation data indicated that they are not that much engaged cognitively.

4.5.3.2.2 Motivational Engagement

The students in T2’s reading lessons have generally demonstrated low reading motivation. In his
reading lesson, A Festival in Ghana, T2 told Ss to pay attention and to takeout their textbooks on
page 161. Some students were watching and listening to him with some eagerness and curiosity.
Firstly, he wrote the word ‘festival’ on the chalkboard and asked, “What does the word festival
mean?” He walked around and probed them in different ways. However, no student responded;
they didn’t try. He wrote the meaning of ‘festival’ — to show or to do something to show that day
is important. (He repeated the meaning). He said, also “Celebrate.” A few students appeared to

be motivated to participate.

He explained the term clearly and, he translated the meaning of ‘festival’ in to Amharic and gave
the students the Ethiopian holiday, Easter as example. The students seem to be confused and
uninterested, and no one answered. Some of them lacked confidence to answer though they
seemed to know the answer. Next, he asked, “What about rituals?” (wrote on the board). He

wanted the students to guess the meaning of the word ‘ritual.’
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Students replied, “Ceremony” in chorus. He approved, “Ceremony!” Then, he described Easter
holiday for comparison. He asked, “Isn’t it?”” The students voiced, “Yes it is.” Now they get
motivated a little bit. After translating the word in to Ambharic, he asked the meaning of next
word, “What about sacred?” The students answered, “Holy.” They demonstrated a little
motivation to answer. T2 said, “Holy, or what?” He translated in to Amharic. Ok; sacred. Now,

he said, “read it silently. Read it, and try to understand.”

He monitored the students, by going to each group. He said, “read it silently.” At this point, a
few students were ready to read; they were with text books at least. However, most of the
students were not listening to the teacher. Some of them were even sitting without textbooks. T2
cleaned the board, and wrote the meaning of a few words on it. The students diverted their
attention to taking notes with better interest. It seemed that writing what they see is easier for

them than reading and understanding.

4.5.3.2.3 Behavioral Engagement

The students attending reading lessons in T2’s class were not reading the text persistently and
consistently. They stop reading here and there. The activities in the cognitive or motivational
aspects indicate that the students had limited behavioral engagement. They had limited
participation or hands on activities during the lesson. The teacher was encouraging them
throughout the period to be involved in the reading tasks. The students primarily read academic

texts, which is a trend in all teachers.
Summary of Teacher 2’s Classroom Observation Data Analysis

To sum up, grade 9 students in T2’s reading class were less engaged. As the above descriptions
indicate, there were a few circumstances in which the students were involved in the reading
tasks. While answering the 8 questions, a few students were active and willing cognitively to
respond to the questions while most of them were passive. They appeared to have limited
reading strategy use because they could not understand the text even to answer simple questions
that require common reading strategies like skimming, scanning and previewing. They were also
less interested and curious to be involved in the reading tasks. They were trying to avoid the
reading tasks. This means the students have low motivation to read texts. One noticeable

motivational behavior they showed was they interact each other although it was mostly for the
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purpose of asking help and for private issues. They also exhibited weaker reading behaviors
during reading lessons in that they lacked persistence and attention to read the text. Besides, they
read only the text book in the classroom without any choice (though this is not their weakness).
Most of them also participated less on hands on activities. Their reading experience did not help
them to appreciate and understand texts as readers with good reading habits have good speed,

motivation and reading strategy use.

4.5.3.3 Teacher 3’s Classroom Observation Data Analysis (Session 1)

Topic: When I won the Lottery

4.5.3.3.1 Cognitive Engagement

T3 told the students to take out their textbooks on page 148, and she introduced the topic. Then,
the students opened their textbooks and exercise books. A few of them were not clear, and the
other few were not ready to react. T3 told them to read the passage and answer comprehension
questions. Then, she asked a general question: “What would they do if they win the lottery?”
However, the students didn’t raise their hands; they didn’t understand the idea conceptually.
Cognitively, they didn’t understand the question. Afterwards, she gave her own examples, and
invited a student who answered correctly. The teacher approved the answer and invited the
students to answer. A few students raised their hands to answer. Three students gave their
opinions because they seemed to get good understanding from the example. Next, she asked,
“Do you think winning a lottery or gaining money makes you happy? Happy or not?” The
students replied, “Happy” in chorus. At this point, some students responded actively. (They
appeared to be cognitively active). After wards, she told them to read the text silently and
individually. She supervised and helped a few students, and some students started reading
(engaged cognitively to some extent). T3 told them to read silently, without moving their lips,
and only by their eyes. However, most of the students preferred to discuss on the topic (read in
group), rather than reading individually, may be due to lack of understanding. A few of them

were not still clear.

At some point, the teacher said, “if you finished, you can tell it to your friend. Discuss with your
partner about what you read. What did you read about? Tell me.” She repeated the question.

Nevertheless, the students did not raise their hands. Some of them whispered to each other. The
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teacher continued encouraging students, and invited two students. But, no one answered. They
didn’t seem to understand the concept (cognotively) eventhouth she paraphrased the question.
Then, she told them to answer questions (1-7) individually and to write their answers on a piece
of paper. She tried to help them by clarifying the instruction in their mother tongue. Most of the
students discuss on the answers, and a few students were passive. Few seemed to be confused on
what to do. The students didn’t seem to comprehend the passage. They mostly focus on group

work rather than individual tasks.

Next, she told them to do the questions, and said, “Who can tell us?” Some students raised
hands. She invited a student, and the student answered correctly. The teacher rewarded the
student, and asked the second question. She paraphrased it. But no one responded as they were
not cognitively ready and clear; she invited a student who answered correctly. Another student
tried, but she didn’t answer. No other student responded to the question, and the teacher herself
answered the question. The text appeared to be difficult to them. For the next question, a student
gave answer and T3 appreciated it. Then, question number 5 was not totally answered by the
students. Question number 6 was answered by a student while most of the students were
confused and silent. For the last question, teacher invited a student to answer and the student
gave the correct answer. Generally, as the preceding descriptions of instances point out, the
students’ cognitive engagement was inadequate. Although the students showed improvements
from the beginning to the end, they lack cognitive readiness, concentration and commitment,

which may also be associated to their motivation and language proficiency.

4.5.3.3.2 Motivational Engagement

The students’ motivational engagement in T3’s reading lesson was not substantial. Let us
consider the performances that indicate the students’ reading motivation during the reading
lesson. Teacher 3 told the students to take out their textbooks on page 148 and introduced the
topic, “When I Won the Lottery’. A few of them were not clear, and the other few were not
interested and eager to react (lacked motivation to read). In the next instruction, she told them
that day they are going to read the passage and answer comprehension questions that follow.
Nevertheless, students didn’t raise their hands, and most of them didn’t seem to be happy.
Hence, as she invited a student, he responded to the question. This shows that even though they

know answers, they do not try to answer due to lack of motivation like self-efficacy and
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confidence. After the teacher rewarded the student, and invited the students, a few students

raised their hands to answer. Four students gave answers to a question.

In another instance, the teacher asked, “Do you think winning a lottery or getting money makes
you happy?” Then, she observed the students seeking for participation, and said, “You will be
happy or not?” The students replied, “Happy” in chorus. She appreciated the answer and asked
the feelings of their families if they won a lottery. Then she said, “They will be happy or not?”
They responded, “Happy” (in chorus). At this time, some students responded actively, and most

of them were relatively motivated.

Next, she ordered them to read the text silently and individually by clarifying what the activity is
about. Then, some students started reading, and a few ones were confused and unhappy. Still,
some students were off-task due to lack of interest and self-confidence. Most of the students
preferred to discuss on the topic rather than reading individually. In fact, the students’ better
quality during the reading lesson was their social interaction as an aspect of motivation. The
teacher asked if they have finished, and the students said, “no” and continued to read the passage
as the teacher allowed them to continue. She supervised the students, and said, “have you

finished now?” (after 2 minutes). Then, some of the students said, “Yes”.

Again, she said, “If you finished now, tell it to your friends. Discuss with your partner about
what you read. Please say something on the text. What did you read about?” Students did not
raise their hands. Some of them whispered to each other. Then the teacher probed them again and

again, and invited a girl. However, they didn’t seem to have willingness and confidence.

Then, she passed to the questions in the textbook, and she said, “Now, here are some questions, 1
up to 7.” She told them to answer individually. After wards, T3 moved around and accepted
questions for help. The students also asked her for clarification. She tried to help them by
clarifying instruction in their mother tongue. Students asked her because they were a little bite
initiated to do the activity. Most of the students discussed on the answers, and a few students

were passive. Few seemed to be confused. A few also pretended or avoided the reading tasks.

T3 still moved to monitor and help the students. Students mostly focus on group work rather than
individual tasks. She instructed the students to write answers on a piece of paper. The students

discussed their work in Ambharic. Then, the teacher spoken, “Ok. Now let us do it together. The
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first question, all of you please, listen and let us discuss. What was the writer’s reaction when he
heard that he had won the lottery?” She said, “Who can tell us?” Some students raised hands,

and T3 invited a student.

A student answered, “I couldn’t believe my good fortune” (right answer). The teacher approved
the answer and gave explanation. Afterwards, she asked the next question. By considering the
students’ silence, she invited them by calling their names. Then, she said, “no idea? Say
something.” She called a student, and said, “Can you try?” She rephrased the idea and asked the

reason? “Who can try?”, but no one seemed to reply ( lacked motivation).

After a while, a student uttered, “Because ...about his house (approaching to the correct answer).
The teacher voiced, “Ok. That is good”, and she gave the correct answer. Then, the question and
answer process continued in this way up to the seventh question, and there was a little
improvement to the end of the exercise in the students’ motivational involvement. However, as
the example details indicate, the students in T3’s class were not well motivated to be involved in
the reading tasks. They were not exhibiting a sense of competition, curiousity, eagerness and

enjoyment.

4.5.3.3.3 Behavioral Engagement

Students in T3’s reading classes were less engaged behaviorally. Of course, behavioral
engagement is the reflection of cognitive and motivational engagement. When students are
motivated to read and understand a text, they can participate on different activities. They can also
read persistently and consistently. As was discussed in the two aspects, out of around 40 students
in class, only few students were raising their hands to participate on a single question. Besides,
the students were not consistent and persistent while reading the text which shows that the

students do not have good reading habit.

Summary of T3’s Classroom Observation DataAnalysis

As the above description depicts, T3 was struggling to help the students to better participate in
the reading tasks. However, the students were less interested, and participated less in the reading
activities. In fact, she has taken much of the class time to encourage them to be involved in

reading tasks. In this class, the majority of the students, like her other two classes, were not as
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such engaged in different reading activities. They responded to the different questions only in a
few instances. They were interacting in contexts like asking for clarification from their peers and
rarely from their teacher. Few questions were not even answered by the students though the
teacher tried her best to probe them. This indicates that the students could not comprehend texts
for they are weak strategically, motivationally and behaviorally. They were not in a position to
face challenges and to show a sign of competition among themselves. Although the students
were discussing in pairs or in groups to help each other, mostly they were not on task for
individual activities. Thus, in line with the preceding description, it is possible to conclude that

T3’s students were not engaged readers in the reading lessons.

4.6 Discussions and Implications of the Study

This section is devoted to presenting the discussions of the findings in line with the existing
research outcomes. The findings of the study are substantiated by reviewing prior research
outcomes regarding reading engagement. The discussions surrounding these findings are
organized according to the seven research questions to ensure coherence and clarity. Moreover,

implications and limitations are presented subsequent to the discussions of the findings.

The Relationship between Students’ Reading Engagement Aspects and their reading

Achievement

Research question 1 found out the relationship between the aspects of reading engagement i.e.
strategy, motivation, and behavior and reading achievement among grade 9 students. Pearson
correlation analyses findings (refer to Table 4) reveal that strategy, motivation, and behavior are
positively and significantly correlated with reading achievement. The findings indicate moderate,
positive, as well as statistically significant relation between students’ use of reading strategies
and reading achievement, while low, positive, and significant relations were found between

reading motivation and reading achievement, and reading behavior and reading outcome.

The positive and significant correlations identified between the aspects of reading engagement
and reading achievement indicate that grade 9 students are inclined to attain high levels of
reading achievement in EFL reading classes when they effectively employ reading strategies,
possess a strong reading motivation, and read texts regularly and consistently. Students’ and

teachers’ interview data also confirmed that students score relatively better results in reading
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when they are strategic, motivated, and persistent and frequent readers. Collectively, the findings
reveal that grade 9 EFL students’ reading engagement is associated to their reading achievement

when they read various texts in English.

The finding of the relationship between reading engagement aspects and reading achievement is
consistent with the results of previous researches. Guthrie and Wig field (2000) and Guthrie et al.
(1999) have disclosed a significant relationship between reading engagement and academic
[reading] achievement. Similarly, Protacio (2013) indicated that students who exhibit
disengagement in reading often correspond with lower levels of reading achievement in EFL
reading classes. This finding implies that engaged readers are those who score higher reading
achievement. Correspondingly, Mete (2020) disclosed that reading engagement levels and
reading comprehension achievements have shown high, positive and significant relationship
among grade six students. In addition, Wigfield et al. (2008) have demonstrated a significant

correlation between reading engagement and reading comprehension among grade four students.

Regarding the correlations between each domain of reading engagement (strategy, motivation
and behavior), and reading achievement, previous results have gone constant with the results of
the current study. Thus, in this study, grade nine students’ reading strategy use was associated
with their reading achievement. Consistently, Sari (2017) indicated that a positive and significant
correlation was observed between students’ reading strategy use and their reading
comprehension achievement among secondary school students. Similarly, in a study conducted
on senior secondary school learners, Nizzam (2016) discovered a significant relationship
between the reading strategies employed by students and their level of reading proficiency.
Furthermore, as demonstrated by Tercanlioglu (2004) and Pan (2020), a positive correlation
exists between the reading strategies employed by university students and their success in

reading comprehension.

In contrast to the findings of the present study, Ghavamnia and Kashkouli (2022) revealed that a
meaningful association was not observed between undergraduate freshman students’ reading
performance and their reading strategy use. Taken together, it can be concluded that there is a
correlation between the reading strategies employed by students and their reading outcomes.

Thus, the results of this research suggest that reading strategy instruction should be given for
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secondary school students to engage them in reading activities and to enhance their reading

comprehension outcome.

With regard to the finding on the correlation between reading motivation and reading
achievement, Guthrie et al. (1999) revealed that grade 10 students’ reading comprehension was
significantly associated to motivation and reading efficacy along with other factors. In fact, these
authors have treated motivation and self-efficacy as different variables, which are conceptualized
as motivation in the current study. Baker and Wigfield (1999) disclosed that the different aspects
of reading motivation are associated differentially to students’ reading activity and outcomes on
reading achievement tests. Wang et al. (2020) also unveiled that intrinsic reading motivation
positively and directly in fluences reading achievement. In the Ethiopian context, Kedir and
Demis (2024) conducted a study on the reading motivation of second-year students at Gambella
University, utilizing the Motivations for Reading Questionnaire (MRQ). Their findings revealed
a robust and significant correlation between various domains of reading motivation and the
students’ reading comprehension abilities. Collectively, grade 9 students’ reading motivation was
associated to their reading achievement in reading lessons. This suggests that teachers of English
language ought to develop diverse strategies aimed at inspiring students to actively participate in

reading activities and to understand texts proficiently.

Finally, grade 9 students’ behavioral engagement or reading habit was significantly associated to
their reading achievement. In line with this finding, Acheaw and Larsen (2014) disclosed that the
reading habits of students significantly influence their academic performance, demonstrating a
positive correlation between these habits and their overall academic success, which includes
reading proficiency. Fatiloro et al.’s (2017) study on college students also revealed that efficient
reading habits are associated to academic performance, reading performance being an aspect of
academic achievement. Furthermore, Abid et al. (2023) demonstrated that there existed a
moderate and positive association between students' reading habits and their academic
performance in English. The implication of this result regarding students' reading behavior
suggests that, given the correlation between effective reading habits and reading success,
secondary school students in Ethiopia should be provided with access to a variety of authentic

materials that cater to their interests and preferences.
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The predictive ability of the three aspects of reading engagement (strategy, motivation and

behavior) together on students’ reading achievement

The second research question assessed the predictive ability of the various aspects of reading
engagement on reading achievement. The results from multiple regression analyses (Table 8)
show that the combination of strategy, motivation, and behavior serves as a statistically
significant predictor of reading achievement (R>=0.129, p <0.05). The Adjusted R? was also
found to be 0.117 (modest fit), which indicates that the predictors are relatively good in
predicting secondary school students’ reading achievement in EFL reading classes. The results
suggest that the reading engagement aspects of grade 9 students predict their reading

achievement when they read different texts in reading classes.

The findings regarding the predictive power of the set of reading engagement aspects on reading
outcomes support previous research findings. Guthrie et al. (1999) and Wigfield and Guthrie
(1997) asserted that reading achievement is dependent on and is predicted by how much time a
student reads and how involved s/he is in the reading task. In this regard, Taboada et al. (2013)
also found out that reading engagement was a predictor of reading comprehension and reading
achievement at elementary school level. Likewise, Lee’s (2017) research results displayed that
behavioral reading engagement and motivational reading engagement were significant predictors

of students’ reading performance.
The aspect of reading engagement that best predicts reading achievement

The third research question sought to determine the extent to which each aspect of reading
engagement contributed to the students’ reading achievement. Standardized regression
coefficient analyses (Table 9) revealed that among the reading engagement aspects, only reading
strategy positively and significantly predicted students’ reading achievement (f=0.362, p <0.05).
Conversely, motivation and behavior were not significant predictors of achievement in reading.
The findings align with Sari’s (2017) study, which showed that the application of reading
strategies significantly predicted reading comprehension performance among secondary school
students. Similarly, Kamran (2012) disclosed that EFL students’ general reading strategy usage

was the predictor of reading comprehension test scores, with a low predictive power.

162



As opposed to the findings of this study, regarding the predictive capacity of reading motivation,
Lee (2017) discovered that emotional involvement, which pertains to a sense of belonging, has
significantly predicted learners' reading achievement. By the same token, Kedir and Demis
(2024) who carried out a study on the reading motivation of university students showed that
reading motivation aspects in combination strongly predicted students’ reading comprehension
ability among university students. Pertaining to reading behavior or reading habits as a predictor
of reading achievement, Resta et al. (2023) divulged that students' reading habits significantly
predicted their reading comprehension achievement. This finding contrasts with the results of the
current study, which pointed out that reading behavior was not a significant predictor of reading

achievement.
The frequency of the students reading strategy use when they read texts in English

The fourth research question examined the cognitive aspect of reading engagement i.e. the level
of grade 9 students’ reading strategy use. It also looked in to the type of reading strategy which
the students most frequently apply. As the findings of the descriptive data analysis revealed, the
mean score of the reading strategy use for the students was high. As per the mean scores of the
subcategories, the participants scored higher in global strategies followed by problem solving
strategies, both of which are high. Conversely, they reported support reading strategies at an

average level, which is relatively the least frequently used strategy.

This finding about the categories of reading strategies contradicts the results presented by Sari
(2017), who studied reading strategies using the same tool (SORS). Sari’s findings indicated that
secondary school students predominantly favored problem-solving strategies, while they utilized
global reading strategies the least. In addition, Sari confirmed that the students’ use of reading
strategies was categorized within a moderate range, while the current study revealed high
strategy use based on the survey result. Consistent with the finding of the current study from
interview data, according to Rastakhiz and Safari (2024), intermediate students most frequently
preferred support reading strategies for their reading comprehensionactivity followed by problem
solving strategies. Interview data confirmed that grade 9 students use support strategies most
frequently followed by strategies of problem solving, while they use global reading strategies
less frequently. The researcher’s judgment is that interview data findings may be more

reasonable. Inspite of the survey findings, teachers’ interview revealed that the students have a
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moderate or below type of strategy use. Furthermore, although it is less possible to judge the
students’ mental processes using observation, most of the students were struggling to
comprehend reading passages during reading lessons; this means they were not that much
effective in comprehending texts partly because of their reading strategy use. Taken together, the
students possessed certain awareness of the application of reading strategies (metacognition) and

have some amount of these strategies use while engaging with texts in English.
The level of the students’ reading motivation in EFL reading classes

The fifth research question assessed students’ motivational engagement; it found out the extent
of the students’ reading motivation and the motivation aspect they most frequently apply when
they read texts in English. Questionnaires, interview and classroom observation data were
utilized to answer this question. Based on the descriptive analysis (Table 2), the students were
found to be moderately motivated to read texts. The value suggests that the mean level of the
students’ reading motivation was medium. As qualitative data from students’ interview
indicated, the students reported that they have better reading motivation when they engage in
reading texts. However, teachers’ interview and classroom observation data indicated that the

students were demonstrating weak reading motivation during reading lessons.

With respect to the subcategories of motivation, the participants applied or preferred extrinsic
motivation most frequently when they read texts in English language. This value is followed by
self-efficacy, intrinsic motivation, social motivation respectively, each indicating a moderate
frequency of reading motivation. The least frequently used reading motivation was reading work

avoidance.

Thus, it can be inferred that Basso General Secondary School grade 9 students mainly read texts
for extrinsic reasons, followed by their self-efficacy or self-confidence for reading. In other
words, the students were reading mainly to get external rewards i.e. to pass exams and to fulfill
their teachers’ requirements like classwork and home work, and next to satisfy their self-beliefs.
Though the students argued that they are motivated readers, e.g. self- efficacious, curious and
good readers, teacher interview and classroom observation revealed that they mainly read for
extrinsic values during reading lessons. They were also observed exhibiting some behaviors of

avoidance on reading activities; most of them were reading texts in class if there were immediate
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rewards like marks and oral reinforcements. This finding agrees with the findings of previous
researchers’ results (Tercanlioglu, 2001). In contrast to this finding, Guthrie and Wigfield (1997)

disclosed that students were more motivated to intrinsic reasons than to extrinsic reasons.

The reading frequency of the students’ academic texts and non-academic texts

The sixth research question explored students’ reading behavior or the types of texts (academic
or non-academic) the students read and the frequency in which they read these texts. As the
descriptive statistics (Table 3) indicated, the students had generally low frequency of reading
different texts. Among the two aspects of reading behavior, grade 9 students read academic texts
more frequently whereas they read nonacademic texts relatively less frequently. Both the
students’ and the teachers’ interviews as well as classroom observation data also disclosed that
the students usually read academic texts, especially for exam and test purposes, and they rarely
read nonacademic texts for enjoyment. Hence, it can be established that grade 9 students
predominantly engage in reading academic texts, including textbooks and exercise books, while
their interaction with non-academic texts like magazines, newspapers and fiction, occurs less
frequently. Moreover, the analysis of various tools indicates that the students exhibited low

frequency of reading in English lessons.

The finding on students’ reading behavior supports Clark and Foster’s (2005) study on primary
and secondary school students. They asserted that reading for pleasure aids children in many
ways, but evidence also indicates that young people’s reading for pleasure may be declining.
Moreover, Acheaw and Larsen (2014) in their study conducted on polytechnic students found
that learners primarily read for the purpose of passing examinations. Likewise, Dolfino (2019)
confirmed that the majority of the university college students were reading to get good grades,
and they achieved it by concentrating and staying up on the lesson. Pertaining to students’
current reading habits, Palani (2012) claimed that because of the impact of mass media, people
do not have adequate interest to read books, magazines and journals, among others. Tercanleoglu
(2001) also revealed that students read most frequently for schoolwork. These findings suggest
that students mainly read when they are urged by their learning purposes and when they should
fulfill their teachers’ requirements. It is self-evident that, these days, the print media has been

highly affected by the electronic media, and thus, authentic materials like magazines and
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newspapers are not as such available. In addition, reading authentic materials for the sake of

enjoyment is not considered as a habit among the vast majority of the young generation.
The major reasons influencing students’ reading engagement in reading classes

The last research question was intended to describe the major reasons that influence students’
reading engagement in EFL reading classes. Based on the qualitative data analyses, interviews
and classroom observation data, various internal and external factors were reported by students
and teachers. Interview data revealed that the major reasons affecting grade 9 students’ reading
engagement are poor language competence, lack of motivation, their English teachers, preference
to games and watching TV (media), unfamiliar texts and lack of exposure to authentic materials.
These findings on the reasons impacting students’ reading engagement support previous

researchers’ findings with respect to each specific factor.

Concerning the students’ personal factors like motivation, Guthrie (1996) argues that the reading
involvement is influenced by different factors that students bring to their engagement with a text.
These factors include self-concept, selfesteem, prior knowledge and interest pertinent to the text's
subject, motivation to learn, critical thinking and planning abilities. Likewise, Dolivan (2011)
pointed out that characteristics of second language learning such cognitive and social features,
individual learner differences, motivation, learning styles as well as learning strategies have

impact on students’ reading engagement

With regard to the influence of the various media on students’ reading engagement, Palani
(2012) disclosed that, in contemporary society, the practice of reading has diminished in
significance, as both the younger and older generations are increasingly drawn to television. This
means because people spend much time on the media like TV, they do not read for enjoyment;

they are not engaged in reading as they do not read consistently and frequently.

Besides, as per Palani (2012), with regard to the students’ preference to academic reading,
teaching students for examinations or tests seems to be the most important part or the reason of
the educational system. This claim seems to be a typical case for Ethiopian secondary schools as
the classroom teaching and learning process mainly focuses on equipping students for school,

regional and national exams instead of helping students to foster their engagement in reading
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skills, reading motivations and reading habits. To this connection, researchers confirm that
students’ reading engagement declines due to lack of exposure to different texts. Alvermann
(2005) and Protacio (2013) assert that students predominantly engage with textbooks within their
subject-specific classrooms, resulting in limited exposure to diverse and interesting reading
materials. Protacio (2013) also states that learners who read for enjoyment should find enough
time for reading the books of their interest in their spare time because they may not get books
that interest them in their subject area classes. Considering teachers as an external factor,
Gambrell (1996) states that students who have teachers who are passionate about reading and
who read a lot themselves tend to achieve better in reading than students who don't have these

teachers.

In sum, this section has dealt with the discussions of the study’s findings in terms of previous
authors’ findings. The findings of the study have supported the results of the existing researches,
and they have argued some other findings. To the author's knowledge, the research appears to be
the first one that investigates reading engagement comprehensively through the lens of the three
primary dimensions, cognitive, motivational, and behavioral while also considering their
relationship with reading achievement. The research is also different in that it applied a mixed
methods research design including both quantitative and qualitative methods to collect and
analyze data. Besides, is is differentiated from other engagement researches in terms of its
focus; it studied the levels of students’ reading engagement and reasons affecting their reading
engagement, in addition to studying other perspectives. Further more, it has included teachers as
sources of data in a reading engagement study. What is more, it has utilized classroom
observation as a data collection tool, which is almost a neglected tool in the field of reading

engagement study.

4.7 Implications of the Findings

Reading engagement is a recent multidimensional construct, and it can be concluded that most
quality learning can be associated to it. Thus, in this research, various learning theories were
introduced and utilized as a theoretical framework to consider the diverse characteristics of
reading engagement. The constructivist learning theory, the cogntivist learning theory, the
behaviorist learning theory, self-determination theory and engagemet theory were employed. As

a multifaceted concept, engagement integrates many learning concepts, and it can contribute to
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language learning theory and pedagogy by informing various models and strategies for the
dynamics of language instruction. In line with this, Guthrie (2019) confirms that the engagement
model of reading development is an emerging pedagogy and can be employed as effective
pedagogy in the context of language instruction from KG up to grade 12. Similarly, the reading
engagement model developed for this study is expected to be crucial to improve secondary
school students’ reading achievement. Thus, reading pedagogy and reading instruction can

benefit a lot from the findings of this reading engagement study.

Hence, the findings of this study are believed to have substantial implications for different
stakeholders in the Ethiopian language education context. The findings imply that stake holders
like policy makers, curriculum specialists, material developers, educators and researchers should
give a due attention to students’ reading engagement and strategies to implement it and in turn to

enhance their reading achievement.

This study can inform policy which is aimed at improving secondary school learners’ reading
literacy and reading achievement. Ethiopian policy makers may consider the inclusion of
reading engagement in the education policy to improve students’ reading achievement based on
reading engagement findings. Curriculum designers can also integrate effective strategies
confirmed to foster secondary school students’ reading engagement in to the Ethiopian language
course designs in such a way that the curricula are more interactive, motivating and diverse, and
are mainly geared to learners’ interests. Thus, textbooks and other materials for Ethiopian
secondary school English lessons may be designed by employing the models, methods and
strategies established to enhance students’ reading engagement. Then, Ethiopian material
developers had better prepare secondary school English text books by taking in to account the
students’ interests, background knowledge, sociocultural contexts and levels. As such, English
language teachers are also expected to understand and apply different reading engagement
strategies that foster students’ reading motivation, reading strategy and reading behaviors in
reading classes. It is also good if they have the awareness of the reasons that impact their
students’ reading engagement in reading classes. What is more, education and language
researchers could divert their attention to reading engagement for the improvement of reading

liretacy and reading achievement.
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Over all, language pedagogy in Ethiopia should practically focus on the preconditions for
reading engagement. Language instruction must also give attention to concerns of what makes
language learning engaging for learners both inside and outside of classroom settings and what

factors are involved in an engaging instructional context.

4.8 Limitations of the Study

The study has examined the reading engagement of secondary school students in EFL reading
classes. It has established the correlation between the three aspects of reading engagement
among 9" grade students and their reading outcomes, as well as identified the predictive power
of these engagement domains: strategy, motivation and behavior on their reading outcome.
Furthermore, the study has examined the level of students’ reading engagement in reading
activities across the three specified dimensions. Furthermore, it has described the primary
reasons influencing students' reading engagement. Nevertheless, certain limitations persist

concerning the investigation of reading engagement, and this study acknowledges a few ones.

At first, this study did not determine the causal association between the aspects of reading
engagement and reading achievement at the classroom level. Should an experimental research
approach be employed to explore the cause-and-effect dynamics between these two variables, it
is possible that distinct outcomes would emerge regarding the effect of reading engagement on

learners' reading comprehension and their overall reading achievement.

Secondly, the study was carried out on grade 9 students of one general secondary school. It
didn’t include other grade levels of secondary school (grades 10, 11 and 12) as well as other
secondary schools. Hence, further study that includes all grade levels and other secondary
schools should be carried out to get more generalizable findings on reading engagement i.e. to

achieve generalizable findings to other grade levels and other secondary schools.

Besides, the research is a cross sectional one; the data were gathered once in the course of study.
However, reading engagement is a broad and multidimensional concept. Thus, future research
should consider studying secondary school students’ reading engagement using longitudinal
studies that apply the collection of data in an extended period of time. In addition, one of the
strengths of this research is employing mixed methods research design and a less implemented

research tool, classroom observation. However, the researcher has found that employing
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unstructured classroom observasion at a classroom level- observing all students at a time is very
challenging. All the students’ activities regarding the three aspects of reading engagement cannot
be captured and observed via observation as engagement is mainly an internal activity.
Therefore, future mixed researches on reading engagement should examine more extended

studies including qualitative data collection tools like think aloud protocols.

Furthermore, unusually, the research has involved teachers as sources of data, in addition to the
students. However, reading engagement is related to many stakeholders like policy makers,
curriculum designers, schools, teachers and parents. In this sense, further research has to

consider other stake holders as sources of data in reading engagement study.
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CHAPTER FIVE: SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

OF THE STUDY

5. Introduction

The study investigated grade 9 students’ reading engagement in EFL reading classes. Conducted
in Basso General Secondary School, North Shewa Zone with a sample of 230 students, the study
employed a mixed methods research design, using questionnaires, reading achievement test,
interviews, and classroom observation as data collection tools. Quantitative data were analysed
quantitatively using SPSS (Version, 25) software, and qualitative data were analysed
qualitatively. Findings and discussions of data were made in the preceding chapter. This chapter

presents the summary, conclusions and recommendations of the research.

5.1 Summary

Correlation analysis revealed that Basso General Secondary School grade 9 students’ reading
engagement domains were related to reading achievement in EFL classes. The three aspects of
reading engagement: strategy, motivation, and behavior demonstrated a positive and significant
relationship with students' reading achievement (p < 0.05). A moderate and significant
relationship was observed between reading strategies and reading achievement. Conversely,
reading motivation and reading behavior exhibited a low and significant correlation with reading
achievement. Both students and teachers in their interviews confirmed that students’ reading
engagement and its three domains are related to their reading achievement. This means when
students are strategic in their approach, are motivated, and read frequently and persistently, they
achieve better results in reading. Collectively, it can be concluded that Basso General Secondary
School students’ reading engagement is associated to their reading achievement during English

reading lessons.

The results of multiple regression analyses indicated that strategy, motivation, and behavior in
combination statistically and significantly predicted reading achievement (R? = 0.129, p < 0.05).
In addition, standardized regression coefficients demonstrated that, out of the three reading
engagement factors, only reading strategy significantly influenced the prediction of students'

reading achievement. By contrast, reading motivation made a positive, insignificant contribution,
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and reading behavior made a negative and non-significant influence to the prediction of students’

reading outcome.

The descriptive analysis of survey data revealed that Basso General Secondary School grade 9
students had high application of reading strategy. Pertaining to the mean scores of the
subcategories, the participants scored higher mean score in global strategies, followed by
problem solving strategy while they scored relatively lower mean score in support strategies
though the mean indicates moderate strategy use. Besides, grade 9 students had moderate type
of reading motivation during English reading classes. In addition, the students were more
motivated to read for extrinsic and self-efficacy reasons respectively. Intrinsic motivation which
is the best indicator of engaged reading was thirdly applied by the participants. Theoretically,
engaged readers are individuals who possess intrinsic motivation to read a diverse range of texts
(Guthrie & Wigfield, 2000). The descriptive analysis of students’ questionnaire demonstrated
that grade 9 students had moderate reading habit or frequency. What is more, the participants
read academic texts like text books and exercise books more frequently than non-academic texts

such as newspapers and fiction.

Qualitative data analysis revealed that Basso General secondary School grade 9 students used
reading strategies at a moderate level in English classes. They also often employed support
reading strategies followed by problem-solving reading strategies. Generally, they have some

awareness of reading strategies and a certain use of these strategies during reading lessons.

Pertaining to their reading motivation, Basso General Secondary School grade 9 students are less
motivated to read different texts for various reasons. Besides, they usually read different
materials for extrinsic reasons and for their self-efficacy beliefs respectively. As opposed to the
students’ argument to be motivated readers (e. g. self-efficacious, curious etc.), the data obtained
from teachers' interviews and classroom observations revealed that a significant number of
students exhibit low motivation to engage with texts in English. A good experience the students
showed in terms of motivation was they interacted socially with their friends during reading
classes. Based on the quantitative and qualitative data results, the students most of the time read
academic texts like textbooks, exercise books and worksheets, and they occasionally read
nonacademic texts like newspapers, magazines and fiction. Moreover, the students are not

generally frequent readers because they usually read when there are tests and exams. They also
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more frequently read printed materials than digital or internet resources. What is more, the
students to some extent utilize reading as a means to gain conceptual understanding and extract
meaning from diverse texts. Taken together, Basso General Secondary school students were

found to be less engaged readers when they read texts in English classes.

The students also participated in social reading contexts like pair work and group work mainly
for the purpose of solving problems when they read texts and do reading activities during reading

lessons. Moreover, they practiced social reading with their teachers during reading instructions.

Interview data from both students and teachers has disclosed the major factors that influence the
students’ reading engagement in reading classes. To this end, poor language background, lack of
motivation to read, preference to playing with friends and watching TV, social media, their
English teachers’ way of teaching,socioeconomic issues and lack of exposure to authentic texts

influence students’ reading engagement in reading classes.

5.2 Conclusions

Conclusions were made for this study based on the insights derived from the examination of
reading engagement through various tools. Consequently, the findings made clear that the
domains of reading engagement among grade 9 students at Basso General Secondary School are
positively and significantly associated to their reading achievement in English classes.
Correlation analyses revealed that each dimension of reading engagement, strategy, motivation
and behavior, exhibits a positive and significant (p < 0.05) relationship to their reading
achievement. Generally, grade 9 students’ engagement in reading is related to their reading

achievement while they are reading texts in English language.

In addition, based on multiple regression analyses, it was concluded that EFL grade 9 students’
reading engagement domains together are the predictors of their achievement in reading (R?
=.129, p <0.05). The three elements of reading engagement: strategy, motivation, and behavior
statistically and significantly predict students’ reading achievement in English reading classes.
The analysis of standardized regression coefficients revealed that reading strategy was the sole
independent and significant predictor of students' reading achievement, explaining the greatest

variance in this data. In contrast, reading motivation was identified as a positive but non-
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significant predictor, while reading behavior was recognized as a negative and non-significant

predictor of students’ reading achievement.

Based on the findings of quantitative and qualitative data, Basso General Secondary School
students are average (or below) users of reading strategies to read various texts in English.
Additionally, the students have some awareness of reading strategies (metacognition). As per the
data obtained from the questionnaire, the most commonly employed strategies for text
comprehension are global reading strategies, with problem-solving strategies following closely
behind. However, interview data analysis clearly verified that the most frequently used strategies
by grade 9 students were support reading strategies followed by problem solving strategies.
Thus, although the finding seems inconclusive on the type of reading strategy most employed by
the students, the researcher is in the opinion that the students apply support strategies most

frequently.

Regarding the findings on students’ reading motivation, generally, the students have lower
reading motivation when they read different texts in English. Moreover, they are primarily
motivated to read for extrinsic factors, such as the requirements of exams and tests, with self-
efficacy being a secondary motivator. Occasionally, they engage in reading for intrinsic purposes,
including curiosity and entertainment. They are involved (motivated) in some forms of social

interactions during reading lessons with their peers and to some extent with their English teacher.

In accordance with the findings about students’ reading habits, it was established that Basso
General Secondary School grade 9 students are less frequent readers, having weak reading habit.
They also usually read academic texts like textbooks, their exercise books and worksheets. In
contrast, they occasionally read nonacademic texts like magazines, newspapers and fictions for
enjoyment. Besides, the students use reading skill as a means of getting conceptual knowledge or
extracting meaning from both subject area texts and reading texts. They apply it to get different

forms of knowledge and to integrate these new ideas with their prior knowledge.

Some major reasons that affect grade 9 students’ reading engagement during EFL reading classes
were discovered. Students’ poor language competence, lack of motivation to read, lack of
exposure to authentic materials, preference to playing with peers and watching TV, games (social

media), their English teachers way of teaching and socioeconomic issues are the major factors
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that influence the students’ reading engagement when they read texts in English. In general,
Basso General Secondary school students were found to be less engaged readers when they read

texts in English reading classes.
5.3 Recommendations

In keeping with the conclusions of the study, actionable recommendations have been forwarded.
It has been clearly indicated that reading engagement is associated with and is the predictor of
students’ reading achievement during English reading classes. In addition, the three domains of
reading engagement are associated with reading achievement, and reading strategy is
independently the predictor of reading achievement. Various internal and external reasons are

also found to influence students’ reading engagement.

Hence, it is worth identifying and applying different strategies of engaging secondary school
students in English reading classes. Appropriate instructional programs and practices like the
Concept Oriented Reading Instruction (CORI) can be implemented in secondary school reading
classes to enhance students’ reading motivation and engagement, and inturn to maximize their

reading achievement.

The study found out that effective reading strategy use is associated to reading achievement.
Reading strategy is also significant predictor of students reading outcome. Therefore, secondary
school students should be given conscious reading strategy training with appropriate practice to
improve their reading engagement and reading comprehension ability and in turn reading
achievement. Secondary school English teachers should not only impart fundamental knowledge
of diverse reading strategies to students but also teach them how they can apply each strategy

successfully.

Furthermore, the result of the research has concluded that students’ reading motivation
(motivational engagement) is associated to their reading achievement. To this end, different
techniques of motivating students to read various types of texts and for different reasons should
be practiced during reading instruction to develop the students’ reading motivation and
engagement and then their reading achievement. In line with this, Gambrell (2011) suggests 7

crucial research-based principles for fostering motivation and engagement, accompanied by
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practical strategies for enhancing students' motivation to read and their reading engagement.
Hence, English teachers could employ these techniques along with others, adequately and

consistently during reading instruction to motivate them to read texts.

Equally important is this study has concluded that students’ reading behavior (consistent and
frequent reading habits) is related to their reading achievement. Hence, students have to get a
reasonable access to various authentic texts like magazines, newspapers and fiction to develop
their positive reading experience, reading speed and reading motivation. Schools are expected to
provide and facilitate various texts so that students can have materials of their own choice for

reading which then contributes to the progress of students’ reading engagement and literacy.

Ethiopian policy makers should consider and include the cocept of reading engagement in the
education policy to improve secondary school students’ reading achievement. Curriculum
designers should also integrate effective strategies confirmed to foster secondary school
students’ reading engagement in to the language course designs in such a way that the curricula
are more interactive, motivating, diverse and are mainly geared to learners’ interests. Thus,
textbooks and other materials for Ethiopian secondary school English lessons have to be
designed by employing the models and strategies established to increase reading engagement and
reading comprehension outcome. In addition, Ethiopian material developers had better prepare
secondary school English text books by taking in to account the students’ interests, background
knowledge, sociocultural contexts and levels to engage students cognitively, motivationally and

behaviorally.

Recommendations have also been forwarded concerning the limitaions of the findings on reading
engagement study on which future sesearch should focus. To begin with, research that examines
the cause and effect association between reading engagement and reading achievement should be
conducted in the Ethiopian secondary school language instruction context. Besides, future
researches have to emphasize on studying reading engagement at all levels of secondary schools
and more sections in a single school to make the rsults more generalizable to other schools and
grade levels. Furthermore, longitudinal studies should be conducted to capture the broad and
multi dimensional nature of reading engagement. Future mixed researches should also focus on
studying reading engagement using qualitative approaches and qualitative data collection tools

like think aloud protocols inorder to understand how students think, get motivated and become
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frequent readers while they are engaged in reading. Moreover, as reading engagement is related
many stakeholders such as policy makers, curriculum desiners, schools, teachers and parents,

future researches have to consider including other stake holders in reading engagement studies.
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APPENDICES

APPENDIX A: Questionnaires

APPENDIX-A1 Reading Engagement Questionnaire (English) (Items 1-88)

Directions: The following are statements about what you do when you read academic or school-

related materials such as textbooks or library books. Five numbers follow each statement (1, 2, 3,

4, and 5), and each number means the following:

* 1 means “I strongly disagree.”
* 2 means “I disagree.”

* 3 means “I am uncertain.”

* 4 means “I agree.”

* 5 means “I strongly agree.”
After reading each statement, put the symbol “\" under the number (1, 2, 3, 4, or 5) that applies
to you using the scale provided. Please note that there is no right or wrong answer to the
statements in this questionnaire. If you want to change an answer, delete or put the sign “X” and
put the changed answer.

No | Question SD|D |U |A |SA

| Survey of Reading Strategies (SORS)
Global Strategies

1 I have a purpose in mind when I read.

2 I think about what I know to help me understand what I read.

3 I take an overall view of the text to see what it is about before
reading it.

4 I think about whether the content of the text fits my reading
purpose.

5 I skim the text first by noting its characteristics like length and
organization.

6 When reading, I decide what to read closely and what to ignore.

7 I use tables, figures, and pictures in text to increase my
understanding.

8 [ use context clues to help me better understand what I am
reading.

9 I use typographical features like bold face and italics to identify
key information.

10 | Icritically analyze and evaluate the information presented in the
text.

11 | Icheck my understanding when I come across new information.

12 | Itry to guess what the content of the text is about when I read.

13 | Icheck to see if my guesses about the text are right or wrong.
Problem Solving Strategies

14 | Iread slowly and carefully to make sure I understand what I am

reading.
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15 | Itry to get back on track when I lose concentration.

16 | I adjust my reading speed according to what I am reading.

17 | When text becomes difficult, I pay closer attention to what [ am
reading.

18 | I stop from time to time and think about what I am reading.

19 | I try to picture or visualize information to help me remember
what I read.

20 | When text becomes difficult, I re-read it to increase my
understanding.

21 | When I read, I guess the meaning of unknown words or phrases.
Support Strategies

22 | Itake notes while reading to help me understand what I read.

23 | When text becomes difficult, I read aloud to help me understand
what I read.

24 | Tunderline or circle information in the text to help me remember
1t.

25 | Tuse reference materials (e.g. a dictionary) to help me
understand what I read.

26 | I paraphrase (restate ideas in my own words) to better understand
what I read.

27 | Igoback and forth in the text to find relationships among the
ideas in it.

28 | I ask myself questions I like to have answered in the text.

29 | When reading, I translate from English into my native language
(Ambharic).

30 | I discuss what I read with others to check my understanding.

II | Motivations for Reading Questionnaire (MRQ)
Self —efficacy

1 I know that I will do well in reading next year.

2 | Tam a good reader.

3 I learn more from reading than most students in the class.

4 In comparison to my other school subjects I am best at reading.
Reading challenge

5 I like hard, challenging books.

6 I like it when the questions in books make me think.

7 I usually learn difficult things by reading.

8 If the project is interesting, I can read difficult material.

9 If a book is interesting, I don’t care how hard it is to read.
Reading Curiosity

10 | If the teacher discusses something interesting, I might read more
about it.

