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Abstract: This thesis is a study concerning Swedish students’ usage of reading 
strategies, attitudes towards reading and their reading habits when reading in English 
as a Foreign Language (EFL). This thesis also examines what motivates students to 
read in Swedish EFL-classrooms. To be able to answer the research questions in this 
thesis, a survey was handed out to 32 students in order to provide an authentic picture 
of these students’ perspectives. The theoretical background in this thesis concerns 
motivation, or more specifically intrinsic motivation, which is described and defined 
through Deci and Ryan (2000) and Ryan and Deci’s (2000) Self-Determination Theory 
(SDT).   
 
This study concludes that the informants in this study seem to have a tendency to not 
use reading strategies before, during or after reading texts. The importance of teachers 
teaching and for students using reading strategies will be discussed in correlation with 
the results from the students’ surveys. This study also shows that students who do not 
use reading strategies seem to have a negative attitude towards reading and read to 
lower extent than students with a positive attitude towards reading. Lastly, this study 
shows that students benefit from appealing to their intrinsic motivation in order to 
regard reading as more fun, and therefore read more.  
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1. Introduction 
 

Reading is one of the ways students gather knowledge in various subjects in Swedish schools, 

and that makes a well-developed reading comprehension highly relevant in learning contexts. 

The English language surrounds people in Sweden and is used in many different areas, such as 

education, according to the Swedish National Agency of Education (Skolverket, 2011, p. 53), 

which makes a well-developed reading comprehension equally important in Swedish as in 

English. The discussion concerning students’ reading comprehension and how that can affect 

students’ possibilities to achieve further knowledge is a common one in Swedish school faculty 

rooms. One highly present topic is The Organisation for Economic Co-operation and 

Development (OECD) and PISA-results. OECD carries out tests in schools around the world 

and these tests are designed to measure students’ skills and knowledge in subjects such as 

mathematics and English. These tests are conducted every three years, and the results from 

OECD (2016) from 2015 indicate that Swedish 15-year old students’ reading comprehension is 

above the OECD average (p. 149), yet this does not indicate that Swedish students’ reading 

comprehension cannot still be developed. Moreover, when comparing the development of 

Swedish students’ reading comprehension between 2009 and 2015 with students in Singapore, 

using the same timeframe, it becomes obvious that Swedish students are falling behind (OECD, 

2016, p. 379). Therefore, students need to be made aware of how to develop their reading 

comprehension so that they can use it to enhance and gather more knowledge in school, or more 

specifically, in the English subject.  

 

A positive aspect of reading is that it can enhance students’ language skills (Nation, 2015, 

Lundahl, 2012). English is a mandatory subject in Sweden and one of the reasons for that is 

that students are to be given the opportunity to develop their English language skills. This in 

done so that they can use it to acquire further knowledge through written and spoken English 

(Skolverket, 2011, p. 53). However, making Swedish EFL-students read might not be as easy 

as it might first appear to some people. The learning process has to be made visible for students 

so that they feel that they are actually learning something as they read. Students can be more 

inclined to read if they are made aware of the fact that reading contributes, and helps them, to 

achieve further learning, according to Crockroft and Atkinson (2017). Therefore, teachers need 

to have a plan and purpose with reading so that students become motivated and can understand 

the purpose of reading (Gibbons, 2012). Hence, one might surmise that teachers are the ones 

who need to make sure that students acknowledge what they learn as they read, as well as being 

the ones who keep students motivated. However, this can be questioned since my experiences 

tell me that this cannot be done if students themselves are not motivated. 

 

When discussing students’ motivation and reading, correlations have been found in previous 

research texts and books. It has been shown that teachers need to appeal to students’ intrinsic 

motivation rather than their extrinsic motivation (Johansson, 2016; Giota, 2013; Gibbons, 2012; 

Medina, 2012). As mentioned earlier, people might assume that it is the teachers’ job to 

motivate students to read, but it is actually the students themselves who need to access their 

own intrinsic motivation when it comes to reading. Teachers should give students tools (such 

as reading strategies) to make them motivated, but in the end, it is the students themselves that 

need to find their motivation. Students need to regard reading as fun and something that is 

conducted for personal and intellectual growth, in order to be motivational (Crockroft & 

Atkinson, 2017; Milliano, van Gelderen & Gleegers, 2016; Ryan & Deci, 2000). Therefore, the 

students’ perspectives and notions regarding reading will be taken into consideration in this 

study so that the possible correlation between reading and motivation can be made visible. Ryan 
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and Deci’s (2000) Self-Determination Theory (SDT) concerns both intrinsic and extrinsic 

motivation, where intrinsic motivation is explained as innate needs in the form of autonomy, 

competence and relatedness which are crucial when appealing to students motivation. These 

needs have to be fulfilled in order for students to regard assignments as engaging and 

developing. This is the theory that will be the used as theoretical background for this empirical 

study in order to examine a potential correlation between motivation and students’ feelings 

concerning reading.   

 

1.1. Aim and research questions 
 

The questions regarding how to get students to read, what strategies they use, and their attitudes 

towards reading are highly relevant questions. This, since students’ knowledge enhancement 

partly relies on their motivation and will to read without feeling that they are obligated to read 

just for the sake of reading. Reading is supposed to be enjoyable, not a task that has to be done. 

Therefore, an aim of this study is to examine if 32 students in a public Swedish upper secondary 

school use different types of reading strategies when reading and their attitudes towards reading. 

Lastly, an other aim is to provide students’ views on their self-evaluated reading proficiency, 

their reading habits as well as what makes them motivated.   

 

The research questions for this study are:  

 

 What, if any, strategies do these EFL students use before, during and after their reading? 

 What do these students think about reading in English?  

 What are the students reading habits like when reading in English? 

 What do students think would motivate them to read more in English?  

 

2. Background and previous research 
 

In the following sections, some keywords will be defined in order to minimize the risk of 

ambiguity. The Swedish National Agency of Education (Sw. Skolverket) and their view on the 

English subject, as well as the importance of including texts in teaching and strategies used by 

teachers when working with texts will be presented and discussed. Lastly, previous research 

and other texts (some published by The Swedish National Agency of Education) will be used 

in order to highlight and discuss why reading strategies should be used, and the differences 

between using them before, during and after reading.  

 

2.1. Definitions 

2.1.1. ESL and EFL  
 

English as a Second Language (ESL) implicates that English is studied as the second language 

in one’s repertoire. Further, ESL is considered to be taught to people who live in country where 

English is an important language (ESL, Cambridge Dictionary). As mentioned earlier, the 

Swedish National Agency of Education considers English to be an important language to know 

since it is so common in Sweden. Therefore, this abbreviation will not be used in this thesis 

since many students in Swedish schools are bilingual before beginning schools nowadays. 
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Adding to that, English is a highly relevant language to know in Sweden and this abbreviation 

indicates the opposite.  

 

The abbreviation EFL stands for English as a Foreign Language, which implicates that English 

is being studied as language, which is not the second in one’s repertoire (EFL, Cambridge 

Dictionary). Thus, this is a more suitable term in this particular case and therefore this is what 

will be used in this thesis.  

2.1.2. Reading comprehension 
 

Tests that are done in order to determine reading or listening comprehension is to examine to 

what extent students understand what they read or listen to (Reading Comprehension, 

Cambridge Dictionary). In this thesis, reading comprehension refers to students’ ability to 

comprehend what is written in given texts. That means that students have to understand both 

denotative and connotative meanings in texts, as well as what is written “between the lines” in 

order to understand what is not explicitly stated in texts. 

2.1.3. Reading strategies 
 

A strategy is when one has a plan to conduct or achieve something in particular (Strategy, 

Cambridge Dictionary). In this thesis, reading strategies refer to various strategies and plans 

that students use before, during and after reading. A more explicit and detailed explanation and 

definition is given in section 2.4.  

 

2.2. Swedish National Agency of Education’s view on the subject 
English and the importance of using texts  
 

The Swedish National Agency of Education (Sw. Skolverket) has developed steering documents 

concerning the English suject in Swedish upper secondary schools. In these policy documents, 

the importance of the English subject is presented, and guidelines for both teachers and students 

are listed. Swedish schools are obligated to follow these guidelines, but that does not mean that 

students do not have a role in their own learning.  

 

In Sweden, English is a mandatory subject, and the Swedish National Agency of Education 

states that:  

 

[English] surrounds us in our daily lives and is used in such diverse areas as politics, education and 

economics. Knowledge of English increases the individual's opportunities to participate in different social 

and cultural contexts (Skolverket, 2011, p. 53).  

 

The steering documents also state that teachers’ primary purpose in Swedish classrooms is to 

support students, scaffold and to equip them with proper and suitable material (Skolverket, 

2011, p. 8–9). Moreover, there is a section in the steering documents, which focuses on reading 

in the English subject. There, it is stated that various text types such as factual and fictional 

texts should be used in teaching so that students are able to develop their skills in using, and 

producing, various text types “that instruct, relate, summarize, explain, discuss, report and 

argue” (p. 55). For this, students need to know how to use different reading strategies. The 

Swedish National Agency of Education has examined the importance of including different text 



 

4 
 

types to add another learning possibility in Swedish schools. They developed a project (Sw. 

Läslyftet, which could be explained as “reading promotion”) with the purpose of increasing 

students’ reading skills. One of the main purposes of this project is to convert theory to practice 

by trying new ways of working with texts in classrooms (Skolverket, 2018, p. 2).  

 

The Swedish National Agency of Education wants teachers to approach reading through various 

modules (Läslyftet) in order to provide the best learning possibilities for students. One of the 

texts written by Martinsson (2016) for this particular project (Läslyftet), concludes that one of 

the purposes of working with texts is to make students read, but most importantly, to understand 

what they are reading. This is where students can find deeper meanings and achieve both 

personal and intellectual development (p. 1–2).  