11 | I'read about my hobbies to learn more about them.

12 | I read to learn new information about topics that interest me.

13 | I like to read about new things.

14 | I enjoy reading books about people in different countries.
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Reading involvement

15 | I make pictures in my mind when I read.

16 | I feel like I make friends with people in good books.

17 | I like mysteries.

18 | I enjoy a long, involved story or fiction book.

19 | Iread a lot of adventure stories.
Recognition

20 | My friends sometimes tell me [ am a good reader.

21 | Ilike hearing the teacher say I read well.

22 | I am happy when someone recognizes my reading.

23 | My parents often tell me what a good job I am doing in reading.

24 | Ilike to get compliments for my reading.
Competition

25 | Ilike being the only one who knows an answer in something we
read.

26 | I like being the best at reading.

27 | It is important for me to see my name on a list of good readers.

28 | Itry to get more answers right than my friends.

29 | Ilike to finish my reading before other students.

30 | I am willing to work hard to read better than my friends.

31 | My friends and I like to trade things to read.

32 | I talk to my friends about what I am reading.

33 | Ilike to help my friends with their schoolwork in reading.

34 | Ilike to tell my family about what I am reading.
Reading avoidance

35 | Idon’t like reading something when the words are too difficult.

36 | I don’t like vocabulary questions.

37 | Complicated stories are no fun to read.

38 | Idon’t like it when there are too many people in the story.
Reading Behavior Questionnaire
Academic texts

1 When I was a child, I was often taken to the library by my
teachers.

2 My teachers used to read texts to me in reading classes.

3 There have always been books in my family’s home.

4 Attention was given to developing reading skills in my middle
school (grades 7 and 8).

5 There was a library in my primary and elementary schools.

6 I often read and revise my exercise books and notebooks.

7 I always do home works which are given from the text book.

8 My friends and I discuss books that we read.

9 I often read academic books (e.g., my text books).

10| T often read my exercise books, notebooks, worksheets etc.

11 | I often read reference materials (e.g., commercial materials,
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dictionary).

12 | I often read internet resources like tutorials, short notes and
eXercises.

Non- academic texts

I often read newspapers.

I often read magazines.

I often read novels.

I often read poems and stories.

I read any other books (e.g., motivational, plays, religious etc.)

I read books/magazines/ newspapers in my mother tongue.

Newspapers or magazines are bought daily/weekly in my home.

R (AN N | |WIN|—

I often read one novel each week or month during holidays.

APPENDIX A-2: Reading Engagement Questionnaire (AMHARIC)

anan/ f: PAYnN+AT 04&T1ICT NANHT® F9RUCHP PO @LID hA9oUct IC P+P Pt
AL anan/ e agy&tqs NN+MRU&T N PA dRU&+T NF1N/N 2% ATLI°F+LL/1
POMee TF@: AT +htde A9PAT €mCF @ATIR 17 27 37 47 AT 5 +AM+HPA:
PALISTS €L FLFIPIR ATLMNHAD- 1O-E

1 AT NMI° AdNTRTRGP::

2 MAT AANTHa[gD::

3 MAT ACIMG ALLAUIP ::

4 AT ANTYIAU-::

5 NMI® ANTTAL AT J0-::
APLT1818. 7 0Z&+1IC NINNH/A N2A NATPA+ ATET (1 12T 3T 4 MEID 5) A%t/ £
PO, MANT®T ATYL6 NNF oL /6be: N+HARZMM ML NC P " V" FPANT ANPTCD/gh,::
pan/Zmn /AT d®AN dP$PC NALAT PANT NAPAZH MLIR © “X” RAh+ NIl AA
AN MAPADM L FAA: NHU APMLP -ND +nhd MLIP NYU++ PARNA dRAN PAGR::

t+¢& | nPe 112/3(4|5

1 30 NN LH NAATCCR MAD FATY A%::

PARIN@M-7 9NN AARLEF PIH™ HYE NEF NATMLPMm- 17C
2 ANNAL- =

ALY PINN NMINN NETF FRINNTE NATRT F8L AR ATIMS
3 PIRINM AMPAL ARF ATRTLS AECIAU:

PaRIN@- 29NN £HF AL N9 NNT GAT JC 0+757T aRUPrRY
4 AT 1% ATPRGAU:

A1EY SUE AL CHODTG hDedl PA NULPHET NADARANT
5 | AMPAL ANA RRCIAU:

NT9yN 1H PFT @7 NDAPT TINN ATANTT PHEM-Y do+a-
6 AT8ANT AMNTAU:
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ALY 9N A A28+ ARG ORC A8 Z8ANK U4 M-N P
ATMZTFYIPNATYT MLI° NOATIT PCRATT AMPTIAU-::

PaRIN@M7 UG AGRZE8F £NAM £48% HYE hM.8P JRANTT7
MLI° &Yt Y AMPTAU-::

NN 1H A& A°LET ATRAPT £A0P NAM- P+94-F7F MLIP
N2&9° P+241+7 PxU4T NEAT AMPTIAU:

10

NN @-AD PPN ALEY NhAPTF A+Y+%G dDgRqgn AFAA

11

h8.N a°/8 NG P Imae® 1H P+Z8UF AUPRY AZITMA

12

ATET RINN ATN PIRINN £HF NA P77 ATELT AdRaD+:
ATPALAU::

13

NAARTE 2U& P710R+N FO- 99°+F Thhd U7 AATRTFD-T
AT TMAL::

14

PARIN@M-Y 9NN ATL+HZEUT ACIME AGRPY NA NHIFS NP
RINAU::

15

30N AN PINN Fh-CET NMU- 1H @LFN+ ATPAAAU:

16

PINN &MY ATLMINA. PINN ARTT ANTNAAAU::

17

go3NN NN NP1 NT 1H mAP PP Thedt ARCIAU:

18

NN AN Fhe tAe NN ALSINT NATIINM. 17C ANNAU:

19

PRIND-Y RU-& ATINF DN AT8.48% PAR/EMT TPNA NALTUA TR
AL MEAU:

20

PAINM. 927NN ANNLS AZ8 LT ARG ARC NE P, ATNAU::

21

goNN NR7N 1H PHAQPFOT PPAT DMLIP PYLIFT HCFIP
A1 AU

22

INN AN KT ATRLET LAY HIE P97 MNFPAPTFY
AEHAU:

23

AL PINN AT PANNLAE hUPY AdRZ8F A8 PPIIHY NebhF
ATNAU::

24

PATET 9PINN YAN ATNF DN AT8.28% NRNAM- N ARLEPTF
MLI® YANTF AL ANNAU DLI® ANTRLAU:

25

PARIN@.T FPIN ATRLEF ATRLST ATLANNTS/ APHIN AT P
MMPAPTT AMPTIAU-:

26

ATET 9RINA PNAM ATPLET YANTFT N ATAAS DETR ANNA
AR &TFPAL-

27

goNN AN NATE SUE @AD NA YANTF aohhd PAD-Y 97T+
ATMDP MLLTT MLHA APLENT AINAU:

28

N3N AP ATRAN PIRLAIFET DPEPTF AMLPAU::

29

go3NNY NATIIAH § NI NNTF @PF NATIAHG DL A& aogF
LYELR MLEI® ATCT At FIAU
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30

LINNN+Y dU-& A1e+Z80F ATIZIT1 NAAT +TLPF IC
AP PAU::

31

NMePAQ 3a2F NFINN TFRUCT NLIN ATRIPASL DL PAU:

32

AL DG RINN, 17

33

N3NN FRUCT NA&GA AP NAT +TLPTF BAP AL PNAM
ATEAU::

34

AL NANRT TIRUCT ARITFT LR NUAFT RAP NTINN FCA 17

35

AL NNES £ 3% a9Y&TFT MINN ADSAU::

36

NARBY&EF AT PA mPLPF AT8NN ALLCHY ADSAL:

37

UALH ANTFIZ PP 10T/ SUETFT NN ATELAU::

38

PINm & £HT AN NUT NNE FU&T MINN ATAAU:

39

AL Y& NYANT @LIR NLH+ AN NPT ATITNN hNE
PACUP 8L A PN TPTIO:

40

PATOIAHE angeys AN NPT +8L AL ML LF NeZ7 NAHP 182
PNAM ATNAU::

41

NFtC& 1H& NATINTF@ CON FEEF AdRaC AA NATN NH
ATNAU::

42

AATPNLNET CON 80T A8N aDZE ATRARC A ATNAL::

43

NAASEN 17CF TINN ADSAU::

44

N+ALR A1CTF NAA UHNT P+94 aP9y&+y AN PHYGTTA:

45

N7NN+t 1H NAOTPCR @ND PUT 9°NA ANAAU-::

46

M4 MHYETT AN NAPTF IC 32%7F ATL0RALT 1 2ATHFA:

47

MAMLP MLIR (P FUETT (FUN+LN) ADSAU::

48

(9P MRAse F4N PAGL ANAL APY&E aINN AMSAU:

49

AL P+ALR NABNE F4NT P8R4 aU&T T AINAU:

50

3LPE AT8TE LH W& ATNN ATRL TN 219145 A

51

manys AL s AR AS/NTTIC RNMF BA BATA:

52

AL A® NAAL ATNNN ADLPT AND ARNTT BN RAGTA:

53

MALE NINN 92 ALTF Mé N APAGU ALY RT1914:-G A

54

NARINNN TNZFF 99Tt PALN+T A

55

AARTE 17C A®AN P7TU NFEMD- +99¢ APy PHLN+E A

56

N3NN J°CM- +T9¢ P BN RATA:

57

AT Mé ATNN NNA +TBZLPF HCHC A TP+ A NMIR
MM, 10 ::

58

N3LEE £4A% Nk ANTT Fhhd U ATTTF AmdAl:

59

INNT NALPF $LT AN ADSAU:

60

N3LEF PNAM ATIINN MTAd ATPNLF P RT 17

61

AL UA 1H A3LRF Nh&d O-ND MLI® NAGA d-¢h. NN
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RTNAFPAU::

62 | ABS ALSE PAUINM 1ICTFT ARoHT ATMBATY::
63 | A% NATINGD- 11C AZRPEF ADLTFPAU:
64 | 3L2FY NINN AL NATLNGTF PHIRUCT Nt N ACBTFPAU::
65 | A% 927 ALINNN AT8AL A+ANTE AT914-FPAU::
NATE &U& &N PAT AT NMI® hNE hUF FU47
66 | MWINN AADLI::
67 | NPAT FCFI AL PML+IG DPEPTT AAD L IO
68 | P+@AAN F2h PATFET LT TFINN APLALNTHIR: 71
NATL PRU& 2 N N APTF @LID 72NUL T NP4
69 | hADE9gr:
70 | AE APAL a29RUCE A 1H MEN+APRUET EMNET 1N
71 | A& APAL PATOIAHE aR9RYCE Nh&EA dAD TN L1MtAT INC::
72 | N@AEE Nt @ND FALH ARRUET 27F INC:
73 | 75 A% 85 n&A APAU PINN AUATT AT9ALS Tt £8Z9T INC::
74 | N17-8% A&A N+TChNT +9RUCT Nt N+aRRUET TNCH
papAd™ s eN+CEYIT MAFOADET LALH ATNAL
75 | A8 U9° AhANAL:
76 | PN N ANGAU=
77 | T9RUCHP dRRUGTT T AGRAA, dRARL P ARRYGTTY JOr::
78 | AL AMIN@- ARAMRE eN+CTFIIMAFPAPETT MCANRTTT 10
MM$A MIYEFT IATPAA PR, P RRYETTT AOHIN PATY
79 UALH AINAU::
AL PALH ATING- PATHCET RUETTT ATRPAA BFLPATAGRLERC
80 | MAFPAPT AT ORAMDEPFY jM-::
81 | AL LALH ATRINGE* JHMFT 0
82 | AL UA 1H ATIN@M- AR ZYPF7 M-
83 | AL ADARTY ATH ATNAU::
84 | A1 UALH PORIND- o1mdeFIg F2NTFT 1m-:
MYFOII° AA PRUETT ATPAAT APt +D-4FF7F YLF FP
85 ZU& MH+.) 10
86 | A& N&FUNT 1% (ATICT) FYLTFT IAOFYLTIT IHMTFT AINAU-:
87 | NAL NTF @AM JHMTF MLIE agY$tF NPAL MEID NPATRT+ LIHA =
88 | NNYA LHLF NPATRYIE MEI® NPM4G AL PANDMADE ARgY& RINALF =

AMAITAD ::
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APPENDIX-B: Reading Achievement Test

General direction: Dear student, this is a reading comprehension test which is intended for a
research purpose. It comprises three different subtests. You are kindly asked to attempt the
entire questions in each test. Please read and answer each test very carefully.

TEST I

Direction: Read the following passage carefully and answer the questions that follow it. The
passage has two parts (Part A and Part B). Please attempt all the questions in each part.

TEA COMES FROM CHINA
Part A

Many people think the English do not like to speak other languages. In fact, English is a mixture
of words from many different languages. Because of this, the vocabulary of the English language
is very large. It is much larger than almost every other language in the world.

Many English words come from Latin, the old language of Rome, and also from old Greek.
From Latin we get words like wine, use, and day. From Greek we have words such as
photograph, bible, and ink. Because these two languages are dead, the words have most often
come through other languages such as French, or the old German languages. There are also many
words from both Greek and Latin together-television, for example. Here tele is Greek for far and
vision comes from Latin and means seeing.

Section I: Write TRUE or FALSE for each of the following statements based on the passage.
------------- 1. English comes from Greek and Latin.

------------- 2. The Greek had photographs before people in other countries.

------------- 3. The English people do not want to speak other languages.

------------- 4. French and German had borrowed some Latin and Greek words.

Section II: Select the most appropriate answer based on the passage, and write the letter

of your choice in the space provided or each question.

--------- 5. What language did the old Romans speak?

a) Roman c¢) Greek
b) Latin d) Old English
--------- 6. The English language ------------ words from other languages.
a) has borrowed a lot of ¢) is a mixture of few
b) hasn’t borrowed any d) will borrow many
--------- 7. Which of the following is a dead language?
a) English c) Latin
b) German d) French

--------- 8. Which of the following is correct?

a) English has taken only words wine, use and day from Latin.

b) English borrowed only the words photograph, bible, television and ink from

Greek.

c¢) English borrowed words only from Latin, German, Greek, and French.

d) English borrowed many words from Latin, Greek and other languages.
--------- 9. According to the passage, English has large vocabulary because:

a) Its vocabulary is a mixture of many languages.
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b) It took many words from German and French.
¢) It borrowed some Latin and Greek words.
d) It took many words from dead languages.
--------- 10. The word this in paragraph 1, line 2 refers to:
a) The interest the English have to speak other languages.
b) The idea that English is a mixture of words from many languages.
c¢) The English language.
d) The vocabulary of the English language.
--------- 11. The word it in paragraph 1 line 3 refers to:

a) the English language c) the source of words

b) any other language d) the English vocabulary
--------- 12. These two languages, in paragraph 2, line 3 refers to:

a) Latin and Roman c¢) Latin and Greek

b) Old German and Greek d) French and German
--------- 13. “English is a mixture of words from many different languages.” What does the
word in bold mean?
a) combination c) variety
b) type d) likeness

Part B

Many common English words come from very strange places. Tea, for example, comes from
China, and banana comes from West Africa. Potato came into the English language from the
island of Haiti, in the West Indies, and tomato first came from Mexico.

One reason why the English language has so many words from other languages is because
people from many different countries have come to live in Britain. Two thousand years ago the
Romans came from Italy, and stayed for over four hundred years. After they left, the Angles,
Saxons and Jutes came from the northern part of modern Germany. In the ninth and tenth
centuries Scandinavians came into the northern and eastern parts of the country. Finally, in the
eleventh century William of Normandy came from France, and became King of England. With
him came French civilization and the French language.

Section I: Write TRUE or FALSE for each of the following statements based on the passage.
----------- 1. The Chinese knew about tea before the English.
----------- 2. The Chinese and Mexicans had relations with the English.

h h

----------- 3. People from Norway, Denmark and Sweden lived in England in the 9" and 10’
centuries.

----------- 4. The Romans stayed in England for four hundred years.

Section II: Select the most appropriate answer based on the passage, and write the letter of
your choice in the space provided.
--------- 5. When did the Romans arrive in Britain?

a) 2400 years ago ¢) 2000 years ago

h
b) in the 11" century d) 1600 years ago
--------- 6. When did the Angeles, Saxons and Jutes arrive in Britain?

h
a) About 1600 years ago ¢) in the 1 century
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b) in the 9th and lOthcenturies d) 2400 years ago

--------- 7. The words tea, banana, and potato became English words because:

a) China, West Africa, and Haiti were colonies of England.

b) China, West Africa, and Haiti traded in England.

c¢) People from China, West Africa and Haiti lived in England.

d) Reasons are not given in the passage.
--------- 8. Which of the following statement is correct?

a) English took words from German, Italian, Norwegian, Swedish, and French languages.

h
b) The French language substituted English in Britain in the 1 century.
¢) The German, Italian and French languages were dominant in Britain before and

after the 11 thcentury.
d) The largest vocabulary English borrowed was from the French language.
-------- 9. They in paragraph 2, line 3 refers to:
a) The Romans c¢) Angeles, Saxons and Jutes
b) The Germans d) The Scandinavians
--------- 10. “Many common English words come from very strange places.” (Par 1, linel):
What does the word in bold mean?
a) special c) difficult
b) far d) unfamiliar

TEST II
Direction: Read the following passage carefully and answer the questions that follow it.
Part A
BATS

The bat is the only mammal that flies. Unlike birds, which are generally diurnal, bats are
nocturnal and fly at night. They have very good hearing but poor eyesight. They cannot see well
in the dark. They can see objects which are very near them but they cannot see distant objects.
They can see moving objects but not stationary ones.

In order to avoid objects in their path they use a type of radar system. They emit ultra-sonic
sounds and are able to hear the echoes of these sounds. Their radar system enables them to know
the position of objects in their path and to avoid objects at night.

They are able to fly at great speed but are unable to walk fast on the ground.

Section I: Based on the passage, write TRUE or FALSE for each of the following statements
in the space provided.

------------- 1. Bats hear the echoes of ultra-sonic sounds to avoid danger in their path.

------------- 2. Bats have the ability to hear sounds of objects that they cannot see from a distance.
------------- 3. Only few mammals can fly, and one of them is the bat.

------------- 4. All flying animals are birds.

------------ 5. We see bats flying at night because they can see and gather insects for food at night.
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Section II: Select the correct answer for the questions below based on the passage.
-------- 6. Bats are different from other mammals in that they:

a) move only at night. ¢) have very good hearing.

b) can fly. d) cannot see from a distance.

--------- 7. Bats differ from birds in that they:
a) are mammals.
b) fly in the day time and at night.
¢) Can see in the dark.
d) Can walk

--------- 8. One of the following is not correct. Which one?
a) Birds and bats are mammals.
b) All mammals cannot fly.
c) Bats are the only mammals that have good hearing.
d) Bats fly at night.

--------- 9. Which of the following statement is correct?
a) Bats use their radar system to avoid danger on a day time.
b) Bats are blind on a day time and see well at night.
c) Bats fly both on a day time and at night.
d) Bats can see moving insects better than they see a stone.
--------- 10. At which of the following distances do you think bats can see objects better?
a) 3 meters c¢) 10 meters
b) 7 meters d) 15 meters
--------- 11. Your reason for your choice in no.10 above is because:
a) bats can see the nearest objects better.
b) bats can hear distant objects.
c) they use a radar system to identify medium distant objects.

d) they fly very fast.
--------- 12. They in paragraph2, line 1 refers to: a) mammals ¢) distant objects
b) birds d) bats
--------- 13. They in paragraph 3, line 1, refers to:
a) bats c¢) birds

b) ultra-sonic sounds d) objects
--------- 14. If diurnal refers to day time, nocturnal refers to:
a) night time c) life time
b) all day d) the morning
---------- 15. The speed of walking bats may resemble (look like):
a) a dog running  ¢) a tortoise moving
b) a cat running  d) a sleeping hen
--------- 16. Which of the following things can a bat see better?

a) a stone c) a flying spider
b) a man sitting d) a bat hanging on a tree branch
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--------- 17. The purpose of the writer can be:
a) to warn us about the danger bats can cause at night.
b) to inform us about some characteristics of the bat.
¢) to suggest what the bat can do on the day time.
d) to tell us the difference between the bat and other birds.

Section I11: Based on the passage, match the characteristics below (a- e) with either BATS or
BIRDS as found appropriate. The first one is done for you as an example.

Part B

18. a) A mammal that flies The bat
b) They are diurnal
¢) Do not fly in the dark
d) Fly at night.
e) Have a poor sight.

Section IV: Based on the passage, write about WHAT BATS ARE ABLE TO DO and
WHAT BATS ARE UNABLE TO DO in the spaces provided.

What bats are able to do What bats are unable to do
19. a) hear well a)
b) b) do not see distant objects
¢) see moving objects c)
TEST II1

Direction: Read the following passage carefully and answer the questions that follow it.
Part A

Soil is an invaluable natural resource. It provides raw materials for the plants on which [they]
depend for food. The soil and the living organisms of a region are inter-dependent. On the one
hand, soil is affected by the flora and fauna of the region.

On the other hand, the type of soil determines the flora and fauna of the region. Consequently,
damage to soil will destroy the balance of nature. It is a danger to human life and to man’s
economic security. Causes of damage can be physical or chemical. Damage can be caused by
man or by natural phenomena.

Unscientific agriculture can cause a loss of minerals. Erosion can be caused by wind or by
flowing or falling water. There are several ways of preventing damage to soil, including the use
of fertilizers to prevent loss of minerals and the use of grass and other plants to prevent erosion.
Section I: Select the correct answer based on the passage, and write the letter of your choice in
the space provided.
--------- 1. Plants get raw materials for food from

a) Animals c) the soil
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b) Minerals d) other plants
--------- 2. What is the main idea of the first paragraph?
a) We have to protect the soil and living things.
b) The soil and living things are important to each other.
¢) The type of soil determines the type of plants and animals.
d) Plants and animals determine the type of soil.
---------- 3. Man destroys nature by
a) his misuse of the land. ¢) planting more trees
b) using chemicals on the soil.  d) his use of fertilizers
--------- 4. Erosion can be caused by
a) loss of minerals ¢) wind and water
b) plants and animals d) chemical means
--------- 5. What do you think is the purpose of the writer?
a) To tell us some facts about the importance of soil for animals and plants.
b) To warn us about soil damage and its effects on animals and plants.
c¢) To inform us that man and natural events are the causes of soil damage.
d) To tell us about the importance, causes of damage and ways of preventing the soil.
--------- 6. The relationship between soil and flora and fauna is:
a) dependence of one on the other c) a giver and receiver
b) supply of raw materials d) interdependence
--------- 7. Which of the following is a way of controlling soil erosion?
a) Using fertilizers ¢) Stopping falling water
b) Planting trees d) Preventing loss of minerals
--------- 8. The main idea of the last paragraph is:
a) We need to protect the soil using fertilizers.
b) Nature balances itself, so we don’t need to interfere.
¢) Scientific agriculture must be practiced.
d) We have to protect the soil from water and wind erosion.

--------- 9. It in paragraph 1, line 1 refers to:

a) the soil c) food
b) natural resource d) a living organism
--------- 10. It in paragraph 2, line 2 refers to:
a) the soil ¢) the balance of nature

b) damage to the soil  d) human life
Section II: Rearrange the following summaries as they appear in the passage.
11. a) preventing soil damage
b) inter-dependence of soil and living things
c) causes of soil damage
d) effects of soil damage
Summaries in the correct order (Write only letters)

Section III. Complete the following blank spaces based on the information in the passage.
12. Complete the missing parts.
a) Man can destroy the balance of nature by:
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b) The two elements of a region that affect soil are:

i)

i)
13. What would you do to prevent erosion?
Measure (Step) Purpose of the measure (step)
a) using fertilizers a)
b) b) to prevent erosion
¢) using scientific agriculture c)
14. Write two natural factors that can destroy soil.
i)
i)
Section IV. Match the words in column A with those in column B.
COLUMN A COLUMN B
------- 15. Provide (par. 1, line 1) a) changed
-------- 16. Affected (par.1, line 1) b) stop
------- 17. Damage (par. 2, line 2) c) gives
------- 18. Prevent (par. 3, line 4) d) harm

Thank you!

APPENDIX- C: Students’ Interview Questions

APPENDIX —C1 Students’ Interview Questions (English)

Interview Questions for Students

Dear student, this interview is prepared to be used as part of a

PhD thesis at Addis Ababa

University, Department of Foreign Languages and Literature. Through the interview, I want to
find out more about your reading (e.g. your use of reading strategies, reading motivation and
reading habits) when you read texts in English language. The information gained from this
interview is secured. It will never be used for other purposes except for the research. If you have

any question about the interview, you may ask me.

Thank you in advance for your cooperation.
Reading Strategies

1. Do you use reading strategies when you read texts? What are some strategies that you use to

help you understand a text?

2. What do you do when you don’t understand something when you are reading?
3. How do you know that you are reading a text well? What do you do to check this?

Reading Motivation

4. Do you like reading? Do you enjoy by reading different materials? Do you read during your

leisure time? Why do you usually read?

5. What motivates or makes you want to read texts in English? What about the things that make

you dislike reading?
. Would you mention some things that you do not like about reading?

(@)

7. Are you a motivated reader? Do you think you are a good reader? Why?

205



Reading behavior
8. What kind of reading do you mostly practice in high school: academic reading, such as text
books, exercise books or non-academic reading like magazines, newspapers, and fiction
books?
9. Do you read online or print materials? How often do you read materials or texts?
10. What are the kinds of materials that you like to read? What about the ones that you do not
like to read?
Conceptual Understanding
11. What do you want to learn through reading? Do you always learn something from what you
read? Or, do you get some knowledge whenever you read?
12. How do you use reading to learn in your ESL/English class?
Social Interactions
13. Do you and your friends talk about reading? If you do so, how often do you talk? What do
you and your friends usually discuss concerning reading?
14. What are some good things of talking with others about what you are reading? What are
some disadvantages?
15. How are your reading strategy use, reading motivation and good reading habits related to
your reading achievement?
Finally, is there anything you want to say that I did not ask you about your reading?

Closing: Thank you very much (name). I have enjoyed talking to you and learning more about
your reading.

APPENDIX -C 2: Stdents Interview Questions (Amharic)
et994 FA oomeP

@.L 49947 NHY aem@P PULTT®- avl B A%.0 AN R20CAt A&h et FIPUCT TGT 9°CI°C A7L77191.0
S A9.010°0 OHH0E 10 NPATPMLE NATINLTT 100 AATLLLID AAATH/E 70N TIATI® QAN
AAPT AmPPIPU/AI0ATAN AIATTFY/T AT AAALD- 270N ATIL FNAAU-F 20N AT9e avlE a9t
ReADAD-:: aPlEMm NTGE G309 D¢h, AMLA ATNNT (§&I° ALD-AIP: :aAPATPMLE LAY/ 740 A
ATmeP/ET AU/ PAT:
AATONCV/T NPT, AaPAIGAD-::
1. A727 00 a2/ 270N ANRTF? FnPTIAU/TLLeAT? ATeT Ach&
A0/ (L AGLS T W T9L0MU/T 9°7 AL TT ANPTT TmPTIAY /TLEAT?
2. A7L77 P00 AZ 0/ (L (PAR MdHLSY D/ T+ °7 FLCOAV/1LLAT?
3. K187 XU 0 T% v-3F AN/ A7 W78 FO.PAV/ELATN? LU
A8 0 1MAY?
4. 700/ 10 FO/AV/EAT? SFALR -7 07700 FLAFAV/FAT ?
OHCE LHY/T PHALR v~ 210AV/ (LPAT?
5. ArH/F7 K280/ 07L0100V/8 PPN TePT PPILTTFD? A8 /(L
P09.0LCTV/0 NPT L GTFD?
6. AAZ0N L91T@8 /B F D7 11T AFnPa/TAT FTFAAY/PAT?
7. A0 PAV/0 AT 1/07? T4 AL T 0AV/0 F00AU/LPAT? AIP7?

8. MU-AHE £2F PuCt O FU/T NANHT D 9°7 ALTE 700 F10AU/(LPAG? FIPUCHE 700 © APAA:
Pava) 0 avgYq 7 avp\avg CACTTE TINFPAPTT LA TIPUCHR LAY 10N T AIPANT aPZ BT
IHMTF7 WG 0COt aPUetHT OHt.? N9°7 PUA LH F10AU/0LPAT?
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9.0/ 7t KU T T F10AV/(LPAT ORA FTav- ZU-ETF7? NIPIPVA LH,
FI10AV/(LeAT ?

10. A7H/E 9100 PPPHLAITF O~ [1.9F 0 ZU-6F 907 A1 GFO-? 7170
PIVFLAITF D [1LOF D U0 OHEF CFm-?

11. 7007 0@P+ ATITTT DRI AGPTIC W18 FmPIPNFAV/ TLOFAT?
ne o</ 0L.@« 11C v-A L LI/ LD+ dD-PF AA?

12. 71007 OATULHT TIPUCTE L A28t TICNFAY/ S0FAT?

13. A7H/EG AL TU/T AN FOLATFU? nOLFv- (1977 Ph LH DLIP
&Pk FOLATU- £ 0AP7R (0T 7 OHF.? 1007 OFarant NH- L1
AAIPT FOLATFU-?

14. haLSFu/a oC WAt 11C TI0LA QT TPIT POILEGTFD-? 907
RO AH?

15. 2700 hF? om0 aPFC AG T4 270N AIPL apSC 70N
Q.M F IC AT LITTN?

NaPenZA9° AN AmPPhv/0 H4SE A LAMePhV/T LIPTAD-/ L@ 11C A 0LA AOTYU/(?

avf1.0: (1MN9° APAISAU- @<L +994:: hATH/E 2C Nevde+S AAATT/E AG (A 70N0V/d N99oE (1MI°
TLOFAU-::

APPENDIX-C3

Students’ Interview Transcription (Amharic)

Student -1 (Interview Transcription)

MPe: AL 9NN N3N PINN NATTT FMPTAU?

+ML: AP AMPT U

MPd: 7 ALY NATTT ATMPI® TFAAU?

+@4: aEan/ P PIPM$INT I2ATLE NTYINNT MPF P+RL DT NINE A INT LFAA:: 110

97 N&PFPF NHT AZAD AATPFA ATNFON PLAT PINN NATT P91 dDmegm

LRCNFA: ATPMPTFD NATT NARELL NZNA PRE 18U NF NMHIEFT NUATE 828

PARING-Y YAN REARLLe YANT NARZ8F PT PG YANTT aa@mti h+Z8U0-F YAN @-nm

Pq @ANTTFY NATIHN ALATRCIE P+7IHNNTT YAN ATINFOA ATLIDET ALCT NN

ANNA $AA AhECT ATRZ8F A9Phd-AlR::

MPE: M YANI ALY FU& NFI1N MLIR ATRZEF A8, LU 927 ALY NATTTY
TMPTAY?

+Ms: PIPMPMTFD NATTI ATPAA AL PTRIND- RU& AR NNHET® 1H NATIAHTIR Uy

NAA FIRUCET AL PIRFINTFMT NAPTE: YAN KUEET MLLC ARCY NAPRE MEge eqp

PHALR PART AR PA NAPNA LOMA: ATHY $AG PART L7999 NQINNGT NATA: P+34

AA ABEN MRYETF APLATINT DAY £ATT MRZYLRT NMINN ATHT NATT NAPMeIeg

ATHUT PTPET £AT APATECHT NAPMPI A787NF

MPE: MAFDAT® FLHAYU TAT 4@ £LLINITMPA PIRFMPIR NIPYE

S PAN NI
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MPd: AR M¢ YANILATE M P ATET 9°INN/ &U& NF1N hA+Z8Um 9% FLLCIAY ?
AT8.PM AL YA NAU?

+ms: AR £.7°19% NN ATRLEF A9PNe-AURE ALT9R 279199 ATNAE NATNT NN PAA
NAST ATAFDN $AA NTAMAAT PAT NARIAR ADRZEF ATPNLAU:  AAATZEUTF YA
P24 RRUETT NARLAT NN ATRZE8F A9Pd-AU-::

MPe: AR NMID MG ALY U NN Uit ATNNUE/+Ze+HUd AT ARt
FOPAU? LUTT ATET 10» PIRFZIIMAR?

+@s: AMENT IPATLT AINNNT YAN  OMIN Ax 32EFID B N+HANE NPAAT 1H
AALE NPAKT N6BeC 1HT NFA TINZEF NFAN ALIR 1NPEA TAT D

MPd: AU:

+MPE: MATI® AADANNTN AZLEEID P ANTANE AAD-ANAN N4 Uit NIAZU+
ALI® TNFTA TOAT 1D

MPe: Mg YA 1M

+ms: A2 I9mNT HE L9990 NAINNNET YAN IF-19° mPe NAPeNA A+mPePU-+
mPE aeavAN NFANT ATNN ABCH Ach NOHOMTFD mEPF FhhAF doAN h75U-S
Nt NFANT:

MPE: NMI® MéI AAD- TN TN FDEAY?

+as: AP ADBAU::

MmPed: 0+ALe FUEFT NMINN FL2AFAU? FHTTAU?

+mL: hPE ALAFAU

MPe: NTCE 1H P+ALE FULTT F1NAU?

+ms: NFCE LHS AINALE A787T L PARINTF M- AR UEF NM-NAMFMD- A8N AD-$TT AODLIH/
YANF AAAFD NTYNNF 1H NT7T@ Add+ BA+E AAPTINES N3T@m-9° 11 N750-+
TCE TH ATNAU:

MmPe: Mm¢ 1@ Ah YU AIL.NTIRUCFE +8L mh, PURRY FINAU AT 10
ALYt JHM ATYINN ALA AAU?

+ms: SCAT IRTRY NFCE THS NTTU NFIRUCT Mg, AINALT ALLNZEH FRagRT::

MPE: AANGPE PR IHCLT SUETT IPTANT FINAU?

+ms: PR IHCLT FURTT AINALTE PO A187TL THIA™A TH NE IR ATNAU-:

MPE: AN MG IAAD ATPMELRY M P AT+ AT F11 PARLINMU AT L$F TRIRTTFOr?
+as: 0ag PYANT GRRYPE aREAD/ P AN NLART a8+ Ya-i NUATE 248 Loqp
88N ADr$TTT NAPRYS Mo Tg YOI ANTET PTTETFMT ADPTT AMR+HINC PAT &AF
y[

MPE: NMI° M4I AT8F1N PARLLCTHY FPATLTTA TR1LTF@? INNT A8 F1NT INNT
ATSFMLAI PHIAAU ATSFPYE PARPRCT 11CTF LPLA?

+MZ: ANHE DT 1H AT8ATN PALPLLCTHH PAIR = 917 AT87L 1H AIPAA NENZT 1H
PECAT MZYRTT AT PTAPE NFPTF AL PAIPNLAT LATT PFAMPI™ NI AINNDP
PLAUTRT AJRPAA NARTE NE PULMT F2h 9PT9RT +&R PALIE-T NE-ATIR Py Nax-7+
NASIAAMT O+ 17CF NA AT8ATN ALLTFH £FAN:

208



MPe: ThhAI AA hHU IC PPN ALY £FAAL NATNN PRFMEF@® 17CF ATMENAT

TFAAU 2 AMPAL TN PARNAD- YA ATA ATHFDLM- 17C hA?

+ms: AL N NFA hTINN PIPMAD-  17C PAIRE 9RATL+HIR AN dh A £ZIA

ATE 184 APRCITO::

MPE: NMI® Mmé¢I A%+ LNUT NFIR99R: +1ARTF PAU ATNN, JU? +1ANU ATIN

LNTET NMI® P33Y KLYF ATINN, TU?

+Me: AL ATLTMAND AN ATYINN HIARTE AAT N& ANNAL: FPATPHID ATLLA APD-

NN+ RINNN ALY PNAM ATLTRING PARINN MPA> INFFA N ANNAU::

MPe: Mg A7NN, 7% NAUN FANAY?

+Ms: NAAT ATRC D4 ATNN, 775 NR ANNALINNHTPERID NLUPT::

MPE: ATRL 1M ATLH PIRFNND-?

+as: gonNTPRID N4A HIARIT ATING NN HIARYT BT A99ING AHU AINF9R

LTFAAINNAAN HIART NPT 97 24 N9I8E AALT PAPmM@m- AINEI® AATRLTFA NN

+1ARYT DALY

mPE: N187F NF1N 10- AT J0-::

+as: AP

MPe: Mé¢ 1@ NHU NUATE 828 F9°UCT MY NNHT® 9% ALYF INNT 10

AT FIND-I FIPUCHP TN AGPAA aRaq/ P aRRU&TTIPARAMRS PN+CFYT MNFAPTTY

10 LN FIRUCHP PALF INN AL ARRXYPTT IIHMTIT PECAT ARRUGTT 10-?

+Ms: ANHEDY UH FIRUCHFP NN AHOFELAUT: AAR AAE 17 AT87E 1H NFIRUCT

M.k, PECAT MRUETTE PECATT ADAL Y RTFT ATNAU::

MPe: API AT918U AIHUT NA1N N9 PUA 1H 10 PIRFINM-I NNHTM ATIINGD-

FIRUCHP 10 NAATAL ATET 10 FATH 18- A9RFINE NP NTRNA 28 10 ATLF 10>

AgRFINM-?

+as: F9oUct vh PR RINNETY PaRyN@m NPP% 101 NAT FC& THPTF 1HRY ANPPE

NTCL9R AINAL: NTIRUCT Th @ugh, ANDALS CAT 9992y PR 299° N4 TR

NTIRUCT Mugh, NHZEFH AsCIR NFPT NHF LH ATNAU:

MPe: NMI° Mmé:: hHU IC +PLH PATHCET RUETT FINAU?

+M2: AAL AAE PATTCET RUETFT ATNAU:: 11C 917 P htam aD YTy A I+CET SUETF

PNAM ATNAL: F9RUCT 1h hOPF NOMUT TEILID AZFT AINFPALT P+R4FT MAT

1D-INFIRUCT b, PR ATPAA 0FP 80T hUPF NFHCE 1R PATTHCET RFETT

NINN NADPFP F8FF doZE APANANNET ATYHNAU:

MPE: AP: A7918.U NCID ANLCHUM EIPTATI NIRTY PUA 1H 10» ARZBEPFY Ad1
PIRFTFAM? NPPF INPANT ¢TINPUAT €7 ATLHU NTINA £2E £TARA?

+ML: A2 NHAOT TH AAMPIRID A THCETE NFIRUCE O, NATRTF AT8TL TH AT87E
NANT 7 A7187%L 1H NATRTF AMPTIAU:

MPe: TIPUCFP 11CFT AFT15902 PN N IRTIRT PARAAA 11CTFT?

+Ms: PN N PIPNGD J@-E AARLORTE 9oqgRy AAMT 97 PR NNLT NPT 1Y AdeT
mgoyYsLYT T MEPT AANS PALAT NPT NATTCET AL ACT NTILZ9 ATALAT:
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MPE: NMID M&E AT+ TINN PIRFHLAITFO(PIPHLAITE) FUELTF I ALYTF TFO-/
@INA PYFLAIFON OHEF TFO-?
+Ms: MINN PTRLAITFD NTTRUCT JC +PPH 1T PATO: AP MRRUETT TINN &N
LATAITMINN PMRALAIFD L7190 NATYIFM-I° AN ML I® T[YNZAN NALAT
MLI™ AT NTILTIAR FU& P24 APRUETT AN LN AR ATIR::
MPe: Atk NEH+ 1@ AN TUI FU& NNULE- ATS U ML NALFM NARAAAT PORPAMAY
PAGD?
+ams: RIHU HI® NAT NTINFO- DL LM A MY PARLTA NENP RTYLT 1 NAD- 2V
N+24 ANMHE®T 1H AADSTFM-gP::
MPe: £12Fm hNe AUPE
+ML:APE ATYINNID ATRHLIIR 9. PRI+ hUPF ANHE DT 1L AT T9TNN
hAL.A19D::
MPE: MANTRE AADM- AP INNT AD-PF AT TF LR AL AL, F FMPIPNFAU?
hgeF7Na- 176 ALH PIRFHaRLM AMLPTF AA?
+ms: API NPTINNT OPF AT ATIFATE ACLPT NG7H £9° ATTHL.AYIORAYC agp+
L£99® N7 T1®™ AM$Tt PNUL AL 9NPE AT8. AT NI NNT 0&F LATHRI® NPT ACuddt
ATG AU ATIR ANHE DY 1H POINF@ AZYLF NA ATL 11C NATLLINT™ AT ATRAA
aag/p MgYET AL ANHEDY 1H AATLLIIT NI°TINNT OPT POPI®T 11C
ATETNFON 285 ATE ABBN AMrdT PAM-9P: AAL AAL 917 CANT ANG&+T NTPo-
A88N AT ATTHNT ATTFAAY:
MPE: NMI° MELITNNT NATIAHE FIPUCT 1H ATET FTCNFAU?
+Ms: AYCIAHE NN T NAMPE 9°hTPT NIRTINNT M <14 AINT £FAA:
L9907y egegy) NPT AA LUPTAI  PARGING-TY PAYIAHE SUET NEYLTY NAo+Cige
/8% ATFAAY:
MPed: NATIAHE NEA LH NANHT D 9°F ALTF AGRPTT 10 ATRF7TM- ? ATRAA PPAT
AT APC &FAA:
+ML: NATIFD-IP P+R4 ATPAA ATE CON PHREM AAI NAH N+RL.M- P PTIASM- CON
A £77 NARIIHNG NAR+LCITR NACANST NATREAT 1°1C aB/8 T & FAA:
MPd: AL NMI® M4GI AT+T 328FY NATNT FOLATY MLID M P PATU PPy &U-&7
ANARANT?
+MZ: API ANHPTE 328F N1+ ATLLAT ARINHD-9® AR 917 ATNIN PARADAD AATY
NAF@D 388F IC ATDLL ATTAAT: ANAFT ATDE ATTAATIPIRT ML T ANHEF
NtIRUCE HE P NATRE: FURT ATDLAT::
MPE: API AN TUI NIRY PRA 1H 1@ PIPFM4F? NATRTHI NANT 7 N&-F 72 hn&d
M0 FMLATU?
+MZ: NNFA DLBLI® ATDLATE NTRTITINT LHI® ATDEATE ANHEDT 1H 17 NNFAT
ALNZS NFPTITENT N9GTF ATDPPAT::
mPe: INNIA N+HIRANE NHOT 1H NATRIEID PIFM4FiPIFM PR+
+@s: AATRIMZM- 116 PHMCIA: 11C AR NHR4E NINNIE HE P PATY AQueT UATIIR
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APOMT NMNLA AT2FTT PATINTT ATLETT NTONZETF NTRTINNG £7NN
AUAFTIT NTIENC ATINL) B28TA:
MPd: MANIRI N3 LEFY IC NTMPL MLL+ F8FN AT4F £FAA?
+ms: 18t ANHEDY 1LH AAD NR AANTI::
MPe: AP AT8 P ADPPT NATU +15%FFU A 1H T+ LL FTFU 10 ATRFHALRT?
+mL: ANHE®Y 1H mPID AAD- N& 1O ATHANM-:: FPRTP+HID AL AN PATINTY PINFO>-
AS4 BFAN: PY 1H AL PAINTY A1y 1NETF® APNCST £FAN IR PATINTF®-Y £979P AL
TMNEE ANZBTO ATAAL:: AT NIRTPLLNT NSF AL PINET ANZESFPAL IAIAIR PINFO-TY
PNCETAIMSPA™ AHY J 1@ F8BF 97 AAD NR AANNIRE AT9PAS NPT 917 F8F AFLa-
LTFAAL A18Y £TFAAL ATI9R AY8STTN APLTFT BFAN:
MPE: NMI° MEIMIRYLFUN 24 MLLF PARNAM- 11C NCIIM PO NAPZYE NIPHIH4T
FANT 2P AT EFAAIFDPLAT U NADIRY4 I(7?
+@s: AT YADT A NA+RLM®- 116 NARRYCLFTT IC MLLT ATRCIATILATINTIIR
ATR.PNZET ATMEPATE AIRgD DB P NARRY 4. ADAZT $LARINNID NAD- L aRyN7
PNZEGALI NTRINM POMI® NAGR 29° AT LAGATAL NHL HZLINTRINM HEP ML LT
ASRCIAY NADGRYCFFTY o(::
MPd: AN, PANIRE AA IPTANT PADERLZA M PR AUT £FAA IMé PINN NATTY aomege
Mg AR BT e PINN AGRE PP NINN M FU JIC ATLT £19FA?
+ms: PINN NAT P4 Mmd PN AIRE ATRFZLT PRCIAI P1NN NAT htmeomy
AVSTFO PAFATT®T YANT NPAN ABZ8FST AN FMA ATTAAYE NHU AT LT PIPTINA-T
am/8%¢ A FmA NFAT NINNTFT M3 ATPTATE +PPHIFFa- £U 10 N ANNAU::
MPe: ATHU ALY HINATF PAG +99¢2 MRPFT Mmé PN ARL PAD: P Mé MMt
ATIPMF PATAA TAAU?
+ms: 2721 ANFAAN Mé MMt AAG N& ATPTAU::
MPE: NMI° MEINMMALAT® AATNN NMPPN-U HE L NATNN AL LAMPPNU AT+
PIRFAM- NA AL A ANMUE
+@s: ARIMINN A A® ATRMPLCTT PARINN AJREFYY NAR8NC UATI9R
NY14FT ATF AL +FAT £MZ NARPT APL1878F T AMRMM TMAL AALTIT DAY
MAE AT8ANT FIC ALAIAU:
MPe: AN M8 +THLINMIR 4@ ATYARADIM-INT+ IC NAP+S NATH NN NH NTIDE
NMge +LAFAU::
+ms: A PAMLEE NMID ATRAITALINATNN LATT YANLT ATIN+HAAG NAZBUT NMI
AODASIG AL
qu::}\f'i

Student- 2 (Interview Transcription)

MPe: AN PAREADL P PR TATLT TN NF 1 PINN NAFTFT FMPTAY?
+Me: AP ALY NN ATINN MWIFDIT ARTE PINN NAT APMPTR BPCNTA:
goATeHRIR NN NFPTINNT ASF INNET +LE+H10 A AATLPCNTY 10 TN ATITNN
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APPTIMPIRNFD NAFT REMLP AN ATRMET &85 AIFM-I9° AMLNR OLID

YANTFTY AACE PARLTA NFPF &M PA ATADCMATE NAPPMATR PIRTIND-T ANEATT

MLge MIFMI9° 411C MHIEF LPCNTAI AT NHIET NBA 9oINMTT NAREMRLP dopi

Na>x AGPPATINH N3BA NL I NATNCYT ACTTT ATLINT ALCTT ATINAY:ATEH hINN7Y

NAA NA+IRMLA 927 +28U0 NAe CEY4T MRAA NIFA ARCTY ALATTY NNINCSF ME$T

P+Z81m-Y MLPIN % TCATF ACTY NILHD- N.PIA NYARA TCATF NAL NPHY NP

+&+TA MAT ATFAAT AT 100 AT 2UTT PUA OMPIR ATTFAAT:

MPd: MANGD I k1LY FU& NF1N ATRLEF A18.28U 907 ALY NATTT FMPTAY? HCHE

NATT ATRFNFONTFO LFPEA?