 

2.3. Teachers affecting students learning  
 

As mentioned earlier, appealing to students’ intrinsic motivation has shown to be preferable 

when getting them to learn in school contexts, and adding to that, several studies highlight the 

importance of teacher strategies when it comes to motivating students. The strategies used by 

teachers in EFL-classrooms can increase students’ reading comprehension (Medina, 2012). 

This study shows that reading in combination with a task, seems to motivate students to read 

since reading becomes purposeful for students. Teachers in Medina’s study used various 

reading strategies depending on what kind of task students were given, and the study concludes 

that both motivation and self-confidence among students, as well as their reading 

comprehension increased as their teacher taught them different reading strategies (Medina, 

2012). In addition, the importance of teachers individualizing both teaching and learning 

methods have shown to be as important as the strategies used when motivating students 

(Crockroft & Atkinson, 2017; Giota, 2013). The importance of teachers’ strategies in 

classrooms when it comes to motivating students to read has also been shown in Giota’s study. 

Assignments given by teachers have to be considered as appealing and developing for students, 

in order for them to be able to commit and find motivation to execute a given task. When 

students find a given assignments to have these features, they feel that they are governing their 

own knowledge development (Giota, 2013). To successfully motivate students, these aspects 

have to be taken into consideration. That is, teachers have to customize reading strategies for 

the actual task-affiliated texts and individualize teaching in order to make students regard 

reading more fun, enjoyable and educational.  

 

2.4. Reading strategies   
 

When acquiring a new language, it can be appropriate to use reading strategies that are 

developed to suit foreign language learning specifically. A study conducted by Crockroft and 

Atkinson (2017) where they examine three low-achieving students in the ages 12-13, in 

England. They examine the students’ attitudes concerning reading and what motivates them to 

read, and the study shows a district correlation between a customized reading strategy and 

motivation. The Swedish National Agency of Education has published several texts concerning 

strategies that can be used when reading in either Swedish or in a foreign language. Wejrum 

(2016) has written two of these texts, and they are published in the same year, but one of them 

concerns reading strategies during reading, the other one concerns reading strategies after 

reading. She presents several strategies concerning what to do during and after reading in her 

texts, but only the strategies that are relevant for this thesis will be discussed. Some of the texts 



 

5 
 

have been written for the Swedish as a Second Language subject, but since English is studied 

as a foreign language in Sweden, these strategies can be used by EFL-students as well since the 

learning still concerns acquiring another language, which is not your mother tongue. 

 

To be able to answer the research questions in this thesis, some studies that show how 

motivation and reading strategies can affect both learning and reading, will be presented in the 

sections below. Lastly, the correlation between reading comprehension, task-affiliated texts and 

reading strategies, will be shown.  

2.4.1. Strategies before reading  
 

Individualized pre-reading strategies and activities have a positive effect on students’ reading 

proficiency and comprehension in a foreign language since they become prepared for texts as 

well as the language used in them (Crockroft and Atkinson, 2017; Olvegård, 2016). In line with 

Crockroft and Atkinson (2017), Olvegård (2016) takes this even further and states that even 

self-sufficient and apt readers encounter texts that demands work to be fully comprehended, 

and this becomes obvious when they read texts in a foreign language. Further, she explains that 

students who regard themselves as apt readers might experience frustration when not being able 

to completely comprehend what he or she is reading because of a language barrier; hence, it 

becomes important that all students are given a chance to assimilate texts as they are reading 

them. Pre-reading activities should prepare a reader for potential linguistic, cultural or 

conceptual difficulties, and to (re)activate the readers’ earlier knowledge and understanding 

(Olvegård, 2016; Gibbons, 2012). Furthermore, Olvegård (2016) stresses the importance of 

providing students with an overall understanding of a text’s content, language and text type 

before initiating reading in order to make the text easier to comprehend. This in turn, gives 

students a chance to activate or reactivate their previous knowledge (Olvegård, 2016, p. 1–2, 

5–6; Gibbons, 2012, p. 130).  

 

Several pre-reading activities that are supposed to make reading easier for students are 

suggested by Olvegård (2016) and Gibbons (2012). Firstly, they suggest that parts of a given 

text should be discussed so that students are given a chance to predict what the text is about. 

This should be done with the first sentence in every paragraph and with potential pictures or 

diagrams in texts to give an overall understanding and prediction of the content of a particular 

text. Secondly, Olvegård (2016) recommends that previous experiences and knowledge 

concerning the subjects of texts, the text types and contents should be discussed. Lastly, she 

concludes that explicit information concerning contents and purposes of texts should be adapted 

to the specific groups of students. These approaches give teachers a chance to scaffold students 

to increase their subject knowledge before reading is implemented (Olvegård, 2016, 6–8; 

Gibbons, 2012, p. 130–133).  

2.4.2. Strategies during reading  
 

In order to understand texts, and especially task-affiliated texts, the terminology in a given text 

has to be comprehended. English being studied as a foreign language in Sweden the 

terminology can become an issue that disrupts the reading and therefore, affect comprehension 

of a given text. Vidal-Abarca, Mañá and Gil (2010), performed a study where they examined 

38 Spanish students in 7th and 8th grade who possess both low- and high reading comprehension. 

The students in this study were given task-affiliated texts where they were expected to retrieve 

and interpret information found in a given text. Adding to that, these students were expected to 

reflect and evaluate parts of a text in order to combine the text with already existing knowledge 

concerning a subject. This study shows that students who have a higher level of reading 
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comprehension have a tendency to not only understand texts better, but also understand the task 

given with the texts. These researchers conclude that reading comprehension is a key factor 

when reading task-affiliated texts (Vidal-Abarca, et al, 2010).  

 

Issues concerning understanding of terminology have to be taken into consideration by teachers, 

according to Johansson (2016). She argues that these issues can be addressed by having 

discussions with students during time they are reading texts. This is supported by Eriksson 

Barajas, Johansson and Martinsson (2016), as they stress the importance of discussions in 

literary contexts. They state that students learn as they discuss texts and that these discussions 

can increase students reading comprehension and their ability to decode and interpret texts (p. 

1, 7). Wejrum (2016a) also adds that strategies used by teachers while working with texts have 

a crucial meaning for students’ knowledge enhancing when reading a given texts. She argues 

that intentional teaching which explicitly concerns reading strategies gives all students a chance 

to enhance their reading comprehension, and that all teachers should scaffold their students and 

show them how to read and understand texts. That is also a reason for Wejrum (2016a) 

discussing what a reader can do during reading texts and how a reader can position him- or 

herself to it (p. 1).  

 

A recommended activity during reading, according to Wejrum (2016a) and Gibbons (2012), is 

summarizing while reading where a more advanced reader summarizes continuously and 

integrates new knowledge with already existing knowledge. Students who are less experienced 

readers and have not understood a text will also be identified if using this strategy since their 

lack of comprehension will be highlighted when not being able to summarize what they have 

read. This strategy can be taught to students by systematic teaching where a whole class reads 

a text, then a teacher interrupts the reading and they do a common summary of what has been 

read previously (Wejrum, 2016a, p. 4; Gibbons, 2012, p. 139). Another activity recommended 

by Wejrum (2016a), which can be conducted during reading, is making inferences – reading 

what is not said. This is what can be called “reading between lines”, that is, inferencing what is 

not explicitly said in texts. This can be taught to students by teaching them to detect gaps in 

texts and fill these in with help from other students and teachers through literary conversations 

(p. 5).  

 

Anticipating and predicting while reading, is a third strategy promoted by Wejrum (2016a) 

Gibbons (2012), and Olvegård (2016), which explains that an apt reader is observant during 

reading and continuously predicts what will come next in texts. Experienced and self-sufficient 

readers sre prepared for what they will meet in texts, both when it comes to content as well as 

structure. Inexperienced readers can enhance their ability to perform these kinds of tasks by 

pausing the reading and trying to predict what will happen in texts. Gibbons (2012) states that 

this is a way to get readers to understand the meanings and messages of texts and not only be 

given “correct” answers (Wejrum, 2016a, p. 5; Gibbons, 2012, p. 138).  

 

A fourth strategy presented by Wejrum (2016a) is deciding what is important in a text, 

depending on the purpose, which means that readers identifies what is important in a particular 

text. If a reader is searching for specific details in a text, the purpose becomes different than if 

a reader is trying to grasp an overall picture of the subject. Wejrum (2016a) states that the focus 

of reading needs to be made visible for students before the actual reading in order for them to 

know what they are looking or focusing on (p. 5). 

2.4.3. Strategies after reading  
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Comprehending texts in a foreign language can be difficult, but performing tasks affiliated with 

texts can be even harder. In order to perform such a task, students need to know how to gather 

information from texts and make that new knowledge correlate with already existing 

knowledge. Research has shown that students whose literacy competence is low have problems 

with performing tasks affiliated with texts (Milliano, van Gelderen & Gleegers, 2016). The 

researchers found several inadequacies concerning the students’ abilities to decode words, as 

well as understanding the text itself. They conclude that students, who focus on the meaning of 

a complete text, rather than understanding details, are more successful when performing task-

affiliated reading (Milliano et al, 2016). In accordance with this study, Wejrum (2016b) 

highlights that inexperienced readers are satisfied with being able to finish a given text. 

Experienced and apt readers, on the other hand, understand that the reading- and text 

comprehension process is not finished until they have correlated new knowledge with their old, 

and understood how they can use the new knowledge to gather further knowledge from texts 

met in the future. Wejrum (2016b) explains that experienced readers have the ability and self-

perception to return to texts and read parts that have not been fully comprehended. To practice 

this, Wejrum (2016b) presents assessment as a strategy when finishing reading a particular text. 