+M4: APMPmMm NAT FINMT ATYINAN AREARL L AT /AN 11CFT NNDILET N3A NAT

APTIMPM- NAPAN QTN 10 ATPIMP ARk

MPe: NAUANE

+as: APE IORTLHID geh R NN €MC P YA LALPA: NAHU NA-AM ATNN

PHZ8UFT L9 $ATY ALOMU ATARPAL TOAT @

MPE: NMI° MéI K7L 23NN NF1N NPAX hA+Z8Ud 9o FLCIAU E AATN NAU?

+as: Py gRIN AZSM NAFAN L7999 NINARTR A INT NAFAT ATTA AT &AT ZARN

RCIALE OH b ATR8aRm R(FTA MLID L9190 MM NAY £FF1Y FmN7Y P+APR ANTCHP

ATPN PAPTYT ACTYT TRANTY MEH CAN TN+T ATLINT 9L AT8H A IAU:

MPE: NMI® Mé: AA NHU IC +PLH ATET FUE Ng Urid ATNNU ATLUY AL 10x

AT M M-? +Z L+ 10 AR ATIMSP?

+as: 07y FUE HLEFD ATLLT ATIDP ALAT NTRETANT A%F PO+ Nanqgeige

9oy PUA HLEEPAL N& ALAT ATTRI9ALE NHY ASF PFRARAAM- JRAR NINNN-T IC

®CTF PA@ NPT 2477 11C HZEFPAY N ANNAL::

MPE: NMI® MGITNNT INN FOEAY?

+as: AP: MIFD-I° TN AND- AS PO-$F AT ANNTT &40 MIFD-9° Ad A0 LM
2704 AL ATL4A 2NN AT PO-$F 9PYem ANNUTY £20 AR NPT 923NN
ADSAU::

MPe: +ALL FUETT NMINN TLAFAU? AL AOHET FMPINFAU?

+@s: PHALR FUERTT ATT ALPT AL NOLME POINE PnY ANEATT ATIRUCT

P PaIHEY ATBUIR T ARZYRTY hAUY ALLZIN NALT AdeTT NHI® AAmegngo:

AT87L, IRTANT ANALTT AT ATAAUE AA 907 hHU @M 923NN ATNT ATNIN AAD-$IP::

MP®:24 MAT NFCE 1HU PTAPLR FURTT FINAU TAT 10-?

+ms: he AATNIR I NTFIRUCT Mugh, AT NANAL Mugh, =

MPd: L ANALID PO YD1 NFCE LH PTLINN NALY =

+a4: AAHU AINAU T9AT 10

MPd: ALI DA ATHT AT18F1N ATLECTY MLID ATt ATLH1 PAO.LIAMNU JPNTPRT

FOVETFD-? A8 31N PLLLCTHY PR TN TOIETTFMD-?

+me: AL ALY NAUNT 828 A781N PAR74.47% 11T +9°4 A% BZE BCA 4AT9P

PUATIR A UEMF aADMMD ALAIALE PYILET9R PANSD, 278 AU NATINT 248
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NA&ZN YIC NATRLLTT F1R PNARTT AUY £FAAL 11C 917 AL ALY +9°4 NAL RS 1H
PTAPLR NPT £Mé TPNLT NATRLAT 10» T 9T ALY £9° AT8AYN PARPLTFT 10T P25
+%05 ALY 2FAQA IPNAAN %05 AUT 2FAAL 97 PNAHAN AP PANTIR 1997 N3 LBTF
IC N 1LH DG OSAPF NFPTF ATEEATL P AT8ATN ARCIE AUT £FAAL 97 ATNAL:
MPE: MéI AA NTRIRYC IC I NFIRUCT Nt JC +PLH +RAT P PALSNY 17CF PAID?
+as: he NARgRYC IC JoT9RY +LLH +&OF PARLLALCNT PATRI+ROF ALY N HEP NTL
AL angeyc A PA+IRC PARLIN FRTIRy WY P1Y ANENT CH ATMA® ATFAAT:: 116
% 2UTT YAN NEIPAFTT ANDD+T AATFTT AATRTY 918, TN NANT AT hATNNT
L299® P47@7 £+F TMAG ATTATR: NAHLU TN NAANT PO P18 NARIRYC I PAG: +RAT
NECNTI® AT PI F9IC AT8ALT ACE P& FoIC AT ANN ALTNNN- ATE AL

MPE: NMI° M&INATNA PFMEFMT 17CTF ATMPNAT TFAAU?

+as: NN MITDI° JIC AGPT ANk, ANNPT &40 AADSTO ATHATFATE 11CF
PAIRE AT AT UATIR 03NN ARAPT ADSFPAU: 92ATL+IR INNTFT NaR1NNT
A9F P+ALR NATTT A®MPege AAANT NH ATLNULE: +MPTQ TN IMIRIIR NHIY P+A LR
ATLH 0PN NN NAANT NINN ATPMA 17C AT®::

MPd: AN ATt &NUT NFL HIAATE PAU ATNN, 1U?

+@s: R TR

MPd: P+12PUIAMINN LN+E PUTA?

+@s: AN LAHE 15 97 1H ADE NANERT Qugh, ATIINN NHID 4 ARALIR: AT
2477 £a9° NHU NIA AR +0é ACIAL=T ALY NALNT 28 ANER+T 933NN
ML, NF ALY 918,790 NATPTINT ATNAUL AT 10 AA 917 ATEHU &AY+R AATE 917
@INN AAFANRI® ANNUT 1Y 4 ATNN, 175 NS AANNIR::

MPE: A2 M4 ATNN, 1% NAU AFANTR ALY Mé ATNN, 151 Mg ATNN, 1% NAU AFNNIR
M4 RINAU NAU ATH792F9R2

+as: A2 AT N AANNIIR::

MmPd: ATRY?

+ms: FPATLHRI® Mg ATNN, 1% AT PR FAD YT AR N 11C AR MA ALTIANM:
NAC ANNAL TINNGT aoZ8% AT AL L99° NAUF N%F PORINTFA ANENTEIT AT8ANU
$L9° ADALTT AALT Mé ATNN, 15 NQ A AdA @A RATATR: Y ATNN, 15 N6
@At ATAAU:: Y Mé haNAT @-NH ATRLN AATAGP

MPE:AR, iPMA NLATE 228 F9oUCt AU NNHE®- 97 ALYF INN FINAUE FIRUCHP
INNT AGPAA PaRaR P dpgy&ett dpAdg P+ MAFMAPTY MLN TIRUCTP
PLALT INNT AFRAA APRY$FTT JHMTFIT PECAT APRUEFT MHA?

+ms: N A%F NEATE 828 NALNT A%t AT ALY PHIARTT AINFO ATAAUE
APINNNF@ AT 70 NNHT® ANENFP DLI® FIUCT 1A PUFE ATRAA MAFOAPTT
PN ANERT F9RUCT  RYESTT AT8U9° Lo19P PHAPR NARGRYCFFY ARODM.
MCARTTT AT07 ALINN A15 AU 11C <17 AU NAT AeeC 1H ONM £+5 +4.3% DAL
ANARTY 9293907 1H AME TINN AAFANIR: AAHU ANENFP PUF 17CFT AN
AT AU
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MPE: AN, Mé&I ATHU INN T F9RUCFP INN AINAUL NATTAINT®T £hd APMT NPT Pha

1H 10r AFRFING- NPAE 10> LA ARTE AYFT ATLH NTRIAZ Ui 10-2

+ms: NPAE ALY AT NRIMANT NAF AN @AD ALINT ATPTAGTFE AT TFANE

AIrY 2990 1H A+ NAINCAT APASENTT ARLLZMNT ME P TINN LFPCNTA:

AAHU 20 A+ ATLA 10 AE ATIIN@ ALY PAINE hA PAINTE ATL7N%T 917 1N$H

PALET Ay AR 1H ADE TN AATATR: 91T LAY 11CF £o19° M8 PO+ 1H NADE NP

79 ALY 2FAAL 7 ANALTID AUT £TFAAT 917 Ne U+ aRALF RINFPAU::

MPe: NMI° M4I PAIHCET FULTT FINAU LA PF+a ZULF7T 10 ATRFINM-?

+Me: PAIHCET FUETT AAA 8L AR JRT9RY ATY AR T AT AT AT8TL ATNAURE

Y NIHM ATY,F+0 AT AT AARIR: PAIHCEET TN IPRLE ADSAL:

MPe: ATPAYC PHAT PF+0D A9AT PIRFAR4NTFIR Ph+dD ym-i P ALY LFAAL 917 P37

NAY+CEF aRAR 13- MEH NF+an apAR Ym-?

+ms: NAIHCLT AaRAR 10 NUF NS APHMPIN: ATRTTA ATLLN AT fO-::

MPE: LN+CTFUY RPTUT NPT ABAR Y@ AJRFINFO-?

+mMs: NFHCEY NN AINTFPAL I 7 P+ALR M PLRPF 9RTIRTY AAM- N NAL Uk
ATHCET MR NTLH ATNTIT ANGTPAL AT 10

MPE: AP AT PAA ALNAS

+ML: AP ATMPAA ANA=ATE ATT AT8ANT hPY 997 N9 APINNN- P9R7Ta: Pgtam-

MY IO MRYLTT 1@ JPNIPRIR PHhtamtgR NARYNFIR /8 SCNM- NALY

ATETIANANTF@ ANNPY &40 183 ATIATANFAL AT 1@

MPE: ATt MINN PFLAIFD FUETF 7 ALTT §FO-?

+mMs: AL MINN PMALAITFE AFG LTFAXD 11C 97 UATR AGrdF ANTAAL PUF

@MIF@>YR 11 MINN ALAIAL I9PATRID At APHNTN @EIR APALIL TAR

NE.AT A4+ AT, LPATAAG NPT ATNPALTE 11C 917 AT AT9 PNTAASE HI® NAe 11C WY

7% A78.U PA 11C TINNID AAL AT

MPd: AANIRE INNT AD-$F ATITTF MLIR AR ATLF 1D ATRFMPICNT? ML IR
L2919 nge NG 11C kA A 1 ADPF F15AU LI Fa94.AU?

+MZ:APE NN 17C UA AT AITAU: JRATL+HID A+ NAPATTE 17C°F UhA

mea/ e A72+MPeUT 1H AANDI® ATINNE NAHU AD-$F ATTINFET 17CF ATNN

ADPT ATENTFPAU: ALY ACRARC AM$TFT AR ATL9PMPIONT A T9INNT AT

AT TF AMPICNFAL AT 1D

MPE: NMI® ME&ITINNT NATTIAHE NEALH DLIP F9UCT 1H ATET 1@ ATPFHaRCNT:

NtAL NATIARET NEALH?

+ms: INNT NATIAHT TIUCT A&EALH ABIC hA+C EI°C MCE APLAT APIM+IRT

hNFT h&d B9oe N19C Paemym ALY AT THE NPT NNT 1H 7290 NPT NNT 1H

ALY 2FAA: DNMFALPTY PT PT SATT APAMCT AP NH AT9NETHe+AL  FCFID

PAFMT 11CF NATICE NAPHIN A APLFT AM$TFM APART P77 THE ML

@MITMY9R 1 APT £FAA L&D APAET ATLHU ACTT NATIAHE NEALH ANhUT

&N O+ AT jM-::
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MPE: NMI° M4E AT+5 38EFY NATINN FOLATU DLID TP PATU?

+ms: AP AATNN NBLTR I N LH ATPLAT: TINN PANT RRYE 92 ALTF ATRLYE

PEY NP+ E90Z7 INN ATBANT hANERE Y B9°¢F 19 445 APM A7e A9RTFH

goggny A pl@m Pk I TMINN ATEANT NARTIC ALATY 1H APAMT ATINATY::

MPe: NMLTU NI°T PHA 1H MLID NIRT PhA &M1T 10 AT FM4&FI NATRTF 10 MLN
NATRTE ANE THRINATTE UAT TH?

+mZ: NATRYF ANTF 1HT NHIR NAL NATRTE AT 1H BLID ANT 1LH AGC+Y 937NN
PANTT +LE+T ATAGAT::

MPd: NMI° aANIR: NZLEFY IC NATRFINtT 116 E-4F MLIR M PPt PAT Mot
go7y LG Fa?

+ML: AT mPIRF AT AA 1IC AT8TNNT NHU ALTRLPTT AG-$+T NARANAN NF ANNT

TINUCT @EIR AR N 9°F PUA MPTrF ATSAM +Z8+7T AT PaqINA YIC

ATMA TINN a>h A® P17 NOET @DC [ITOEI9R NN ATNINT ATETA& INN7

ATLIDE PLCITA TAT fO-::

MPe: NMI° Mé: 24 MMPP+ F8FN AFLM 2FAA NAU FNNAU?

+aqs: MMPP+ gRYIR KRYF F8F APARMID: IR L+HID NINNT &ML TAAD- AR

AATRITEM AATNN N+OPPT €M £ PF PANAM-T PHTMT9™ 1H ATNAT ATTATR:

gonTeRID NN NULDFFF @A AL NF LONLNTA:

MPd: API NTDPR AT8TL 1H NATNN LINNIOT AC ATCT NATFU ALH 2737 11C 10>
ATPTNGT?

+m4: LI PHAPR ABRN RINNFTIE ARRYELTFI® hdm AT8 U9 L9992 NANENFTT ALN

RLF NIRTEIRCNT AQGT 9°Y PRLATITA LT AN AANT LA NaPIRY4 Ahrd dRYe:

AANT 124 ACAN AT8F 1M~ APAT NH ADAN: AP MAAT::

MPd: Ak PADMLZAGM: PRI PINN NAFTT COMPIR: PINN +HIARTFT MOPLT Mg PN

AgRe @ NN @mtY IC AT T £195A?

+M4: mg PINN ATRE AP NN @Mt IC ATLITTD IR NGT NN @Mt JIC

AR RCT1T LPLPA: MG NINNT Mé AGbF SHY ATAGT I97C 17 HI® NAT AR Y

ALY MRYE MINN ALPY TPt NF NPT 27 ALY AT@+m ATFAIRE AAHU 973NN

At ATTILH AT NPT AT e TIPAFTITE A AGIRCATTT OLINM ALCTY

Fheet AT A NINME JC P+PPH 11C LR CPA: AD-$TIR ATARMNFAT TIAT TO-::

MPE: ARI MG NAZAT® AATNN NMPPUU HE P At PAMPRUU AT+ PIRFAD: NA 624
ANMY::

+mZ: AATNN A+MPRUF 176 AA N& AANNIR:: IRRT P+IR AATNN TRIFD-I° 17C ANATNN

ANEALIR PLPY9RE 989D PLPYGRIR A8, UF9D £99D 97 ALY oA ADDA dDOAR M PRM-

MAN A% FATA: NHU PNAM AA N AL ATLLA AATTRFIR:

MPe: AR TT9LE NMI® AMAGTAU: Wi+ IC NARSP+T NAT+HET NATNNU NTImE NMIP

+NF AL

+M4: AR ATPAITAL::
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Student- 3 (Interview Transcription)

MPE: K7L 1NN AFIN PINN NATTT TMPaRPAY?

+ML: AP I AMPTAU::

MPe: A1L7 A& NF11N AdRZ8% A78 PTHU 9% ALYF NATTT 1M ATPFMPaDMm-?

+ms: NI Db, PA AIH RYLTTIT BANILPTT ATEH PA 11CFT AMPTIAU-::
MPd: AhL: ATH IPTANT AJH &I6F APF LTAXINATT AT ATPAA 8AA FMPTIAY?
PHOIF 1NN ATLIPAA ATIAT 1@ NAT ANA U TINN AUPT £FAAL NHIF TN
AT £FAAL ATt RTLYM ATRFMPaR M-

+ms: AL ATINTFOT 1ICF NAREARLP AAPALE hH NBA hoeinn N PA PT PT
YANTFT AARCMAL:

MPE: NMI° M.}

+@s: NH N3A MMPALPTT OAE NTPINMN: HL L P D PBPTFT ANGAL::

MPE: NMI® M4I AL °INN NF1N NPAX hA+Z8UM- 9o F2LIAU?

+as: £ RINPALE PT YAMNT ACRPH NLFIN ATRINT ACT ATNAUE ATLH 10
MPE: NMI° MLIATLT FUE NMg Ui ATNNY ATRPT AT&TF 10 AJPFMmem- I LUTTY
AL 2 IIMAUIINFY AT AATRUPRY?

+ams: PINNNF 1€ AOAPT DL FhNAF UPRY AGPAUE AAPT NTICE N- HEL P&
D LRPTT NTTU ARaPAN ATAALE NPAN AAZATIPE 0T 796 NPAA AALAD-IO::

MPE: NMI° M4ITNN T[INN FMEAY?

+ML: AP I AMBAU:

MPe: P+ALR RUECTT NMINN TLAFAU LI FHTTAY?

+m4: APINTPHTFT 11T ATS TN Y0

MPe: NAHU NFCE 1HU PHALR FUETT FINAUL ATRAA ATLADRYFE IHM?

+ms: AP ANALTY AINAU:

MmPe: ANALTIE

+as: fP::

MPe: NNHFD ANALTY P991TF AL A AAU?

+ML: APE AAT:

MPE: A7+ AL 31N P PIANY ToRT T PIETTFD?

+a@:pa B/ e +AN IEINFAN ATON, NEAN 1O-3AT £ ATNN, N+AN PR ALY
PNAM AT8YN 18- PLLTF::

MPE: NMI° M4I AA PLAUN NENU PARIA AT, PIAAU AT LT PATR?

+ams: 0+ALR BT ATDSP FHF NAAT 27T 110 ATIDP ATNAU::

MmPe: ALY NHU NFIRUCT BZBUT N 95 AGA AUT AJRAA ATRTLIM- PIRFINGR?

+ms: R ATDP 1O ATYINGE AD-R NHANTIR AT4T9° 7474 NATRLAT ATHIDS j0-
ATRYN@-::

MPd: AN I°TANT AY8F1N ATLLLCTHUTY TN LFT A M PFM FFAYU?
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+a@s: S9ox PANT NF TINN AATAIRI NAM I 1O TN ATPTFA:: AA P+MNN 1H

NA%T BINN AATAIRINTS. 8T8 NOPL NALY ATRTIPAPNA®- PATY 17C°F N+MNN 1H

TMINN hATATR::

MPE: NTLILI® 1O ATRFIND- MLIR Lo9P £+ ALLCA T INN NATLL BT TPU 1M-?

+M4: h2E UA P+NédA TH AAT I N 10 AFPADL.M-::

MPE: NMI® MG.I MAF AJRAA, PF LT +Z0F JoTIRT PANUIR? PEATF aMT: PN+ATNE

haogeyc oC e+ 00t &AITNT PameIN 110 2

+Ms: €AYF PRSI 1IC PATRE N £ NI R Y ALY NA+$C FATET PTRPIND 110

PAGR::

MPE: NMI® ME&INATNAN PAFMEFMT 11CF FMPNAT TTAAU?

+ms: P TR LS PP FRE PATET INNT ALY ATFET NATLAT A1 §F@ ATE AA FOIC

PANTIR::

mPe: A780 1NN A4 2N ATILAU 11C PATD?

+@s: NN QYA AT87L PHR4& RUET harid IC ATMLITTE RU-ETFT A7% NMIR jax-

ARG LR Ny

MPE: AP: INN ATEFMA £291Y4A TAF ha-i

s PATXCIE

MPE: A +1ARTT PAU +992 10 LI AINM, U AT+?

s PAN A -H

MPE: EAYR 100y PPt AAU ATITNN?

+ML: AP hAT:

MPE: M4 AINN 15 NAU FANAY?

+ms: AP NLYN 10O ATIND-::

MPE: ATILIMD 4-NUT M4 ATINN, 15 NAU AT N1 £L27U?

+@s: NAPT P T@ ANTLPT ATLA AECITAI ATRAA NHANE A ATNMN 7U 2ATAT AT

£ 11C AT g ATNMN 15 AT 10 ANPT NFPFAO M4 ATNN, 15 NS ANNAU::

MPE: NO-MFU h18CH?

+@s: AP NOMT ATRC ALY NPLNLR PA NPT ATLMIN i

MPd: M4I NHU NFATE 228 F9RUCT NFU NNHE® 9°F ALYF TNN FINAU ? F9UCHP

NN AGPAA, RAR/P ARRYGFYT ARAMDE eN+CFT T MAFPAPTT MLN TIRUCFP PALY

7NN AFPAA, ARYETFT T IRFTIT PECAT RRUETT MH+ 10~ ATRFIND-?

+as: PFIUCT BZEM Nh&A W&A NATALL NNHEM™ F9°UCHP hUr 11T JC 1o

1HET ATAALMDI PRI PHRID PHIRUCH ABMT APNNL NATRYLE 237 11C ML F9RUCHP

17CF AHINAAUE Y ATHUT ARRY$TYE SCART NLTN 1@ AT9Na-:

MmPe: FINAUI NTCE LHU THAT 102

+M sz h@-i NFE THE ATNAU::

MPe: AP: AT918.U FIRUCHP NN AINAUL NAUTAE N9°T PhA M7 j@- AJRFINGHE

Neer FINAU NPT AL AT NPT AT A9F NMA 2B 1@ @meh ATLTF 10
AP FIND?
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+Ms : ANHT DT NAR L PHN4LA 1H 10 PAT: ARLTE L9 N &7 LAPPA: ATHAND-T
17C MPF AN 10 AFPOMO- I PY L9 AANE: FIUCHP PUF 11CFT AN
ANHTOT 10 ANMAL: H N3A F9RUCFR LAUF TICFCTT T 91NN hAPgY&e AL NF
AELATR N& ANNAU:

MPeE: NMI° Ma.::

+@4: AMF NAPTF IC MO-¢FT Y AGrdF AAT,PNTT ANHE DY 17C ATLH 10
MPE: INHI AAD F PATHCEF FUETFY FINAU LN P+ 2T 1M ATRFINMD-?
+ms: PATHCET FUETT AINAUT IPRTL+HETD AT ATAIet!  APCN+E NAAT P37 711G
AMPTALE 0 +a™ 2ULFT9° AINAU: ANHEFR SURTF £AT NUTMF NALYE

MPe: ADT AJPFMMLNFOI ATHCETY ATST 10T AAR AAR 1O NPT Ui 10-
APPTFMPIRNT A T+ T+Y?

+M4: A THCET ATRIELFE 11CTF AT ATRPAA NARRYETF NF ARTTFIR: ANHETE 17C°F
RI1HCEt AL Akn AT ATHCERT NARUCT JC +PRH 1 ATS AAA TIC ALY
AAMPICNTIO::

MPe: NMI° MGIATT MINN PFLAIFD KULT T2 AT TFM-?

+mMs: QINN AMALAITFE FHERT PAIRI 97 ATEHU hariF Pee SUEF Nt 8h
e AT gD

MPe: NCID N+AP U3 M INN PIRHLAIFO SURT AT NMIR LA NAU PIRFINTFOR?
+ML: APINDITE 34N AL P+HARAL+E ANART T N 1H P+84 FUET TN 2N 2ATAL
P+HAP TNdt ANMTFPAU Al

MPE: AR INNT AD-$TF ATRTTH ML IR ATRAYC AL, F FMPICNFAU MLIR LqP
hgeF7N@- 1NN UAr ALH PIRHIRLM- ADDT AA?

+Ms: AP NARIND- 17C NTONF DL AL AT ADdT T7TF ATFAAT: ATRTINFO- 17CF
TIRUCHP NAUF £ 17C AMPAA AD-$F7 MPTY, 1M ATCTING- 17C L° F+IRUCHTT AL
+&0F AADIATPTIMLTFD 11T ANHT D N BI°C P+34 AL

MPe: M&I INNT NATIAHT TIUCT 1H ATE&T TMPINFAU DRI ATETF
TMCNFAU?

+MZ: AT19AHE INNFT NHI° NAHD-FCI® 91T ATIAHE NATRIMC PATIAHE F92UCT
£990 NMIR PGemLm- F9RYCT NALT NFPINN O-gh, ATIAHET NHALR 17CF NATHTTaRE
ATPAA, LATRTY 959RY AL f ATAHE FIRUCT AT AAAL AT PATIIAHE SUECT7
A8 Al AP +&OF AAD Alr::

MPe: A7918.U NATTIAHE FI2UCT NNAM 927 ALYF FIRUCT AT FTFAAU?

+mMs: PATIAHE FIRUCT NAPT IC PORLIORT 197°1C AT88NC NMIR 10 ATY,MPARTF
IMLAT ATTIAHE 5724 U NPT IC ATIAHE PaRe74 ALA NIDAE Nk IC NeAA
maNNF A18TA LLLIFA:

MPe: API NAPKY4 AL PATAT NAPRYSE AL ALY AAT NAT NFT94 go1LY@- PIRFaR/m-
ADPT NATITAHET ThaPRY4 AR ATRAA 940DC AT8. ALY £FAAT AA 927 FA94.AU?
+as: 4 CE N+mTis PRINNE NARRY4 @AD e+h++hT IRINNT NMPAA Ad+F
NHAA PN FAeFF77 AL T8NC PLCIAL PARTIC FAFFITTD ATLTSNC PLIA:
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MPE: NMI° M4I AT+G 38EFY NATINN FOLATU DLID TP PATU?

+Ms: AP NALEF IC ADLALT:

MPe: NI°7T PUA 1H 10> AJRFM4GF LYTT T NPT PUA &MIF: NPT 7 F NPANT $7F
NATETE ALY 10 T APSTU 10 ATLT 10 ATRFM PRT?

+Me: NALETE IC NP AT ATTFAAYL 97 N18YL 38%8F IC NP ATIITFM 3L8F
AAAE NIt JC NFPINN HEP NEUPT ATRT NHAPLR 11CF HeP NTME PHALR ADDETT
ATTG AT

MPe: Méi 24 N3LPFU JC PmPPT MLIR La90 NATINN MM-4-F5 YAN daPhdA 9o
MmPAF At NAU FNNAU?

+M4: AL PAA 11C AVI ASC 2FAA AT At P77 N112% 16 ALI PAG- 11C 2a99° AND
NAA P77 17C Al ANZEBPALE Ay PADSTOT 11CF MLID AL PADPNTFTDY 17CF hir
A15 AU

MPd: hI LY L9190 APFMPRT ML LT F8TTF AF4¢T LFAN I2TNT?

+M4: NIH ATRC PAATT ATRTLCIFMT 11CF AATNT £FAA: A8 NEMRLCT ATHYD
ATFAATL P 17C ARAMT MLAA TIC AN ATTFAAT AT THLTTT ALATINT £FAA:

MPd: NMI° Méi PTANT PARm/A DPE AT £FAAT PINN NAFTT aBMPIeT P3N
+1ARTT MOPCE Mg PN AFRL APC NN @-MPTU IC AT R195A?

+ms: NN P4 hE+T oMt IC NemF L195AT P NN P4 FIRUCHFP 11CF
ANHE@Y NARRYET NHALR 71T NATLTT ATHT 11CF L9919 ATNNT M- ATPI8M- | AT
NO-MFF7 IC P+ T AAD-:

MPE: APILY AMPAL NTICUCTE IC AUPT BFAAL 97 M4 03NN NATTT
NFMPIRIATINN HINATF APCUT M 0TINN ATRLE AFCU Mg 03NN Mt ATH9PMF
SNTAYA?

+@4: AP NFIRUCFP 17CTID Mg 9 NHAPR 17T AD$FT NATRTIENTFE NH 11C
MG Mt ATTE AT

MPE: AR, TM.L +T941 NMIP AMATALE NY+ IC NARSP+ET NAT+ NN N NTHDS
NMIe A NAeg A

+M4: 419D AAPATAL:

Mmpe: }\h‘_‘::

STUDENT- 4 — (Interview Transcription)

MPe: NPL P AAPNITALI ML aRB AR/ P M PBR A9INE ATLTIFRINN NN, ©3NN
NATTT TMemPAR?

+Ms: API AMPTIAU: NAREARZP AhNNRT ATNN 9oF ARCIALE PO9iNm-Y SUEF

MmLge PN+C  AHIBAUI &MY ATNN NMHIET @LINN ATNALIAMST PNNLd AFC

AIH RUETT AMPTMAL IAMST £9° NAREARLP PIRN+AM- PBAA TN YOI NH NAPPMA

ML FHhHAF® NN ACMAU::

MPE: NMI° ME&I AFINT ATET FUE NFIN AGRZ8F AT8 PN 927 ALTT +ehTid
NATTT TMPPAR?
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+Ms: HANET MLI® AMTIN PA APTFY AMEPALE NBLEE IC ANZT NAPNLT LI
naeaehne PATNTY 196 MEIR AL LATINTT ATR.PNZST ARCIAL:

MPE:I NMI° M4 I ATLT INN NFIN, NPAX hA+LENAD- o7 FLLLPAR?

+mMe: U4 PATIAHE UG NPT U467 ML ATCE R U& NAP+(CIIR ATRZ 8T A9PRAlk::

MPd: NAO+LIID TATE PAN TAT 101

+ML: AP

MPE: AL NMI® M4I A1LT FU& N4 Uik ATNNA ATEUY AT8T 10 ATR Db m-?
+etAm ATELT ALt I8 AR?

+ms: AL H/EFD ATEUPY PIm-P @ AL PINNNTT 16 AANT THNEA NTFA DR
PINNNFT 11C A2LEE T934-F NTFA AT AN o7 PUA ADm ATPm$ATA N
NMP&:

MPe: P77 P NMEMT 10 MLN NAPMPSP 10 ATLT 1O AFPFZ, 165 (7

+aqs: NAREa/P mPe NMM-MF NINNNF @D DPE AdMALI P1Y PR hAPANNTF

TNTTA MAT 10 AT L9790 AdeTFT NAPMPP MLID A8 ML LT NI L s

MPE :NMI° MG AAD M PET TN TBINN FOEAR? YNNY F{INNE

+ML: AP

MmPed: AN PHALR FULFT NTIINN FLAFAR?

F+ML: AP

MPd: M¢IM-I NFCE 1HA PTALR FUHETT F1NLAR?

+ML: AAE AAR ATNAU::

MPe: 7 ALY FULTT AFIN, TFPAR INTIRUCT dugh, PUF ATRAA?

+m4: 0ag PHT R ADRYGTT::

MPe: 0 PHI*:

+M¢ : P PHTR APRYGTIT PANART MRRUEFT ATNAU:

MPe: NMI° MG ATFT AL 31N, 0 LI TN PRTF TRV ETTFMm-?

+ms: A8EN 11CTFT PMOP &AM AT ASEN TICTT ARAMRE HB AP AT ASAN

YANTFT ATYEASE

MPd: AA GATYT GATYR goggy Z70: 51, P9 7440 11C PATRE AT8 N, P, PZ91R PR LT
+&0F IoTIRY?

+@Z: P3LF +Z0F AT8IN 1M ATLPZ7HE AT8ATN PARLLLCTH AT8TE PNt NPT ML
PNt NPT ANHE

MmPe: N+NAN N AIEFIHTFD PLCTHA LUPH AT87L.7

+ML: RAR RART NFCE NSFT AT NTLFPE AYTE

MPe: A9° MYNLP UL DT ATLHUE

S P NanE

MPd: AN PALPMAD MPE NATNN PORFPEFAT 17CF ATMPAAT FTLAN?

+ms: PAGR::

MPe: AP AATNN F°I9° AT+MLIP?

+@4: PR L+EIR NAINNTFT P+AA 1C 18- ATE PIRTTTM A8 ML ID ATH PNARNTY
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11C PAGP::

MPe: ANI P ATE HIAATT PAR ATNMN 1A 2 AN PIRF3L ARYTT ATNN, TA?

+@s: 9% NG ANNAUE PRI PNE+ AmES PUF Mt NH ARTF NATTUNF
NBINN A+E 9%

MPd: NMI® MéE Mé A7N 15 NARN FANLART NTINN L2587

+mML: API

MPE: ATRILIM M4 ATINN, 1% NAT PIRFNND?

+aZ: PN LRI NMINN

mP+: NTINNA..

+mZ: NINN P+HALR METFY AATTUT Mé ATNN, 15 NE Lo79° PARAND- AL PORTTM-Y
11C AZLEE NIPFAD A&I° AL T9LL9 NATRTA 1M

mPe: INHINGATE &28 +9°UCt NAR ANHEDY 1H 9% ALYF 3NN FINLARE

FIRUCFR TN AGRAAT dRan/p dogyedy T dRAME eN+ETYI MAFPAPTT MLN

TIRUCFHP LALYT TNN ATRAA, ARRYFTT T IHMTT AT C&CAT ADRUETT 102

+ms: ANHFDY 1H ATYING- PARagsp dogyedty MmEege eN+CTY 1a-i NHCE NTCE

1HE L99P P CAT APRY&EFT 1@ ATHIND-::

MPe: API A7918U NANHE®™ FRUCFR DUETT FINPAR: FIRUCFHE PAUE Loqe

RARRAR 101 NI°TF PUA 1H 10» RUY FIRUCHP FULTT ARFINTD- NI°T PhA &1t

107 ATLF 10 ATRFINGR?

+M4: FIRUCHP 11CTT ATINGD N+TCHHNT AAT AAT 10

MPe: ME P ME PM- yM-?

s PANAHE

MPe: AA THNT NL+T LH 9RTIRTY 927 LAPAAA ATRFINO» NHE?

+m4: 0AT NOAT NATIN NE+T TH AN PAPML-bID 13 PATR::

MPd: AT°T D¢ 1M1 PAY+CEE FURTT FINLAR MLN Pt+a LT 10 AR F1N.MD-?

+@4: ANHT @7 1H PIRINGE- O F+a™ FULFY 101 PAI+HCET FULTTY PaRINM- ANL YT

MLI® ATNNSY 11CF AT NATTCET AL NOM-LE ANGAU:

MPe: ATMPNIPNT N ATPALFE AR M4 1@ ATE TINN PHTLALLFD 927 ARYFH

FSUHET §F@ILPCH MINN PIRFLALLTF® ATAT 101 907 ALTF §F@ ATE 993N

PIRTLALLFA SUET? MINN POFLLALLTFEN 927 ALTF TFO?

+Ms: MINN PIRLAITFD FULTF $£9° NFIRUCT IC O+ LLHT NATICUCT ABE.N 11CFT

MEMC P A MEIP P+E ML T & P+ 11CTE F40hF7 NN BA BATA:

MPd: NMI° MGIATE PO TINN AT, LAMAN MLID AFDEFM FUETF PAIR?

+ms: AN LT ANTE FUETT B INN AALATITR::

MPd: Mé @I INNT AP+ AT TH MLIR AGRAC AL, F FMPNFAR?

+ms: INNT hIPMONT 7 ADPT AR TF hgoaa/m- IC N9975° T+ AL NHIRUCE IC
ATLT A1 7@ ATAAL NB NTIA Y@

MPE: M& 1@-INIRFIN M INN ALH PIPFIMLM ADrdF AA?

+@4: AP I IORTLEIR NIRINM: DAD PA &4YANTFT NMEMF hH dAD Pa97TM-
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NFTRUCT N+enTZ NH OAD PARTT@ +AP YA NAA 10-::

MPE: NMI° &I INNT NATIAHE FIUCT 1H AT8TF TMPTLNFAR?

+MZ: NATTIAHT FIRUCT 1H PATTIAHE 03NN AATTT NDS AT PATTIAHE ATNNN
NAET ATIBNC T PATIIAHE ADPTT ATIBNC TFIFT A8 M-$ PLLITA:

MPd: NMI° M4: AP AGTRPAAT 90T AT ADPTT TFD ATIAHE T +9°L A AD-b$F
LIFAI ARTA FOELTFPAN POPFET APTFT? ATRAA NATILMC APT 2FAA?

+ms: AAEINTT AANCYHIDNTE

MmPd: NAEINTI

+ML: AT AdeTE

MPd: AL MR ATET 3LBFA NATINN FOLATU DLIR +MPPATU?

+ML: APT ATDEAT

MPE : N9°7 PhA 1H 13- UA 1H 10 ATPFD4FF LA AT8TL 1H 13?2 N9°T Phd &yt
1@ AIRFM4GF?

+mM4: PIRTMmLM- PINNIGT 1IC AFCE 3LEF MLID AL LINNIE- 1IC AFC 10

MPP: NMI® M4 NAKA DN NN&EA ADI® T NAGA MLehI° 1M~ ATC+D PRF
AIPFIr+?

+mMs: ATRIMPPMD NN&A MNMD ATRTINFOTY 17CF AT L LAY NhNNPTTY L9990 NFCH
1EFT APPTINTFOY FUET AT878 ATMALATY::

MPd: ANI NMI® M4I £Y NFLETFA IC NAFRFINTT 11C M@ PAT DEIOF

goy & qFMm-?

+M4: PAT MPIRT PIRTNFOT FULT ATILAT AG 3L8F:

MmPe: YANFDY MAFR 10-?

+ms: AP YANFOTE A1 PINMFT RUETF M hPF A L99° AT8IND-T MEID A%

LNt gU& Alfr...

MPe: AP: A8 I4F® PTFHY A+ AT 10 £

s PANAHE

MPe: NMI° MELE 1+8F AAM- 24 ML L 3T T2TANT 8T AA® NAR FNN.LPAN?

+ms: PAM-9PE

MPe: LALH ATDPPAT NATY +@PLFFU 10 PTFeLATIIHMD-T FPTANT?

+mMs: +PL+T MEIE AFTIIR LINNIG- NPT L9190 ATRGm- LT NARL88F ATTNAY::

MPe: ARI NMI® Mé: PINN NATYT ®Mm$ge: +1ARTTF PAD- +T97 RPY: PINN AJRE

PAD- 92 APy NINN MR IC T°Y L15TPA?

+a@Z: 030N NATT NTMPID P3N NATFTTT NIRLATIE® LINNN NATT NTR AT N

AAPRICMTF® INNFT NATRF LD NIRIELATR £48 ATETINT ATETLeH PLCITAL

+1ANIFTT Ba9R ATRINMT PAT €A ALBIPC P17 RINN POYMSP &AVFTT NATLERTPC

ATYINN PNAM FAYT LELTA:

MPeE: MG ATRE PAM- L99° UFA 1H PO9INN AL AFCAN AN hOM*A IC Mé¢ Mt

AAD NAR FNNPAN?
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+mMs: API Mg NN PARINN AL AFLT N 1ICTT PMDmE &AIFTT NHD- AR

LEIRLA AT ALTTIR NENAD Mg INN ATNINT ATETIN PLLITA:

MPE: AL NMID Mé I Nmd A ATHUT ARITT TAFPT AFE PINN £+ PARARAN ASIRH
LmInsA NAN FANLAR?

+Me: AP GPRTPHRID NIRTENCNT 1H LU 1IC PINN &MIFFT LmIRLAITNMNTY

ATNINT $Ae A28 APTRTIIP P IOL-A

MPE: NMI° F4.3 NAPHLLATRE NATNN NMPPNA HEP AL PAMPPUN PIRFLA 17C AA?

+ms: AATNN I NN NMI® M, ATLLIT LATFITR ATNNT APADD ATLICTFAL

MPe: NMI° M4I ML+ NMIR 1M AR hyE IC NAREP+T NATE 1NN N+

NM@mE NMIR +LAFAL: ACRADTAU::

+as: RADAITAL::

STUDENT- 5 (Interview Transcription)

MPe: ALY FU&E NFIN PINN NAFFT TMPT,LAN?

s PARHE

MPd: AMLI I°7 927 NATTY ATMe, TFPAR? NPAAX ATLINA?

+a@s: P37 NN AT ML ARAR MAAR AINALTINATINT 29990 AGAT NN AMEPAUT::
MPe: LNAT AOMPST £I99° AN I NMIP F4:: FPTANT AA L999° ATEY 93NN N3N,
NPAA NATZEAM: FRYLI0 AR F 7,07

+a@s: 0% 710 239199 AINAUE PAINT NPT AST AT AMLPALE MEIR o9 P 116
AT APF AT8MELRT ARCIAL:

MPe: N3LT JIC PAINNE NMI° M4.I YN FPA D PHE PADL 7792 AJRLT AAR?
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Interviewer: Thank you in advance for your cooperation. Let me come to the first question.

Studentl: Ok.

I: What reading strategies do you use when you read a text?

S1: First, my reason to use reading strategies is I can understand what I read. But, for I may

forget after a stay, | must use my own strategies to remember what I read. My strategies are, first,

I prepare a place free from disturbance. Secondly, I understand the idea of the text I read, and

takeout the main points. Out of the idea I understand, I underline what I have recognized as key

issues. Then, I write them in my own words to remember easily.

I: Good idea. When you read a text, what kinds of strategies do you use to understand it easily?

S1: I use strategies, for example, most of the time, in English or in other lessons, by writing in

bold on the key words, and by repeatedly reading these key words.. I read other new materials

written on these key words. I use these strategies and underline key points. Revise.

I: Do you mean you make notes, if you use reference materials?

S1: Yes.

I: Ok. Good idea. The second question, what do you do when you fail to understand a text? If
you have any idea?

S1: Ok. I try to understand by reading again and again. If I do not still understand, I write it in

my own simpler words in such a way that I can understand... I try to find books on a text what I

cannot understand, and I try to understand.

I: Ok. Very good. How do you know if you have read or understood a text very well? How do

you check this?

S1: I know this if I can explain what I have read simply and with a short time to my friends or
family, that means, I have understood the text.

I: Eh.

S1: If I express it without any complexity, I feel I have understood it.

I: Good idea.

S1: And I check my understanding by accepting any kind of question. I also prepare questions

for myself. If I answer and explain these questions, I believe that I have understood the text.

I: Very good. The other one, do you like reading?

S1: Yes. I like.

I: Do you relax and enjoy by reading different types of texts?

S1: Yes. I enjoy.

I: Do you read different texts during your spare time?

S1: I read in my spare time. Some books that I read have new knowledge and are argumentative.

Thus, as I am happy when I read these books, I read them in any spare time I get.

I: It is good. Right. Do you mean you read nonacademic texts? Do you have the chance to read

magazines and newspapers?

S1: If I get fiction and similar works, I read out of lessons, when I get bored.

I: Well. Do you read internet resources, perhaps?

S1: I read internet materials sometimes. Though it is not all time, I read.

I: Ok. Good. The other question is, what are the reasons that motivate you to read?

S1: My motivating factors, the first is my understanding that reading is enjoyable. Secondly, |
get knowledge from these books. Thirdly is the interest I have to apply the knowledge I get.