That is, to be able to evaluate and assess texts and it’s content, and how it can be used later. By 

working with this strategy, students become active and critical readers, but this demands 

practice and knowledge (p. 1, 3).  

 

Summarizing after reading is also a strategy, which is presented by Wejrum (2016b). In order 

to perform summaries of texts, students need to a) understand the whole text in order to be able 

to decide what is important in texts b) understand terminology and concepts in texts c) convert 

the contents of texts so that their summaries do not become copies of original texts (p. 4).  

 

3. Theoretical perspective  
 

Previous research shows that teachers, as well as students themselves, need to access students’ 

intrinsic motivation in order to become more efficient readers, as well as developing their 

reading comprehension (Johansson, 2016, Nation, 2015, Giota, 2013, Gibbons, 2012, & 

Medina, 2012, Vidal-Abarca, Mañá & Gil, 2010, Deci & Ryan, 2000). Deci and Ryan (2000) 

have developed the Self-Determination Theory (SDT), where they make a difference between 

intrinsic and extrinsic motivation. With the fact in mind that people need to appeal to intrinsic 

motivation, this thesis will focus on intrinsic motivation, and only briefly mention extrinsic 

motivation through two different articles written by the same authors. The theoretical 

background (SDT) and intrinsic motivation, which concern students’ motivation and how they 

can use it, will be explained in the sections below.  

 

3.1. The Self-Determination Theory (SDT) 
 

The SDT-theory developed by Ryan and Deci (2000) concerns people’s motivation, but most 

importantly, it takes the derivation of motivation under consideration. Adding to that, they 

explain that the origin of a specific motivation type depends on a person’s purpose for 

performing a task at hand (p. 54–55). They categorize the origin of motivation as extrinsic and 

intrinsic motivation.   

3.1.1. Extrinsic motivation 
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Extrinsic motivation is when a person performs a task and is motivated by external outcomes, 

results, to avoid conflicts and in order to reach personal goals, according to Ryan and Deci 

(2000). They also explain that external motivation can be divided into four subcategories, which 

are external regulation, introjected regulation, identification and regulated integration. 

External regulation is appealed to when someone performs a task to satisfy a third party, 

whereas introjected regulation is appealed to when trying to sustain and provide a good 

reflection of one’s persona. Identification is appealed to when a person performing tasks can 

identify with a given assignment and is able to regard the assignment as useful, according to 

Ryan and Deci (2000). The last subcategory in SDT is regulated integration, which is appealed 

to when a person performing a task has been able to find a purpose of it as something they can 

benefit from (p. 55, 60–62).  

3.1.2. Intrinsic motivation 
 

Intrinsic motivation derives from individuals’ will to feel content with themselves and for 

feeling enthusiastic while performing tasks, and in order to achieve this, a given tasks needs to 

be considered as developing and fun (Ryan & Deci, 2000, p. 56–57). Moreover, intrinsic 

motivation is, according to Deci and Ryan’s (2000) other article, a psychological form of 

motivation, which focuses on inner development and well-being, and that this is what motivates 

people to pursue their goals. They state that there are three psychological needs that have to be 

fulfilled in order for people to carry on pursuing their goals, and these are the need for 

competence, relatedness and autonomy. These needs are defined as ”innate psychological 

nutriments that are essential for ongoing psychological growth, integrity, and well-being”, and 

that all of these innate needs need to be included when making people appeal to their intrinsic 

motivation in order to achieve inner satisfaction, development and well-being (Deci & Ryan, 

2000, p. 228–229). That is, this type of motivation and these needs have to be appealed to for 

pleasuring and fulfilling the individual’s own personal needs, interests, growth and inner 

satisfaction. Deci and Ryan (2000) further state that if individuals identify, or are offered 

external rewards, the autonomy is threatened since the individual has a tendency to “feel 

controlled by the rewards, prompting a shift in the perceived locus of causality for the behavior 

from internal to external” (p. 234). Moreover, they state that: “[m]otivational strategies such as 

rewards and threats undermine autonomy and thus lead to nonoptimal outcomes such as 

decreased intrinsic motivation, less creativity, and poorer problem solving [skills]” (p. 234). In 

other words, external incentives are to be avoided if the aim is for students to appeal to their 

intrinsic motivation and perform tasks with the feeling of autonomy.  

 

As for individuals’ need for the innate need for competence, Deci and Ryan (2000) state that 

positive feedback influences intrinsic motivation since an individual gets the need for 

competence fulfilled, whereas negative feedback leads to decreased intrinsic motivation. 

Moreover, they explain that the performance or task, which has highlighted a detected 

competence, has to be perceived as being made by an individual in order to provide self-

fulfillment, and hence become intrinsic motivation (p. 234).  