I: Very good. What about the factors that make you hate reading? Are there any things that make

you not to read, not to be motivated to read?
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S1: Mostly, there are not factors that influence me not to read. But, sometimes when I read
fictions as I get bored, if there are derogative words at different places, it may be about one’s life
history , false or real , these may make me not to read.
I: Right. Another, it may be related to this. Can you state things that you do not like about
reading? Generally, when you hear the concept of reading, what do you dislike?
S1: As to me, I do not dislike reading because reading makes one a complete person, not
incomplete.
I: When you evaluate, yourselves, are you a motivated reader? Are you a happy and initiated
type of reader?
S1: I think I have the motivation to read. When I see myself, currently I better read and
understand the
benefit of reading than before.
I: Do you think you are a good reader?
S1: In relation to others, I think I am a good reader, even though not more than the majority.
I: Why do you think so?
S1: Because, as I read by my own initiative, I may understand the text better. But when it is an
order from my family, I may not understand. So, reading by my own initiation makes me good
reader.
I: You understand better when you read by freedom.
S1: Yes.
I: Very good. In your secondary school, what type of reading do you mostly read: academic
treading like text books, exercise books, note books or nonacademic reading like magazines,
newspapers or fiction books?
S1: Most of the time, I read academic texts. But sometimes, out of academic reading, I read
fiction books, fiction books and novels (libwoled).
I: Yes. How frequently do you read? You told me that, you mostly read academic texts. Do you
read frequently, at a daily basis or how?
S1: I read the nonacademic texts daily. I budget my time and read with program. Out of the
nonacademic texts, I read nonacademic texts with the extra time I get.
I: Very good. In relation to this, do you read internet resources?
S1: I sometimes read internet resources or texts. But I read print materials more than internet
texts. [ read the nonacademic texts with my program. If they are nonacademic, for instance,
current issues, I read internet resources in my spare time and consider these affairs.
I: Yes. You might have explained this. How often do you read? Within 3 days, within 2 days, or
daily?
S1: I do not read a lot of internet resources. Out of the academic texts, I read internet resources
ones in a week or three times in a week.
I: Don’t you get academic information like homework from internet?
S1: I do my home works. .. However, if the assignment is difficult and if other teachers cannot
do it, we search it on the internet and do it.
I: What are the kinds of texts that you like to read, and which ones do you dislike to read?
S1: I like to read academic texts that need critical thinking. And I do not like to read materials
that are wrongly written about an individual or a society.
I: Right. This is by its content. Don’t you dislike a text simply by its features, views etc.?

S1: I don’t like texts that I don’t understand as I read. If the texts are written in hidden language
or ironic language, I don’t like them.
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I: When the language is difficult?

S1: Yes. If they are confusing to translate or to understand, mostly I don’t need them.

I: Well. The other question is, how do you use reading to get knowledge or to learn? Do you get
knowledge from what you read?

S1: Yes. When we read, we get knowledge. When we get knowledge, we learn. And learning

means, one is showing bringing behavioral change. I always get knowledge as we read. That

means most of the time the books I read repeat the same thing. For example, text books raise the

same thing. When we read it ,it helps us to remember what we know. However, it has no new

knowledge. But if we expand and see it, we may get new knowledge.

I: Very good. How do you use reading to learn in English?

S1: Because English is not our communication language, we may get confused when we read. It

may be clear if we read it again and again. We can understand by translating the text in to our

language.

I: Most of the time, what type of knowledge do you get in English lessons? For example, there

may be word knowledge.

S1: If there are texts written about something, and if there is unclear idea on it, it is possible to

understand about the title and its purpose.

I: Ok. Very good. Do you and your friends discuss on reading regarding a certain topic?

S1: Yes. Many of them do not want to discuss. Equally, there are interested students to read and

change themselves. And we discuss with them. We discuss them. We may discuss for hours

about academic issues.

I: Yea. You are right. How often do you read? Weekly, with in 3 or 4 days? Do you also read

outside class?

S1: We also talk outside class. We discuss when we meet. Mostly, we discuss in class and

around library when we meet.

I: Concerning reading, mostly what do you talk about or discuss?

S1: We discuss on what we learn.... It helps us develop our reading skill.

I: Good. Does your discussion have any disadvantage?

S1: Mostly I do not believe it has disadvantage.

I: Do you always discuss as you plan when you meet to discuss?

S1: I think that most of the time it has an advantage. When I read, there may be other students

who better understood a topic that is difficult to me. The reverse may also be true. So, when we

discuss, I let them clear what I understand and they let me clear what they understand. But I do

not think It has disadvantage. Of course, if some students are joking, it may hurt us. They may

make us not to read.

I: Very good. What about your teacher? Do you practice these discussions with your teacher,

though it may be based on the text book?

S1: If there are unclear ideas about the written ideas, we discuss with the teachers. We also ask

them to help us understand the ideas that are not clear. If there is pre reading, they make it clear.

If there are questions from the text, they do the questions for us. We make discussions with

teachers on the texts.

I: Ok. Good. Another, may be the last question. How is using good reading strategies, having

good reading motivation and developing good reading behavior related to your reading results?

S1: Having reading habit helps us develop good reading habit. When we use reading strategies,

we can understand and remember difficult ideas easily. Due to this, if we understand and

remember what we read, we become effective in reading. I think that is their relationship.
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I: Do you think, being a motivated student, having good reading habit help to get good reading
result?

S1: I think it has good result.

I: Very good. Finally, based on what I asked you on reading, if there is any idea that I didn’t ask
you, let me give you a chance.

S1: Reading makes us complete individuals. I suggest that developing our reading habits, all of
us should contribute to the development of the country by putting remarks to the coming
generation.

I: Ok. Dear student. I am very happy for I have stayed with you and known much about your
reading.

S1: Thank you very much about the interview. You helped me to express the idea I have on my
reading.

I: Ok.

Appendix -D2: Student 2 Interview Trandslation

Interviewer: Ok. The first question, do you use reading strategies when you read a text?

S2: Yes. In order to read a text, we have to use any type of strategies. This is because we have to

understand the text. The strategies we use to read are: First, we have to select a place which is

clean, free from disturbance, where our attention is not distorted. Next, we make ready the

subjects or any materials we read. After that, we have to glance the whole text. Then, we read it

appropriately to understand it. When we finish reading, we should ask ourselves, “ What do I

understand?’ by taking the text away from us. If we understand at least 50% of the text, we can

say we understand the passage.

I: Well. When you read a text, what types of reading strategies do you use to understand it; do

you remember specific strategies?

S2: The strategies I use, after we avoid the disturbances, we read silently (blehosas).

I: Silently;

S2: Yes. As I read loudly, my idea get distorted. So, I later readout loudly later after I understand

it internally.

I: Very good. What do you do if you do not understand a text?

S2: If I cannot understand a text, even after reading again and again, I relax myself for a while; I

may be listening music; I may wash my face and do physical exercise. Then I come back to the

topic and read to understand.

I: Very good. Another, In relation to this, how do you check if have understood a text well?

S2: In order to know if I have understood a text, I test myself by evaluating how much I have

understood the text. If the answer I give is related to what I have read, I have understood the text.

I: Very good. Do you like reading?

S2: Yes. As far as reading is a base for any knowledge, everybody should like reading. As to me,
as reading the source of knowledge, I always like reading.

I: Do you enjoy by reading different texts? Do you use reading as an entertainment?

S2: Though not different texts, in my age level, I read my own subjects, materials helpful to me

and reference materials and Top books. Otherwise, I do not read others. Sometimes, I may read

fiction books.

I: That means you read materials in your spare time.

S2: No. I do not read except academic text and fiction.

I: Fiction is similar for it is read in spare time.
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S2: So, that means I read.

I: Ok. What are the reasons that motivate you to read texts? What about the reasons that do not
motivate you to read?

S2: At the current level, the factors that motivate me are, I want to achieve a better success and
want to change my life and others’ lives. And our country may be better developed in
administration out of African countries in the current status. In my age level, I want to create and
work new jobs. This motivates me to read. Among the factors that discourage me from reading
may be peer pressure or family influence. Of course, I have no family influence. But with my
friends, we go to needless places. That might have affected me. However, I read.

I: Good. Another, In relation to teachers, the school, are there things that influence your reading?
S2: No. In relation to teachers, there is no problem. The influence may be if it is not clear when a
teacher teaches, we may hate that subject totally. However, by avoiding these doubts from our
mind and convincing ourselves, we should read; if we do not read, we will not pass a test
tomorrow. So, because I must read, though there are problems with them, considering it is not
their problem, I do my reading.

I: Very good. Can you tell me the things that you do not like about reading?

S2: As reading is a means of acquiring any type of knowledge, there could not be things I do not
like. T like the natures of all reading. Because when I read texts, as I have to use reading
strategies; then based on their nature, a poem with rthythm for example, as I read like this; I do
not dislike reading.

I: When you evaluate yourselves, are you a motivated reader?

S2: No. Motivation...

I: Are you a motivated, initiated reader?

S2: I am happy to read. However, I am not committed to read materials out of academic texts. Of
course, [ will do this in the future. Currently, reading my subjects is my interest and mandatory
as well. Despite my interest, I do not read extra texts. But I do not think [ am a good reader.

I: Don’t you think that you are a good reader? Don’t you believe that you will read good?

S2: I don’t think so.

I: Why?

S2: Because to be said a good reader, one should read and understand any readable text from
bottom to top. And currently, I read my subjects and fictions. So, I can’t fully explain myself as a
good reader. I can say I am a reader, but cannot be categorized among the good readers.

I: Ok. Next, In your secondary school, what type of reading do you usually read: academic texts
such as textbooks, exercise books, notebooks or nonacademic reading such as magazines,
newspapers and fiction books etc.?

S2: Currently, in my secondary school, I can read all these mentioned above. I am reading
subject area or academic texts. I read, for example, notes, subject area texts, and worksheets that
prepared by teachers. However, in the current short time, as I take exams, I couldn’t budget
time and read texts like fiction. Thus, I am reading subject area texts.

I: Ok. Good. You have said that you mostly read academic texts. How frequently do you read
these texts; daily, an hour in a day? Can it be expressed in this way?

S2: It is not daily. There may be contents that we cannot understand in class. We have to read
these contents appropriately before they are forgotten and overloaded. We budget time and read
these items to understand better. Otherwise, I do not plan to read what I have understood and
passed. .. It may be orally, or daily.. I read them based on my plan.

I: Very good. Do you read internet resources or printed texts?
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S2: I sometimes read internet resources that are posted on social media. However, I don’t read

printed newspapers. I have tried the internet.

I: The texts that you learn are also printed materials. It may be notes. Do you read these materials

in the form of internet or print material?

S2: As to me I am reading in the form of internet.

I: What about your exercise books and other materials? In what form do you read them?

S2: I read my exercise books and others by myself. However, if difficult questions are given, |

refer to the internet and answer them.

I: Yes. In order to make easier.

S2: Yes, to simplify them. Otherwise, as you have said, I usually read printed materials because

the books are printed by the government for use and I have to read them.

I: What are the types of texts that you do not like to read?

S2: There may be texts that I may not like to read. However, I need any text if it transfers

knowledge. This is because when I want to pass by accumulating and developing my knowledge,

I read them. But if it does not transfer knowledge, I do not want to read it.

I: Well. How do you use reading to get knowledge or to learn? Or do you always get knowledge

or learn from what you read?

S2: Yes. I get knowledge from what I read because I do not wait texts that are knowledgeable.

So, I read such texts and get knowledge. Just like I use knowledge to learn, I use reading to get

knowledge.

I: Very good. How do you use reading to get knowledge during reading lessons or periods?

S2: During English lessons, starting from letter then to word, by combining these elements...we

have been learning in such way.

I: Good. Do you and your friends talk about or discuss on reading?

S2: Yes. I always talk with my friends about reading. What type of text to read, which part of a

text to read,... we read by giving time for ourselves.

I: If you discuss, how much time or ho frequently do you discuss? It is weekly, three times a

week, or two times a week?

S2: We read three times a week or two times a week, and we understand and pass what we

should read.

I: Well. What are the advantages of talking with your friends about what you read?

S2: The advantages are; it helps us not to thing another thing at this age. By accumulating

knowledge, and by understanding how knowledge and reading is important, without disliking

any text....

I: Very good. Do you think that this discussion has any disadvantages?

S2: The discussion will not have any problem. This is because as we read, we become full

persons, and as we discuss, we will not waste any time. Reading takes much of the time in our

life.

I: Yes. When you plan and gather to share ideas, do you always apply this?

S2: If different texts, new books, and when new units start in subjects, should we start in advance
or go with the teacher? We discuss in such way.

I: Emm. The last question, how using reading strategies, having reading motivation and having

good reading habit related to your reading achievement?

S2: Having good reading habit has a good relationship with reading result. When we read well,

we get good knowledge. However, simply reading a text is looking a book ,not reading, and we
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cannot know it. Reading by contributing our, knowledge, time, our full mind, attention is related
to reading. We also get good knowledge.

I: Ok. Good. Lastly, if there is an idea that I didn’t ask you about reading, let me give you a
chance to say something that I didn’t ask you.

S2: I don’t think so. This is because I have explained everything that [ have been asked - good or
bad about reading. I don’t think there is additional idea.

I: Ok. Student. Thank you very much. I am very happy for staying with you and knowing about
you and your reading.

S2: Ok. Thank you.

Appendix D3: Student 3 Interview Translation

Interviewer: Do you use reading strategies when you read a text?

Student 3: Yes. [ use.

I: What types of texts do you use to help you understand a text?

S3: I use materials out of text books, such as dictionaries and reference materials.

I: Of course, these may be reference materials. Strategies means, do use skimming, slow reading,

as an example? It may be loud reading or slow reading. Which one do you use?

S3: The strategies I use, first, I identify the materials I read. Then, I select the main ideas from

the text.

I: Very good.

S3: Then, I make summaries and I do questions based on the text.

I: Very good. If you do not understand a text, what do you do?

S3: I read it repeatedly; I read it well to get the main idea, to understand.

I: Very good. How do you know if you have understood a text very well? How do you check

whether you have understood or not?

S3: I know the text I read is right when I say it to others. If I get questions about it, I can answer.
I do not forget the idea easily.

I: Very good. Do you like reading?

S3: Yes. I like.

I: Do you enjoy or relax by reading?

S3: Yes. Reading is among the things that entertain me.

I: So, you read different materials like magazines and newspapers during your leisure time.

S3: I read fictions.

I: Fictions?

S3: Yes.

I: Mostly do you have the access to get fictions?

S3: Yes. I have.

I: What are the reasons that motivate you to read?

S3: The first is my family. My family is a reader family. And my family’s being reader has

helped me to read more.

I: Very good. Don’t you have your own reasons that motivate you read?

S3: Because I have eagerness to read on different issues, that makes me read to know about the

things.

I: At this grade level, grade 9 why do you read?

S3: I read to know. Purposefully to serve my family and my country, I read to know and to do

this.
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I: Ok. Can you know the reasons make you not to read?

S3: I cannot read in a noisy place. I read in a silent area. If I have a rushing time (limited time), I
cannot read. Because I shift from one subject to another, I cannot read my texts in a crowded
time.

I: Do you read with program or do you get tensioned when you read for exams?

S3: No. I have a planned or classified time. [ am governed by that.

I: Very good. Don’t you have peer pressure and related problems? Lack of interest, family and
teacher related issues that decrease your interest?

S3: There is no problem that decreases my interest unless there is my own weakness.

I: Very good. Can you mention to me the things that you do not like about reading?

S3: Of course, texts with small fonts may affect my eyes; otherwise, I have no problem.

I: Is there not anything that comes to your mind when you hear about reading?

S3: Concerning reading, when I get texts that are out of reality ( false), I feel disappointed by
them.

I: Yes, they make you dislike reading.

S3: Yes.

I: OK. Are you a motivated student or reader?

S3: Yes.

I: Do you have the interest, motivation to read?

S3: Yes, I have.

I: Do you think you are a good reader?

S3: Yes, I read well.

I: Why do you think you are a good reader?

S3: The comment I get from others makes me to say so. For example, my family always tells me
that [ am a good reader; due to that, I think I am a good reader if it is observable to others.

I: What about in relation to your result?

S3: Yea. People around me know that I read.

I: Good. Here in your secondary school, what types of reading do you mostly read? Do you read
academic texts such as textbooks, exercise books, note books or nonacademic texts such as
magazines, newspapers and fiction books?

S3: As the academic level varies from class to class, I most of the time spend on academic texts.
This is because the content becomes more difficult, and I incline to the academic ones. Of
course, I read these magazines and newspapers very well.

I: You read. Do you mean in your spare time?

S3: Yes, in my spare time.

I: Yes. You told me that you read academic texts. How much do you read; do you read daily, an
hour in a day, two hours in a day? Can you specify like this, or how do you read?

S3: Mostly, I have time scheduled in a plan. And my plans vary from day to day. I think what I
should think[read] in the morning. I have to do that. I give most of the time for reading academic
texts. After that I read nonacademic texts. I think reading is not only for text books.

I: Very good.

S3: Listening, talking with people, this all is source of knowledge, and I usually do this.

I: Bravo. The other one, do you read internet resources or printed materials?

S3: I read internet resources because we have the service, access, I use internet. I also read
printed materials as many of the materials are available in the form of print.
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I: Yea, these are by which you learn. How do you use internet? Is it sometimes, how do you use
it?

S3: We use internet, the things we learn are not only found in books. Most of them are found on
internet. Otherwise, I do not use internet for other purposes except for academic issues.

I: Very good. What are the types of materials that you do not like to read?

S3: There are no texts that I dislike. But I do not like texts that are out of fact.

I: Are there texts that you really want and read, texts that you read being very excited?

S3: Yes. I like fictions based on real story. I like texts written during earlier times. I give them
special attention.

I: Ok. How do you use reading to get knowledge or to learn? Or do you get knowledge from
everything that you read?

S3: Yes. From what we read, even from a notice, we get knowledge. If the texts we are
nonacademic, they are important for our general knowledge. This has an effect on our learning
since all what we learn were written since long time ago.

I: Good. How do you use reading during English lessons, or how do you learn through it?

S3: Though I do not frequently read English texts, as I learn English lessons, and as I like
English lessons very much, I get English in other contexts. For example, when I watch films, I
consider English. It has great influence on me to read English texts.

I: What type of lessons [knowledge] will you get more in English lessons?

S3: English subject helps me improve the communication that I make with others. In the future if
I get the opportunity to speak with English speakers, it will help me communicate easily.

I: Yes. What about the passages on the text book? When you learn day to day from the text, what
do you learn from English text or lesson. Grammar may be one example. What other do you
learn?

S3: In addition to the grammatical points, reading passages help us develop our reading skills.
They also help us develop our speaking skills.

I: Very good. Do you and your friends discuss on or talk about reading?

S3: Yes. I talk with my friends.

I: How much time do you discuss, how frequently? Every four days, every three days, once in a
week, or do you plan to discuss?

S3: We may not meet with my friends daily. But there are some friends that I meet daily, and
eventhouth not on reading, when we discuss on some other issues, we get different pieces of
knowledge.

I: Good. What do you think are the advantages of discussing on reading with your friends?

S3: My friends may know something that I do not. And the reverse may be true. I tell to my
friend what I know, and he does the same thing. We fill our gaps in this way.

I: Yes. Perhaps, would this discussion have any disadvantages?

S3: In terms of time, they may take the time we allot for other activities. Once we started the
discussion, we may not stop, and we may get immersed and diverted to other issues. Thus, it may
waste our time.

I: Very good. This may be the last question. How are using reading strategies, being a motivated
reader, and having a good reading habit related to your reading result?

S3: Reading is directly related to reading result. When there is reading, as many academic issues
are found in the form of books and different texts. And we understand these texts by reading. So,
it has direct relationship with our result.
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I: Yes. This may be to the general subjects. But when you use reading strategies, have
motivation for reading and have good reading habits, does this help you get good results?
S3: Yes. As we also read nonacademic texts additionally, we get good result from these.
I: Ok. Dear student. Thank you very much. I am very happy for staying with you and knowing
more about your reading.
S3: I also thank you.
I: Ok.
Appendix- D4: Student 4 Interview Translation

Interviewr: Thank you in advance for your cooperation. Let me come to the first question. Do

you use reading strategies when you read a text?

S4: Yes. I use. First of all, I make my reading area comfortable for reading. I prepare my

exercise book to read. By making myself ready, I start my reading. If the content I read becomes

difficult, I refer to other reference materials. When I study, I first skim. Then, I come to the main

study reading.

I: Very good. When you read a text, what strategies do you use to understand it better?

S4: I know if I have understood a text by asking my parents and people around me. By
discussing or working with my friends, we make difficult ideas clear.

I: Very good. If you cannot understand a text what do you do?

S4: If it is an English text, I try to understand by translating in to Ambharic.

I: Translating, to get it easy?

S4: Yes.

I: Ok. Very good. How do you know if you have understood a text effectively? How do you
check this, if you understand it?

S4: I know whether I have understood a text, if I can share it to others. Or when I can share to

my friends what I have read, and by asking myself what change has it brought to me.

I: Do you prepare question or do you ask, how do you check that?

S4: First, I prepare questions from what I read. If [ answer that question, I have understood the

text. And I ask others or let them ask me.

I: Very good. The other question, do you like reading texts?

S4: Yes.

I: Do you enjoy by reading different texts?

S4: Yes.

I: Very good. Do you read different texts during your leisure time?

S4: I sometimes read.

I: What types of texts would you read out of academic texts, for example?

S4: Entertaining books.

I: Entertaining ones!

S4: I read entertaining books and fiction books.

I: Very good. What are the factors that motivate you to read?

S4: Interest of knowing about new things, being ready to practice new things and to generate

new ideas are my reasons.

I: What about your aims and peer influence, don’t they affect your reading?

S4: Peer influence makes me read. May be orders from my family may influence my reading.

I: Ok. Do your family ask you help them some tasks?

S4: Yea, during my leisure time and when they are out of home.

I: Social life and similar issues.
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S4: Yes.

I: Can you mention the things that you do not like about reading?

S4: No.

I: Don’t you dislike anything about reading?

S4: Because when we read, we get better things, not harmful ones.

I: Ok. Next, are you a motivated reader? Are you eager to read texts?

S4: I think so, because I have seen a difference between my previous and current achievements (

current one is better). I am very happy in reading.

I: Very good. Do you think that you are a good reader, at a level of reading?

S4: Yes.

I: Why do you think that you are a good reader?

S4: This is because I have got a lot of benefits. I also believe that I am a good reader as I can

share what I know to my friends as much as possible.

I: Bravo. In your secondary school, what types of texts do you mostly read, academic texts such
as textbooks, exercise books, notebooks, or nonacademic texts like magazines, newspapers
and fiction books?

S4: Most of the time, I read textbooks or exercise books; and during my spare times I read

fiction books.

I: Yes. Most of the time, you read academic texts. And you read nonacademic texts sometimes.
How do you read; how frequently do you read these academic texts?

S4: I read academic texts at the date of learning.

I: As soon as you learn.

S4: Yes.

I: what about in other times, such as during exams? What seems the amount that you read?

S4: As I read daily, there will not be a stored amount.

I: Emm. Good. Do you read internet resources or print materials?

S4: Most of the time I read print materials. I use internet when there are assignments and difficult

contents.

I: To refer and to do home works; ok. Good. What are the materials that you do not like to read?

Sorry, to mean that you like to read. What are the texts that you like to read? What about the

ones that you do not like to read?

S: The texts I like to read are, as I stated previously, related to academics that can create new

things on education or created. I like reading what was done before or history.

I: Very good. What could be the materials that you hate or dislike to read?

S4: I do not want to read texts that are terrifying and horrifying.

I: Good. How do use reading to get knowledge or to learn?

S4: Irelate reading to what I learn...... by thinking that how can I relate my reading to my

knowledge.

I: Good. Do you always get knowledge from a text that you read?

S4: Yes. This is because there is knowledge that I get by screening out the basic ideas from the

text that I read.

I: Very good. How do you use reading during reading lessons?

S4: During reading lessons, by knowing English reading strategies and by developing my

reading styles, it lets me develop my English knowledge and know meaning of words.

I: Very good. What types of knowledge do you get as learn English? Do you know the types of

knowledge? It may be about grammar, for example.
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S4: About tenses, punctuation marks.

I: Ok. The next one, do you and your friends talk about or discuss on reading?

S: Yes. We talk.

I: In how much time do you talk? Is it frequently or sometimes? How frequently do you talk

about reading?

S4: We talk about reading when there is a content that we have read, my friends or I.

I: Very good. What about outside class room? Is it both inside and outside classroom that you

discuss or read?

S4: We discuss what we read or learned in class. Sometimes, we discuss on what we read in our

surroundings or homes.

I: Very good. What are the advantages of talking with your friends about what you read?

S: The advantages are we share what we know with my friends.

I: You mean their ideas?

S4: Yes. Their ideas. If the materials they read are important, I read them and vice versa.

I: Yes, so that they will share them, (the knowledge they get). Very good. Perhaps, do you think
that such discussion has any disadvantage?

S4: No. It hasn’t.

I: Do you always spend the time that you budget for discussion as you expected?

S4: We discuss on it; if both of us read and are unclear, we read it helping each other.

I: Ok. Very good. How is using good reading strategy, being a motivated student, and having

good reading habit related to your reading achievement test?

S4: When we use reading strategies, as we apply them as we want and in a place we want,.. it

helps us to read and understand at the desired level. And our motivation, when our interest to

the text increases, our interest to know increases. Then, we develop more interest to read.

I: What about good reading habit? When you have the habit of reading frequently, do you think

it has good relation to your result?

S4: Yes. When we have good reading habit, our interest to know many things increases. It also

helps us for exams to prepare well.

I: Ok. Very good. In general, do you think that developing these skills will increase your ability
to score better in reading tests?

S4: Yes, because when we develop these skills, our reading speed increases and our capacity to

read and understand a text quickly increases.

I: Very good. Lastly, would you have any question that you may ask about the interview,

perhaps an idea that I didn’t raise?

S4: I want to say that reading is important, and everyone can and change him/herself.

I: Dear student, thank you very much. I am very happy for I have stayed and known a lot about

your reading.

S4: Thank you.

Appendix- DS: Student 5 Interview Translation

Interviewer: Thank you in advance for your cooperation. Let me come to the first question. Do
you use reading strategies when you read a text?

Student S: Yes.

I: What strategies would you use to understand a text easily?

S5: When I read a text, I read it again and again. If I cannot understand, I ask myself.
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I: Asking yourself, reading repeatedly. Very good. Another, when you read a text, what would
you do if you do not understand it?

SS5: I read the text again and again. If I do not understand, I cover and ask myself. Or I let other
students ask me that text?

I: Reading with friends; very good. Do you have the habit of repeating and taking notes?

SS: Yes.

I: Very good. Of course this one is related to the previous one. How do you know if you
understand a text well? To know if you understand or not?

S5: I know if I understood a text, I read it and if I answer on exam, that means I have understood
it; if I do not understand, do not understand.

I: If you do not answer, you do not understand.

SS: Yes.

I: For example, how do you know if you have understood your exercise book or not for a test?
S5: After taking an exam, the teachers tell us the answer and at that time, I know if I understood
the text or not.

I: Very good. The other one, do you like reading?

SS: Yes.

I: Do you enjoy by reading different texts? For example, do you read any text you get without
choice?

S5: Not like that. But, I choose a book, not any material. For example, I read fiction, dictionaries,
and different books.

I: How do you read? Are you happy when you start? Are you motivated and confidence as you
start reading?

SS: Yes.

I: Very good. When you evaluate yourselves, do you start believing that the text is good and
understandable to you?

S5: Yes. Interest comes first, and if I have an interest on the text, I understand it, but if I am not
interested, I cannot understand it though I read and repeat it.

I: It is very good. Another, what factors motivate you to read?

SS: That motivates me to read?

I: Yea, factors that make you to say, ‘let me read’, and that make you read better.

S5: I have family follow up.

I: Very good.

S5: And my family want me to read, and I want to reach at a better life status, there is no
problem. I decide whether the text is long or short?

I: Very good. On the contrary, what are the reasons that make you not to read? While you want
to read a text, is there anything that disturbs you?

SS: Sometimes if I thought the language is difficult for me.

I: The language is difficult for you?

SS5: Yes. If the language is difficult, I think it is challenging. And sometimes it may be the
challenge from individuals.

I: Works?

S: Yes.

I: Family tasks, sometimes?

SS: Yes. Sometimes.

I: What about the teacher, the school, peer pressure, the influence of these?
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SS: Yes. There is peer pressure. Teachers are not that much. But peers have great influence.

I: Well. Generally, can you mention things that you do not like about reading?

S5: I do not like longer things. That means I do not like longer texts. And another,

I: Yes. I mean if there is negative idea that comes to your mind when you think reading.

SS: Yes.

I: Yea. The types of texts, the contents and the like?

SS: This is also there.

I: Is it about love, politics, which makes you happy or not perhaps?

S5: I do not like love stories; I like a little bite about politics.

I: Very good. When you evaluate yourselves, are you a motivated reader?

SS: Yes. I believe.

I: When you start reading, do you have self-confidence?

SS: Yes.

I: Ok. Good. Do you think that you are a good reader?

S5: As to me, I think so.

I: That is your idea. No problem. Why do you think you are a good reader?

SS: It is from the materials I read, and how much I understand mayerials.

I: Yes. In terms of result, do you get good result by reading?

S5: Yes. Like that.

I: Do you get good result in reading?

SS: Yes.

I: In your high school, what types of texts do you mostly read; academic texts like text books,

exercise books and notebooks or nonacademic texts such as magazines, newspapers and fiction

books?

SS: I read types of subjects; since I came to high school, I read books, dictionaries and notes the

school prepared.

I: Well. How frequently do you read these academic texts, daily, daily for how many hours, ones

in two days? Is it with program? Do you say you read a lot?

SS: I have a program to read, program of studying. Because I read with a program, I read saying,

from this time up to this time, at least for 2 hours or for an hour, depending on the subject.

I: Very good. As you said before, you most of the time read nonacademic texts. Does that mean
you never read nonacademic texts such as fiction and poem?

SS: I read, but it is during my leisure time.

I: During your leisure time?

SS: Yes.

I: Do you read internet resources or printed materials?

S5: 1 do not read internet resources. I read printed materials if I get; otherwise, I don’t read.

I: Internet is what we call soft copy. Printed materials means your exercise book, text book are
printed.

SS: If so, I read the printed materials, but I do not read internet resources.

I: Very good. Are there texts that you do not like to read? Or what are the types of texts that you
want to read well?

S5: Texts that I like to read?

T: That you always read and happy in it?

SS: Fiction.

I: Fiction, emm. You also like academic text.
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S5: Yes. I like books.

I: And also you read fiction. Are there any texts that you do not like?

SS5: There could be texts that I do not like. For example, I do not like internet resources.

I: Is it because you don’t get it or because you don’t like it?

S5: I don’t like it.

I: Is it because of its objective?

SS: Yes, from the knowledge I get and the like.

I: Very good. How do you use reading to get knowledge or to learn? Do you get knowledge from
the material you read?

S5: For example, general knowledge.. about a country.

I: General knowledge, about a country. Good. It helps you get general knowledge. In addition,

especially in reading lessons, how do you use reading?

SS: During English lessons?

I: What knowledge do you get? Or what do you understand during English lessons?

SS: In English lessons, I may get meaning of words.

I: Meaning of words?

SS: Yes, meaning of words.

I: That means knowledge of words.

SS: The other one is to speak the language.

I: To develop?

SS: Yes.

I: What about reading skill? Reading skill itself?

SS: Yes. It also helps me get reading skill.

I: It enables.

SS: Yes. It enables.

I: Good. Do you and your friends talk about reading?

S5: No. We don’t talk.

I: don’t you do any discussions?

SS: Yes. I think it is in terms of interest; most of my friends do not want to talk about learning.

I: Don’t you talk even about homework and related issues? And about reading tests?

S5: During exams, perhaps, we may talk. If my friend reads, she shares me and if I read, I share
to her; we discuss in this way.

I: Good. Of course, as you said though you do not discuss, how much do you discuss or talk
about your reading?

S5: In minutes?

I: No. Do you talk in a week, or in a month, do you read with program, by planning?

SS: We discuss when we meet; it may be at least during exam week or in a month.

I: Very good. What are the advantages of discussing on what you read with your friends?

SS: If there is a topic we do not understand, we make it clear by discussion.

I: To make the idea clear. Very good. Perhaps, what disadvantages would this discussion have?
When you discuss, while you have appointment to discuss, to study, what do you miss?

SS: Yes. May be wasting time.

I: Spending time, do you mean time may pass for another purpose when you meet to study?

SS: Yes.

I: Very good. I come to the last question. Do you think using reading strategies, being a
motivated learner and having a good reading habit relate to your reading result?
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SS5: Yes. They relate. When we read, we get a lot of knowledge, reading speed, reading

comprehension and others.

I: Yes. Does motivation help you for your result?

SS: Yes.

I: And again, having good reading habit, for example, reading for a long time, reading a lot of
books or reading exercise book is reading habit. Do you think this help you get good result?

SS: Yes.

I: Ok. Good. At the end, let me give you a chance if you have something to say which I didn’t
ask you. Generally, what do you feel about reading?

S5: When I read, as you said, I enjoy. And time is necessary. And as there is no family pressure,

it is very nice.

I: OK. Dear student. Thank you very much. I am very happy for staying with you and knowing
about you and your reading.

S5: I am also very happy.

I: Thank you.

Appendix —D6: Student 6 Interview Translation

Interviewer. When I start from the first question, do you use reading strategies when you read

texts?

Student 6: Yes. [ use.

I: Very good. In order to help you understand a text, what type of reading strategies do you use?

S6: Ok. Most of the time, I use deep reading strategies such as skimming and I take short notes
in such a way I can understand; and I ask people what I do not understand. For example, I
ask teachers and try to understand.

I: If you do not understand a text, what do you do?

S6: Firstly, I read it repeatedly; I use different books; besides I increase my attention.

I: In relation to this, how do you know if you understand a text well?

S6: 1 believe that [ understand a text if [ answer questions that I have prepared from the text.

I: Questions prepared by yourselves?

S6: Yes. I prepare and ask myself. In addition, another person prepares questions and I answer
them.

I: Very good. Do you like reading?

S6: Yes. I like reading.

I: Do you enjoy by reading different texts?

S6: I enjoy because I read. Most of the time, I read academic texts.

I: Do you read these texts by enjoying?

S6: Yes. I read the texts with enjoyment. Sometimes, I read fiction books.

I: In your leisure time?

S6: Yes. Sometimes.

I: Of course, | wanted to ask you if you read texts in your free time. So, you read sometimes.

S6: Yes. I read sometimes.

I: Ok. The other question is, what are the factors that motivate you to read?

S6: To get new knowledge, because I have curiosity to know new things. Besides, as I have an
aim to reach, I read to achieve this goal.

I: Is you aim related to your education?
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S6: Yes.

I: That[aim] motivates you more.

S6: Yes.

I: In relation to this idea, what about the things that make you not to read?

S6: Most of the time, social media is there. Of course, I am not that much. But social media like
TV, playing with each other have effects assuming that we will study it tomorrow or another
time. My friends also say that they will study during exam. This also influences their reading.

I: These reasons may be private or related to your home. What about other factors like the school

and teachers?

S6: Of course, there are. Sometimes, when there are teachers whom we do not like, we do not

want to read the subject. Because we hate the teacher, we also hate the subject. What pushes
us to read is the teacher’s feedback [positive].

I: Previously, you said that you like reading due to your goals. What about the love of reading if

you lose hope in your goals?

S6:First, if we believe that we will achieve our goals, we do not lose hope. By the way, if

someone loses hope, he/she is considered as dead. He/she does not want to do anything including

learning. I do not want to lose hope. Why? I have a goal I want to achieve, and I prefer to strive
for my goal.

I: Are you a motivated student?

S6: Yes.

I: Motivation means you are initiated when you read a text. Do you also believe that you are a

good reader?

S6: Yes. I believe that [ am a good reader.

I: Why?

S6: Because I achieve a lot of things through reading.

I: When you say a lot of things?

S6: For example, reading helps me know a lot of things which I do not know ( for curiosity). In

addition, when I read, my knowledge level develops. Thus, I like reading.

I: Very good. The other is in your secondary school, what types of texts do you mostly read;

academic texts such as textbooks, exercise books and note books or nonacademic texts like
magazines, newspapers and novels?

S6: Mostly, I read exercise books and short notes that I have written when the teacher writes or
teaches. I read for 2 and half hours at a daily level. Sometimes, I read nonacademic texts like
fiction.

I: Fiction?

S6: Yes.

I: Do you read fiction for entertainment?

S6: Yes; to make myself free.

I: How do you read one fiction, in a month, in a week or how?

S6: When I read for two and half hour, I divide it for different subjects — 40 minutes for each. I

read 40 minutes and I read fictions with the breaks as I do not read for 2 hours continuously.

I: Eh

S6: As I do not read for two and half hours, I read 40 minutes and I take a break (read fiction).

Then, I read again.
I: Do you read your exercise books or.
S6: I read my exercise books and the notes I take in class.

248



I: What type of texts do you like to read?

S6: Most of the time I like to read printed materials. For example, by going to the library, I read

in my extra time. As library is mostly a silent area, and silence is my favorite, I like books found

in a library.

I: Very good. What about the types of texts that you do not want to read?

S6: Yes. There are.

I: Because of what?

S6: For example, sometimes, contents that are odd, and the ones that are not in accordance with

my age and education level, I do not like to read them.

I: You read based on your level?

S6: Yes. I read books which I should know. For example, I do not want to read about the world

politics.

I: Very good. The other question, how do you use reading to get knowledge or to learn?

S6: Most of the time, I use reading to get knowledge. When I say to get knowledge it is to do
home works that are given by my teachers. In addition, I use it to get knowledge and to
understand it well.

I: To read any other subject.

S6: To read other subjects.

I: This means there is knowledge that you get from what you read.

S6: Yes. There is.

I: In relation to this how do you use reading during reading lessons?

S6: 1 learn in English period like any subject by reading; I use dictionary to understand ideas that

I cannot understand. Besides, I use reading to develop my vocabulary, grammar, pronunciations
and my reading speed.

I: Pronunciation?

S6: Yes.

I: How? Is it the grammars that the teacher teaches?

S6: Yes. The pronouns, grammars, in what speed he reads, and to increase my reading speed it

helps me.

I: Ok. It is good. The other question, do you and your friends talk about reading? If so how often
do you talk or discuss weekly three times a week etc.?

S6: Yes. We talk. We talk daily. As my friends and I come home together after school, we

discuss

issues we learnt daily. We prepare academic questions and ask each other.

I: What do you discuss regarding reading?

S6: Most of the time, we discuss on the subjects we learn. We assign each subject to each student
and prepare questions. Then, we ask each other.

I: And this experience is effective.

S6: Yes.

I: Very good. Do you also discuss about reading with your teacher?

S6: Yes. We discuss. When our teacher teaches, we answer questions and ask questions and we

develop our reading skills.

I: What are the advantages of discussing with friends on what you read?

S6: It has a lot of advantages. For example, when we talk about what we will learn, we prepare
well. As we know the topic of the next topic, we get ready on it. Then, in order to select a

place for reading and to contribute ideas, and we ask what we do not understand...
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I: Well. Do you think that this discussion has disadvantages?

S6: Yes. Sometimes it has disadvantages. For instance, we may not respect appointments.

I: You waste time.

S6: Yes. There is wasting time.

I: When I come to the last question, how do you thing using good reading strategies, being a
motivated student and having a good reading habit are related to your reading result?

S6: They are highly related. Having good reading habit is nice. I Score good result because |

have good reading habit. Similarly, if I have motivation, I develop my reading achievement.

When there is a better reading habit, it can help me improve my reading/ result. Overall, having
reading strategy motivates me.

I: Are you saying that using strategy helps you have motivation?

S6: Yes.

I: And having good reading habit,

S6: Having good reading habit also helps me improve my result.

I: Very well. If there is an idea that I did not ask you about your reading, you may ask me.

S6: Thank you very much. I have nothing to say.

I: That means I have asked you all ideas.

S6: Yes.

I: Thank you very much dear student. I am very happy for I stayed with you and knew about
you and your reading.

S6: Me too.

Appendix- E: Teachers Interview Questions

Teachers’ Interview Questions

Dear teacher, the purpose of this interview is to collect relevant information for a PhD thesis
research which is conducted at Addis Ababa University. The research explores students’ reading
engagement in your English lessons. Your responses will certainly be used only for the research
purpose. Or the confidentiality of the data you give will be secured. Your genuine response is
very essential for the success of the research. So, you are kindly requested to give real

information for the following questions.

Thank you in advance for your cooperation!
1. To how much extent are your students engaged in reading lessons? Do you think they

frequently read academic and non -academic texts?
2. What kind of texts do you think your students usually read: academic texts or non-
academic texts? How often do they read these texts? Do they have good reading habits?
3. Do your students read independently and actively during reading lessons? Do they participate
on reading activities individually, in pairs and in groups?

4. Based on your observation, are your students motivated readers? For example, are they
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confident and curious when they read texts? Do they enjoy by reading different texts?

5. Do you think the students use any kinds of reading strategies while reading? Do you teach

your students some reading strategies like skimming, scanning and guessing explicitly?

6. Do the students discuss text books and other reading materials with their peers during reading
classes? What about in other contexts? Overall, do they interact well during reading?

7. What reasons do you think make the students to be engaged or not in reading activities?

8. Why do you think your students often read: for grades, competition and recognitions, or for
enjoyment (interest)?

9. How do you help your students to be engaged in reading texts? What techniques do you use?

10. Do you think engaged students will achieve better in reading tests or exams?

To sum up, do you have anything to say on your students’ reading that I did not ask you?

Closing: Thank you very much for the time I had with you. I have enjoyed your interview.
APPENDIX- F: Teachers’ Interview Transcription

Appendix —F1: Teacher 2 Interview Transcription
Interviewer: Thank you once again. Let’s come to the first question. To how much extent are
your students engaged in reading lessons?

Teacherl: From my teaching experience, I observed my students that they sometimes engage in
reading activities. That happens simply based on the teacher’s instruction, which means when I
give them reading tasks in the classroom, they may try their best to engage in that reading
session simply for the interest of the classroom condition. Otherwise, they are not as such that
much interested to read the material outside the class or for their general knowledge. They
simply focus on classroom purpose. Which means to get mark or if I enforce them to do or
simply for the interest of my engagement. That implies they are not as such interested to engage
in the reading. So, my generalization is they sometimes engage.

I: Ok. Of course you have stated already. Do you think they frequently read academic and
nonacademic texts in general, both academic and non-academic texts?

T1: From my experience, I observe them to simply use the textbook for reading purpose; that
means they focus on academic text. They are not interested to apply on non-academic texts.

I: Ok.Very good. Let me come to the next question. What kind of texts do you think your
students usually read, academic texts or nonacademic texts?

T1: As I said earlier, they focus on academic texts because on one hand, they have no interest to
read nonacademic texts because of the academic purpose. On the other hand, the textbook by
itself is somehow difficult for them. We sometimes choose them a reading lesson from the text.
They simply focus on that section so that their focus is on academic text.

I: Ok. Good. So, when they focus on academic texts, how often do they read these texts?
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T1: They read these texts as I said earlier, sometimes that happens based on the teacher’s
instruction. That means if I order them to do so, they may try. Otherwise they are not this much
interested to engage.
I: Ok. Good idea. Do they have good reading habits when you observe them?
T1: I can’t say they have good reading habits. They have no reading habit generally I can say.
This means when I observe them, they have no background reading experience. They are weak
in vocabulary which means, they are poor in vocabulary. They don’t know the meaning of even a
simple word. For example, if you ask them like big, difficult or small, some of them are not able
to tell you the meaning of the simple words. This implies they are in a difficulty of understanding
the text because the language which is used in the text is difficult. Because of this they are not
this much good at reading.
I: Good idea. The third one is do your students read independently and actively during reading
lessons?
T1: They read the text with the help of the teacher and with the help of friends; they are unable
to read independently. Mostly they read the txt being in triple, based on their sitting
arrangement.They have a single text book for three students. They try to read that material for
classroom purpose. During that time, one of the students may be the dominant, and the other may
be the independent. They may hide themselves with the others. Even when I observe them,
sometimes they move to their personal issue during the text assignment. This implies they are
unable to read independently.

I: Yea. Very good. In relation to this, do they participate on reading activities individually, in

pairs and in groups, generally?

T1: As I said in the first statement, expression, they mostly participate being in triples. That is
used as a trend for our school. Simply they have a single text. They sit in triple, on a
combined desk so that they will do it being in triple.

I: Good idea. Based on your observation, are your students motivated readers? For example, are
they confident and curious or interested when they read texts?
T1: They are not motivated by the way. It may need further investigation what the reasons are,
but from my simple observation, they have no language background, they have no good reading
habit. Even they are not interested to read. They mostly prefer to silence keep [expect] the
teacher’s expression. If the teacher enforces them to do so, they seem as they are motivated, but
practically, they are not working with motivation so that it is very difficult to say that they have
motivation. What I can say here is they are demotivated what can I say. The term may not be
appropriate. They are demotivated, but they are not good at reading.

I: Good. If you have any idea perhaps, do they enjoy by reading different texts? For example do

they read during their leisure time?

T1: Oh. They don’t have such kind of behavior; what, the only thing is based on the teacher’s

order. For example, sometimes | gave them reading homework to read the text as a home work,

but, on the next day, they come up with the text book without reading the material. How do I

know this, when I ask them, they are new for everything. This implies they are not interested to
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read the material during their leisure time. The only time and place is the classroom with the
effort of the teacher, with the order of the teacher. If the teacher orders them to do so, they may
try. Otherwise, they are not interested to read the material during the leisure time or outside the
classroom.

I: Yea, Very nice. Do you think the students use any kind of reading strategies such as scanning,
skimming, predicting, questioning and the like [when they read texts]?

T1: Theoretically, we teach them to use different reading techniques. For example, skimming for
general ideas, points, scanning for finding particular points may be date, name or bolded words
and something like that , and we even teach them to guess the meaning of new words from
context is used because it is clear that no one is clever enough to know all words in the text, but
through guessing, through predicting, from contextual concept, it is possible to guess the
meaning, but students are not able to use these strategies eventhouth we teach them. So, they are
weak in applying these techniques, skimming, scanning, guessing and the like.

I: Good ideas. You have told me that you teach some reading strategies explicitly. Do you teach
some strategies explicitly? Generally, do you have any technique of knowing whether the
students use reading strategies or not?

T1: In fact, I try to know, which means when I give them material to read that can invite them to

use these techniques like skimming, scanning and guessing , students are really unable to apply

that one. For example, we teach them to look at the topic, the subtopic if there is and pictures if

there are and words which are underlined, words which are italics, words which are bolded.

These are techniques to apply for example, but students are unable to apply this one. This

implies that they are not applying what you are teaching.

I: Well. The next question would be, do your students discuss text books and other reading

materials with their peers during reading lessons or classes?

T1: Normally, they are always dependent on the teacher’s work, which means if the teacher

particularly selects a material from a text and gives them to do, they may sometimes try to

participate. Otherwise, by themselves, they are not doing this task.

I: Yea. Do you discuss, by the way materials with them, with the students?

T1: We give them opportunity to express what feeling they have on certain materials, may be on

the language used in the text, the way it is approached, and even the context or the content,

whether it is familiar for them or not. They are unable to give any expression for share. We

don’t know whether they are out of knowledge or they have willingness to say. We don’t know

the case.

I: Ok. What about in other contexts or out of English language classes or reading classes? Do
you have any experience about their discussion on the texts?

T1: In fact, [ haven’t observed their ideas out of English language contexts because my intention
in the classroom always is to cover the lesson, so that I always give them tasks based on the
language from English language text. Then, follow them for that content. I have no experience
of observing out of the lesson.

I: Good. The next one, what reasons do you think make the students to be engaged or not in
reading activities?

T1: In fact, this is impossible to give you clear cut expression, but from experience, from my
assumption, I can say that one, they are poor in language context, which means they have weak

253



vocabulary knowledge. As you know, vocabulary is really a building block of material to

understand a written text. The other they are mostly unfamiliar with the context used in the text.

Most of the content in our text book are taken from another culture. For example, I can tell you

some texts which are taken from some countries of Africa, Tanzania, Kenya it says. The other

for example, Japanese. Simple text for example, it says, Japan’s tea ceremony. It is out of

students content. They don’t know what does it mean. They are unfamiliar with this lesson.

They are not interested to engage in reading. The other may be their background.

I: Eh

T1: For example, we have a number of students who come from rural areas, who didn’t have any

background experience of reading materials written in English, even the text book; there is a

shortage of text books in rural areas. They have no access to get these materials written in

English. This may be another factor. Another may be lack of motivation.

I: Good.

T1: As you can see, at every educational context, students are not interested to be engaged even

learning because their seniors are becoming out of use. So, in formally they told us what is the

purpose of learning if our seniors are not invited by the government or other employers. We are

not happy to attend learning for longer period. They informally told us that. This implies they are

not motivation. They have lack of motivation. And some other related one may be there. This is

what I have.

I: Yea. What about teachers and the school itself for the students’ reading engagement.

T1: Right you are. We teachers are not as such active in doing tasks for learners to be engaged in

reading because mostly we teachers are enforced to offer the lesson. Even the principals and

other political leaders always enforce us to cover the lesson with the expense of the content and

some other related points. This can also be another factor.

I: Yea, for not engaging in reading in reading activities.

T1: Yea.

I: Ok. Thank you. The eighth question would be why do you think your students often read: for

grades, competition and recognition or for enjoyment or interest?

T1: As I said earlier on my speech, our students are engaged in reading if they engage in reading

simply for getting grade, for mark, for passing class. They have no other reason for reading.

I: Yea. Sometimes if they read out of the text for example, it may be for enjoyment or pleasure.
So how do you evaluate the students’ reading on just their habit of reading for pleasure?

T1: I am telling you simply based on my experience of the classroom.

I: Yea.

T1: I have no practical access to observe them weather they are reading for pleasure or for other

contexts, but I am telling you from my experience of classroom.

I: Yea.

T1: So, when we give them task, even when we order or tell them this reading will have mark,

they are their participation increases. But if we are not telling them for what purpose they are

reading, they simply stay there. We are not exactly sure whether they are reading that material

out of grade or not. We most probably predict they read the material for grade. This implies that

they read the material for grade.

I: Very good. The other one would be how do you help your students to be engaged in reading
texts?
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T1: Mostly we try to advise them to be engaged in reading because it is through reading that they
can fulfill not only English but also other subjects to be successful , students need to be engaged
for other subjects. To do so, we invite them, tell them or advise them to be technical in reading
because by definition reading is understanding. To understand, they should apply the way, the
technique how a student can read the material and understand the concept. We tell them to focus
on the topic, the subtopic and to look at pictures if there are because pictures are the other ways
of telling what the content of text and we tell them to look at words which are written in bold, or
way be underlined, may be in italics or may be look at some physical layout of the text. Because
from those all points, the good readers can find out information easily.
I: Yea. Good. You tell them the technique how to be engaged or how to comprehend a text very
well, and do you practice these texts [techniques] when you teach?
T1: We practice these techniques not always but sometimes. As I told you, our focus is to cover
the lesson. The text has a huge content. The time is fixed. So, to be clever enough in covering
the lesson, we tell them only sometimes.
I: Yea. Good. The last question is, do you think engaged students will achieve better in reading
tests or exams than those who are not engaged?
T1: I think students who are engaged in reading exercise have a better chance to achieve their
exam because students who are engaged in reading have a great access to know the meaning of
new words; they have access to understand what is stated in the text. They have great access to
be familiar with reading, and finally they can improve their reading habit because reading habit
is not a day of task. It needs continuous practice because of that students who are engaged in
reading have better chances to achieve their exams.

I: Very good. To sum up, do you have anything to say on your students’ reading that I didn’t ask
you?

T1: As far as [ understood, you have asked me all the necessary points which I know. So, I have

not anything to say.

I: Ok. Thank you. Dear teacher, thank you very much for the time I had with you. I have enjoyed
your interview very much.

T1: Ok. It doesn’t matter. Thank you so much.

I: Good bye.

APPENDIX —F2: Teacher 2 Interview Translation

Interviewer: Thank you. Let me come to the first question; to how much extent are your
students engaged in reading lessons?

Teacher 2: Ok...In reading activities, our students are weak. They don’t have interest to read
any reading materials. They don’t have interest. Of course, I force them to do, to red texts, but
they don’t have interest.

I: Do you think they frequently read academic and nonacademic texts, perhaps?

T2: Of course, they read academic materials, but they don’t want to understand it; or they don’t
know what does mean reading itself, ok; to what extent should they understand, they don’t
bother about that. They simply look it.
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I: Good. This question is actually related to the previous one. What kind of texts do you think
your students usually read: academic texts or non-academic texts?

T2: Of course, the reading material, based on the reading materials; the reading material that
means if they know the story, the story is near about them, or it is familiar for them, they want to
whether it is academic or nonacademic text, if the text is difficult for them, and it is longer text,
they don’t want to read.

I: Ok. Good. And how often do they read these texts? That means do they have good reading
habits? Do they read any type of texts that they get and the like?

T2: Ok. Generally, they don’t have reading habits, ok, but as much as possible, we try to develop
their reading skill with in a number of difficulties.

I: Well. Do your students read independently and actively during reading lessons or reading
activities?
T2: We can see this differently. There are few students; they do their jobs, their tasks
independently, and some of them need support, assisting ok. I can see it like this.
I: Ok. You mean from the teacher or from their peers, from whom do they need support?
T2: Support, especially from the teacher and to some extent or from their peers.

I: Good. Do they participate in reading activities individually, in pairs and in groups?

T2: Yea. They prefer because they can discuss; they can discuss contextual meanings or like
that.

I: Good. Based on your observation, are your students motivated readers; for example, are they
confident and curious when they read texts?

T2: Ok. They are not. They are not well motivated. As a teacher, as a teacher of the language, |
force my students ok my students to do tasks, but most of them even if a few students, they want
to do by themselves, and much of them by force.

I: Aren’t they eager to participate?

T2: Yes. They are not eager.

I: What about their willingness and voluntariness?

T2: Yes. To tell you frankly what I faced in my class, teaching reading is tiresome. They do not
want to read. Read it again; read it individually; read silently; try to understand like that. You
say again and again, but few minutes wasted because of this, ok; four or five. After that they
can try to read.

I: Yea. Do they enjoy by reading different texts when you see their experience perhaps?

T2: Two or three students in a class, they can read. They have ability to read different texts, but
most of them, they don’t have reading habit.

I: What about during their leisure times? Do you know perhaps?

T2: Ok. As a teacher, I give them, I gave them to do tasks, ok to reading tasks in their homes.
Even they come to in the class; they read it again ok. I try to give lessons, tasks to do that, but
whether they do or not I will repeat in the class. Ok. So, based on them.

I: Ok. The next question would be, do you think the students use any kinds of reading strategies
such as scanning, scanning and predicting?
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T2: Ok. When I teach reading lessons, I try to do such reading activities. They try to scan; they

try to skim; they try to give contextual meaning, ok; even at the beginning of their lesson, I try to

give the definition of the topic, and also I try to select some few difficult words from the reading

text, and first I teach them. Finally, I allow my students to read the text.

I: Ok. When you let them use reading strategies, did you get them somehow effective in using

the strategies?

I: Yes.

I: When you test them and the like?

T2: Ok. Most of the time, they are weak to understand the text and to scan and skim, and few

students 4 or 5 in class, they try to.

I: OK. You have told me that you teach. Do you teach your students some reading strategies

such as skimming, scanning and guessing explicitly or clearly in the classroom?

T2: May be like that, but I do, ok they may not understand like that, but they do the task ok, the

tasks.

I: Ok. Do the students discuss text books and other reading materials with their peers during

reading lessons?

T2: Of course, they try to, but how much they are effective, this may be questionable, but they

try to discuss everything.

I: Yea. When you give them to discuss some materials, how much effective are they?

T2: Their effectiveness is based on their understanding, based on the title of the text.

I: The other one, in relation to this, do you discuss materials with them?

T2: Materials, most of the time we use the text book.

I: The text book.

T2: Yes. The text book. So, in the text book, there are the reading materials with in a unit, 3 or 4

reading lessons; we do these texts.

I: Good. The other idea or question would be what reasons do you think make the students to be

engaged or not in reading activities?

T2: Yes. The reasons I expect, ok, their backgrounds, their backgrounds. They are poor in their

background. They don’t have experience in reading. In lower grades, they don’t have experience

to read texts in class or outside with in the time bounded. They don’t have such kind of

experience. Based on this, the level of the text, if the text is near them, may be simplified ok,

they want to read. And also their understanding, their level of understanding also.

I: Affects them.

T2: Yes, affects them to understand, to engage them in reading activities.

I: What about the teachers, the students’ lack of motivation, the influence of the school and the
like on the students’ reading?

T2: Their motivation, they don’t have experience. If they have experience, they are motivated; if

they don’t have experience, they are not motivated. So Their teachers are also very influential.

Their approach, ok. How they teach. How we teach. At the beginning, the text, the reading text
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needs, what, experience. Finally, second, we need to teach few key words and next, you need to
allow your students to read, but their teachers also influential like their background.

I: What about the school and the students’ parents on their students’ reading engagement?

T2: Yes. The school may not be that much influential because they learn their textbook. Their
text book was already prepared by the ministry of education. We use that text book. The school
may not influence on the students’ reading. Their parents, they most of the time, they don’t have
participation on students’ skill, ok. Parents do not follow their children.

I: They do not attend them.

T2: Yes.

I: Ok. Good. Why do you think your students often read: for grades, competition and
recognition or for enjoyment or interest?

T2: Most of the time, they read for grades and to gaining good results. They do not want to read
for enjoyment. Most of the time, things are related with grade and passing mark.

I: Yea. What about, what if you give them newspapers, magazines, fiction and the like? Are they
interested to read these materials?

T2: I didn’t have any experience to bring fiction, to bring newspaper, or magazines for them in
the classroom because we use the text book; we are expected to teach the text book and also to
learn the text book. Of course, magazine, newspaper and fiction, they have their own value in
their reading habit, but I don’t have such experience.

I: Ok. Good. The other one, how do you help your students to be engaged in reading texts, to be
active in the classroom, to participate, to be motivated, to use reading strategies and the like?

T2: Yes. I said before a minute. | try to motivate my students. Ok, by helping, by simplifying
difficult words, by giving experience, like that as much as possible.

I: So, you use these techniques to motivate them.

T2: Yes.

I: Ok well. The last question, do you think engaged students will achieve better in reading tests
or exams than those who are not engaged?

T2: Yes. I believed students who are better engaged in reading activities, they do in exams also,
in their lives also, ok.

I: In their lives you mean?

T2: Students who are better reader can become what? a good achievers. As you know, we teach
reading, especially for academic purpose to understand other subjects also, to help other subjects.
So, students who can read in English textbooks, ok, they can read also what, mathematics,
physics chemistry or biology. So, they become a good reader.

I: Yea. Good. To sum up, do you have anything to say on your students’ reading that I didn’t ask
you? If you can say something general about the reading ability of your students?

T2: Yes. Generally, to teach reading, especially for me, it is tiresome.

I: Tiresome, yea.

T2: Yes, because students do not have the habit of reading, especially when they come from the
lower grades, they don’t have experience, even a text, especially reading for understanding, they
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don’t have experience. Reading for pronunciation like orally, read one; read the next paragraph
like that. They have experience like this, but in secondary school, students are expected, ok not
to read loudly ok. To read silently to understand ok. The main purpose of reading is to make
understanding, to create understanding. So, such things, they don’t have experience.

I: Thank you very much for the time I had with you.

T2: No problem.

APPENDIX-F3: Teacher 3 Interview Transcribtion

Interviewer: Ok. Let me start with the first question. To how much extent are your students

engaged in reading

lessons?

Teacher 3: Actually, it is difficult to conclude without any research finding, but if you are asking
me my personal observation, I don’t think that our students are frequently reading both
academic and non-academic texts.

I: Yea. Good. Do you think they frequently read, academic and non-academic texts, of course,

you have tried to explain.

T3: I don’t think so they are frequently reading such materials.

I: Ok. Good. The second one, what kind of texts do you think your students or grade 9 students

usually read academic texts or nonacademic texts?

T3: Ok. Still I am doubtful whether my students are usually read any kind of text or not, but

they are relatively exam oriented readers. Since academic texts are part of our class discussions,

most of the students read academic texts than nonacademic ones.

I: Good. In relation to this, I ask you, how often do they read these texts? You have said they

read mainly academic texts, but can we just know the frequency or the extent they read? Of

course, you have stated this.

T3: Let me say something. Mostly, they read when they have home reading assignments,

presentations, discussions and such activities.

I: Ok. Good.

T3: For test purposes also.

I: Yea. Do they have good reading habits? For example, do they read for enjoyment? Do they

read any material they get and the like?

T3: I don’t think so. Of course, I am not talking about some individual students. Only few

students may have their own effort in reading whereas the rest of my class students read only for

grade purpose.

I: Ok. Let me take you to the third question; do your students read independently and actively

during reading lessons?

T3: In my understanding, my students preferred to read in group than individually. Their

inclination to read in group indicates that most of the students cannot read and understand in

their own capacity. That is why they need support from other classmates to do even their

individual activities.
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I: Of course, in relation to this, I have a question, do they participate on reading activities

individually, in pairs and in groups, in different modes of participation? Of course, you might

have stated this before.

T3: Yes. Obviously, we know every student or all students don’t have equal participation in

doing their activities or reading assignments. So, most of the students are dependent on some

clever classmates.

I: Good. The fourth question says, based on your observation are your students or grade 9

students motivated readers? For example, are they curious and confident readers when they read

texts?

T3: Ok. Again, there are some individuals who have good motivation to read both academic and

nonacademic texts. However, the average number of motivated readers is less than the expected.

In my observation, I see many students who frustrate on reading rather than taking it as one of

their enjoyable activities.

I: Very good. Of course, yea. Do they enjoy by reading different texts or do they read for leisure

times and the like? If you have any additional idea.

T3: They don’t take it as simple enjoyable activities. They rather they see it as a serious and hard
activity. We are talking about the majority, not few individuals.

I: Well. The fifth question says, do think the students use any kinds of reading strategies while

reading?

T3: I doubt on those students’ reading in using different strategies because as I told you before,

they are not good readers. So, those strategies rather work for experienced readers, not for these

beginners, but as an academician, I taught them the advantage of those reading strategies to

students, but the problem is always on the practice, not on the theoretical understanding.

I:In relation to what you have said, do you teach your students some strategies like skimming,

scanning and guessing explicitly?

I: Well, do you teach your students some reading strategies like skimming, scanning and

guessing explicitly? (Repeated)

T3: Yes. As a teacher, | taught those strategies and including their advantages to their reading,

but still they are not effective on the practice. They can understand theoretical concepts, but they

didn’t practice them in their life.

I: Very nice the sixth one, do the students discuss reading texts with their peers during reading

lessons? This is concerning the classroom. What about in other contexts or outside the classroom

regarding their discussion on materials?

T3: Yea. Sometimes some brainstorming questions, I bring some questions to the class related to
my daily lessons. After the discussion of the class some common students take their active role
of reflecting their understanding about the topic while others keep silent when I try to ask them
individually many students feel uncomfortable because of their language barrier or most of them
have poor English, and other students remain silent because of their discussion problem with
other clever students. So, due to the above reasons and other unmentioned situations, it is
challenging to have interactive teaching learning process in the classroom.

I: Ok. Do you discuss on reading materials on the text book perhaps sometimes? If you have any
experience, just short answer. Do you discuss the text book and other materials with them?

T3: Yea. We have some experience to discussing on such points, but still, they didn’t do that.
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I: Thank you. What reasons do you think make the students to be engaged or not in reading
activities?
T3: In my view, there are many reasons which make the students to be engaged or not in reading
activities. Among these, one is family background. We know there is a difference between
educated and non-educated families. Of course, in some cases there are educated families who
don’t motivate their sons or daughters to read both academic and non-academic materials, but
relatively students from educated family background will have good chance to read because of
the availability of books and experience from their families. And the other factor is also teachers’
reading culture also matters. We cannot separate, by the way, we cannot separate the teaching
process with reading. Reading by itself is a means of learning.
I: Yea.
T3: So, we teachers should encourage students to improve their reading habit. At least, we
should motivate them to come to the library once or twice a week. Thirdly, the school’s reading
environment also plays its own role. For example, having a clear and attractive library with a
plenty of books, appreciation culture to the good reader students also and preparing a book fair
with discount. These can help students to be more engaged in reading. And lastly, the community
at large; the community, the value which the community gives to reading culture also matters the
effectiveness of our teachers in the area of; I mean our students in the area of reading. So, lastly,
the last but not the least, factor is also the personal character of, the personality character of each
student also affects their reading habit. We can clearly understand. These days, there are
electronics devices; everything is found under one pocket. What a student can do is just browse
whatever they want. So, some students are busy in some fruitless activities from their electronic
device but others also use them in advantage.
I: Good. The next question: why do you think your students often read, for grades, completion
and recognition or for enjoyment or interest?
T3: Still I don’t think they read for enjoyment; they read for grade because they believe that
knowledge means having good grade. Their degree without interdisciplinary change is
meaningless. So, we have to try out best in changing such wrong attitudes.
I: Yea. They simply plan to have a degree when they finish their education at the end.
T3: Yea. That is why they think.
I: Not the knowledge.
T3: Yea. No the inclusive knowledge.
I: Good. The other one, how do you help your students to be engaged in reading texts? What
techniques do you use to do this?
T3: Personally, I try to help my students to be engaged in reading. For example, I bring the
biography of some famous Ethiopian readers like Pawlos Gnogno and Hadis Alemayehu to the
class for learning purpose so that the students will be motivated to read because of those high
profile Ethiopian readers.. Say for example, Pawlos Gnogno, he was a grade four student, but he
make himself very influential journalist, poetic and author man because of his good reading
habit. This may have good experience for students to motivate them in their future and the same
is true for Hdis Alemayehu. He was also a grade four student, but he was the author of influential
books Fiqir Eskemeqabir and Yelim Zate.
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I: Yea. This is a good technique. Simply, in addition to this, in the classroom encouraging them
may be one factor, or one technique or just monitoring may be another technique. Can you have
additional technique to add in the class while they are reading

T3: Yea. In my teaching activity, at least I tell them the advantage of reading. They must not be
limited to the academic area because they should compete with the universe students because the
instruction that we use to teach and learn is English. English is also an international medium of
instruction. So, I try to teach them, I mean I try to share them my personal experience about
reading.

I: Ok. The last question: do you think engaged students will achieve better in reading tests and
exams than those who are not engaged?

T3: Definitely. I believe those engaged students will achieve more than those not engaged
students because as I said before, reading is an activity of self-learning; by reading both
curricular and extracurricular activities I mean materials, reading both curricular and
extracurricular materials will help good reader students to be a good achiever.

I: Ok. Good. Dear teacher, if you have something to say on our interview, if you have any idea
that I didn’t ask you about your students’ reading engagement?

T3: That is all I have about what I have, but to sum up, the problem of reading is not only the
problem of grade 9 students. Rather it is our problem as an Ethiopia. Therefore, we all need to
invest more in the area of reading culture, both individually and in groups. So, just grade 9
students are the evidence to speak now. Otherwise, we Ethiopians at a country level have not
good reading habit. This is what I have.

I: OK. Thank you very much dear teacher for the time I had with you.

T3: You are welcome, and it is my pleasure. Thank you.

APPENDIX- F4: Teacher 4 Interview Transcription

Interviewer: To how much extent are your students engaged in reading lessons? Do you think
they [frequently] read academic and nonacademic texts?

T4: Ok. Unfortunately, my students are not good readers. There is a very big difficulty to be
engaged in the reading lessons. Their performance is not good. They read the reading texts for
academic purposes only. If they are asked or forced to read something, they start to read.
Otherwise, they are not encouraged to read for nonacademic purpose. Even for the academic
purpose, their reading habit is poor.

I: Ok. Very good. Of course, the second one is related to this one. What kinds of texts do you
think your students usually read, academic texts or nonacademic texts?

T4: My students engage in reading texts for academic purpose. I only use the reading, the text
books to teach the students. Our textbook, it is very wide. It contains a lot of contents.

I: Yea.

T4: So, to cover it is very difficult. So, I only use the text books only for academic purposes.

I: Ok. Very good. You have told me that they are not frequent readers. Do they have good

reading habits? For example, do they read for enjoyment any material that they get?
T4: I don’t think so. They read only for academic purposes.
I: Ok. Good.
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T4: And even they read for academic purposes, they need regular supervisions.

I: Ok. When I come to the third one, do your students read independently and actively during
reading lessons?

T4: Some of the students or I can say a few students are good individual readers. Otherwise,
most of the students try to understand about the text from their friends in pairs or in groups. You
can get three or four students in one class.

I: Yea. Good idea. The fourth question, based on your observation, are your students motivated
readers? For example, are they confident and curious when they read texts?

T4: As I said before, most of the students are not confident and curious. You can get two or three
students from one class. So, I can say they are not motivated.

I: Yea. What about their eagerness, eagerness or willingness to read? Do they enjoy by reading
different texts?

T4: If they get some interesting stories, some of them become eager to read.

I: Ok.

T4: Stories like animal stories or if what I understand from the texts, it is beyond their
understanding. So, if they get simple texts, they can understand and become eager. Otherwise, if
they become difficult, they are not eager.

I: Yea. Very good. The fifth question, do you think the students use any kinds of reading
strategies while they are reading? Of course, [using] strategy is a mental activity. If you have any
way of knowing that they use reading strategies.

T4: Based on the reading text purpose, sometimes, they are asked to skim, scan or guess the
meaning or the words, the meaning of guessing, yea, based on the purpose sometimes, some of
the students they use strategies.

I: Ok. Yea. In relation to this do you teach your students reading strategies like skimming,
scanning and guessing explicitly?

T4: Yea. I told them to read quickly and get the main idea sometimes. Sometimes, I told them to
pick the numbers or names, to get specific information based on the question that I prepare or
that they get based on what they get from the text book. Indirectly, they learn those skills.

I: Good. The other question is do the students discuss text books and other materials with their
peers during reading classes?

T4: Yea. They discuss; when I asked them to join in groups or pairs, they try to answer the
questions.

I: Ok. Good. Of course, if you have any experience if they discuss in other contexts, outside the
class about reading?

T4: I don’t think.

I: Ok. Let me come to the next question. What reasons do you think make the students to be
engaged or not in reading activities?

T4: 1 think their background knowledge, is not good, and also their vocabulary skill. It is not also
good. They are not, or what I can say.

I: Language problem.
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T4: Yea. There is a language problem. The text is beyond their...

I: Capacity.

T4: Capacity. So, I think the difficulty is the difficultness of the text book.

I: Of course. Perhaps, what about teachers, the school, their parents, peer pressure and the like?
If these factors contribute in your knowledge, perhaps.

T4: Ok. Can you explain it again?

I: Yea. I mean, if teachers, schools, the students’ parents, their peers can affect their reading
engagement?

T4: Yea. Right. If the students come from educated family, or if they have good friends, good
friend means for their academics, they will have good performance. So, there is a relation.

I: Ok. Good. The next one, why do you think your students often read, for grades, competition
and recognitions or for enjoyment or interest?

T4: According to my opinion, most of the students read for grades. Sometimes, there is a
competition with the high achiever students. Otherwise, most of the students read for grades.

I: Yea. They read for extrinsic purposes.

T4: Yea.

I: Ok. Nice. How do you help your students to be engaged in reading texts, if you use any
techniques to help them to be active to read in the classroom and the like?

T4: Ok. While they are reading the text, I go round, and I try to help and encourage them if there
is any difficulty to understand, I ask them to ask their teacher. I try to encourage the students.

I: Good idea. The other one, do you think engaged students will achieve better in reading tests or
exams than those who are not engaged?

T4: Yea. Engaged students, they have good performance in their classroom activities and in their
exams. So, good readers achieve in their tests, in their exams.

I: Exams.

T4: Yea.

I: Yea. In your experience, good readers or engaged readers are good achievers.

T4: Yea.

I: Ok. Good. To sum up, do you have anything to say on your students’ reading that I did not ask
you? If you say something that worries you or that motivates you about the students’ reading
ability, in your experience?

T4: Ok. That is good. I have been teaching for around 20 years. From my experience, the
performance of students becomes, decrease from year to year it becomes decrease. So, what is
the reason? It needs research.

I: Yea.

T4: When I compare last year students from that of this year’s students, their achievement is
very different. The text book becomes very difficult. In this textbook, we have started to teach
ten year, 2004 in Ethiopian calendar. In that times, the students had good performance, but now
there is a gap between the textbook and the students. So, what is the reason? It needs a study.

I: Yea. It is good. It needs, it could be a policy, a feed back for a policy, policy makers.

T4: What is the reason the achievement becomes low and low ?
I: From year to year.
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T4: Yea.
I: Good experience. Thank you very much dear teacher.
T4: No matter.

APPENDIX FS5: Teacher 5 Interview Transcription

Interviewer: To how much extent are your students engaged in reading lessons? Do you think
they frequently read academic and nonacademic texts.

TS: I my experience it is different from year to year in some years, very few students read

academic as well as non-academic texts, but usually at the present, since the students are

engaged in different activities, they lack engaging in reading lessons. Simply they spend their

time without reading playing as well as in social media.

I: What could be the reason?

T5: The reason as I told you, may be the students simply instead of reading in the library as well

as reading their text book in the classroom , they engage in usually they focus on, absorbed in

social media like Tik Tok as well as face book. That is the reason. We can look at the situation in

our region. OK. There is no peace; there is no work opportunity in the Ethiopian context;

students usually relate their reading as well as their learning reading habits to get jobs. So at this

time you know the youngsters become hopeless.

I: Very good. What kind of texts do you think your students usually read? Academic or non-
academic texts?

T5: Usually, they read academic texts; even clever or outstanding students are simply limited to

academic texts; they do not read nonacademic texts.

I: So, related to this, I am asking you how often do they read text? or do they have good reading

habits, in relation to what you said?

TS: Only very few students have good reading habits. They read in the library. They read at

home; even they read in the classroom but many even if you give them activities, they do not

read. They simply they play; switch to other activities.

I: Very good. The third question, do your students read independently and actively during
reading lessons and do they participate on reading activities individually, in pairs and in

groups?

TS: Based on their reading purpose as well as the type of the text they are reading, ok.

Sometimes some texts especially dialogues, they read it in pairs, but usually they read

individually.

I: Yea. As you said, it is depending on the type of activities.

TS: Activities.

I: Ok. Based on your observation, are your students motivated students or readers? For example

are they confident ad curious when they read texts?

TS: You get very few curious readers as well as good readers in some years, but many years,

students lack motivation. They do not like to read. So they are not motivated readers.

I: For example, do they participate on reading activities, that means are they volunteer when you
order them to read?

TS when you order them, they try to answer, but if you do not force them to do reading activities
they are reluctant many times.

I: That means they don’t enjoy reading different texts.

T5: They don’t enjoy reading different materials.

I: Very good. The other one, do you think the students use any kind of reading strategies while
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reading?
TS: Yes. They use different strategies. You know, sometimes they read independently;
sometimes, they read in groups; they use different strategies, but still as I told you it is based on
the text they are reading in the classroom we simply help them to practice, or to develop their
skills and to apply it when they are studying other subjects.
I: By the way, how do you check if they use different strategies?
TS: I ask them questions.
I: Of course.
TS: I ask them questions, and prepare oral questions as well as written questions. There are also
prepared questions already in the text book. So we use these techniques.
I: Very good. Do you teach your students reading strategies like guessing, skimming, scanning
explicitly in the classroom?
T5: We teach them. Explicitly, maybe we don’t say this is skimming, this is scanning, but we
simply prepare activities or design activities that can help them too skim as well as to scan the
details.
I: Good. Do the students discuss text books and other materials with their peers during reading
classes?
T5: They discuss. Sometimes, they discuss, but as I told you it is based on the activity that is
already prepared in the text book, and you know, sometimes the text may be difficult. In that
context, in such situations, they keep silent but when they keep silent, I give them again
additional activities. So, in that context, I try to help them discuss materials in their groups as
well as in pairs.
I: This is related to what I am going to ask you. What about in other contexts perhaps if you have
experience about their discussion out of the class or just with you and the like?
T5: Out of the classroom, some students read in the school library and sometimes they also, the
school is fulfilled with different types of books. It is an old school, but they don’t have
authenticated, books academic texts as well as fiction, nonfiction and also academic materials
and other entertaining reading materials, but only a few students read in the library. Many, many
are no interested to read.
I: Very good. The other one, what reasons do you think make the students to be engaged or not
in reading activities in the classroom or outside the classroom?
T5: In the classroom, as I told you the reason that help them to engage the students in reading in
the classroom is simply when you give them activities, or when exams are approaching, again to
get results, but outside the classroom, especially in these days, in the past few years, students
were engaged in social media, you know social medias.
I: Yea. What about the school, perhaps the teachers and other issues, do these issues affect the
students reading engagement?
T5: A very wide issue when it comes to the teachers. Many teachers lack to understand how to
teach English, how to teach students reading; they lack the knowledge how to bring students to
be motivated in their reading. You know, we have so many problems in the teachers parts as well
as from the school.
I: Thank you. Why do you think your students often read for grades, competition and recognition
or for enjoyment or interest?
TS: Emm. For grades. Mainly our students read for better grades, to achieve good results in their
exams in different subjects.
I: So.
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TS: So, I don’t think they read for competition as well as for recognition. Simply they read for
grades.

I: Of course, grades, recognitions and competitions are under extrinsic type of motivation.

T5: Extrinsic reasons.

I: But as you told me, the students do not read for interest and enjoyment.

T5: They don’t read for enjoyment. Very few students read for enjoyment.

I: Ok. When I come to the next question, how do you help your students to be engaged in

reading texts? What techniques do you use to do so?

TS: Usually in my experience, I told you that I prepare questions that motivate them to be

engaged in reading, oral as well as written questions. I prepare such types of questions I will ask

them, and I will also help them to predict what they are going to read, to understand the

important information there. Then usually I prepare oral as well as written questions.

I: What about rewards and other techniques?

T5: I use rewards, of course. Sometimes, I give them to share their ideas. I give them time to

share their ideas, to answer the whole class. Then, I will also ask other students to comment on

what other students say; I will summarize them again. Anyway, [ motivate them when they give

the right answers.

I: Very good. The last question, do you think engaged students will achieve better in reading
tests or exams than those who are not engaged?

T5: There is no question. If they are engaged in reading, they will achieve better, but the problem

is, especially in our experiences, you know teachers are forced not to give to students failing

marks. Ok. You have to give them marks and then they have to pass without completing the level

they are learning. So, this you know in my opinion this makes them achieve less instead of

achieving better. So, there should be improvements in our learning habits, in our teaching habits,

in the country in general ok.

I: You mean outcome is simply focused rather than the process.

T5: Yea. The process should be improved how to teach the students, how to promote the students

to the next grades should be evaluated.

I: So, if they are engaged, they will achieve better results.

TS: Yes.

I: Ok. To sum up, do you have anything to say on your students’ reading that I did not ask?

TS: I have nothing to add.

I: Thank you very much for your cooperation, dear teacher.

TS: Thank you.

APPENDIX-G: Classroom Observation Transcription

Appendix —-G1: Teacher 1 classroom Observation Transcription

Classroom Observation- Transcription
Teacher 1- Session 1, April 05
B8.5 Reading: When I won the lottery- Page 148

Teacher entered class, and said Good afternoon students.
Ss: Good afternoon teacher.
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T1: Good. Today we will read a passage. He wrote the title of the reading text and the page
number on the blackboard. Then, he said, the passage has its own title. This is, when I won the
lottery. When you read a passage, the first thing is trying to associate ourselves with the title of
the passage. If the title is familiar or new for us, it will be easier for us to understand the passage,
otherwise if the title is something unfamiliar to us, it will be difficult for us to understand. So, in
the passage, when I won a lottery, there is a new word won. Who can tell us what does the word
mean. This word is the past form of the what?
Ss: Win.
T1: Win. Win by definition means, win by definition means, win means gaining something. Win
means, we can say gain, or in Amharic, TINI& T )T+ 10 ALLAT® A7L? When I won a
lottery, Aetd ARTE APAT 1M AFRTML-M-:: Let us assume one situation. If you won the lottery,
what will you do with the money? For example, if you won a minimum of 1 million birr lottery,
what will you do with the money? AF2AA 1 AT NC Aet+d NFATE T TGN FATFU?
S1: Speaks.
T1: AN, 1747%::
S1: AN g ATHNFAU::
T1: N5 ATHNFAU:: AAN?
S2: AN ATHNFAU:: Other few students also showed interest to answer; they talk to each other.
S 3: Nt ATHNFAU-::
T1: There are a number of alternatives to buy with the money. So, from the title, what else it tells
about? The passage tells something about (probed)... ANt ATIND-T 9°F ATLMIILY ATLSAY
@AYt 1@:: You can see the passage. The passage doesn’t have any direction. There is no italics
word. There is no bold expression. There is no reference even in the question. Everything is
stated with no reference. So that, the only chance we have is to read the passage with the
question first. Then, once again, we will have a revision type of reading to find out the possible
answer for each question.
Because of that, now let me invite you to read the whole passage including the question. I give
you ten minutes for initial ANC LbP ANMTIAL: AT PO AT8PFUT P+HATRLNT PA
PAD-9PI NAL PUPY PAM-FRI L4 PAM-IRIGRIID 470 PAM-IP:: PHU ARYF TAE ALIMID
PIRTLCIM-T anEan P H, MALT d™AMmF TINNIYAMNTE hH NBA NGATTD HC 10-
M PEPTY AQRADAN PIRYIRN /M AYAF J(-::
ANt ANC B NDFTAALIATNMNT NH D PRPET ARPTFM-:Then, the teacher immediately
started to observe and supervise the students.
Ss: They started reading. Few others opened their books just now. Most of them tried to read

independently. A few students asked their friends about the task.
TL: 9¢ AT8FIMF DA AP187187%T P4 MOP ARMNPNTUIRI mPA YAMN PILI0-
PaRAM-T

AAUT: Read for understanding the main idea; no need of focusing on the meaning of
particular words.
At this stage, most of the students gathered to read in pairs or thrice. They also asked each other
about the activity. There were few students who seemed to be confused and kept silent.
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T1: While the students were reading, the teacher wrote a question on the board. Thank you very
much. The time is over for the first phase of reading. Everybody stop reading. Get ready for

participation. The general concept, what the passage is telling us? What do you understand?
Ss: No student raised hand.

T1ANN hoe3NM 9% +28F02 923NN NATRT LY@ ATR P - ANN, PHAP YANE
Ss: A few students raised their hands to answer.
T1: Yea. He invited a girl.

S1: NPT Aetd ALPTTF T°F ATEMPLLCTHE
T1: Ok. Good. Whenever someone wins a lottery, what is he going to do with the money? Aet+¢

N77 N3A 9% e ATLLATITTIHNY ATLT AT MPIPNT 10 AR ATLPMALD? Very
good. Now let us go to the first question which orders to find out particular answer for each
question. The first question says what was the writer’s reaction when he heard he won the
lottery? From this sentence or question, there is one clue word. That clue word is what? Hearing
(pointing on the black board). The clue word we are saying, the word which is written in bold in
the passage or in the question section is said to be clue or information programming. The
italicized word, hearing or hear in the passage, may be the present form, hear. They have the
same concern. Focusing on different meaning. Hearing is part of speech.

The meaning is the same. By referring to this clue word hearing, we can find out the possible
answer for this question. Look once again. ‘What was the writer’s reaction when he heard he
won the lottery?” Aetd @AYST ANTY 927 INC PHATID- F°F +ATIMD-? T2 AA 1O~ ALA
AT AD- M PRM- ? Under which paragraph can we get the clue word? Who can quickly tell us
under which paragraph and under which line can we get this technical word? ANN, 2U%7. hear,

hearing ML heard PTLA A PHTD- T4 AL ATLMTY.

Ss: A student replied, and the teacher said paragraph...

S2: Paragraph 2, line 1.

T1: Paragraph 2, line?

S2: One (1).

T1: One (1). Very good. Paragraph 2 line 1.This implies that we are approaching to get the
answer. Read that section once again, and then tell us the writer’s feeling while he heard that he
won the lottery? ANN, Aetd@® 7 NATLNT AAT PHATMT NTRT F747; simetun yegeletsebet

menged,T¢146 2 ARY 1 ATNMMT AT8.PM 927 ALTF NTRT +NTHE-?
Ss: Read the passage to get the answer.

T1: Paragraph 2, the first line says, at first, when I heard of I won the national lottery, I
was...eee.

Ss: I was speechless (together).

T1: Yes. Speechless. Very good. Speechless means he was happy or sad? Speechless kale
behuala ...... I couldn’t believe my being hot. 1@~ ALAJR I AN ABGIC AAFANIR INMID LN

NAS INC ATIAT 70-:: The answer is, I was speechless means he was happy or sad?

Ss: Happy.

T1: He was happy (wrote answer on the board). He was happy when he heard of he won the
lottery....That is the possible answer for question number 1.

Let me pass to the next question, question number two. By chance question number 2 is
canceled. It is longer. Move to question number three. Question number three (3) says,

Ss: What did the reporter wants to know?
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Ss: Relatively some students spoke/ responded.

T1: He wrote the question on the board.

Ss: A few students were writing from the board.

T1: Still we have a clue word. The clue word is, which one? As I told you earlier, the clue word
is a word that exists both in the question and in the passage. A MCE PIRIAD- FRINMNT° MLAD
MPeM-I° M-NH PA PTE PA MAFTT 10-:P2FF hAMSPT, Which one do you think is clue
word. Question: What did the reporters want to know? The clue word is what?

Ss: Reporter. ¢7°CtC MLI™ HIN,

T1: Reporter. &7°C+HC ®LI® HIN, PMRAM-T TP AANT: Riporteru THDP PLAID-
gy 1@ Until we get the word ‘reporter’, we should read the text the as soon as possible.

ANNTRTTT0- &40 ATINATY eza akababi .ANN, FAetie £AITU 74146 N ATELY

Ss: Responded together (not audible). He invited again?

Ss: Paragraph 2 line 3.

T1: Very good. Paragraph 2, line ...3. There is the word reporter. AHF .. PF7 PIOHLATIPY

11C...

T1: Accepted answers from students and wrote on the board... Thank you very much. From this,
we can understand that while you are doing such kind of comprehension question the first thing
is trying to find out the central point of the question...the issue is .. clue word or expression. Let
us move to the next one, number| 4]...

Ss: 4 (in chorus).

It is difficult for you because is too general.. Let me invite you to question number 5. Why did
the writer’s family think it is waste of time ? 9°127M™ AHUJI PMPPm PRYL M-

N+HANTFATPAADIED AATFD- 2499 1H Tmédt 10 NAD- 1@ .. Which expression do you
think is the clue expression or technical saying, which one is it?

Ss: Murmured each other. There is relatively better participation orally. Then they responded,
‘waste of time.’

T1: Waste of time very good. The technical expression is waste of time. Read still the reading
passage as quickly as possible until you get the expression waste of time. Then, predict that the

word is around that. ANN, waste of time PTAA®-7 KANTZAY... wesdachihu anbibut.

Ss: They are reading; discussing on the answer.

Ss: Replied differently (in chorus).

T1: Paragraph...

S: Paragraph 2.

T1: Very good. Paragraph 2 lines...E waste of time?

Ss: 4, 5, 6 etc. Attempted differently.

T1: Paragraph 2.. Waste of time. Ok. Let me give you direction to save time. From the bottom..
and upward. Then you can get the second line. Read that section, and then tell us why they said
like this.

S: Answered. Because they want the money...

T1: Very good, because they want the money. On the other hand, his intention was to put the
money in the bank, but their intension was to get the money in for buying different house. The
conflict among the family because of that they didn’t accept his program to go going to America.

AN Y8 ANtC U ATRANAL PORAD-Y 11C AADLETIRE FRATLHI® 1THMTT AdATFO-
AMPTNt AALAT 1@ = Very good.

270



T1: The next number, number 6?7 What has the writer finally decided to use the money for?
MMmIA AL ADR® 7IHNT 97 AMPIPNT 1@ PONID-? ANt N4T +@F Under which
paragraph.. which one do you think is the ..

Ss: They whisper and see each other.

T1: Under which paragraph and which line can we get this word?

S: Paragraph.

T1: Very good. Paragraph 3. Read that section and tell us why what he finally decided? It says
for example, 2AA ALA? Paragraph 3 ALEIRC .. AN, 819

S: Give some money to family.

T1: To give some money to my family one, the other, putting the rest money in the bank, giving
some money to the charity. Interesting, the rest money in the bank. Still you have one.

Ss: Giving some money to the charity.

T1: Giving some money to the charity very good. 24; 12 Possible answers to give some money
for charity, the remaining money

T1: mPEMm- oYM PAYAD- LA+ET AP FRTLIMm- PR PNLATID-? T 164 114U
ALY 114-F U NH... 774 He inspected the students; and students raised their hands.

S: Paragraph 3 line 3.

T1: Paragraph 3 line 3. Very good, What it says?

S: Having good friends, good health

T1: Having good friends, having good health and having good family are the source of
happiness. This implies having money is not source of happiness. U P.PNPM- FPFL 1D
7IHN T+ PN F TPYeme 1?7 1M ARATR?

Ss: 10

T1: 24 1A% AT APALICITIHN 9Tt PRAZ FPee ARUPRY APALIP: PRNF IRT6me
N+ANE 7889 MYt ARy PAPA: Now let me invite you ANN hHU 923NN 9°7
+a9¢-FU-? He observed the students. 77HA P2AF T2 Y60 LUPTA AT L2

Ss: AR LAGD::

T1: Money is not the source of happiness because the writer has justified that the source of
happiness are having families, friends and good health. This implies money is not the source of
happiness... This is what we have for today. Thank you very much for your participation. This is
the end of the lesson.

Teacher 1-Session 2
Classroom Observation
Title: What is a Newspaper?

Teacher joined the class and wrote the topic of the text on the board.

He knocked at a chair to make the students silent. He said, I want you to refer the book on
pagel81 and 182. There is a passage entitled, What is a newspaper? Page 181 and 182, Ok. Have
you got, page181? Have you got the topic of the passage? Ok. What is a newspaper? Who can
tell us what does a newspaper mean? What do you understand from the topic and the picture
given in the text? There is a picture on page 181Guess about the topic. You can see the picture
and guess what the picture means. Ok. Who can tell us what does a newspaper mean?
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Ss: Two or three students raised their hands.

T1: From experience, we know that pictures are real indicators of what the passage is really
telling us. So, by referring the pictures given, who can tell us what does newspapers means? Ok.
(Invited a student raising her hand)

S: NTRCE?