 

The last need, which is the need for relatedness is, according to Deci and Ryan (2000), the need 

that is less powerful than the other two, but is essential since an individual gets a chance to 

explore independently (autonomy), but with reliable support in the form of a parent or a teacher 

(p. 234). This implies that individuals who are expected to perform tasks should not be offered 

external rewards since it shifts motivation from intrinsic to external, and also neglects an 

individual’s autonomy. This is in line with what was mentioned above, which was that earlier 
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studies have shown that teachers need to appeal to students’ intrinsic motivation, as well as 

providing positive feedback and a chance to explore by themselves.  

 

4. Method and Materials  
 

In this section, this thesis’ approach will be defined, selection of the participants will be 

presented, and how this study was conducted and analyzed will be presented in more detail. 

Lastly, in these sections ethics, validity and limitations of this thesis will be discussed.  

 

4.1. Thesis approach 
 

This study consists of a survey (see appendix 3), which was sent out to 32 students in a public 

upper secondary school in Sweden. The reason for choosing a survey for data collection is 

because, according to Cohen, Manion and Morrison (2011), surveys can be used to carry out 

research concerning individuals and groups in specific points in time, and be used when 

studying a chosen subject. They also state that surveys are preferred when studying generalizing 

features, and are highly useful when “gathering data on a one-shot basis and [are] economical 

and efficient” (p. 256). They also explain that surveys are preferred when generating numerical 

data and when gathering standardized information. Lastly, they state that surveys are an 

accurate method because of the piloting before the actual use and the possibility to revision if 

found needed (p. 256). Hence, a survey is particularly suitable for this thesis since the scope of 

this research in both time and magnitude are limited. Moreover, another reason for using a 

survey is that it enables students to answer questions anonymously to a higher extent than 

interviews, for example.  

 

4.2. Selection of participants 
 

The participants in this study are students who are studying English as a foreign language in 

their second year at an upper secondary school in Sweden. The 32 students who are included in 

this study are reading English in two separate groups; one group is studying on higher education 

preparatory programmes (19 students), and the other group is studying on vocational 

programmes (13 students).  

 

The fact that these groups have been chosen for this study makes the selection, what Denscombe 

(2016) calls “non-probability sample”. This means that the researcher has some authority or 

options when selecting participants. Adding to that, Denscombe (2016) states that this can be 

done if the researcher regards it as impossible to include a major selection of participants, and 

when wanting to achieve an exploratory selection rather than a representative cross-sectional 

study about general population (p. 64–65).  

4.3. Procedure 
 

In this section, reasons for the chosen method, as well as how the survey was designed and 

conducted will be presented.  

4.3.1. Designing the survey 
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For the validity of this thesis it was necessary to screen how other researchers have formulated 

their surveys within the same subject and try to design a survey for this particular thesis - to 

answer the research questions. After screening multiple studies and their surveys, inspiration 

for the open questions 22-31 (see appendix 3) was found in Ekelund (2010) and for the closed 

questions (boxes numbered 1-4) 3-21 was found in Wigfield, Guthrie and McGough (1996). 

The survey in the latter is in English and the chosen questions from that survey had to be 

translated to Swedish before being used for this thesis. The survey for this thesis was conducted 

in Swedish to minimize the risk of students not understanding the questions. Both studies 

mentioned above include multiple questions that have not been included in this study due to 

both the limitations of this thesis, and because they do not relate to the research questions in 

this thesis.  

 

The survey was conducted through Google Forms. The first reason for choosing Google Forms 

is because the program enables the chosen students to be anonymous when they are answering 

the questions. This should make the students more comfortable answering the questions since 

they cannot be connected to their answers. Another reason for using Google Forms is that the 

students are able to use their computers to answer the questions, which makes it easier for the 

researcher as well as the students than using pen and paper. The researcher does not need to 

handle a lot of papers and students nowadays are generally more comfortable with writing on 

their computers than on paper. A third reason for this is that the answers can be complied and 

separated easily, which makes it easier to detect patterns, similarities and differences in the 

groups, as well as in individual answers.  

4.3.2. Piloting the survey  
 

Before handing out the survey to the participants who are included in this study, a pilot study 

that took about 15-20 minutes was conducted. In the pilot study, three students who are one 

year younger (16 years old) participated. They all study EFL in their first year in the same upper 

secondary school as the ones included in the study. These three students were first given a letter 

of informed consent (see appendix 1), which they also signed before taking part in the pilot 

study. There were evaluation questions concerning the survey included in the letter of informed 

consent, which they were expected to answer directly after the survey. The students’ answered 

that the survey was easy to understand and that it had an appropriate length.  

4.3.3. Conducting the survey 
 

After the pilot study was done, a letter of informed consent was given to the participants 

included in the actual study (see appendix 2). The survey was then handed out to the 32 students 

(n. 19+ n. 13) in both groups (higher education preparatory programmes, and the vocational 

programmes), and the data collection for the thesis could be carried out.  