T1: Tell us whether in English or in Ambharic. If you can, in English, if not in Ambharic.
S: JHm:

T1: Ok. A8.N IHMI Ok. That is your prediction.

S: PY14FYT AdeT A& RC 1ICT PFLIARNT IHME

T1: Ok. A&N JHMI Look at the picture and guess what a newspaper means. He went around
the students, and observed them.

Ss: Tried to have a look at the pictures for a couple of minutes.

T1: He said, “who can tell us? You can tell us ? From the picture, what people are doing. What

are they doing from the picture? Can you tell us? ANt 9% APNG 12 JHM APLINM §F@-
AEATR?

Ss: AO:::

T1: NM9J® Maq:: Newspaper means JHM 70 ALA?

Ss: AO:::

T1: Have you ever read a newspaper so far? Jhm AT NNFU F0-$ATU-?

Ss: Yes.

T1: Ok. Have you read a newspaper (pointing to a student)?

S: Yes.

T1: Can you tell us which type of newspaper have you read?
S: .. Not audible.

T1: Ok. Where did you read? % 1@ P7NNh@-?

S: AA ATC 101

T1: AA A1C 10 “9A%F 1@ Ok. From experience, how many types of newspapers do you
know? 9% ARTF Y ARYFT JHMFTY FOPATU? ANt ATRFMbF 9°F ARTF 9T ALYT
oY A& JHMTTY 1@-?

S: A8.N HARY JHM::

T1: AR ASN HAPY JHM T AA. L.

S: Nh-C JHm

T1: Ok. N-C IHM: Thank you. AAN ? .... N. Since we don’t have an access to get a
newspaper, tell us, examples of newspaper. Normally, there are different types of newspaper. For
example, Addis Zemen in Ambharic, The Ethiopian Herald in English, Capital, a private

newspaper, Addis Admas, still a private newspaper. From the picture and from the title, what
information are you expecting from the reading passage? ANt AUT ND&LI® NTAFS hoeiNn
AL 3T RINM I°7 EMRTIAT 97 A194-FU BFAA? On the next page, there is a passage,

page 182. ANt 7% 182...There is a short passage. The passage has two paragraphs. My
question is that from the topic we have discussed and from the picture we have observed, what

information are you expecting from the reading passage? ANt Th+&7 CANT A1THNTU 927
A21F B RI2MAMTU ATRMTFA 921NN NATRT BUPTA?  Ok. Frehiwot.
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S: PR F+9° NAUL DT 2N PO P4

T1: Ok. NAUL®F 2N PALPM4 AR £FAX: Very good.

S: JHMPF

T1: OK. JHM AFPT AATY AHJE ATRMTAL ANt AHY FRIEID- APTF IHM ALIN NAK
PAPTA = NAHU.. Ok. Thank you.

S: NAUL M FF@ PAPTA.. JHM NAULPT F<2h

T1: NA ULD*F F2h APN+I°C £FAA: It is good prediction. As you can see, the passage is
short with two paragraphs. Unfortunately, as we can see, the passage doesn’t have any direction;
which means, no word written in bold, no word written in italics, no word written in underlined
word. If you are reading such kind of passage, the way how we are going to do is, reading the
whole passage and then finding out the general concept. After that, we can do the exercises..

which means 9279 A$PMsk, PAM-9° I AJPFZFt FRHEIM™ PINMTT F1T hH mPEPETY
AL NE MRAMEPEY ATALAT: ATPNT Lo AMFTIALD ANN  9°3N07T ATNQF
NPAK:

Ss: Started reading, mainly in the form of pair and group discussion. Some students asked each
other about the task. The teacher went round and supervised, helped the students in clarifying the
instruction.

T1: Wrote some key points like new words on the board (helpful for later discussion).Ok. The
time is over, please. Stop reading. 5 minutes is over. Stop reading please, everybody. Stop

reading. Knocked at the desk with chalk. 5 2%¢ 1@ PAMU-FI NIMT, (CATEA ALLA? In
the reading passage, if you come across some key answer words which may be difficult to
understand, so that let us have discussion. Who can tell us .. You can relate this lesson from the
topic of unit 6. The topic of unit 6 says, Media, and I want to tell you what does a reporter mean.

C7CHC 9ReIm™? AH NT@4 TNC ARAYR ?2...ANN .9°h4: ANN ATR9RAC.  <47°CtHC
geyg1@m-?  Heinvited students, pointing towards them.

S: 9 HIN,

T1: 19 HIMN, Ok. Do you have another?

S: 47CHCHING A&TC AT

T1: Ok. ¢7°C+C HINE A8 +C A&, Good prediction. Anyone, who can add anymore?

S: Raised his hand.

T1: Ok. Dagim

S: 47CHC ATNLD AEPTT IR FD AT PORMM-TATYPPCND 101 A& +C
MCEPTY APTNC ATCVLA™ PARLPC M-

T1: Ok. ANAN NFLIA S7CHC ARLEDTFT NANT NF ATANNN ALY A8+C RI9P
PPZMATT ADZEPT PRTM RPN PHEMm ARPZN  ATTHN ACTS AHIERE AT LPCNO:
NAGRP 7@ TAT 10+ ALA?

Ss: 710

T1: NM9J® M4 So, we can say a reporter is ( by writing on the board) a journalist who collects
news; editor means the one who chooses the collected news. <¢7C+C NA /M7 hANT
NP ANNN AT PAEMMT AP ASTC 2R OHANAND- 83 ATSU NATHILEPCN 9B
£2.9472 PCTMA MAY ja-: NAHU NTICE AL +C AeT, TAT £FAA i K &+HC AEUT NI Yes
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PAMRT OB/E RY PHCNM- 47 C+C 1M How magazine and newspaper are pronounced?
Normally, you may be confused with the pronunciation of magazine; it is confusing word. Some
says magazine ( @ JH%). That, How can we pronounce this word @°JH7 :# Who can tell us
what does magazine means from experience?. We have said that newspaper M 70~ NATA
R2LA? NAHU @RIHT 927 AT £FAA? ANNL 792+ NIHM JC ATLLET JHM AA: AA 97
AN?

S: aogYt:

T1: ®&4FE Very good. AA Y FO-PATL? .. APT AT LN

S: N&-d MLPF:E

T1: N&d @LPFE Very good. N&d @LPFH:: A&EAT PTANAT AT 1M Né-¢ MLPT:: Now, let
us move to the question section. There are questions in the text. The first question says, how

many different types of newspaper are there? They are asked here to list out the kind of
newspapers we have in the reading passage. Who can tell us? The type of or kind of newspapers

which are listed in the reading passage. ANN, 23NN @-ND P+MP+ PLO-NTTC DLIP
PIRINN ARYFTF FRVETFM? ANt T74T

Ss: Only few students raised their hand.

T1: .. Ok. From the right side. Who can tell us? ANt? A7+ ARYT PIHM ARITT AT8A
ALTTA ALA; who can tell us? He asked a girl to answer.

S: Secondary.

T1: Secondary. Where do you get? Whenever you tell us the possible answer, you should have
a reference from the reading passage. Which line, which paragraph and which expression. Who
can try?

S: Raised her hand.

T1: Ok. Zena Senbet. Thank you.

S: Daily, weekly, Sunday...

T1: Ok. Very good. Paragraph?

Ss: One.

T1: Paragraph one says, There are many types of newspapers. They are

Ss: Daily, weekly, Sunday, local and national.

T1: National. Very good. From experience daily T9A+ 727 AT 10-?
Ss: ANFR:
T1: AAF® 1@ A2A? Who can tell us from experience, the news printed daily? N’ AT, F+IP

JHM g7 L m-?
Ss: Few raised their hands.

T1: P18 ABAJRI Ok weekly. ARI NPATRY+ PO Ft-gR?

S: NhC FHM::

T1: N-C JHM APAP LF+TA ARAT? AAN? Ok. That is enough. £NPAI ALAT®? From
experience, we can understand that Addis Zemen Gazeta in Ambharic is printed daily. NP+'+ 70>

ATPPCND- ALAT
Ss: Seemed to agree.
T1: Ok. Now let us move to the next, number 2, what is the difference between a newspaper and

a magazine? What is the difference between a newspaper and a magazine? ANN F7A kAT
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Lo LA F1MT We have 2 minutes for reading the passage ones again and find out the

difference between a magazine and a newspaper. ? MG PARXYLF ARYF TR 9@ APA 102
Students were reading to answer the question. They mainly discussed each other.
T1: Ok. The last question, question number 2, the question says, what is the difference between

newspaper and a magazine? Who can tell us? ANt IHLMT ALt AR FF@ P73 702 Ok.

Ss: &Y+ NPATRY+S NG 1M A9 F+0PM-:

T1: Very good.

S: M 9P NPATRTIRINP P

T1: NPP*+i Very good. These are one difference. Another difference. A magazine is supposed to
be printed out either weekly or monthly, but a newspaper is supposed to be printed either daily or
weekly. ANt We have some additional information that can tell us the difference of the two.
Who can tell us? Another difference. ANt AATR ARTT AAFM@ I Another difference?

Ss: Some of them raised their hands.

T1: ANt N3A APYA AL PAUM-E

S: Couldn’t try.

T1: For simply saving time, let me tell you.

S: Magazine A9°YAM- only about one subject; newspaper £9® reports on any subject.

T1: Any subject. Very good. The second difference is what? A magazine is trying to focus only

one subject matter may be on sport, fashion on some other particular subjects. But newspaper is
widely trying to cover any subject matter so that whenever we are reading newspaper, we can
get different kinds of information because its focus is to cover different matters. That is the

difference. A71F@ JPILIMD ATBMLIM TIHT ATE 1N AL 1O AT IMAMAD: DL
NANZCTF ALME EFAAL ML NAGNT A LM ETFAAI ML NABHLT APML £FAAI ML
NARCT APDE £FAA: JHM NPT 97 AT Ak PHNA 11T PLI5FMY ARZEPT ANAN
PPCNA TMAT 1@ £Y 1M ATYA PF@-::

Let us move to the third question, question number 3, what do reporters do? What do reporters
do? ¢7°Ct4e $EI° ATSMLID M@ FRILID- TP BNELA? Read the text again. Two
minutes are given. AU AT £ ANMTEAL: ANt TN 229 1 1914 0 FUPAL-E £7C+C
N@ IR LM

Ss: Now, students were reading in a better confidence and speed.

T1: Can you tell us?

Ss: To collect photograph.

T1: To collect photograph. Very good. Another.

S: To collect news.

T1: To collect news. Very good. So, the work of the reporter is to collect news and photographs
from the source where they are. NARZE YeR, FO-TNNFFO- HTPFT EANNNAL ALATR .. The
fourth one, what is the work of the editor? The job of the editor. Ph8+4 Né T°TLI1MD? What is
the job of the editor?

Ss: Few students raised their hands. One was given a chance (Invited a student).

S: &F NPCNAT PMPNLATDT APSLM PLNLAIDT NF PLIAL PPTNLA TIAT T
T1: The job of the editor is to choose what? which stories are...?

Ss: Important.
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T1: Very good. Where is the source, which paragraph which line?
Ss: Paragraph 2 line 1.
T1: Paragraph 2 line 1 and..
Ss: 2.
T1: 2. Very good. It says the job of the editor is to choose , which stories and which photographs
to print.
PHT I RF14&T PTHEMD PPZNM- YAN PHE M £F AUTARF BNPA 10 ALATE:
Ss: Yes. ( nodded their heads)

T1: Very good. Now let us move to the next question, question number 5, where In a
newspaper we find stories about sports? NIHLM PHFM N&EA AL ANZ7CF APCN LFAAL
MmYAFD MLN NBA 10 dAgh/A 102 Where we can get news of sports in the newspaper?

JhM AL PAZ7CT HT PIRT7Tm 0T M NEA AL 102 ALY AT Bh A FFaAL::

Then, teacher went to two students and asked them privately, and they replied. He helped them
to get answer on the text. He said, please read it loudly.

T1: Sport news are usually at the back of the newspaper.

T1: Ok. Now, I think time is over. Tell us the answer... new participants..I couldn’t find.

Ss: Some discussed and others seemed to be confused.

T1: Which paragraph and which line?

Ss: Paragraph 2, line 3... the full sentence, the full form of the sentence. AU7 PATHF7
PPHFTY ao YANTY

S: At the back.

T1: API AZ&HT12T TAPTE AEIRC 27 RAA sport news LA ALA?

S: AM-:

T1: hir E9°Z0 ATNN, AN

S: Sport news are usually near the back of the newspaper.

T1: Very good. Sport news are usually near at the back of the newspaper ALAIP?

Ss: 710> i

T1: NAHU hIHM®- PARRA A& O-NM  ARAT® AL HT NF8IPM-T e80T HANLHY
NF89°m- PA7CF BT PTPCND NPTD- HT $L9° 1M +NFie 107

Ss: +Ntie M-

T1: +NFie 10 ALATR?

Thank you very much. Time is over. That is the end of the lesson.

Teacher 1 = Session 3
Classroom Observation

Reading: The World in Danger- Page 198
Teacher 1: Good morning students.

Students: Good morning teacher.
The teacher wrote the title on the board; next he wrote three important words:

276



-in danger

- dodo

- extinct
T1: Takeout your textbook on page 198. On page 198, there is a passage. The reading passage is
entitled with, “The World in danger.”
Ss: Reacted differently. Some opened their text books; some others asked their friends what to
do. Few seemed to be confused, and the teacher asked these students and tried to clarify the
work. He supervised the class and helped students who sat idle. As he observed some students
sat without reading, he arranged them to share text books with other students...please standup
and go there. Then, he said, “thank you very much...”
Ss (Together): The students started hot discussion while they should do the task individually.
T1: The topic says, The World in Danger. Let us start from the reading passage. Who can tell us
what does the world in danger mean, the world in danger?
Ss: Started to look at the t
ext book. A few of them raised their hands.
S: A student answered, though not correct.
S: N2JAEL (On danger). Another student replied wrongly.
T1: Raise your hand, and forward answers. He expected response from the students and said,
“anyone please.” The world in danger. Simply guess. It is not to indicate the exactness of the
right answer; simply for predicting I ask you to say. Ok. The world 7218707 ( What is it?)
Ss: GA9R:: (world).
T1: Danger!
Ss: ALJ::
T1: So that the world in danger means, The world in danger means,.. AA9®. ..
S: A273 T
Ss: AR5
Observer: Can I answer?
T1: Yes.
Observer: Perhaps, if they don’t know, let me tell them in Amharic, NALJI AL PAF@® GAR:
ACTIME NPT
T1: Thank you very much for your participation. NA278 U533 M.ND PAF®- AATR ATLMAT

10x-:: Here in the passage, there are four pictures. You can look. The pictures are the ...references
of the passage. You can see. There is a blue picture in the passage. That is rhino. The other is

guerilla, and the other is what we call dodo which looks like what we commonly know 8n%.
And, the other is,

Ss: Elephant.

T1: Elephant! Dodo is like similar with dakiye. This implies that those whole animals are in
danger in the world. So, the passage will tell us how whole animals are in danger.

Now I want you all to read the passage of the whole section roughly. Then, I give you time to

come back for answering the questions. AHU J At PATNAT ARYF Ak AR LA: ATREM- NAL
PAD- LUT ATPTAD- INATICE AD-G-4N PTPIAD- 1M Nir A N ARE PHIEC 2LY+%
LR PAD- £A° 9O LY M-?

Ss: 1A 1M (It is guerilla).
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T1: 14A 1@-INDRY PATFP £9° AT NAJRL PIRTM-$+ SNR ATRFARAAM- T +A 10>
P+APaFm-F 221 Dodo is a kind of bird which seems like what we know, Dakiye. At the last,
N+ R1eIm PADTHPT 10 AR LATREI HUY F@-PATU?

Ss: AP::

T1: A@-&LN F@PATU? AA AHU ANNN?

Ss: PAgD::

T1: PA9® ARA? 917 NAT8IL P&LN Y14+ ATPAA NI AA:r NAHU 22 ATD-$IRI 997 h9°7T IC
L£aAAAAN NATA?

Ss: N8he JC:

T1: N8AR IC LARAAAA: N+ZL HPTE HUPT NG ANNM, AA AT8?

Ss: PAGD::

T1: A7878 ANNNPTF AL ATIEATE ATHU ATNAT ALJ AL TFM ATAD- 10> YAMIANE FRFINMNT
AL 1H ATNMNTT hH N3A OEAMPRMm ATINAT MAT 10 ANC L¢P ANMTIAUI FRINMT
AINNTFU T CAATUE AfL:

Ss: Af, (Ok) Now students started to sit in pairs and in trice to read. A few of them seemed to be
confused and neutral. The students discussed on the reading text. It seemed that most of the students need
help before reading the text. Students on a chair asked the teacher to clarify what to do.

T1: Moved from chair to chair and monitored the students if they were reading.

Ss: Few students seemed to be less motivated for they didn’t show any interest to do the given task.

T1: Teacher wrote what he had started before:

In danger- in a difficult situation

Dodo- a kind of bird

Extinct- destroyed from the earth

T1knocked at a table and said, “Thank you very much; time is over please.”... Our question is, What did
you understand from the passage? What the passage is telling us? You have read the passage so far. So, |
expect you to tell us your understanding about the passage. What the passage is telling us. Ok.
The first paragraph of the passage is telling us what? About what?

Ss: Murmur, whisper. And a few students raised their hands.

T1: About what?

T1: “Raise your hand and tell us.” The first paragraph of the passage is telling us about what?
Ehh..

S: Dodo.

T1: Dodo! About dodo. The second paragraph of the passage is telling us?

S: About elephant.

T1: About elephant, good! About elephant. The third paragraph of the passage is telling us?

Ss: Discuss; hesitate to answer.

T1: The third paragraph of the passage is telling us? Ok. Sosina.

S: Responded quietly.

T1: “About what, it is not audible.” ANt ANt AT HP ACLST 2N NL::

Ss: Danger.

T1: About the danger of what?

S: Rhino.

T1: Ok. Rhino. Rhino. The third paragraph is telling us about rhino. Rhino means as I told you in

Amharic AQ.4ZNT AM.¢-4N:: The next paragraph or 4™ paragraph is telling us about? Ok.
Dagmawi.
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S: Guerilla.

T1: Guerilla. Guerilla! The next one is, the next paragraph is telling us the reasons why some
animals are extinct from the world. And the last paragraph is, the last paragraph is telling us
about the solution how we can prevent the extinction of animals from the world. So, based on
this general concept, let us move to answer questions from the exercise section. The first
question in the exercise section says, where did the dodo live? To answer this question, which
paragraph gives the possible answer? Paragraph..

Ss: Paragraph 1.

T1: Yea. Paragraphl. Read the first paragraph and find out the possible answer for question
number 1. Because the question says, “Where did the dodo- live?” We are asked to find out
where the dodo lived. Just 300 years ago. But today, there is no dodo, because it extinct the
passage says. So, who can tell us? Ok. Let me give you two minutes for reading ones again for

reading paragraph one. Find out the possible answer for that question. ANt T&146 Py

ATNMET ANT FI96GATU B PEm- LM PTUAD- £ ATLFLM- B TNZ 10+ ARA?

Ss: A(x:: (Yes). They started discussing on the question, and some of them raised their hands.

T1: Ok. ANt 0P4N 77475 &2 PF 10» ATYELM?

S: India?

T1: Iceland. In the Island of, India. In the Iceland of India. Repeat it once again. A72,N“9%
@At @

S: AT NN@m-?

T1: Yea.

S: In the Island of Mauritius.

T1: Paragraph lline 2 and 3 can tell us that the dodo lived in the Islands of Mauritius in the

Indian Ocean. That is the place where the dodo lived. Now let us move to question number

two(2). Question number 2 says, why did sailors kill the Dodo? We are asked the reasons why

the sailors kill the Dodo? Sailors means people who are engaged in hunting animals in the water

body. AACH ATPTIAM- $HLPTF @Y AhAT AL N9e+CI® NEANGD ATRLPErR TFO-

AACNIATRTRID- RRPTFT £78:A FM- PINZM- 10 ATLAM-? Whom shall I give the chance?

Ss: A few students raised their hands.

T1: Invited a student who didn’t raise his hand. Can you try? They killed the dodo for what?
Yes.

S: To get fresh meat.

T1: They killed for getting fresh meat. Very good. For getting fresh meat. Which paragraph and

which line?

S: Paragraph 1.

T1: Paragraph 1 line 7. P1, line 7 is the reference for question number 2. Question number 3
says, how did pigs help destroy the dodo? A1 &%t 1N AATPTF LLPTF AT8ME NTILL 848

£CA P7INAF@? Who can tell us?

Ss: Discussed each other.

T1: To whom shall I give the chance?

Ss: A girl raised her hand.

T1: Ok Frie.

S: The dodos were, did not while they were essay.. so they were three shortly lateral on the
T1: Ok. It is a good trial, good trial. Paragraph?
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S: With domestic animals, line3, Paragraphl.

T1: Paragraph 1.

S: Line 3.

T1: It is good trial. Anyone who can add more?

S: A student stood and said, paragraph one, line 10, The pigs destroyed many of the dodos and
eat the young dodo.

T1: Very good. Paragraph 1, line 10 up to eleven, what it says, many of the pigs destroyed the

eggs of the dodo and they eat youth of the dodo. This indirectly has its own contribution to
the destruction of the dodo. 21L& 1M A1°127 PINZM- ATHU ANTIPF PLLPFET ATRA T
EANGA T PMEAT ATRIT PALT MEIR NenPATT PA RL2PFT 927 PZ3FMm- INC 10-
ATLAD-?

Ss: 2NANF@- 1NC::

T1: 2AANTF®- INCE NAHU 22PE AT8M% ANTIPE BLCA INGTFO- Nie 29764 hRA?

Ss: AP::

T1: NMJ® M4: Now, let us move to the next question, question number 4, why will there never
be another dodo? Why will there never be another dodo. A9IEI™ NAUF NSt AA 24
@7t PA+FAD- AR L1M-? Please say something, critical concepts.

Ss: Please say logic. ANt ATER A8IPM- I AL .PM4& ATNNA £, £ITA AL7179™?

Ss : ARTHID:

T1: ARTTT° hRA?

Ss: AP::

T1: 2U HCLFD NAM& 10 ALA?

Ss: AP::

T1: So, Who can tell us?

S: Dodo
T1: Ok. Good. Dodo is nowadays destroyed, extinct from the earth. That is why we cannot get

another dodo presently , today. NAUF N%F AA PR HCP 97T+ PA+FAD- AIRIRID- totally
HCPL® NIRLC AL NAMS& 1@ NAe 10> P791454\:: Very good. Let us move to number five. In
what way is the elephants like the dodo? Indirectly, what makes similar between dodo and
elephant? ANt AAGTHS 22 AT PADANATFD- 11C F2121M- NHU N&U$ ATRC?

T1: Ok. Yodit.

S: Responded.

T1: Ok. Very good. Which paragraph and which line?

Ss: Paragraph 2 line 1.

T1: Paragraph 2, line 1. It says, “Today, elephants are in the same position that dodos were 300
years ago.” P AT PH4 300 ARt NEF 22 NINENT U353 AR HS HUT B154A 10~ ALA 2
Ss: AP::

T1: NAHU UA+ 2% AU 10~ AT 102

Ss: M&+PA:

T1: 22 M&td HPT 27 AUPT 10 TAT 13- ?

Ss: Yitefal
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T1: AM4& ATLMFA AP AATM®-: They are in the same position that the two of those species
will be extinct unless we properly manage how to save the lives of these elephants. Thank you
very much. The next, number six, do people kill elephants to make useful things? It says. Why

people killed elephants? 7@ AT AM-I PMP$T MPE I°T1LIM-T tezewawari Tiyage new NP+

HUPTY PORIAT AJRT LM 10 hasabu wanawus:

Ss: Students kept silent, and a few students raised their hands. They discussed to answer the
question.

T1: Who can try this? He invited a girl to answer, but she refused.

T1: Ok. At the right side.

S: Because they want the ivory to make ornaments.

T1: Ok. Yoni. Because people want the ivory to make ornament and jewelries. ATHUY PHUY

MCAT NAANAN TMIMTT ACALT NATLAT NPT HPPTT £7AK 10-E Ok. Good. The
next question is number 7. Do you think that People should buy things made of elephants or the

zygotes of elephants? NPT+ NHUTTF P+A¢ APLPFT aR9hTt AANTFD- PANFMD-9°? Please say
something, concept? PhINT+ MPP 1M

Ss: Do not reply.

T1: kzihon tiris yeteseru ekawochin tigezalachihu atigzume? TTHAFU A+7H9R?

Ss: ATTHAT

T1: Ok.9°7 MMt AT PAPM LAPAATHEA?  APTHFU, hulumsew APANAN AR 7H hUPY 927
ATMNAT LARAATEA?

Ss: After whispering, students said yitefalu.

T1: yitefalu aydel
Ss: Yes

TLNAHLU 8.2 APt AANT PANTIR?

Ss: PAN 9

T1: The last question is what will happen if don’t look after the animals and the forests? ANt
gy AT LAPAATEA enisisatnina ARPHTT ATTMANSPT ATTThNNN Y 9°F ATR.hnt
£aAAT%A? What do you think if we don’t look after the animals and the forests? ANt 792+
goINY A1t FFAATU; enisisatene kalitebekin HETY hAMN$T: ARXPHTT hamn$y =7
2NN3A? He asked a student, “ what will happen?”

S: etsiwate 2M&A::

T1: enisisatis ayitefum?

T1: At 27 2NNFA?

Ss: AZRPT £M&AT PC TNLT aPHNF

T1: AR ATNATN AEMETO? EMé&r ALATR?

Ss: Yesewoch hiwot £M&4

T1: Ok. Very good... ULMT £Mé&4 ok Dagim.

S: NFPEC AL PA 1ICT EMéA =

T1: Ok. Very good; unless we look after animals and forests properly, we will lose the lives of
animals and forests. Totally, the lives of the people will be in a difficult situation or in danger.
That is the concept of the topic. The topic says, the world in danger means this one. In order to
save the lives of animals and people as a whole, we should protect and look after the animals or
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the forests, unless people will be in a difficult situation. This is the concept of the passage. Thank
you very much for your participation. If you have question please.

Ss: They did not ask any question. Some students nodded their heads.

T1: If you don’t have question, it is the end of the lesson. We are happy for your participation.
Thank you.

Appendix G2: Teacher 2 Classroom Observation Transcription

Teacher 2 = Session1, Teacher 2, Tuesday, Miyazia 25

Classroom Observation Transcription

Teacher entered class and greeted the students. Then, he started cleaning the blackboard. Next,
he wrote the title of the text. Although about 50 students were expected to attend the class, the
classroom was partially vacant. Chairs were observed empty.

Reading: A Festival in Ghana. Ok

Teacher said, “attention please! Ok. Now takeout your textbook on page 161. There is a passage,
A Festival in Ghana.” OK.

Ss: A Festival in Ghana.

T2: He had a plan to teach reading comprehension based on the given text. He wrote the word
festival on the board and asked, what does the word festival mean? He walked around the
students and said, “festival” to probe their ideas. What does it mean? What do you think?

Ss: No student responded; they didn’t try.

T2: Wrote the meaning of festival — to show or to do something to show that day is important,
ok. To do what? Something to show that something is important, festival. For example, what,
birthday a for birthday, you may do something like what meals, different what? decors, different
what? drinks, to show what? That day is important, ok. ? ¢%F PU7 ¢7% P+AP NF ATSAD-
ATINPF PIRTLLIM- HIEF AT 10T LtNA :: ( He translated the meaning of festival in to
Ambharic). A festival of what, for example, Easter AUY PAAGTD NATRTF N&T P4ANT NS4

ATANC P2o170 HIEF similar with that. We call it festival, ok. And what does it mean
celebrate?
Ss: They seem to be confused and no one answered. Some of them lack confidence to answer.

T2: Celebrate also. Ok. Similar with what? Festival. A festival is another, a day of what, a day
of what? ok happiness. Happiness. Happiness, enjoyment, enjoyment, ok. To make what?
happiness we what? celebrate; we celebrate to make what? happiness. What about rituals?
(Writing on the board) What does it mean ritual? ritual.

S: Ceremony.

T2: Ceremony! Ceremony, ( wrote on board) ok. We perform, what? the same way we perform
what, the same. N+APANL dPAN AIRAA PAN+TCTY 4NNT AT NNNCINT PAh 10
H1E&ECT™ PhNCIa-: ARATP?

Ss: 1M@-::

T2: A ritual mean that one. ATET ANZNGA N+MPANL AR MNTDT MAT 101 LFPA::
after translating the word in Ambharic, he passed to the next word. He said, “What about sacred?

Sacred means what?”
Ss: Holy.
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T2: Ok. Holy, Holy or what? f+$2n mEI® 0+NZn ATLTMAT 1@~ ok; sacred.

Ok. These are the important words in the reading passage. Now, read it silently. Read it, and try
to understand.” He started monitoring the students, by going to each group or chair. He said,
“read it silently.” At this point, a few students were ready to read; they were with textbooks at
least. However, the majority of the students were not listening to the teacher. Some of them were
even sitting without textbooks. They didn’t try to join students who have text books. The teacher
made a few students to share books with other students.

T2: After supervising the students, the teacher cleaned the board, and wrote the meaning of a few
words on it.

Ss: The students diverted their attention to taking notes. When he understood that the students
were not reading, he made some of the students join students with text books.

Read it. Read it silently. Discussion is not allowed. Read and try to understand it.

Ss: Still few students change seats in search of text books. He also ordered students to sit with
students with text books. Now, he said, read it, and try to understand it. After a short supervision,
he wrote notes on the board.

Ss: They sat in group of 5, 6 or 7 as they didn’t bring their textbooks, maybe due to lack of
interest or attention.

T2: He came back to writing notes. When he finished reading, he said, “ ok. Let us finish reading
and try to do the comprehension questions on page 162, Activity 2. Do orally, ok. Try to answer
it.

Ss: The students were busy in writing from the board.

T2: You are not asked to write. He made some students close their text books.

Ss: Students started reading the text book.

T2: The teacher supervised the students until they finish, and said, let us do it together, ok. Ehh..
Question number one, where is the Anyinasin? Where is the Anyinasin? Ok. What is your
answer for question number one? Where is the Anyinasin? Where, where is according to the
passage, says what? Where is the Anyinasin? Yes, the Anyinasin ... the Anyinasin the title
says, what? The festival is in what? Pointing to the title on the board.

Ss: Ghana.

T2: The Anyinasin is in what?

Ss: In Ghana.

T2: What is the name of the festival, yes, the name of the festival? He invited a girl.

S: Ohum.

T2: Ohum. The name is what? Ohum. Ohum Kan and Ohum kyire. Ok. Let us go to the next
question, question number three (3), why do they celebrate the festival? Why do they celebrate
the festival? What do you think? According to the passage?...They celebrate the festival for
what? yes.

Ss: Whisper and murmur. Some of them looked to focus on the text book. A few of them talked
on private issues.

T2: What do you think? The purpose of the festival? £477 NA®PFU-T NNE y@-:: (It is
difficult if you do not know this). He seemed to be hopeless on the students’ ability and effort.

doNENA ATRT ATLHNTDT NATLSTU AAT- kentu new...ATPTRTE P99 PNNGH?
Ss: A few students seemed to be eager to answer the question, but they couldn’t.
T2: OK. There are two reasons: one, to show the beginning of harvest; to show what? the

beginning of harvest. Second, to ask what? blessing. A+TE®- PN L FFD- L9° NANYN:
NN aBANGR 190 AP MPPT ATRADTH new T ok, ATHY TF@-:
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Ok. When do they celebrate the Ohum Kan? (Question number 5). In which month do they
celebrate Ohum Kyire?) When they celebrate the Ohum Kan? When, when? It is time. F>£9®

10x-% yes. What is the answer? Invited a boy.

S: A student answered wrongly.

Ss: They did not seem to know the answer. Some tried, but did not know the answer.

T2: June or July. What about Kyire, Ohum Kyire? Where do they celebrate? Yes.

Ss: September.

T2: September or what?

Ss: Responded mixed ( right and wrong answers).

T2: They celebrate September or October. What do the chief and the elders do two weeks before
the festival?( Question number 2). The chief and the leaders do something before the festival?
Before what? Two weeks before the festival. What is that? Yes. They do what? They do ehh...
Ss: They didn’t try to answer. Some of them even did not seem to be interested in the task. And a
few of them struggle.

T2: They do what? They do, ok. They go to eban mu.. to..their ancestors’ grave ( pointing his
finger to the answer written on the board). Their ancestors what?

S: Grave.

T2: Grave! And they thank what? their ancestors’ what 9°%727M- f7(r AP+ FFM-T ANTFFO-
MmeNC J LY/AL £Y PAPPNC NFF@ °F +NA EMEA? ANT 1 NAA+R AH 1M 9PN JT
PPCNA: NH NBA 927 PO-BA?

They do what? Or, the next question[Question number 7], What do the people do before the
festival? Yes. The people do what? The people do what? Meal and also ban of what?

Ss: A few whisper and said, “noise”.

T2: Noise. °19° ARTT BI°& APNM>FRigeen PA £9°% APAO™JR:: Even they don’t cry
EIRTFMT D& ALSCIO A NI°TIR ATRYT NHU UAT ATRTTF O-Am e NNAD: T9APN
A&FAgP:: They ban what? noise. Noise! °79° AR1+ eee d™HNA A TINF4MTF ALN&EHID
Ok. And also they prepare what; meals. They prepare different meals. Ok. different meals to
show their friends on the day of the festival. NoNtAA 7 AZLRFFD LI AN+TANFO-

yemiyagarutin ...92° PHISAI AF? On the day of the festival.

Let us go to ok. How do the people show that they are happy?[ Question number 8] On the day
of the festival, the people show what? their happiness. How? Ehh..

Ss: Simply watch the teacher.

How do they show their happiness? A7& %+ 1@ 2N FFMO-Y PR74ARF2

Ss: They join.

T2: Yes. They join, dance; they embrace A,.9°NéN TIAT @+ PP one another ATLHU ALLLTF
they what? Celebrate, their festival. Ok. Thank you. You can read in your home the remaining
and you can understand more, and you can enjoy, ok, reading.

Let us go to page 163, Speaking: Parts of what, the body. Look at the activity.

Ss: When they shift to speaking part of the lesson, their interaction increased as they were
needing help from their peers about the work. Some of them were simply sitting without looking
at the text.

After two minutes, teacher said, ok. Do it on your exercise book.
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Teacher 2 = Session 2
Classroom Observation Transcription

Teacher entered class and said, “Good morning.”

Ss: Good morning.

T2: He cleaned the blackboard, and wrote on the board: The title- Reading: What is a

newspaper? And he said, Ok. Please takeout your textbook on page 180. I mean 81, 181. There

is a text. What is a newspaper? What is a newspaper? Ok. Look at the pictures. Take out ..the

papers. There are photographs. Look at them. Look at them.

Ss: Immediately started looking at the pictures on the text book.

T2: They are doing what? The first photos, the first photographs, ok, shows what? They are

doing what? They are doing what? OK. ( Invited a student).

S1: Responded about the second photo ( the second photo).

T2: The first. The first photograph! Ok.

S1: Asked page number.

T2: [1]81, 81. Reading, what is a newspaper? Look at them. Yes. What do you see in the

photograph? Ok. Look at the photographs. Yes (invited a student).

S3: Reading news.

T2: Reading what?

Ss: Reading news.

T2: Reading news or reading what? Aha.. reading newspapers. Reading newspaper. Ok. The

second photograph shows what? A man has what? a lot of newspaper ..ok for what? It may be for

what? for selling. It may be for distribution. So, a kind of paper, a newspaper is what? a kind of

papers; it contains what? news. It contains news. It tells us what? news. News means what? What

1s news?

Ss: did not respond; of course, a few students seemed to have idea.

T2: Current affairs. affairs. About Ethiopia, about Africa, about what? the world. What happen

today? What happen the next day? in Ethiopia, in the world and in Africa , ok. We are going to

see a core information from the reading passage ...Read the article the following article and

answer the questions below. Read it silently and try to understand it. Silent reading, ok. Read it

silently and try to understand it.

T2: Tried to have a look at the students, and went to his text and read it.

Ss: Started to get ready to read the text. Some of them were not clear, and tried to ask their

friends.

T2: Went to the board, and started writing important points ( phrases related to the answers of
the questions). This continued up to 8:20. Now, he said, “ read it.”....

Ss: They were reading the text. Some groups were discussing silently on the title. A few students
sitting in familiar groups didn’t focus on reading.

T2: After observing students, he continued writing on the board.

Ok. If you have finished reading, try to work out the activity. Ok; questions that are taken from

the reading passage. Try to work together. Try to work together, and discuss. Wait a minute.

Share your ideas. What will be the possible answers? Try to work together. What .. Ok.

Ss: Again, they started reading the text to answer questions. They made relatively hot

discussions.

T2: He supervised the students, moving around the desks. After that, he returned to his table and

read his book or material.
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You can discuss together. APANET NINN MPLN FFAATU: ALT18TI8FU PALTUTT

TMPR::.

Ss: They started discussing on the answers of the questions. They use their mother tongue for

discussion. A few students were not concentrating on the activity.

T2: Ok. Let us see together. Let us discus together. How many different kinds of newspaper are

there? How many? Ok.

S: Raised her hand.

T2: Ok. How many

S: Five.

T2: Five. What are they?

S: Daily, weekly,

T2: Daily, weekly.

S: Sunday

S: Local and national.

T2: Ok. Local and national. Thank you. We can classify, ok. We can classify a newspaper in to

what, daily, weekly, Sunday, and monthly or local and what?

Ss: National.

T2: Local and national. Ok. Thank you. What is the difference between newspaper and

magazine? Ok. Magazine, newspaper and magazine?

Ss: Raised their hands.

T2: Ok. ( Invited a student).

S: One subject.

T2: Which one, magazine or newspaper?

S: Sport, music, arts and fashion.

T2: Which only talks about one subject? Which one, magazine or newspaper? Ok. Anyone who
can help him?

S: A newspaper, it talks about many subjects. Magazine talks about only one subject.

T2: Ok. Thank you. Thank you. Ok. That is the possible answer. Ok. Usually, magazine talks

about what? Only one subject. It may be about sport; it may be about music. It may be about

what, fashion. It may be about what? beauty or cosmetics, or it may be about what? Or it may

be about what? Health. So, usually, magazine talks about what? Only one subject. But newspaper

talks about what? Any subject. Any subject, any things. Ok any things. It can include about

what? weather. It can include about sport. It can include about what? local news, the

international news, many things, many things. Ok. Thank you. Let us go to the next. What do

reporters do? Reporters. Yes. Ok. Reporters. Teacher tried to probe the students, but they

preferred silence. After a lot of pushing, a girl raised her hand, and the teacher gave her chance.

She said, “ collect the news are called reporters are.”

T2: Reporters are journalists who collect, who gather news, stories. They gather; they collect

from different sources, from different section of population of the country. Ok. Someone can

collect news from what sport, stadium and so on. Some collect what news from hospitals. Some

collect from what, hospital; some collect news from what?.. about education from college or

universities. Reporters are journalists who collect what, news. What about editors? What about

editors? Editor? Both reporters and editors work on newspaper. What about editors? Editors.

Ok. What is their function? What is their job? What do they do? x2 Reporters I mean editors?

Yes. Anyone?

S: Replied an
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T2: Thank you. Any more. Any more.

S: Editors..

T2: Ok. Editors what? Ok.

S: to select and ...

T2: Ok. Thank you. Editors, they work what? They select what? Stories. They select stories that
come at the front, in the back and in different sections. Or you can say what? rearrange what?
The newspaper. They organize the newspaper. All things, which one come first? Which one

comes the next page and at the back? Ok. TEFIUATI® 11C PTLOART ATTHTTF®-? AL +CN

TF@: LO-NTTC AL NTRLLIPC AAN AHIEM AR P$CMHT .. editors ok. Editors.

What comes in the first page? Ok. What comes? What comes in the first page or front page of a
newspaper? Ok. Anyone? Who can try? Ok.

S:Not audible.

T2: Cover page, mostly cover page is the page of the president. The page of VIP, very important
person. It can be what? not only the president, it can be prime ministers and also if there is no
prime minister or president, it can be what? Ministers. Ok, like that. What about in the back? Ok.
Page, in the back page. Ok. In the front page , we have said the speech of the president or very
important person. What about in the back side? In the backside of what? a newspaper. Ok. What

happened? What happens in the backside? Yes. &C7+7 M PFU-h N $AA 10 Try. Yes.
S: Sports....

T2: About sports! Thank you. About what? Sports. News about what? Sports. Ok. What is an
editorial? What does mean editorial? Ok. How do you understand editorial? Editorial, What does
it mean?

Ss: They did not try to respond. A student raised his hand.

T2: Editorial, yes.

S: The main use.

T2: The main use? Editorial, editorial means what?

S: Commenting news.

T2: Commenting news! Yes. We have said that editors rearrange. They organize newspaper.
They comment. That means, they add something. Then what, reduce what something and they
can add what? important information and they rearrange, rearrange. Editorial means what? The
process of commenting news. Editing news. What are classified adverts? Classified adverts? Ok.
S: ...and those...

T2: Classified adverts, ehh classified adverts. Anymore, anymore. Yes. Different sections of
advertisemen t(x2). If you see a single newspaper, you can get what? Three or more what? One
or what, more advertisements. So, different sections of advertisement. Adverts, adverts. Ok.
That is enough about? what activity. Thank you.

Teacher 2= Session 3
Classroom Observation Transcript
Reading: What is a newspaper?

Teacher entered the class and said, “Good morning students.
Ss: Good morning teacher.
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T2: Today, we are going to read a reading text with the title, What is a newspaper?...Please

takeout your textbook on page.

What is a newspaper? Look at the first photograph. Look at the photograph! They are doing

what? Ok. They are doing what? Yes.

S: Raised his hand and teacher allowed. Yes. They are doing what?

S: Reading.

T2: They are reading. They are reading what? They are reading what? What do you think they

are reading?

S: Newspapers.

T2: Newspapers. Ok. They are reading, what? Newspapers. What about the second photograph?

The second photograph? about what ? Yes. A man what? A man has what?

S: Newspapers.

T2: Newspapers, may be for sales or it may be for distribution or what? Distribution. Ok.
Distribution. So, we are going to read about what? Newspapers.

S: Newspaper. About what, newspaper.

T2: Newspaper. Ok. Newspaper. Turn your page to the next, and then read it. Read it and try to

understand. He had a glance on the students as a whole and said, “read it; read it and try to

understand it.”

Ss: Some of them started reading; a few were asking their friends and few seemed to be confused

about the work.

T2: Supervised and checked the students. He tried to make some students read the text, and he

said, “Read it.”

Ss: They ask each other about the task and read.

T2: Read and try to understand.

Students share one text book for three on a desk, and a few of them didn’t seem to give attention

to the reading task.

T2: Again, he walked around and supervised students, and helped them when they asked him
help.

Ss: They were relatively reading individually. Students were disturbing and teacher stopped
them

T2:Was writing some important phrases on the board which are related to the answers and the
topic. Then, he started to check students individually if they have finished the activity.

He said, “Yes. Ok. If you have finished your reading, work on the questions in activity 2.

Questions that are taken from the passage. Try to answer. Work together. +Z8F U3 MI4-F3

@NEA NF 107 ANETFU Ng”

Ss: Students were discussing on the topic. They were more active in group discussion than on
individual reading.

T2: Let us discuss together. Ok. Answer the questions that are taken from the passage. How
many different kinds of newspapers are there? Ok.

Ss: Daily.

Teacher: Daily. Ok.

S: Five.

T2 : Ok. Five.

S: Newspaper is daily, weekly, Sunday and local and magazine is weekly and ..

T2: Ok. Thank you. We can say five types of newspapers like daily, weekly, Sunday local and

what?
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Ss: National.

T2: We can divide in such a way. Ok. What is the difference between newspaper and magazine?
Yes. Ok! The difference between (inviting a girl).

S: Newspaper is daily. Magazine is weekly or monthly and regular.

T2: Ok. May be their difference. Ok. Another, another way. Another difference. They, the

difference between newspaper and magazine. Yes. (allowed a student).

S: Weekly and monthly.

T2: Ok. Another possible difference. They, according to the passage, based on the information

we have got from the passage, what have you said.

S: General or

T2: Ok. Any. And, what are the possible answers? Yes.

S: Martha: Magazines are usually only about one subject such as sport, music, fashion, but
newspapers report on any subject.

T2: Ok. Thank you. Thank you. Magazine talks about what? only one subject; only one subject.

It may be about music; it may be about sport. It may be about what, health; it may be about

nutrition and so on. Usually, magazine talks about what? One subject, one subject whereas

newspaper talks about what? any subject. It may be about what? It may be what, nutrition, and so

on. Magazine talks about one subject, one subject whereas newspapers talk about any subject.

Any subject about sport, about economy, about any subject; that is the difference.

Another, the second question is, what do reporters do? Reporters, yes. Reporters do what? Ok.

S: Reporters, they are seen to report on different issues every day.

T2: Ok. Any more.

S: The reporters have writing their stories.

T2: Ok. Writes what? stories. That means writes stories. Ok. Another. Reporters gather or collect

what? news and stories. They collect news from different parts of the country, ok. From

different parts of the country, they collect what? News. Ok. News. News about what? battle field,

news about economy, news about agriculture, and news about what? education. So reporters

gather from different parts of the country, news. What about editor? Editor? What do you think is

the job of the editor? Editors do what? Ok.

S: Not audible.

T2: Ok. Loud, Loud please. Say again.

S: note of the main news

T2: Ok.

S: Editorial of the means choose.. which stories and which .. before

T2: Ok. Thank you. Thank you. Ok. Editors what? Connect or choose which news comes first,

which comes, what second or what, final and also what? They comment news. They add and

they also reduce about news. And you can say, editors do what? the papers, do what, the

newspapers. Every section of the newspaper looks like what? the editors , the interest of the

editors. Ok. Where is newspapers do we get stories about sport. Yes. Where we can find. Ok.

S: Sport reporters are usually near the back of the newspaper.

T2: Ok. Usually near the back of the newspaper. Back of, the back page. What about in the

front? What we can find? yes, in the front. In the front page. The first page or the front page,

ok, is:

S: Responded

T2: Yes. The front page. ok. Usually,

S:.. go on the front page.
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T2: Yes. Ok. Usually on the front page, the speech of the president; the speech of the president,
or what? Very important person, can be the prime minister and also ministers, ministers ok,
ministers.

What does it mean editorial? Editorial? What does it mean editorial?

S: Editorial.. diction

T2: Ok. Anymore, anymore.

S: Editorial, the editor comment on the...

T2: Ok. Anymore, anymore. Editorial means what? Commenting what? News. Commenting
news. editorial, editing what? adding and reducing news. Rearranging what? news. We call it
what? editorial. Editorial, the work of what? Editors. The work of editors.

What about classifieds advertisements? What does it mean? Classified adverts

S: Job opportunity and ...

T2: Classified adverts means, what does it mean, classified adverts? Anyone. Raise your hand.
Yes.

S: Job application

T2: Job opportunities, yes.

S: Not audible.

T2: Ok. Classified adverts, in a single newspaper, we may find what, different what,
advertisement, different advertisement, more than one, more than one. So, rearranging those
advertisements; we call it what? Classifying or putting adverts in to different sections, in to
different sections. That is all about the reading. Ok. Thank you.

APPENDIX —-G3: Teacher 3 Classroom Observation Transcription

Teacher 3= Session 1

Teacher entered the classroom and greeted students. Then, she started cleaning the blackboard.
Next, she wrote the topic of the passage on the board including the date.

English: When I won the Lottery

The teacher’s plan was to teach reading comprehension based on a given text. The students were
required to read and understand the text as well as to answer questions based on the text.

Teacher said, “All of you, takeout your textbook on page 148. Ok. The topic says, When I won
the Lottery”. She approached the students and made some supervision.

Ss: Started to open their textbooks and their exercise books.

T3: Today, we are ready to read this passage and answer questions that follow the text. Before
that, I ask you some questions. If won a lottery, what would you do? If you get a chance to win a
lottery, or get a money, what would you buy by that money?

Ss: They didn’t raise their hands, and she invited a student.

S: Uncountable

T3: Yes. Money is uncountable, but if you won the lottery, what would you buy by that money?
For example, if I won a lottery, I would buy a car. Ok. Kalkidan.

S: (F) I would buy house.

T3: You would buy your own house. That is good. Ok. Another. Yes. Fikirite.

S: Charity.

T3: Yea. If you won a lottery, you will give it for charity. That is good. Another. Another. Yes,
If you won a lottery, what would you do? Tsion. Teacher invited.
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S: I will build a house.

T3: Yea. You will build your own house. Very good. Do you think winning a lottery or getting
money make you happy? She observed the students seeking for participation, and said, “You
will be happy or not?

Ss: Are no ready to answer. Few students whispered, “Happy.”

T3: Happy. Ok. That is good. What about your family? What about the feeling of your family?

If you won a lottery, what would be the reaction of your family? They will be happy or not?

Ss: Happy.

T3: They will be also happy. Ok. That is good. Now, read the text. Read it silently and

individually. Yea. It is individual activity. You have to read silently and individually. Go ahead.

Ss: Started reading by sharing a text book. A few are siting without text book.

T3: Now, she supervised the students if there are unclear ideas on the task. She clarified what the

activity is about. She helped the students on different desks. Some students started reading and a

few ones were confused. Still, some students were off-task.

T3: Read it. Be silent. Don’t move your lips. Read only by using your eyes.

Ss: S Most of the students seemed to prefer to discuss on the topic (read in groups) rather than
reading individually. Some of them didn’t feel comfort about the reading activity. A few of the
students didn’t still seem clear on the task.

T3: Have you finished now?

Ss: No. They continued to read the passage as the teacher allowed them to continue. She
monitored the students, and said, “have you finished now?” ( After 2 minutes).

Ss: Yes (some of the students).

T3: If you finished now, tell it to your friends. Discuss with your partner about what you read.

Please say something on the text. NAF2T7&1@~ LINNFUF? ANt 774%:

T3: If there is a difficult word to understand, you can guess, ask me please.

Ok. Now, who can tell us about what you read? Who can tell us? Volunteers tell us about what
you read.

Ss: Students did not raise their hands.

T3: Fikirite, can you? Who can tell us about what you read? What happened? Who can tell us
in one sentence or using some words? What happened? Tirirngo, do you have any idea? What
can you say? Ehh. No one. Who can try about what you read/ What happened? Yes. What
happened? The text that you read is about what, ehh. Ok. Someone won the lottery and what
happened around the person? About his families, reporters any, any other strangers, you tell us
about the feeling of the person and the society. Ok. That is good. Now, here are some questions, 1
up to 7. First, try to answer individually. Write your answers on a piece of paper. Write your
answers for the questions one up to seven from what you read. Write your answers on a piece of
paper. Yea. Don’t write the questions, only the answers. First, you do it individually. Share ideas
to your friends. Don’t write the questions. Write only the answers. Don’t write the questions;
write only the answers.

First, read it individually. @PEaRZP MPRPET N&ATU RAMr: HPR A& APNLAITR:
@mAN NF doe& N¢ 7@:The teacher moved around and accepted questions for help. The
students also asked her for clarification. The teacher tried to help the students by clarifying
instruction in the students’ mother tongue- Ambharic.

Ss: Most of the students discuss on the answers, and a few students were passive. Few seemed to
be confused on what to do. A few also seemed to pretend.
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T3: Still moved to help and monitor the students.
Ss: They mostly focus on group work rather than individual tasks.

T3: Don’t write on the text book. ®&Y& AL ~AF+86I Don’t write on your text book. You have
to use a piece of paper.

Ss: Discussed much of their work in Amharic( their mother tongue).

T3: Ok. Now let us do it together. Let us discuss together. The first question, all of you please,

listen and let us discuss. What was the writer’s reaction when he heard that he had won the

lottery? At that time, when he was the winner of that lottery, what was his feeling? Who can tell

us?

Ss: Some students raised their hands.

T3:0k. Solome, please.

S: I couldn’t believe my good fortune.

T3: Yea. He couldn’t believe his good fortune. He was speechless at that time. Good. The next

question, why did the writer have been a good idea to tell everyone about his win? At that time,

he thought that telling to others is a good idea. Why? What was the reason? X2 Who can try?

Ss: No one seemed to reply.

T3: She invited students by calling their names. She said, no idea? Say something. Called a
student, and said, can you try?

S: Because ..the house.

T3: Ok. That is good because their house was besieged by the reporters and photographers and

other people when they knew that he was the winner of the lottery.

Ok. What did the reporters wanted to know? The reporters besieged his house because of what?

Because... Yes. Tsion.

S: The reporter..

T3: What? Please say it again.

S: AMHT

T3: Ok. Ok, good. Who can help her? The reporters, the photographers were around the
winner’s house. They wanted to take photographs, and they wanted to know what he wanted to
buy by using that money. The next one, question number 4, how did the strangers reaction when
they herd..? Ok, Teferi.

S: Give me some money to start some business or for charity.

T3: Yea. People asked him to give them some money, to give it to business. Yea. That is good.
The next one, why did the writer’s family think it is a waste of time to learn to be a doctor? The
writer wanted to be a doctor, but his family told him at that time not to learn as a doctor because
of what? Because, ehh. What was their idea at that time? Learning as a doctor is a waste of
time. They said like this. Why?

S: He decided to give it charity the rest invested.

T3: That is good...He gave some money for the family, some money for the charity and the rest
is invested in the bank. That is good. The last question, what things are really necessary to make
you happy? According to the reading text, money by itself doesn’t make us happy. What are the
other necessary things that make us happy?.. the writer by getting what? What things are really
necessary to make you happy? Please Tiringo.

S: I realized that the lottery, good health and family.

T3: Yea. Good health, friends and family and living in a law abiding society. To be happy, these
to be healthy, good family and living in a law abiding society. That is good. What would be the
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next activity? I think you have idea about writing summary. What is summary? Summary
means, it is the short version of the text. You have to write only the important points. You have
to only take out the important points. What will be your homework, read this text .write
important points, ..write a summary by using a few sentences; summarize this text. Write only
the main points of the text; read again; try to understand, and write your points. It is your
homework. Do it. For today, it is enough. Do you have a question?

Ss: No. They appeared to rush outside.
T3: If you have no question, we have finished our today’s lesson. She departed students.
Teacher 3= Session2

Classroom Observation

Teacher entered the classroom and greeted students. Then, she started cleaning the blackboard.
Next, she wrote the topic of the passage on the board including the date.

English- 17/ 09/14
B 8.5: Reading

When I won the Lottery Page 148

Teacher said, “All of you takeout your textbook on page 148. Yabisira, sit down.” Ok, today we
are going to read a text about the person who won a lottery.

The title says, When I won the lottery. If you won a lottery, what would you do by using the
money that get by winning the lottery? Pagel148. The topic says, When I won the lottery. Eh. If
you win the lottery, what will you do? What will happen? Kalkidan! If you win a lottery, what

would you do? Aet+2 NECATFU oL@~ ATPFLCHT?

S: I will buy a car.

T 3: You will buy a car. Ok. Another. Another. She invited a student. ( Most of them were
passive).

S: Give it to charity.

T 3: You will give it to charity. Or you will give it to the poor. Eh. Yes ( to another student).

S: Build a house.

T3: You will build a house. Ok. That is good. Another!

S: Build a hospital.

T3: You will build a hospital. That is good idea.

If you won the lottery, you would do different things like buying a car, or travel to any other
place, helping others by using the money, you can do different things. Do you think that getting
the money makes you happy? You will be happy or not if you get that money?

Ss: Yes.

Ss: No. ( some others)

T3: You will be happy?

Ss: Yes.

T 3: What about the people around you? Your father, mother, sister, brother and others. What
will be their reaction? They will be happy or not?

Ss: Happy.

T 3: Yea. They will live good life, but do you think that getting money help to have good life?
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Ss: They were hesitating to speak.

T3:There are other things like what? 77HN NFa-7 LA PAPMA?

Ss: APOPMIP::

T3: What do we need to live a good life?

Ss: Respect( in chorus).

T3: Respect. Yea. We have to respect others and people who live with us. Good. Another thing.
What you need to live a good life? Another? What about your health, being healthy is also
important. Ok. Now, we are going to read a text. Read it silently and individually. When we
read, we have to use only our tongues. Don’t move your lips. It is individual and silent activity.
Read it silently.

Ss: Most of them did not seem to understand the instruction, and they work in pairs or in groups.

A few of them ask the teacher to clarify the task.

T3: Went around the students and helped them by clarifying the confusions. She said, “Have you
finished?”

Ss: Yes.

T3: Good. If you finish now, tell to your friends about what you read. Ok. NAFPIE 70

LINNTFU+? ANt 774%:: using a sentence, a single sentence or some words, tell to your friends.
T3: She walked around the students, and helped them at different desks. She said, if you have
any question; if there is something difficult to understand, you can ask. A78%+Z8% PhN8+U-
11C NA MB::

Ss: They participate at different levels.

Ok. Now, who can tell us by using some words about what you read? About what you read.

NATRT 8L 1@ PINNFU-F 2 About?
Ss: Responded different answers.

T3: Please, by raising your hands.

S: Raised her hand.

T3: Ok. Kelem.

S: Raised her hand.

T3: About..?

Ss: Lottery.

T3: Please raise your hands. Ok. Kelem.
S: Lottery.

T3: About lottery, what? What happened?
S: Ethiopian National Lottery. NA %P @0 NHY F~L+T ANY &491F ACTTNHP N3A 29

& YAHT Mé MY 51T Hriends and family P N3L&E IC 2N+E LUPTAL NHY 24P living in law

abiding society.

T 3: That is good. A person who wins a lottery, he becomes happy and his family...for charity.
That is good. Another, if you have any additional idea... It is possible ( you can stand up).
Ok. Kalkidan.

S: When I won the lottery PTLAG ¥ Aetd AOMAT PAGRT big house TA%P N £THAT hC

LTHAT AT 9P A+F14 BT AFLt R4S8AT ...

T3: Ok. In the past time, he won the lottery. At that time, people told him to buy a house, a car
and he can start his own business. That is good. Do you have any different idea? Do you have,
any different idea? Ok. If you don’t have, here are some questions, from 1 up to 7. First, try to
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answer the questions individually; try to answer by yourself. Second, discuss and share ideas
with your friends. Don’t write the questions. Write your answers on a piece of paper. Don’t write
the full questions. I want you to write only the answer.

Immediately, she started supervising the students, and said, “first, try to do it by yourself.” Start
now to do.

Ss: UAT9® ATN¢-@-? ( Shall we do all?)

T3: Yes. The questions lup to 7.

Ss: They prefer to do in groups, and started to discuss on the task.

T3: Went around the students and supervised if they were working the task.

If there is any problem, you can ask. If there is something difficult to understand, ask.

Ss: A few students seemed to be careless about the task. Students on a few desks asked the
teacher, and she tried to solve their problems.

T3: What was the writer’s feeling when he heard that he was a winner?

Ss: Students raised their hands. Teacher said, Ok. Yabsera.

S: Some say money may not bring happiness.

T3: Please say it again.

S: Some say that money may not bring happiness.

T3: Some said that money may not bring happiness. You are right, but what was the writer’s

feeling at that time? Ehh.. What happened?

Ss: Raised their hands (a few).

T3: Ok. Kalkidan.

S: This is especially true for those who have won the lottery.

T 3: Ok. What was true? What was the truth?

S: (Kalkidan).. A% 1@

T3: You are right.

S: Raised his hand.

T3: Wondu.

S: I couldn’t believe ...

T3: Yea. You are right. He couldn’t believe his good fortune. He was speechless at that time.

You are right. That is good. The next question, question number 2 says, why did the writer may

not have been a good idea to tell everyone about his win; it may not be a good idea because of

what? because of what? What happened when people heard he was the winner?

T: Kalkidan.

S: He was speechless. He would

T3: Yea. His .. good fortune , but at that time, when he known he was the winner, what happened

around their house? The good idea to tell others because of what? ANPF MM PFM M4 ALATD

Nk PAND- AR INC? 927 +4MZ NFF@ ANNN.? Ehh.. She observed the class in search of
participants.
Ss: However, students, didn’t seem to know the answer. Ehh.. Meron. You can give other...

Their house was besieged by reporters. MJFF@ N9°F +nNN?
Ss: NIHMETF::
T3: NILMFPFI So because of that to tell to everyone was not a good idea. Ok. The next one,

what was the reporter’s feedback? Ok. Please.
S: ..in the place
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T3: They wanted photograph, interview and...what he would Ok. You are right. Question
number four, what the ..felt when they heard of the lottery win? Ok. Kalkidan.

S: He tried to explain heard ... and for this

T3: Say it again please.

S: He tried to explain ...of the best.

T3: Yea. They .. the best way .some of them asked him to give ..some of them asked him to give
Number five, what ..the writer wanted to train as a doctor.. but.. .a waste of time &n+C UF
MAAMTY 1 TBDé&T 10 AT IPATPFFD 927 INC ? What was their reason? According to
their opinion, people learn in order to get money. So you have a lot of money. So,.. NP+
P M4F NIy ACPANNFINIA ANTAAN 7THN ATR9TF 101 AT+ 7THN AAUL NAHU Ah+C
oy ARaQqiaAAME 1H &t 10 Akt

Ok. The next one, [question number] 6. What did the writer finally decide to do with the money?
Finally, he made his own decision. What was his decision?

S: Raised her hand.

T3: Ok. Please, Kalkidan.

S: He decided to give some money to .. and the rest to invest in the bank.

T3: Yea. .. the charity and the rest , and the rest he invested in the bank. You are right. Ok.
Finally, the last question, what things are really necessary to make you happy? According to the
writer’s opinion, to be happy, what is important? Ehh. 84 @ A7L71747%7 M4 YLD+ ADPP(E
M¢ 'FC AP FRYLM- P99 PNLAT®-? Ehh..

S: Good health, family

T3: +NAN T M5 AAN BT PALAIA?

Ss: 385

T3: 388 AT U7 AANC ATSC MRt PNLAIA TIAT 1 That is good. Ok. The next
activity, listen. I will give you home work. I think, you have ideas about writing summary. What
1s summary? Summary means what? What is summary? Summary contains what?

S: MMPAL::

T3: Can you explain it? What does it mean?

Ss: Raised their hands;

T3: Ok. Etenesh.

S: MMPAL AT ATET 1IC ALETTICT® BT D PRI® 1 ATPTMPAANTT ATRAA NTICT M-,
NN 18- NAHY TMPAL AT ATPAA ANAL +24F 9°99RT NPT 29R.. AZ&+TIC ... IRTTRT

CNAT..

T3: Ok. When we study, it is good to write a summary. When you write a summary, what you
have to do? For example, when you take your biology lesson unit one, it is about cell. There are
different points..

Ss: Cells...

If we study about cell, there are different points on that topic. When you study, you have to read
and understand. And you have to take the main points and important points. That is summary. It
is shorter than the original text. If 25 page may be , but if you write it in one page or two pages,
in short by writing the main points, it is summary. A2AA .. ATLPME AL 25 18 AU £FAA:

ATt P 1N AR FT NFEETF 27 AP £FAA?  That is summary. Summary is a
short version of a longer text. It contains only the main points. You have to understand and
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identify the main points. Writing summary is reading and understanding the text. After that,
finding out the main points. You have to first know what is the main point and supporting ideas.
Then, you have to summarise. Here is a reading text. It contains three paragraphs. Read it and try
to understand. Takeout the main points. You can write this text in two or three sentences, taking
the main points. Now, what is your homework? Read. Take the main points. It is your
homework. Do you have any question?

Ss: No.

T3: Thank you.

Teacher 3= Session 3
A.11.9 Reading: The World in Danger, Page198 - 08/ 10/14 E C

In this lesson, teacher entered the class and said, “Good afternoon students.”

Ss: Good afternoon teacher. A girl received a duster from the teacher and started cleaning the
chalkboard. The period was after a break or rest time. Students were still coming to class one
after the other.

T3 said, Thank you very much to the girl who cleaned the board. Then, she started writing on the
board the above title. She said, “All of you takeout your homework and your text book on page
199.” Ok. Last period, you were asked to match the animals with their expression of using the
adjectives. The first question as example, we can say, as dead as a dodo. This means if there is
no hope of something, we can say as dead as a dodo. Ok. The next example: What we can say,
question number one, what we can say?

Ss: Mule.

T3: Mule. It is mule, yea. What we can say about mule?

Ss: D

T3: D. What it says? As stubborn as a mule; you can say. What about the next question, Ox?
What we can say? Don’t write. Tell us the answer. Ok. Please Beza. What we can say?

S: G

T3: As strong as an ox. You can say. You are right. The next one, fox. Ok. Wagaye.

S: A

T: What it says?

S: Cunning.

T3: Cunning. As cunning as a fox; we can say. Ok. The next one, mouse, mouse ¢h.

S: E, E..(Timid)

T3: Again. What? As.

Ss: .. a mouse. Together.

T3: A mouse. The next one tortoise. Ok. Please. Eh.

S: E.

T3: E. As slow as a tortoise. Ok. The next one mouse.

Ss: E.

T3: As timid as a mouse; you can say. As slow as a tortoise. Right. The next one is bee.

Ss: B (busy).

T3: As busy as a bee. The last one bat.

Ss: C.

T3: As blind as?

Ss: Bat.
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T 3: As blind as a bat. We can say like that.

Ok. Our today’s lesson is reading. Now, we are going to read a text about, The World in danger.

Before that, here are some words that are related with the reading text you are going to read.

Look at the words, and try to put in alphabetical order. Alphabetical order means what? It is

putting the words in what order? A B C D up to?

Ss: Z.

T3: Z. Yea. You are right. Now put the given words in alphabetical order. And try to find or

discuss the meaning of the words. If you don’t know, we will discuss together. Now, put in

order and try to guess the meaning. Please now. Please put them in alphabetical order and, try to

guess the meaning of the words. You can use the words in the passage. Put in alphabetical order.

Ss: Started discussing on the task.

T3: Have you got the words like pray, settler, ivory, domestic, skeleton, tusk and horn. Try to put
in alphabetical order. Hurry up.

Ss: Some discussed on the task; a few of them seemed to show low interest, and didn’t focus on

the task. A few seemed to read the text individually.

T3: Supervised students and helped them. She checked if they have finished the activity. After 3
minutes, she said, “ Have you finished reading?”

Ss: No. And they continued reading.

T3: Hurry up. Please try to finish. She went to a pair of students and asked quietly, what is the
meaning of domestic? Do you know the meaning of the words?

S: Responded in Amharic (Not audible).

T3: Say it in English.

S: Responded.

T3: Ok. That is enough. Now, which word will be the first?

S: Raised her hand.

T3: Ok. Kelemua, please.

S: Domestic.

T3: Domestic. You are right. Domestic means what? What does domestic mean?

S: Animal.

T3: What kind of animal? You are right. That is an animal. What type of animal? That will be

a lion, a snake, or a dog.

S: A lion.

T3: Domestic means what? What type of animal?

S: Animal. (Students did not seem to understand the question and the reading text).

T3: Yea. She said it is an animal. But what kind of animal we call domestic?

S: Live.

T3: Yea. The animal that lives with human beings. Human beings care that animal for some

purpose. That may be for food, for egg, or for transport. For different purposes, human beings

live with animals. We call those animals domestic like dog, hen, sheep, goat, cow and like that.

Ok. The next one, the next word will be what? Please (invited a student).

S: Extinct.

T3: Extinct. What does it mean extinct? For example, in this time, dinosaurs are extinct from the
world. Extinct means what?

S: PMé&
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T3: Yea. No longer exists in the world. It is destroyed. There is no in life that animal. So, extinct

means what? PMé&: PARGTTTM YA+ 1@-:: Next to extinct, the next word, horn. Horn means,
eh.

S: 7L

T3: ¢7£: In English, what can you say? It is a hard structure that we can get on the head of
some animals like sheep,

S: Ox.

T3: Ox, got, cow. You are right. Next to horn?

Ss: Ivory.

T3: Ivory. Ok. What is ivory? What is ivory? Ivory means? Ivory. It is a hard structure like
horn. You can get it on the mouth of elephant like that. Ok. It is what?

S: 9PN,

T3: What you say?

S: r9PN,

T3: It is a hard structure. It is white. It is like teeth. Kumbi is not hard. You can get on the
elephants’ mouth. What is that? Ivory. It is white and hard structure. It is very expensive. It is
very expensive. What is that? White, hard structure that you can get on the mouth of elephants.
What is that? It is like teeth, but it is long.

S: Giraffe.
T3: No. Have you ever seen an elephant? May be on television or pictures, or poster, have you
ever seen?

S:Whispered, murmured each other. Yes. No..

T3: AA&TT ARFTFU FOPATU? NETPNG AA?

S: Answered differently( not audible).

T3: What is that? What is that?

S: A corn.

T3: Yea. It is a long teeth like structure. PHUPT mCA ALNA AT FTU AZD-RIP ?

Ss: A-::

T3: £B9° 10-::Yea. It is very expensive. It is used to make ornaments and jewelries. Ok. The
next one, next to ivory:

Ss: Pray.

T3: Pray. What is pray? Pray means? Ok. People or animals may kill other animals in order to

get food. This is pray. What is pray? For example, a lion may kill a dear to get food. Ehh. What

is pray? Or human beings will go to the forest and kill animals in order to eat.

S: 929\ 99977+ = (Getting food.)

T3: 9291 M5+ 9% MAT 1@2  ATNATT 14 T ARS 927 AL 10?2 AFR)) TCTH
AUT £FAAL ASST@ METP APTEFM- AINATT T2 TMEL 107

Ss: L% (Pray)

T3: Next to the word pray.

Ss: Skeleton( some), settler (others).

T3: Which one? settler or skeleton?

Ss: Settler.

S: It is settler.

T3: Settler. S, next to E, which comes first K or E?
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Ss: E.

T3: So, settler. What does the word settler mean? Settler? People will go somewhere in order to
live in that place. In that place, there will not be people before in that place. Or the number of
people will be a few before that time. Where a group of people go somewhere in order to live; in

that place at that time there will not be a lot of people. NU-7 $LI° NH N PATZNT NF L2

aoA¢.C What we call this? Settler. The people, we call them, settlers.

Ok. The next word is skeleton. I think, this word is not new for you. You have learnt it in your

biology lesson. Ok. Skeleton means what?

Ss: Skeleton is framework.

T3: Yea. It is a framework of some, For example, human beings without a flesh or meat. Their

main structure is what?

Ss: Skeleton.

T3: Skeleton. The last word is what?

Ss: Tusk.

T3: Tusk, What is tusk?

Ss: Replied differently. Discuss.

T3: We have discussed before about this word. For example, what we have said, elephants’ long
piece what is that? We discussed before. It is what? This one.

Ss: Whispered (not audible).

T3: Ok. Now, you are going to read. Look at the animals that you look here. Do you know these

animals? Have you ever seen these animals?

Ss: Yes.

T3: Yes. What about this animal? (Pointing on the book). It looks like what?

Ss: Dodo. (A student answered without understanding).

T3: It looks like a hen, like that. The next one, what about this? Ok.

Ss: Hippo.

T3: Is that hippo?

S: Hippopotamus.

T3: Is that? [ don’t think so. Ok. You will get it in the passage. What about this one?

Ss: Monkey.

T3: Is this monkey? Chimpanzee. Ok. The last one?

Ss: Elephant.

T3: Elephant. Now, you are going to read about the given animals. Read silently and

individually.

Ss: Some read in groups. A few read loudly. A few try to share books.

T3: Shi.. shi.. Please read silently. Don’t move your lips. You have to read only by moving your

eyes. NTEC T1PAPN APNLATITC: NLTFU N F. Good readers use their eyes only when they

read. She moved and checked if students were working, and helped students who seemed to be

confused. After around 6 minutes, she said, “have you finished?”

Ss: No. They continued reading.

T3: If you have finished, tell to your friends about what you read. Tell in short. By using a
phrase or a sentence about what you read. NébZAFU NATCT AT8INNTFU A3TITTU-
V1T D

Ss: Discussed in English and in Amharic.

T3: Good. Ok. Now, who can tell us about what you read? Who can tell us in short? Who

300



can tell us? No, no one. Yes. Kalkidan, can you try? Please tell us.
S: 2L PMI7TMm-.. N ID-NALN A& TAN AT7TM-I NUF 1H ATLTTM- 60 1PART AT ACE
AT ANTI NPT ALY ATLT LAPMAIATFTY ATOHAM-T ACE ACT A9 AATIACE 42
AATD $mME L9 RA&TT 1@I AGRLTY RAPMAI APAPM. RIHFAI PMA 7THAN
PLTFNFA=NN+T D £I° LU 1M~ Ay BA° §FBLNT ARTS M-I NHU AATR AL M&LAI AT

2 Mg h £/t

T3: Good. If you have any additional idea. OK. Any additional idea.

Ok. If you don’t have additional idea, that is good. At this time, as you said, Dodo is extinct. At
this time, there is no dodo in the world because of what? People. People killed dodo before 300
years. This time, there is no dodo. And, other animals like elephant and rhino are in the risk of
becoming extinct. So, we have to take care for those animals and for the place where they live.
Otherwise, our world is in danger; if there is no forest, if there is no animal, the life of human
beings is also in danger. This is the story.

Now, you are going to answer the questions. Answer the questions. Don’t write the questions. I
want you to give short answers. Discuss and give short answers on a piece of paper quickly. Join
your friends and answer the questions by discussing with friends. Don’t write the questions. I

want only the answers on a piece of paper. @AY NMLPF AL ATTHR¢T NF 10 ATPLATD-E

Try to answer quickly. Hurry up.

Ss: Most of them showed eagerness to do the activity. A few students seemed to do individually,

and the majority of the students work I pairs or in groups.

T3: She went around each group of students, and supervised them. She clarified instructions by

using the students’ mother tongue. She said,” if there is any difficult question, you can ask -

difficult words to understand the questions.” She helped students in groups. She checked

students by asking questions. Have you finished?

Ss: Yes.

T3: If you finished, now let us do the questions. The first question says, where did the dodo live?

In the past time, where did the dodo live?

Ss: Raised their hands.

T3: Ok, Kelemua.

S: In the Indian Oceans.

T3: Ok. In the Indian Ocean, Ok. It is good. Let us say specifically, specific. OK, Yabisira.

S: On the Iceland of Mauritius.

T3: On the Iceland of Mauritius. In the Indian Ocean, good. The next question is, why did the

sailors kill the dodos? What was the reason? Ok. Kalkidan.

S: Because for their fresh meat.

T3: Yea. Because for their fresh meat, in order to eat their fresh meat. That is good. Ok. Number
three, how did pigs help destroy the dodo? Ok, Yabisira.

S: The pigs destroyed many of the eggs and the young dodos.

T3: Yea. The pigs eat the dodos’ eggs and young dodos. That is good. The next one, why will

never there be another dodo? There is no another dodo. Why? Ok. Kelemua. There is no another

dodo in the world, because of what?

S: Left on the of the Iceland.

T3: What?

S: Left on the Iceland.
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T3: Left on the Iceland. In this time, there is no dodo. You can’t see. You never see the dodos.
Why? NUF NGF 22 PAGR =t AFRT M2 927 AAUF 10 2
Ss: NAM&-::

T3: Because they became extinct. NAM$ 7@-:: Because they became extinct. The next question,

in what way is the elephant like the dodo? In which side is the elephant similar to the dodo, in

what way? Ok. Kalkidan.

S: They win the ivory to make ornament and jewelry.

T3: Yea. They are killed for their what? Ivories. Do people kill elephants to make useful things?

People kill elephants in order to get what? For useful things or not?

S: Useful things.

T3: For useful things...by using their ivory, what do they make? They make what? You said
before. By using their ivory, they make what? Jewelries and ornaments. Is that useful?

S: No.

T3: No.

The next question, do you think people should buy things made of ivory in order to save the life

of the elephants? Is that important to buy the ivory? Ehh. This is the question. Do you think that

people should buy things made of the ivory? Eh.

S: Diamond.

T3: No. Listen again. People kill the elephant in order to get the ivory. The question says, do you

think people should buy the things that are made of ivory? NV ..8+A& 17C dBH+ AANTFO-

NATU FNNATU?
T3: No. Because if you buy the ornaments or jewelries that are made of the ivory ..will continue
the killing of the animals. We don’t have to buy ornaments made from ivory. The last question,
look after animals and plants? If we don’t take care for the animals and for forests, what will

happen? £1TAFY PPLL NAMNPTT ALTIAET NAMNST T°F 2NAFA?

Ss: Did not give clear answer.

T3: The animal will be what? In danger. They will be extinct if we don’t keep their forest. The
animals will be what? They will be extinct. They are in danger. So, if they become in danger, we
are also in danger. The world has its own balance between the animals and the plants the human
beings. So, PALMA MFLPPET NAMNPT.. So, we have to keep their forest for the animals.
This is our today’s lesson. If you have any question, you can ask. Do you have any question?

Ss: No.

T3: If there is no question, that is all.
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Appendix I: Normality Tests of P-P plots for Questionnaires

Appendix I1: Normality Tests of P-P plots for Servey of Reading Strategies
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APPENDIX 12: NormalityTest of P-P Plot for ReadingMotivationQuestionnaire
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APPENDIX 13: Normality Tests of P-P plots for Reading Behavior
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Abstract

This study investigated the association between reading engagement and reading
achievement of grade 9 EFL students of Debre Eba General Secondary school,
North Shewa zone, Ethiopia. It also determined the predictive powers of reading
engagement factors on reading achievement. The participants of the study were
120 grade 9 EFL students enrolled in 2021 academic year. While a correlational
type of research design was employed, questionnaire and reading achievement
test were used to collect data. Simple correlations, multiple regression and
standardized regression coefficients were employed to perform data analyses.
The findings of the study have revealed that there was a significant connection
between each aspect of students' reading engagement and their reading
achievement. Each of the three reading engagement aspects, namely, strategy,
motivation and behavior had moderate, positive as well as significant
correlations with reading achievement. The findings also indicated that the three
aspects of reading engagement: reading strategy, reading motivation and reading
behavior together were found to be statistically significant predictors of reading
achievement. Among the three aspects, motivation and behavior were
statistically significant predictors of reading achievement, while the influence of
motivation is stronger. Thus, it can be concluded that students’ high reading
engagement aspects are associated to their high reading achievement in reading
classes. Hence, it is crucial to take in to account the reading engagement
aspects: strategy, motivation and behavior in reading classes to enhance
students’ reading achievement.

Keywords: Reading engagement, cognitive engagement, motivational engagement,
behavioral engagement, reading achievement

1. Introduction

English is the most widely used language in our world today, and it

has many purposes to serve. In Ethiopia too, English language is used for
many vital purposes in both academic and non-academic settings. As
Gerencheal and Mishra (2019) state, English is currently becoming more
widely used in a variety of situations, including education, business,
publication in governmental and non-governmental organizations. Of course,
English was an essential language even since many years ago in the country.
Berkessa (2001) asserts that English has been allocated an important place,
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Debre Berhan University, Ethiopia. Corresponding author: phdelmarl7@gmail.com
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both as a medium of instruction and as a means of communication since the
beginning of modern education in the country (for about a century). In the
current education and training policy of Ethiopia, English is the language of
instruction for secondary and higher education. English is also given as a
subject starting from grade one across the nation. Besides, the language is
used in the tertiary education system as a medium of instruction. Aside from
these, English is the working language at every university in the nation. The
previous evidences indicate that English language plays a pivotal role in
many aspects of an individual’s life in Ethiopia. Thus, every literate
Ethiopian is expected to develop one’s competence of the language in order
to succeed in academic as well as non-academic contexts.

This being the fact, Ethiopian students seem to have weak English
language competence and performance. The researchers’ experience
indicates that particularly, secondary school students lack the basic
communication skills of the English language. Regardless of the importance
English enjoys and the various initiatives taken to help students become
fluent in the language at schools and universities (in Ethiopia), students and
graduates fail to achieve the requisite proficiency of the English language
practically in every skill (Niguse, 2013). In addition, evaluations from
specialists, secondary school teachers, and the greater educational
community indicate that many students struggle to comprehend what they
read (Mulatu & Regassa, 2022). Based on these justifications and from
personal observations, it would be inferred that Ethiopian secondary school
students seem to have inadequacy in reading competence and reading
achievement, which are expected to be mainly determined by their reading
engagement. Thus, Ethiopian secondary school students’ reading
achievement needs a critical attention from stakeholders like educators and
researchers. To this end, it appears necessary that secondary school
students’ reading achievement should be investigated in relation to their
reading engagement which could be closely related to students’ English
language learning.

Research indicates that students’ reading engagement is associated to
their reading achievement (Guthrie & Wigfield, 2000, Protacio, 2013). The
researchers of this study believed that the association between learners’
reading engagement and their reading achievement should be studied in
order to suggest solutions for the improvement of secondary school students’
language learning and their reading achievement. The current study,
therefore, explored weather there is a relationship between secondary school
students’ reading engagement aspects and their reading achievement in EFL
reading classes.

1.1. Reading

Reading appears to be the most crucial of the four basic language
abilities for it is the major means in which school-age children acquire
knowledge and skills of English as well as other subjects. “This skill allows
students to have access to ideas communicated by people in different
locations and eras, giving them the opportunity to broaden their horizons
and deepen their knowledge of the world” (Teixeira, 2014:1). As Teixera
further explains, reading in a foreign language is a vital tool for boosting
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students' studies and employment chances in a globalized environment as
well as for fostering their personal and cognitive growth. Hence, it can be
concluded that reading skill means a lot of things, especially for English as a
foreign language (EFL) learners, and it is imperative to understand more
about its nature.

Nunan (1998), as cited in Tercanlioglu (2001) points out that reading is
decoding written symbols, which is the process starting with smaller
elements (individual letters) and progresses to larger units (words, clauses,
and sentences). As Grabe and Stoller (2011) assert, reading comprehension
requires a wide range of cognitive abilities that must be coordinated in order
to function at their best. Besides, reading is not simply the attaching of
sound to grapheme. It includes meaning in a fundamental way (Herath,
2010). Herath adds that reading is beyond merely the cognitive task of word
deciphering, fluent reading, or text understanding; it is becoming deeply
involved, fascinated, absorbed and immersed in a text, means engaged.
Based on these ideas, it can be concluded that reading is very broad and
complex in terms of both concept and process, having many features like
cognition, motivation and social relations.

1.2. Reading Engagement

While reading skill is an important factor in building students’
knowledge and skills, it appears reading engagement that helps students to
ultimately comprehend texts and achieve better results in reading
comprehension. Reading engagement, which is a recent phenomenon in
fields such as psychology, education and language, is defined by scholars
differently. As stated by Guthrie and Wigfield (2000) and Protacio (2013),
reading engagement means the joint functioning of motivation, conceptual
knowledge, strategies, and social interactions during literacy activities. For
Unrau and Quirk (2014), reading engagement includes behavioral,
motivational, and cognitive processes like curiosity, reading involvement,
and active problem-solving. As per Guthrie and Wig field (2000), highly
engaged readers are individuals who are driven to read, apply reading
strategies, use reading to extract meaning from texts, and engage in social
collaborations related to reading.

Fredricks, Blumenfeld and Paris (2004) point out that the concept of
[academic] engagement is multidimensional and includes three major
components: behavioral engagement (actively carrying out learning tasks),
cognitive engagement (using sophisticated techniques to promote deep
learning), and motivational engagement (enjoying learning tasks and
demonstrating enthusiasm for learning). In accordance with this general
view, engagement to read has been regarded by Taboada et al. (2013) as the
collaboration of cognitive, emotional and behavioral procedures during
reading comprehension process. Thus, it can be argued that specifically,
reading engagement has three dimensions, namely cognitive (reading
strategies), motivational (reading motivation) and behavioral (reading
behaviors). These aspects are interrelated to each other, and when they are
well integrated during a reading process, a reader becomes engaged and
ultimately comprehends a text effectively.
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1.3. The Relationship between Reading Engagement and Reading
Achievement

Scholars argue that there is a close association between reading
engagement and reading achievement (Guthrie & Wigfield, 2000; Protacio,
2013).  According to Mete (2020), primary school students’ reading
engagement and reading comprehension demonstrated a strong positive
association. Fredricks et al. (2004) on their part argue that students need to
be actively engaged in order to achieve. The concept of learner engagement
and its relationship to academic success have come to the forefront of
educational research in recent years (Fredericks, Blumenfeld & Paris, 2004).
It is claimed that since higher achievement is typically associated with more
academically engaged students (Reschly & Christianson, 2012), the interest
in engagement stems from a desire to improve student learning. “Reading
engagement has been found to be a predictor of reading comprehension and
reading achievement” (Taboada et al., 2013:309). It can be deduced that
engaging students in language learning activities, especially in reading tasks,
can help enhance their reading achievement. Therefore, as students’ reading
engagement is crucial for their effective text comprehension and reading
achievement, it should be studied in the Ethiopian language instruction
context to ultimately improve students’ reading achievement.

Learners’ reading engagement can be affected by various internal or
external factors. As stated by Bass-Dolivan (2011), reading comprehension
and reading engagement are influenced by behaviors of L2 learners,
including cognitive and social factors, individual learner characteristics,
affective concerns, motivation, learning styles, and learning strategies.
Guthrie (1996) also pin point that factors connected to the students,
including self-esteem and self-concept, prior knowledge and interests
relevant to the text's content, motivation to learn, the capacity for planning
and critical thought, and knowledge from prior interactions with the teacher
and other students can facilitate or hinder reading. Besides, reading
engagement is characterized as a malleable construct which can be improved
by teachers using different strategies and instructional practices in reading
classes.

Although reading engagement is claimed to be a central factor in
facilitating ELLs reading success, few researchers have examined the
association between reading engagement and reading achievement in EFL
context by subsuming its three major dimensions- cognitive, motivational
and behavioral (Guthrie & Wig field, 2000; Taboada et al., 2013; Lee, 2017;
Protacio, 2013). The majority of earlier research on the issue focuses on just
one or two engagement categories at a time.

Previous researchers have studied the association between reading
engagement and reading achievement in different forms. Lee (2017)
conducted a study on the relationship between student engagement
(behavioral and motivational) and academic (reading) performance. She used
U.S. data of the Program for International Student Assessment (PISA), 2000
(OECD, 2000) with a sample of 3,268 15 year old students selected from 121
US schools. The results disclosed that behavioral and motivational
engagement significantly predicted reading performance. Lee’s correlational
study was done on the association between general engagement and
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specifically on reading skill, but it did not consider the cognitive aspect of
engagement as well as specific aspects of reading engagement.

In a qualitative study, Protacio (2013) has conducted a case study on
the reading engagement of 4 middle school students in USA to check what
contributes to English language learners’(ELLs) reading engagement and if
strategy, motivation, conceptual knowledge and social relations account for
reading engagement. She found that these 4 variables are essential
components of students’ reading engagement. The study has also indicated
that students who were disengaged readers were also found to be those
who typically have lower levels of reading achievement. This implies that
students’ high reading engagement is associated to their high reading
engagement. However, Protacio’s study didn’t examine reading engagement
quantitatively.

In Turkey, Mete (2020) carried out research on the impact of the
reading engagement model on grade 6 students’ reading achievement and
engagement in reading. Adopting the Pretest-Posttest Control Group design,
62 students were involved in the control and experimental groups. In the
experimental group, 36 class hours of implementations focusing on the
Reading Engagement Model were conducted and the reading comprehension
strategies were taught. In the control group, activities in the course book
were implemented based on the curriculum. Students’ reading
comprehension achievement was measured by reading achievement test,
and reading engagement levels were evaluated by the Reading Engagement
Index to the groups as pretests and posttests. Finally, the experimental
group who implemented the Reading Engagement Model revealed a
significant difference relative to the control group. Thus, in the experimental
group, the students’ reading performance and reading engagement levels get
improved relatively. Besides, there was a high, positive and significant
correlation between reading comprehension and reading engagement
intensities (r = .771, p < 0.01).

Although the existing researches explored the link between reading
engagement and reading achievement, they did not directly and
comprehensively consider the association between reading engagement
aspects and reading achievement at a classroom level. Besides, they have in
adequacy in covering the three aspects (cognitive, motivational and
behavioral) of reading engagement. To this end, in order to fill these major
gaps, this study examined if an association exists between the students’
reading engagement domains and their reading achievement. It also
determined the predictive powers of reading engagement aspects (strategy,
motivation and behavior) on students’ reading achievement. By filling the
gaps in the literature, the study is expected to shed light on the
understanding about the link between reading engagement and reading
success in language education context. In line with the objective stated
above, the key research questions were set as follows.

1. Is there a significant relationship between grade 9 EFL students’
reading engagement aspects (each) and their reading achievement
in reading classes?

2. Do grade 9 EFL students’ reading engagement aspects predict their
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reading achievement in reading classes?
3. Which aspects of the students’ reading engagement contribute to the
influence on their reading achievement?

2. Methodology
2.1. The Research Design

The current research employed a correlational research design. As per
Creswell (2012:338), “correlational designs provide an opportunity for a
researcher to predict scores and explain the relationship among variables”.
Creswell adds that in correlational research designs, investigators use the
correlation statistical test to describe and measure the degree of association
(or relationship) between two or more variables or sets of scores. Creswell
(2012) describes that in this design, the researchers relate variables, using
the correlation statistic, two or more scores for each (e.g., a student
motivation and a student achievement score for each individual). Besides, as
Gay et al. (2010:204) state that “correlational research includes gathering
data to determine if, and to what degree, a relationship exists between two or
more quantifiable variables. It also deals with if a set of independent
variables predict a continuous variable.” In short, correlational research
designs are utilized when researchers want to study a relationship between
independent variable(s) and dependent variable (s), and to determine the
amount of association between the variables.

The current study is composed of multiple independent variables
(reading strategy, reading motivation and reading behavior) and one
dependent variable, reading achievement. Thus, a correlational research
design is the most applicable design to be employed in this research.

2.2. Participants

Grade 9 students of Debre Eba General Secondary school, at
Debreberhan town North Shewa Zone were involved in the study. The
samples (120 students) were selected from a population of 870 students
(homogeneous-Amharic mother tongue speakers) who were enrolled in 2021
in the school. Grade 9 is preferred for it is a transition period from grade 8 to
grade 9, a new instruction style (e.g. a shift in medium of instruction from
Ambharic to English language). It is believed that the grade is a better stage of
secondary school for future intervention.