 

The students in these groups who were included in the study took a while longer to finish the 

survey than the students who conducted the pilot study. In these groups, the students finished 

in 20-25 minutes. This could be due to fact that they took this survey more seriously since they 

understood that the survey is the foundation for thesis work, as well as being larger groups, 

which can lead to the students being interrupted by each other since they were in the same 

classroom. These students also asked more questions about the survey and seemed more eager 

to answer the questions in more detail when their answers would be included in a study.  
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4.4. Analysis  
 

Due to the fact that this thesis focuses on reading strategies, that was the primary factor to 

analyze. In the analysis, the focus was to establish the amount of reading strategies used before, 

during and after reading, and once this was established, patterns among the students’ answers 

had to be identified. These students’ answers concerning their reading strategies were color-

coded in Microsoft Excel. The strategies used before reading, during reading and after reading 

were colored in separate colors. After the first color-coding was done, patterns that emerged 

were analyzed. When the first analysis was done, all students who did not use reading strategies 

at all were colored in the same color in order to detect further patterns among these specific 

students. In order to find correlations between students’ attitudes towards reading and their 

reading habits, these were colored in a similar way as mentioned above. 

 

When categorizing students’ answers in the open-ended questions, where they were expected 

to answer in their own words, have been carefully analyzed before being placed under a 

category. Lines had to be drawn in order to establish clear results. These categories were created 

while reading the students answers, so they are adapted to the students’ responses and not vice 

versa. This was done in order to minimize the risk of biasing the results by predetermining 

categories. The category “other” in sections 5.1 and 5.3 is an umbrella category where answers 

left by students are not relevant to the actual question.  

 

As for the closed questions, where students were expected to give an answer between 1-4, where 

1 shows the lowest level of agreement and 4 indicates the highest level of agreement, lines had 

to be drawn here as well. Here, levels 1-2 are considered as negative, whereas levels 3-4 are 

positive.  

 

When analyzing the students’ answers left in the survey, correlations between students who do 

not use reading strategies and their attitudes towards reading in English could be detected. 

Therefore, only students who do not use reading strategies will be discussed in sections 5.2 and 

6.2. 

 

4.5. Ethical considerations and limitations 
 

In this study, no personal information about the informants was collected since it was not 

relevant to the research questions. As according to Dalarna University’s ethical principles 

(FEN, 2013), if humanitarian aspects are examined in a study, they will have to assess the study. 

This was not needed for this thesis since it does not examine factors that concern personal 

information.  

 

The General Data Protection Regulation (GDPR) is a data protection service that is 

implemented in EU, and the focus of GDPR is “to protect the individual’s privacy in the 

information society” (Datainspektionen, 2018). This means that studies that concern any 

information about individuals need to be evaluated by GDPR. This thesis does not include 

information about the particular participants, but an e-mail has been sent to Dalarna University 

at dataskydd@du.se in order to inform them about this study and the data that has been 

collected.  

 

The possible limitations of this thesis are that the scope of this thesis is limited in both time and 

scale. This affects the amount of participants and the amount of time spent on the analysis. 
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However, this does not make this thesis unreliable since previous research, data and time spent 

on analyzing the collected data has been used to its fullest. Hence, this thesis is mostly an 

exploratory study that generalizes to the extent that the researcher considers it possible. If 

generalizations are not possible, these will be avoided in order to keep the study as valid and 

reliable as possible. 
 

4.6. Validity  
 

Cohen et al. (2011) describes internal validity as being achieved when a set of data demonstrate 

what actually can be found in the data gathered for a particular research. External validity is, 

according to Cohen et al. (2011), achieved by generalizing to the extent a sample allows and by 

giving detailed descriptions so people can draw their own conclusions and generalize to the 

extent they themselves find appropriate (p. 183, 186). In summary, this thesis will only rely on 

data gathered for this thesis, and conclusions will be drawn from what the data demonstrates. 

Finally, this thesis will only generalize to the extent that seems appropriate in order to achieve 

both internal and external validity.  

 

5. Results 
 

The results from the surveys will be presented in the sections below. As mentioned earlier, 32 

students answered the survey and 19 of them study at higher education preparatory 

programmes, and 13 students who study at vocational programmes. In some sections where 

answers differ substantially between the two groups, these will be presented separately, and in 

some parts where the answers are relatively similar, these will be presented together.  

 

5.1. Reading strategies used by the students before, during and 
after reading  
 

The headline1 for the section in the survey where students were asked about their usage of 

reading strategies discussed in section 5.1 was: “Before and after reading texts – imagine that 

you are supposed to read a text and learn something from it” (author’s translation), the three 

questions in the section were: “if so…do you do anything before2, during3 or after4 reading?” 

(author’s translation). The students’ answers will be presented in separate sections below.  

 

5.1.1. Students’ reading strategies before reading  
 

Several different kinds of answers were given to the question about pre-reading strategies5. 