2.3. Sample Size and Sampling Techniques

Selection of the School: Among the 85 general secondary schools in
North Shewa zone, 7 schools are found in Debre Berhan town. For the
purpose of this study, Debre Eba General Secondary school was selected
purposively. The school was selected for the researcher is a staff member at
Debreberhan University, which is closest to the school. This opportunity was
helpful to collect sufficient and relevant information from the students in a
more convenient manner.

Selection of the Students: In 2021, there were 870 grade 9 students at
Debre Eba General Secondary school. Out of the total 870 students, about
14 % of them i.e. 120 students were selected using simple random sampling
technique. Creswell (2012) points out that with the random sampling
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technique, the researcher chooses the sample's participants (or units, such
schools), ensuring that each person has an equal chance of being chosen
from the population.

2.4. Data Collection Instruments
Students’ reading engagement questionnaires and standardized reading
achievement test were used to collect data. The two instruments that were
utilized simultaneously to collect data are discussed and justified in depth as
follows.

2.4.1. Reading Engagement Questionnaires
Reading engagement questionnaire is the combination of three
questionnaires in line with the three aspects of reading engagement
(strategy, motivation and behavior).

2.4.1.1. Survey of Reading Strategies

To assess the students’ cognitive engagement, Survey of Reading
Strategies developed by Mokhtari and Reichard (2002) was utilized which
was initially created to assess the awareness of reading strategy use in
native English language learners. However, it also systematically looks at the
kind and frequency of reading strategies used by ESL adult and adolescent
students when they read academic texts in English and newspapers. Internal
consistency reliability coefficients for the survey's validation by Mokhtari and
Reichard (2002) ranged from 0.89 to 0.93. The SORS has 30 questions
testing three types of English reading strategies: global strategies, with 13
questions, problem-solving strategies, having 8 questions, and support
strategies consisting of 9 items. A group of reading techniques geared toward
a text's overall analysis were referred to as global reading strategies.
Approaches to overcoming issues when reading material becomes
challenging is the focus of problem-solving strategies. Whereas, support
strategies deal with the utilization of external reference materials, taking
notes, and other doable tactics that could be referred to as functional
strategies.

This questionnaire was adapted and employed here as it is a valid and
reliable tool. It was also used by previous ESL researchers such as Solak and
Altay (2014), and Chen and Chen (2015). It was adapted in such a way that
it suits the Ethiopian context. It takes approximately 10-12 minutes to
complete. The scores indicate the rate of students’ uses of survey in general
and in each survey category.

2.4.1.2. Motivations for Reading Questionnaire

Wilde et al. (1996) note that the MRQ was prepared to assess 11
dimensions of reading motivations, including reading efficacy, many intrinsic
and several extrinsic reading motivations, social aspects of reading, and the
desire to avoid reading. It has passed through rigorous validation stages,
with many versions, ranging from 53 to 82 items long.

One version of the MRQ, validated by Matsela, Wigfield and Mc Cann
(1999) is the one in which out of the original 11 dimensions, 8 of them
appeared to be sound. These best characterized reading motivation in
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previous researchers. Thus, they were used in this research as the major
subcomponents of motivation for reading. This survey consists of self-
efficacy, three aspects of intrinsic motivation (curiosity, involvement,
challenge) and two elements of extrinsic motivation (recognition,
competition), social motivation and reading avoidance. This survey is a valid
and consistent measure of pupils' motivation to read. The scale whose items
are rated on a 5 —point Likert scale, takes about 10-15 minutes to fill in.

2.4.1.3. Reading Behavior Questionnaire

The subcomponent of Boakye’s (2012) questionnaire (a part used to
assess students’ reading habits) was adapted to assess the reading behavior
in the current study. Boakye (2012) confirms that the Cronbach Alpha was
0.68 for the pre-intervention survey and 0.67 for the post- intervention
survey. The current researchers adapted this questionnaire and included few
additional questions believed necessary. Then, they pilot tested the survey to
check its validity and reliability in the Ethiopian context among students of
another school together with the other questions in the MRQ and in the
SORS. The survey was found to be valid as well as reliable to be used for this
study.

The 20 items in this questionnaire focus on students’ reading behaviors
or habits, whether they read academic or no-academic texts. Additionally,
they deal with how frequently children currently read. Twelve (12) of the
items contribute to academic texts while eight (8) items represent non-
academic texts.

Overall, the reading engagement questionnaire (the combination of the
3 surveys) was checked for its internal consistency, and it showed 0.92
alpha coefficients. Finally, the combination of the three questionnaires
discussed above, the 88-item reading engagement survey was administered
to one hundred 120 students. This was done after the data collection process
of reading test was completed.

2.4.2. Reading Achievement Test

Standardized reading achievement test was employed to assess the
students’ general reading ability or achievement. For this purpose, Abiy’s
(2005) reading comprehension test (designed for his PhD thesis) was
adapted. There were two sets of tests in Abiy’s (2005) reading test (each set
consisting of three tests): the pre mediation and the post mediation tests.
The first group of tests (the pre-mediation tests) was adapted for this study.
The tests were used as they were prepared for students learning in similar
context (Ethiopia, Amhara Region) and the same grade level (grade 9).
Rigorous processes of development and validation, as well as ways of
checking reliability were also made as tests are already standardized reading
achievement tests. Reading tests were administered to the students before
questionnaires were distributed to them.

2.5. Data collection procedures
After the data gathering tools were prepared, they were made ready for
administration. The reading test was organized in English language while the
structured questionnaire was translated in to Amharic ( students’ mother
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tongue) for clear understanding to the respondents. When the researcher
had got an introduction letter from Addis Ababa University, Department of
Foreign Languages and Literature, he immediately went to DebreEba
Secondary school and met the school principals. As soon as he got
permission from the school administration, he contacted grade 9 English
language teachers and selected the volunteer ones who can cooperate in
selecting students from each section and in collecting data. Then, students
were selected from the 14 sections. The respondents were given orientation
and were guaranteed of confidentiality about the data they give. Data
collection dates were agreed upon and carried out accordingly at appropriate
schedules. Subsequently, the students took the reading test in April, 2021 in
the second semester. After a week’s gap, they filled in the reading
engagement questionnaires themselves. The data were collected by the
researcher with the help of three teachers in the school.

2.6. Validity and Reliability of the Tools
The section under here explains the validity and reliability of the two
tools.

2.6.1. Validity and Reliability of the Questionnaires

Although a validated questionnaire was used, the researchers have
considered the reliability and validity of this tool. Mokhtari and Reichard
(2002) verified the reading strategy questionnaire, and the internal
consistency reliability coefficient varied from 0.89 to 0.93. With a little
improvement, the questionnaire's internal consistency reliability was
examined by the current researchers, and the Cronbach alpha coefficient
was found to be 0.819.

Concerning the motivations for reading questionnaire, one version of
MRQ, developed and validated by Metsela, Wig field and Mc Cann (1999) is a
standardized questionnaire. Additionally, the tool's internal consistency
reliability was examined by the current researchers, who discovered that it
was 0.849.

Regarding the reliability of reading behavior questionnaire (RBQ),
Boakye (2012) confirmed that the Cronbach Alpha for this survey was 0.68
and 0.67 for the pre-intervention survey and for the post- intervention
survey respectively. When it was checked by the current researchers before
administration, its Cronbach alpha was 0.74. Over all, the reading
engagement questionnaire was checked for 1lits internal consistency
reliability, and it showed 0.92 alpha coefficients. To consider the
questionnaire’s validity, it was given to three PhD psychology candidates who
have related works to this questionnaire. To this end, good insights were
found and improvements were made to it.

2.6.2. Validity and Reliability of the Reading Achievement Test
The adapted reading achievement test has passed rigorous steps of
validation and checking reliability. It is a standardized test. Its validity was
also checked for the context of the current study. To look in to the content
and face validities of the test, it was given to two doctors (one from ELT and
one from psychology) and for two experienced high school English teachers
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for comment. Criteria included clarity of directions, appropriateness of items,
coverage of different comprehension skills and level of difficulty. The
lecturers commented that the test is longer for grade 9 students; the
students may get bored during administration. Besides, they suggested that
some of the questions seem to be a little bit difficult to answer. The high
school teachers also commented that the test is longer (70 items) as
compared to their classroom tests and final exams. They also suggested that
the passages are equivalent to and are even shorter than those in the
student text. Both the lecturers and the teachers commented some minor
typographical errors such as font size and spacing.

Based on all the comments given by the practitioners and the
researchers’ observations, some improvements were made on the test.
Concerning the length of the test items, the researchers gave orientation for
the students in advance ensuring that the length does not matter as they
answer questions of similar nature. The students were also made answer the
questions in two sessions, taking a 5 minutes break. Two items, which were
deemed difficult, were deleted. Finally, the test consisting of 68 items was
administered to 120 grade 9 students of Debre Eba General Secondary
School. Regarding the reliability of test, the researchers believed that as the
original researcher has checked its reliability, it is not necessary to check it
again.

3. Findings

This study explored the relationships of students’ reading engagement
aspects (strategy, motivation and behavior) assessed by a questionnaire, with
their reading achievement measured by reading achievement test. It also
determined the predictive powers of the three reading engagement factors on
reading achievement. To analyze the data, correlation and regression
analyses were performed. In consequence, results of data analyses are
presented in this part to respond to the research questions.

3.1. Correlations between each reading engagement aspect and
reading achievement
The students’ reading engagement aspects (reading strategy, reading
motivation and reading behavior) were correlated to their reading
achievement. As such, the results are presented in Table 1 below.

Table 1
Pearson Product-moment correlations between reading engagement aspects  and
reading achievement RAT

RAT
Pearson Correlation .339*
RS Sig. (2-tailed) .000
N 120
Pearson Correlation 433
RM - -
Sig. (2-tailed) .000
N 120
Pearson Correlation 423
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RB Sig. (2-tailed) .000
N 120
**_ Correlation is significant at the 0.01 level (2-tailed)

Pearson product-moment correlation was computed to analyze the
relationships between strategy, motivation and behavior, and reading
achievement. The normality, linearity and homoscedasticity assumptions
were not violated, according to preliminary assessments. As shown in the
above table, there was a moderate, positive, and significant link between
reading strategy and reading achievement (RAT) (r =.339, P< 0.01), reading
motivation and RAT (r=.433, p < 0.01), and reading behavior and RAT (r=
423, p< 0.01). Thus, the correlations of strategy, motivation and behavior
with reading achievement were moderate, positive and significant. This value
implies that high reading strategy use, high level of reading motivation and
frequent reading behavior are associated with high students’ reading
achievement as measured by reading test. In other words, the result
indicates that students’ high reading engagement is related to their high
achievement in reading when they read different texts in EFL classes.

3.2. Reading engagement aspects as predictors of reading
achievement
Standard multiple regression analysis was performed to determine how
much the reading engagement factors together predict reading achievement.
The regression analyses were conducted on strategy, motivation and
behavior as predictor variables and reading achievement as the dependent
variable. The results are presented in the table under here.

Table 2
Analysis of multiple regression for the relation between the set of reading
engagement aspects and reading achievement

Model R R Square Adjusted R Std. Error of the
Square Estimate
1 4682 .219 .199 11.642

As shown in Table 2, the result of multiple regression analysis indicated that
the influence of the combined reading engagement aspects on reading
achievement was significant (p<0.01) and positive. The set of reading
engagement aspects accounted for 21.9% of the variance in reading
achievement (R2 =0.219). This value shows that the set of reading
engagement aspects i.e. strategy, motivation and behavior account for 21.9%
of the variance in reading achievement while reading texts in English. This
means reading engagement factors together have predicted students’ reading
achievement. The Adjusted R square was found to be 0.199 for reading
achievement. This value suggests that the predictors are good at predicting
students’ reading achievement. As per Muijs’s (2004) standard, the Adjusted
R square (model) which is found between 0.11 and 0.3 has modest fit, while
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Adjusted R Square (R2) that ranges from 0.31 to 0.5 is said to have
moderate fit. The above value suggests that the predictor variables are
relatively modest at predicting the students’ achievement in reading. Thus, it
could be deduced that the set of reading engagement aspects modestly
predicts students’ reading achievement when they read texts during EFL
reading classes.

3.3. The relative contribution of each reading engagement aspects on
reading achievement
To identify the reading engagement aspects that contributed most in
predicting students’ reading achievement, the standardized regression
coefficients () were computed. The results are reported in Table 3 below.

Table 3
Influence of each reading engagement aspect on reading achievement
Model Unstandardized Standardized T Sig.
Coefficients Coefficients
B Std. Error Beta
(Constant) 5.666 8.295 .683 496
RS -.321 3.269 -.012 -.098 .922
1
RM 7.831 3.656 278 2.142 .034 **
RB 6.636 3.107 244 2.136 .035**

**. Correlation is significant at the 0.05 level (2- tailed)

As per standard multiple regression analysis, Table 3 indicates that reading
motivation and reading behavior were statistically significant predictors of
reading achievement. As a result, reading motivation made a significant
impact to the prediction of reading achievement with (f=.278, p <0.05)
followed by reading behavior (=.244, p < 0.05). However, reading strategy
made negative, insignificant contribution to the prediction of reading
achievement with (3=-0.321, p> 0.05).

4. Discussion

This study looked in to the association between grade 9 FFL students’
reading engagement aspects and their reading achievement in reading
classes. It also determined the predictive power of reading engagement
aspects on reading achievement. To address these objectives, Pearson
correlation and multiple regressions were calculated. Besides, to identify
which aspects of reading engagement influenced students’ reading
achievement, the standardized regression coefficients () were computed.

Accordingly, the results of Pearson correlation analyses reveal that each
of the three reading engagement aspects had a statistically significant
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correlation with students’ reading achievement. All correlations were positive
and had moderate effect sizes. The findings suggest that all the three aspects
of reading engagement are likely to influence students’ reading achievement.
The positive association detected between each reading engagement aspect
and reading achievement suggests that students are likely to have high
reading performance in English reading classes when the students are
strategic, motivated and are consistent and frequent with their reading
behavior.

This study’s findings on correlations are consistent with that of the
existing researches. Guthrie, Wig field, Matsela and Cox (1999); Guthrie and
Wig field (2000) have demonstrated a positive link between engaged reading
and academic [reading] achievement. As per Protacio’s (2013) research,
pupils who are not engaged readers are also those who are with lower
amount of reading achievement. This statement implies that engaged readers
are individuals who are with high levels of achievement in reading. Or
students’ high reading engagement aspects are related to their high reading
achievement when they read texts in English. Besides, Mete (2020) found
out a high, positive and meaningful correlation between students’ reading
comprehension and reading engagement levels in grade six. Thus, it could
be concluded that students’ high reading engagement aspects are related to
their high reading achievement when they read texts in English.

Multiple regression analyses results also indicate that strategy,
motivation and behavior in combination were statistically significant
predictors of reading achievement (R2 =0.219). The set of reading
engagement aspects accounted for 21.9 % of the variance in reading
achievement. The adjusted R Square (R2) was also 0.199 (modest fit). This
means that the predictors are modest in predicting the students’ reading
achievement. That is, the set of reading engagement aspects modestly
predicts students’ reading achievement in reading classes. This result is
consistent with the findings of previous researchers. Wig field and Guthrie
(1997) revealed that achievement in reading highly depends on and is
predicted by the amount of time students read and how involved they are in
the reading activity (engaged). In addition, engaged reading was shown to be
a predictor of comprehension in reading and reading accomplishment,
according to Taboada et al. (2013). Lee (2017) on her part disclosed that
behavioral engagement (defined as making an effort and sticking with it
while reading) and emotional involvement (relating to a sense of belonging)
strongly influenced students’ reading achievement.

Further, the standardized regression coefficients (3) analyses indicate
that two of the three reading engagement aspects, namely, reading
motivation and reading behavior, contributed to a statistically significant
and positive variation to students’ reading achievement. This means, the two
aspects accounted for the variance in reading achievement. Reading
motivation has made the strongest contribution (3 =.278) followed by reading
behavior (=.244). The implication is that students achieve better in
reading when teachers provide them different motivating activities in reading
classes and when they let students read materials consistently and
frequently.
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5. Conclusions and implications

This study explored the relationship between students’ reading
engagement aspects and their reading success. The results of the study
revealed that grade 9 EFL students’ reading engagement aspects are
associated with their reading achievement. Pearson correlation analyses
indicated that the three reading engagement factors (strategy, motivation
and behavior) have moderate, positive and significant (p<0.01) correlations
with reading achievement. This finding suggests that as students’ reading
engagement is improved, their reading achievement increases when they
read texts in English. Besides, multiple regression analyses indicated that
grade 9 EFL students’ reading engagement aspects in combination have
predicted their reading achievement. The three domains of reading
engagement: reading strategy, reading motivation and reading behavior
together were statistically significant predictors of reading achievement
(R2=0.219). Reading motivation and reading behavior aspects of reading
engagement were also found to be positive and significant predictors of
reading achievement. They influence reading achievement though reading
motivation aspect contributed the highest variance. This implies that sound
reading motivation as well as consistent and frequent reading behavior play
a crucial role in enhancing students’ reading success when they learn
reading in English classes. Hence, English teachers should create various
ways of engaging students in reading classes. The current study has
explored the association between students’ reading engagement aspects and
their reading achievement in EFL reading classes. However, it did not
examine the cause effect relationship of reading engagement aspects and
reading achievement. Thus, future research should examine the causal
relationship between the two variables so that useful results will be drawn
on the link between these variables to enhance students’ reading
achievement.

6. Recommendations

Consistent with the findings and the conclusions, recommendations were
reflected. Examining the association between learners’ reading engagement
and their reading achievement can be valuable to clearly understand the
influence of students’ engaged reading on their reading performance. As a
result, stake holders like curriculum specialists, practitioners and the
research community should pay more attention to reading engagement and
the ways to maximize it, especially at a classroom level. Moreover, reading
engagement is contextual and is fostered by classroom practices. Thus,
particularly, English teachers need to deliver reading strategy instructions
for high school students in reading classes. They should also provide
adequate practices for motivating students to be engaged in reading different
types of texts in and outside class. Equally important is students should get
good access to nonacademic or authentic texts such as magazines,
newspapers and fiction to help them develop frequent reading habits for
speed and pleasure.
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Abstract

This study examined the relationship between Ethiopian grade 9 students’ reading motivation
domains and their reading achievement in EFL classes. A sample of 120 9™ graders of Debre
Eba Secondary School in Debre Berhan town, participated in the study. Employing a
correlational type of design, the study utilized questionnaire and reading achievement test to
collect data. SPSS (Version, 25) was used to analyze data. The findings revealed that students’
reading motivation domains were significantly associated to reading achievement. The aspects
i.e. extrinsic motivation, intrinsic motivation, self-efficacy and social motivation were positively
and significantly related to reading achievement. However, a negative and non-significant
correlation was found between reading avoidance and reading achievement. It was also
observed that students’ reading motivation domains together predicted their reading
achievement. Thus, it can be concluded that students’ reading motivation domains are related to
reading achievement while reading texts in EFL classes. Besides, the reading motivation aspects
in combination influence students’ reading achievement. Finally, the study suggests that reading
motivation strategies should be given critical attention in order to improve secondary school

students’ reading comprehension and achievement.

Key words: extrinsic motivation, intrinsic motivation, self-efficacy, social motivation, reading
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1. Introduction
Due to its widespread use in international communication, English has recently gained
importance as a language to study (Gustadevi & Asib, 2012). Because of its prominent position
in globalization, it also has a significant impact on a country's political, economic, sociocultural,
scientific, technical, and academic advancements. It appears that in the current age of
globalization and technology, English language is recognized as the most extensively used
language of communication and other services. As a result, nowadays people all over the world
have a growing interest towards learning English and using it effectively. Being one of the
world’s countries applying English as a foreign language, Ethiopia uses English in various
contexts like economy, politics, foreign affairs, education, telecommunications, science and
technology. In line with this idea, Saleamlak et al. (2022) assert that the education system of
Ethiopia also acknowledges the importance of English for global interconnectivity and economic
development

Thus, the education system is among the contexts where English plays essential roles. It
is now taught as a subject beginning in grade 1. From grade 9 onwards, it is also employed as a
medium of instruction, except for Addis Ababa and Gambella regions where it begins at grade 7
and SNNP (South Nations, Nationalities and Peoples) region which delivers various subjects in
English starting from grade 5. At the tertiary level of education too, English is taught as a course
and is employed as a medium of instruction. In these higher institutions, English is also used in
the working language as researches, reports, minutes and other related tasks are organized in
English.  Therefore, for every Ethiopian who wants to succeed in education and in other
businesses, it would be mandatory to have a good mastery of English.

English is a decisive tool for better learning as a whole. However, reading skill specifically
helps students to effectively learn the language itself and other subjects or courses in their
academic context. “Reading is believed to be the primary means for gaining access to various
sources of information, providing the basis for synthesis and critical evaluation skills” (Celce-
Murcia, 2001 , apud Uzancakmak, 2005, p. 2). Besides, regardless of the reader's goal, reading
assists autonomous learning. The current study focused on the relationship between reading

motivation and reading achievement, and these concepts are highlighted in the following section.
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1.1 What is reading?
Herath (2010) notes that reading is not simply the association of sound to symbols; it necessarily
includes meaning. Herath adds that at an advanced stage of understanding, reading can even
express meaning alone, with no application of sound; in its most general and modern definition,
reading is the ability to get a clear meaning of the written symbols. Aebersold and Field (1997)
on their part explain reading as the process through which individuals look at a text and interpret
its written symbols; in addition, the text and the reader are the two physical units needed for the
reading process to begin. They assert, however, that reading actually occurs when the reader and
the text are in conversation in order to make sense. Grabe and Stoller (2011) also stress that
reading comprehension is fundamentally complex, including several processing skills like
planning what to do, predicting contents of the text, and checking comprehension. This
description implies that reading is an active and interactive procedure involving a reader and a
text that are harmonized in very effective groupings. Basic reading comprehension and
communication skills alone are not enough for a reader. In addition, a reader needs to be
proficient and competent in reading skill. As De Naeghel et al. (2012) explain, the competence to
read is an essential ability.

Regarding the components of reading, along with cognitive factors like recognizing words,
using strategies, and background knowledge, authors have acknowledged affective factors like
motivation (Guthrie, Wigfield &You, 2012; Guthrie & Wigfield, 2000). Guthrie and Wig field
(2000) point out that reading process includes cognitive, motivational, social and other factors. In
other words, reading comprehension and reading achievement can be contributed by many reader
characteristics like cognition, motivation, behavior and social relation. Hence, motivation is
among the primary constructs to be studied in connection to reading achievement in EFL
classroom context.

1.2 What is motivation?

Protacio (2013) states that motivation is a construct that urges students to have the desire to
read. Besides, reading motivation was defined by Guthrie and Wigfield (2000) as a person's
objectives, values, and convictions toward the subjects, processes, and results of reading. This
definition appears to best characterize the essence of reading motivation. It suggests that
motivation to read varies at an individual level. Or individuals are not dichotomous in their type

and level of motivation- motivated or unmotivated. Rather, the construct of motivation in an
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individual is expressed in a continuum. Opposing the theorists who favor the unitary nature of
reading motivation, Ryan and Deci (2000) argue that people have both varying kinds and
differing magnitudes of reading motivation.

It is clearly established that motivation to learn or read is inherent in all people, and it is
one of the factors to influence reading [achievement]. As Guthrie and Wig field (2000) claim,
reading motivation clarifies why some students read more than others, and it causes the strategic
abilities of the students and enables them to engage in reading. Students who have motivation to
read are able to apply various strategies of reading which can facilitate the reading process.

Guthrie and Wig field (2000) declare that the motivation to read is considered as a
multifaceted variable. In this respect, Guthrie and Wig field (1999) explain that reading
motivation includes sub domains like intrinsic motivation, extrinsic motivation and social
interactions around reading. Moreover, Self-determination theory (SDT) could be the best
adherent of the multi-dimensional nature of motivation. Qualitatively, SDT categorizes different
kinds of motivation in to groups. In line with this, De Naeghel et al. (2012) point out that self-
determination theory recognizes the classical difference between intrinsic motivation and
extrinsic motivations. However, what makes self-determination theory different from other
aspects to motivation is its focus on the various types and sources of the motivation to read; it
defines motivation in a continuum.

As Ryan and Deci (2017) reflect, SDT proposes that some types of motivation are
completely volitional (done with interest), while others may be entirely external (pressured from
others). Within these two major types of motivation, there are other forms of motivation like
integrated motivation and regulated motivation (under extrinsic motivation), and curiosity and
involvement (under intrinsic motivation). Hence, it can be deduced that in playing a vital role to
facilitate reading comprehension, an individual’s reading motivation can have different types and
levels depending on various factors. Reading motivation is a fundamental domain of reading
engagement, which Guthrie (2004) defines as the cooperative operation of social connections,
conceptual understanding, motivation, and strategies during literacy activities. Reading
engagement is a broad term comprising of three major dimensions: cognitive, behavioral and
motivational. When students are intrinsically motivated to read texts, they are said to be engaged

readers.
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In this study, reading motivation is conceptualized by its subdomains: self-efficacy,
intrinsic motivation (consisting of curiosity, involvement and challenge), extrinsic motivation
(including recognition and competition), social motivation and reading avoidance. Each aspect of
reading motivation has been highlighted as follows.

1. Self-efficacy: Self-efficacy refers to beliefs in one's ability to plan and carry out the steps
required to achieve specific goals (Bandura, 1997). Wigfield and Guthrie (2004) note that self-
efficacy involves confidence in language and comprehension techniques.

2. Intrinsic motivation: This construct has been termed as doing an action for its own
satisfaction. Intrinsic motivation consists of reading curiosity, reading involvement and reading
challenge. Reading curiosity “is ...the desire to read about a particular topic of interest to the
child, and so is closely related to the literature on reading interest” (Baker & Wigfield, 1999,
p.1). Reading involvement is the pleasure of practicing various types of fictional or informal texts
(Wigfield & Guthrie, 1997). The third element, reading challenge is when we feel satisfied as we
understand or absorb difficult concepts from a source. It can also be described as, the willingness
to take on difficult reading material (Baker & Wigfield, 1999).

3. Extrinsic motivation: Extrinsic motivation ... refers to doing something because it leads to
a separable outcome (Ryan & Deci, 2000, p.55). Competence and recognition are two aspects of
extrinsic motivation. As per Parault and Williams (2009, p.3) “reading competition is reading out
of the desire to outperform other students.” The other aspect-recognition for reading refers to
the gratification in receiving a tangible form of recognition for success in reading (Wigfield &
Guthrie, 1997).

4. Social motivation: Sharing reading is a communal experience, according to McRae and
Guthrie (2009), whether students are reading aloud, debating a book, or cooperating to decipher
and define a new word. Congruently, sharing the insights obtained from reading with one’s
friends and family is one of the social benefits of reading (Wigfield & Guthrie, 1997).

5. Reading avoidance: According to Wigfield and Guthrie (1997), this facet of motivation
relates to what students claim they do not like about reading. Avoidance in motivation can affect
learner behavior in situations of achievement. The aforementioned (1-5) motivational constructs

characterize reading motivation for this study.
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1.3 Reading Motivation and Reading Achievement
Evidence shows that there is a relation between reading motivation and performance in reading.
Wigfield and Guthrie (1997) revealed that motivated students read three times more regularly
than do those having low motivation levels. They disclosed that children’s motivations to read
predicted the amount and breadth of reading. Cox and Guthrie (2001) also confirmed that
reading motivation has increased students’ reading comprehension when they read texts in the
classroom. Besides, researchers like Baker and Wig field (1999); Guthrie, Wig field, Metsala and
Cox (1999); Kedir and Demis (2024) have reported that reading motivation was significantly
correlated with different factors of reading achievement like intrinsic motivation. Guthrie,
Wigfield & You (2012) contend that highly motivated readers are more likely to read regularly
or employ a variety of reading techniques. These bodies of knowledge generally indicate that if
students are motivated readers, they can comprehend academic and nonacademic texts
effectively, and in turn can maximize their reading achievement.

Research proposes that reading motivation decreases as students grow up to the next
grades. As noted by Fredricks and McCloskey (2012), as children move from elementary to
middle school, they become increasingly disengaged [unmotivated] from reading activities. In
the Ethiopian context, students at different levels of education lack the motivation to learn and
read. Atlabachew (2017) notes that Ethiopian students are not that much motivated to read
academic as well as nonacademic texts. This situation becomes even more dramatic as students
join secondary school. Students’ academic success and their reading achievement are declining
from time to time. Thus, lack motivation could be one of the basic factors for the students’ low
reading achievement. Therefore, it would be essential to conduct a study on the constructs of
reading motivation and reading achievement, specifically their relationship at a secondary school
level.

Different authors have conducted research on the relationship between motivation to read
and reading achievement with respect to its one or two components. For instance, attitudes and
reading achievement (McKenna et al., 2012); self-concept and reading achievement (Chapman
& Tunmer, 1995); self-efficacy and reading achievement (Henk & Melnick, 1995) can be
mentioned. However, studying reading motivation in terms of its partial domains does not show
its actual relationship to reading achievement as motivation to read is a multifaceted variable.

Besides, studies dealing with the multidimensional approach of reading motivation have
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examined the dimensions of children’s motivation to read and their relations to reading activity
and reading achievement at elementary and middle schools (e.g. Wigfield & Guthrie,1997; Baker
& Wigfield,1999).

Wig field et al. (1996) described the Motivations for Reading Questionnaire (MRQ). They
discovered that MRQ is appropriate for usage with students in late elementary and middle
school, as it evaluates 11 potential facets of reading motivations. Besides, it has been confirmed
that children's performance on various standardized examinations and their reported frequency of
reading are related to their MRQ scores. These authors have reviewed previous researches in
their study, but they did not conduct actual study by collecting data from samples.

Wigfield and Guthrie (1997) have examined many facets of kids' reading motivation and
the relationship between their reading motivation and the volume and variety of their reading.
The aspects assessed included self-efficacy, intrinsic-extrinsic motivation and goals, and social
aspects. Involving 4™ and 5" grades, the study used surveys and diaries to assess the amount and
breadth of the students' reading as well as MRQ to gauge their motivation. Findings showed that
children's reading motivation was multidimensional. The quantity and breadth of children's
reading was also predicted by their motivation. This study appears to give more attention to the
dimensions of motivation than its relation to reading outcomes.

These and other similar studies, which employed the motivations for reading
questionnaire (MRQ) as a tool, seem to emphasize on the validation of the dimensions rather
than the relationships between reading motivation and reading achievement. There is inadequacy
in studying the direct relationship between the two variables. The existing studies also mainly
focused on elementary and middle schools as compared to secondary schools. Another gap to be
considered is as far as the researcher’s knowledge goes, in Ethiopia there has been little research
on the issue of the relationship between reading motivation (aspects) and reading achievement in
the context of secondary school. The authors to be mentioned in this area are Kedir and Demis
(2024) explored the relationship between aspects of reading motivation and reading
comprehension ability of second-year EFL students at Gambella University, Ethiopia. Thus, it
will be indispensible to conduct a study to fill the above-mentioned gaps in the literature.

Thus, this research will be different from previous studies in that it examined the
relationship between various aspects of reading motivation and reading achievement at

secondary school level. The study is expected to add its own contribution on the association
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between reading motivation and reading achievement with a prime objective to fill the above
gaps. It can also be used to evaluate a policy which is aimed at improving secondary school
students’ reading achievement.

Accordingly, the current research examined the relationship between secondary school
students’ reading motivation aspects and their reading achievement in EFL classes. It also
determined the predictive powers of these motivation factors (self-efficacy, extrinsic motivation,
intrinsic motivation, social motivation and reading avoidance) over reading achievement.

Research Questions
Based on objectives and the problems raised so far, the research questions under here were set.

1. Are there significant relationships between grade 9 students’ reading motivation aspects
and their reading achievement?
2. Do grade 9 students’ reading motivation aspects predict their reading achievement?
3. Which aspects of the students’ reading motivation influence their reading achievement?
2. Methods
2.1 The Research Design

In the current study, a correlational research design was used. “Correlational designs
provide an opportunity for us to predict scores and explain the relationship among variables. In
correlational research designs, investigators use the correlation statistical test to describe and
measure the degree of association... between two or more variables or sets of scores” Creswell
(2012, p.338). Also, as per Gay et al. (2010), correlational research [design] entails collecting
data to determine whether and to what extent a relationship between two or more quantifiable
variables exists.

This study was intended to explore the relationships of students’ reading motivation
aspects with their reading achievement in EFL classes. Thus, correlational research design is the
appropriate design for this subject matter to clearly show the relationship between these variables
in a natural setting.

2.2 Setting
The research in issue was conducted in a selected public high school, Debre Eba Secondary
school, North Shewa zone, Ethiopia. The school offers English as a compulsory subject for
grades 9 to 12 based on the education curriculum. Besides, it employs English as a language of

instruction for other subjects, except Amharic (students” mother tongue).
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2.3 Participants
One hundred and twenty (120) grade 9 students of Debre Eba general secondary school were
involved as participants of the study. Out of the total 880 grade 9 students who were enrolled in
2020/21 academic year, in the school, 120 students were selected via simple random sampling
method, particularly the lottery technique.

2.4 Tools for Data Collection
To gather the data of the study, two instruments were employed: a questionnaire and students’
reading achievement test. The following section presents the clear explanation and justification
of the two tools.

2.4.1 Motivations for Reading Questionnaire (MRQ)

This survey was originally planned to measure 11 aspects of children's motivations to read. The
questionnaire has been validated by many authors at different times. For instance, Wig field and
Guthrie (1995) developed the first questionnaire with 82 items to assess 11 possible domains of
reading motivation. The Motivations for Reading Questionnaire (MRQ) validated by Wig field,
Guthrie, and  McGough (1996) is also a 54-item survey which was set to measure the same
motivation factors including self-efficacy, some intrinsic and extrinsic motivations and social
aspects of reading.

Then, Metsela, Wig field and McCann (1999) have improved and validated a version of the
M RQ. In this questionnaire, out of the original 11 dimensions, 8 of them appeared to be sound.
Besides, they are manageable to study and were used by previous researchers. Therefore, these
constructs were used in the current research as the major subcomponents of motivation for
reading. Therefore, this shorter version, covering self- efficacy, three aspects of intrinsic
motivation (curiosity, involvement, and challenge), two components of extrinsic motivation
(recognition, competition), social motivation and reading avoidance, was used in this study.

The questions in the MRQ are rated on a 5 point Likert scale which are, strongly agree (5),
agree (4), uncertain (3), disagree (2), and strongly disagree (1). To fill in the questionnaire,
approximately 10-15 minutes are needed. As for its reliability, the Cronbach’s alpha coefficient
for the scale was 0.91. Before it was administered, the questionnaire was translated from English
to Amharic language. Finally, one hundred twenty (120) grade 9 students completed the survey.



RATE Issues, ISSN 1844-6159, Winter 2024, vol. 32, issue no. 2

2.4.2 Reading Achievement Test
Reading achievement refers to the students’ general reading comprehension ability at school. To
assess the students’ reading capability, a standardized reading achievement test was employed.
Abiy’s (2005) reading comprehension test, developed for his PhD dissertation was adapted. There
were two sets of tests in Abiy’s (2005) standardized reading test (each set consisting of 3 tests):
the pre mediation test and the post mediation test. The comprehension test consists of nonfiction
or informational texts from different content areas for which students answer true or false items,
multiple choice questions, matching items, and fill in the blank spaces. The reading test takes
about 70 minutes to complete.

The types of questions designed for the test were grouped in to questions that will require
literal meaning, and the ones that will demand deeper meaning. The later categories consist of
specific reading skills like analysis, synthesis, evaluation, reasoning, appreciation and that relate
with the students’ prior knowledge. Reading is a broad and complex process, and Guthrie and
Wigfield (2000) note that reading involves a variety of cognitive, motivational, social and other
factors. Thus, the reading achievement test is anticipated to measure all domains at least in some
part.

For this study, the first set of tests (the pre-mediation tests), which consist of 68 items, were
adapted with minor improvements, and were administered to the sample (120) students. After the
tests were marked and scored, the results were correlated with that of the questionnaire to
determine the association between the variables.

2.5 Data Collection Procedures
After the researchers had got consent from the school’s administration, they started the data
collection process. Before the actual data collection work, they met and selected teachers who
were volunteer to coordinate and select students from different sections. At the beginning of
March, 2021, during the second semester, 120 sample students took the reading test. The tests
were screened out, marked and were filled in the SPSS. Afterwards, questionnaire was
administered to the same students. The questionnaire papers were tallied and filled in the SPSS

for analysis purpose.
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2.6 Data Analysis Techniques

The data gathered through questionnaire and reading achievement test were analyzed
quantitatively. After checking the validity and reliability of the tools, correlation and regression
analyses were computed by using the Statistical Package for Social Sciences (SPSS version 25).
To decide the relationships of variables, correlation analysis was performed while regression

analysis was employed to determine the best predictor of reading achievement.

3. Findings and Discussions
This study was intended to examine the relationship of grade 9 EFL students’ reading motivation
aspects with their reading achievement. It also determined the predictive powers the five reading
motivation aspects on the students’ reading achievement. To compute the collected data,
correlation and regression analyses were performed. Thus, in the following section, based on the
findings and discussions are presented to address the three research questions.
The Relations between Each Reading Motivation Aspect and Reading Achievement

One of the objectives of this study was to explore the relationships between each aspect of
reading motivation and students’ reading achievement in EFL classes. The results are presented
in Table 1 below.

Table 1: Pearson Product- Moment Correlations Between Reading Motivation Factors and

Reading Achievement (N=120)

RAT

S Pearson 0.319™
E Correlation

Sig. (2-tailed) 0.000
| Pearson 0.376™
M  Correlation

Sig. (2-tailed) 0.000
E  Pearson 0.367"

Correlation

Sig. (2-tailed) 0.000

Pearson 0.385™

11
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S Correlation

M
Sig. (2-tailed) 0.000
R Pearson -.055
A Correlation
Sig. (2-tailed) 0.548

**  Correlation is significant at the 0.01 level. (2-tailed)

Correlations of the five reading motivation aspects with reading achievement test (RAT) were
determined using Pearson product- moment correlation. Primary analyses were made to check if
there were no violations of the assumptions of normality, linearity and homoscedasticity, and
thus no violations of assumptions were found. As reported in the above table, there was a
moderate, positive and significant correlation between reading self-efficacy and RAT(r= .319,
P< .01), intrinsic reading motivation and RAT(r=.376, p < .01), extrinsic reading motivation and
RAT (r=.367, p<.01), social reading and RAT(r=.385, p<.01). Nevertheless, a weak, negative
and non-significant association was found between reading avoidance and reading achievement
(r="-0.055, p=0.548).

In short, the correlations of self-efficacy, intrinsic motivation, extrinsic motivation and
social motivation with students’ reading achievement test were moderate, positive and
significant. This data infers that high self-efficacy, high intrinsic motivation, high extrinsic
motivation and high social motivation are related to high students’ reading achievement in
reading classes. To this end, it is possible to suggest that maximizing students’ reading
motivation at a classroom context will have a positive effect on students’ reading achievement.

The results of this study on the correlations between aspects of motivation and reading
achievement go in line with the findings of previous researches. According to Wig field and
Guthrie (1997), pupils who are more motivated read three times as often as students who are less
motivated. Similarly, Cox and Guthrie (2001) revealed that reading motivation has increased
students’ reading comprehension at a classroom level. Kedir and Demis (2024) also confirmed
that reading motivation aspects of university students were related to their reading

comprehension ability.
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Reading Motivation aspects as Predictors of Reading Achievement

Analyses of multiple regressions were also performed to see the predictive power the reading
motivation factors (together) on reading achievement. Multiple regression analyses were
conducted on self-efficacy, intrinsic motivation, extrinsic motivation, social motivation and
reading avoidance as predictor variables and reading achievement as dependent variable.

Table 2: The Influence of Reading Motivation Aspects on Reading Achievement

Model R R Square Adjusted Std. Error of
R Square the Estimate

1 4382 191 0.156 11.952
a. Predictors: (Constant), SE, IM, EM, SM, Avoidance
b. Dependent Variable: RAT

Based on the standard multiple regression analysis (Table2), the reading motivation factors

in combination were positively and statistically significant predictors of reading achievement (R?
= .191, p < .05). As the value of R square (R?) shows, 19.1% of the variance of reading
achievement can be explained by the linear combination of the independent variables. Hence, it
is possible to assert that grade 9 students’ reading motivation has influenced their reading
achievement when they read texts in English classes.

Furthermore, as reported in Table 2 above, the Adjusted R square was 0.156 for reading
achievement. This statistic suggests that the predictor variables are good at predicting students’
reading achievement. Based on Muijs (2004) benchmark, the Adjusted R square (model) which
is found between 0.11 and 0.3 has modest fit and the Adjusted R?>  ranging from 0.31to 0.5 is
said to have moderate fit. Thus, the set of reading motivation aspects modestly predicts students’
reading achievement during EFL reading classes.

The findings regarding the predictions go constant with the results of the previous
researches. In this respect, Lee (2014) disclosed that emotional or motivational involvement
(relating to a sense of belonging) strongly influenced reading achievement. Similarly, Wigfield
and Guthrie (1997) revealed that the quantity and breadth of children's reading was predicted by
their reading motivation. Besides, as Cox and Guthrie (2001) divulged, reading motivation has

increased students’ reading comprehension at a classroom level. Atkinson (2010) also asserted
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that motivation predicted the level and breadth of student’s reading, positing that various
potential reading motivations could influence student’s reading achievement. Kedir and Demis
(2024) found that the 8 aspects of reading motivation with in motivations for reading
questionnaire (MRQ) have predicted students’ reading comprehension ability. As opposed to
these results, Proctor, Delay, Louick, Leiden and Gardner (1997) reported that the well-
recognized aspects of motivation, intrinsic and extrinsic reading motivations did not predict
reading comprehension with non-majority populations.
The Relative Contribution of Each Reading Motivation Aspect to the Influence on
Reading Achievement

To find out the reading motivation aspects that contributed most in predicting students’
reading achievement, the standardized regression coefficients, Beta () were computed, and the
results are briefly presented in the table underneath.

Table 3: Regression Coefficients

Model Unstandardized Coefficients Standardized T Sig.
Coefficients
B Std. Error Beta

1 (Constant) 13.553 9.996 1.357 0.178
SE 1.784 1.727 0.110 1.033 0.304
IM 3.642 3.021 0.150 1.205 0.231
EM 2.706 2.645 0.124 1.023 0.308
SM 2.454 2.241 0.146 1.095 0.276

RA 0.782 1.922 0.036 0.407 0.685

a. Dependent variable: Reading Achievement (test), N=120 students
The standard multiple regression analysis in table 3 above, revealed that self-efficacy
(=0.110, p > 0.05), intrinsic reading motivation (5=0.150, p >0.05), extrinsic motivation
(#=0.124, p >0.05), social motivation (5=0.146, p >0.05) and reading avoidance (p=.036, p
>0.05) were low and statistically non- significant predictors of reading achievement. Based on the
statistic, intrinsic reading motivation made a relatively better contribution to the prediction of
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reading achievement with (p=.150, p >0 .05) followed by social motivation (5=0.146, p >0.05).
This statistic indicates that intrinsic drive for reading contributed more to the prediction of
reading achievement (B =.150, p >.05) followed by social motivation (f = 0.146, p > 0.05). Based
on the findings, it is feasible to draw the conclusion that while the reading motivation components
together were statistically significant predictors of reading achievement, each factor alone was
not. This finding, specifically seems to be unique in that none of the reading motivation aspect is
statistically significant predictor of reading achievement separately. The result is against Kedir
and Demis’s (2024) finding which found that among the eight domains of reading motivation, six
of them strongly predicted university EFL students reading comprehension ability.

4. Conclusions
In line with the results of the research, it is possible to conclude that grade 9 EFL students'
reading motivation aspects were related to their reading achievement in reading classes. The
students’ self-efficacy, intrinsic motivation, extrinsic incentive, social motivation, and avoidance
were related to their reading success. This finding indicates that when secondary school students'
reading motivation rises, so will their achievement in reading. Moreover, grade 9 students’
reading motivation aspects (self- efficacy, intrinsic motivation, extrinsic incentive, social
motivation, and reading avoidance) in combination were found to be the predictors of their
reading achievement. Nevertheless, independently none of them was a significant predictor of
reading achievement.

Thus, it is recommended that English language teachers should practice techniques of
motivating students in language classrooms in order to increase various text comprehension
capacities of students and, in turn, to optimize their reading success. English teachers should also
take into account different motivational factors (e.g. self-efficacy and intrinsic motivation) in
reading classes since students' motivations to read texts are multifaceted or learners are inspired
to read for different reasons. In addition, various stakeholders such as curriculum specialists,
material developers and educators should take in to account the inclusion of motivation
techniques in textbooks for language instructions.

This study has got few limitations to be acknowledged. Consequently, further study has
been suggested. First of all, the research has included only grade nine students of one public
secondary school. Although the samples were selected by employing the appropriate procedures,

the findings of the study may not be generated in other grade levels as well as other schools.
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Thus, further studies should be carried out to replicate this research by involving more secondary

schools and additional grade levels.
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