Students’ answers indicate that some of them did not explicitly know what reading strategies 

are. This claim can be made since some of the answers were that they avoid reading, or that 

they go and get coffee, which is not considered to be a reading strategy. The students’ answers 
                                                           

 
1 Headline in survey; (Swedish) ”Tänk dig att du ska läsa en text på engelska och ska lära dig något av den....”  
2 Question 29 in survey; (Swedish) ”Gör du något innan du börjar läsa texten?” 
3 Question 30 in survey; (Swedish) “Gör du något under tiden du läser texten?” 
4 Question 31 in survey; (Swedish) ”Gör du något efter att du läst klart texten?” 
5 Question 29 in survey; (Swedish) ”Gör du något innan du börjar läsa texten?” 
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are presented in table 1 below, and the difference between the programmes is presented in both 

numbers and percentages in order to highlight potential variations.  

 

Table 1. Presents answers concerning students’ usage of reading strategies before reading.  

Strategy before 

reading 

Students in 

preparatory 

programmes  

(n 19) 

Preparatory 

programmes (n 

19) in percent 

Students in 

vocational 

programmes  

(n 13) 

Vocational 

programmes (n 

13) in percent 

Total  Percent in 

total 

Nothing 12 63,1% 7 53,8% 19 59,4% 

Look for clues  5 26,3% 3 23,1% 8 25% 

Other 0 0% 3 23,1% 3 9,4% 

Do not know 1 5,3% 0 0% 1 3,1% 

No answer 1 5,3% 0 0% 1 3,1% 

Total: 19 100% 13 100% 32 100% 

 

 

Table 1 shows that 63,1% of the students in higher education preparatory programmes do not 

do anything to prepare themselves before they begin to read, 26,3% look for clues in texts or in 

pictures, 5,3% do not know what they do, and 5,3% did not answer. As for the vocational 

programmes, 53,8% of the students do not do anything to prepare themselves for reading, 23,1% 

look for clues, 23,1% do other activities before they begin to read. Some of the results in table 

1 show that the difference between students in the two programmes is minimal, but the results 

might indicate that students in higher education preparatory programmes prepare themselves 

more than students in vocational programmes. A salient difference, also shown in table 1, 

between the two programmes is that students in vocational programmes seem to conduct other 

activities to a higher extent.  

 

As shown in table 1, 19 (59,4%) students do not do anything to prepare themselves before 

reading or for a text at hand, whereas eight students (25%) answered that they look for clues in 

texts, or in the pictures, which is a recognized reading strategy according to Olvegård (2016), 

Wejrum (2016ab) and Gibbons (2012). Other activities, such as avoid reading or getting coffee 

was mentioned by three (9,4%) students. Only one student (3,1%) did not know if they did any 

kind of activity before reading. In total, 75% of the students’ answers show that they do not use 

recognized reading strategies. 

5.1.2. Students’ reading strategies during reading  
 

Students’ answers concerning their usage of reading strategies while they read will be discussed 

in this section.  

 

Students included in this study also answered the question if they use reading strategies, or do 

something in particular during reading6 texts in English, and learning from them at the same 

time. In line with the previous question above, the answers to this question could indicate that 

students do not know what strategies to use while reading since they regard eating and listening 

to music as a recognized reading strategy during reading. These types of answers are put under 

the category “other” in table 2 below.   

 

Table 2. Presents answers given by students concerning the usage of reading strategies during their reading.  

                                                           
6 Question 30 in survey; (Swedish) “Gör du något under tiden du läser texten?” 
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Strategy during 

reading 

Students in 

preparatory 

programmes 

(n 19) 

Preparatory 

programmes 

(n 19) in percent  

Students in 

vocational 

programmes 

(n 13) 

Vocational 

programmes 

(n 13) in percent 

Total  Percent 

of total 

Nothing 10 52,6% 3 23% 13 40,6% 

Other 0 0% 7 53,9% 5 21,9% 

Take notes 3 15,8% 2 15,4% 2 15,7% 

Summarize etc.  3 15,8% 1 7,7% 4 12,5% 

Translate words 2 10,5% 0 0% 7 6,2% 

No answer 1 5,3% 0 0% 1 3,1% 

Total:  19 100% 13 100% 32 100% 

 

The results in table 2 show that 52,6% of students who are preparing for higher studies do not 

actively use reading strategies while they read. 15,8% of these students take notes while they 

read, 10,5% translate words, 15,8% summarize, analyze or compare during reading.   

 

When looking further at the results of the answers left by students in vocational programmes, 

it is clear that 23% of the students do nothing during they read, 15,4% take notes, but no student 

translate words while they read, and only 7,7% summarize texts while they are reading them. 

As many as 53,9% of the students do other things, such as listen to music, while they read. As 

in section 5.1.1, differences between the use of reading strategies between two programmes 

emerge when analyzing the results in table 2. The conclusions that can be drawn are that most 

of the students in preparatory programmes do not use any reading strategies during reading, and 

that almost as many students in vocational programmes conduct other activities besides use 

reading strategies, such as listening to music or eating. Both groups seem to have a tendency to 

take notes to the same extent, but the only ones who translate words they do not know while 

they read are the students in preparatory programmes.   

 

The results presented in table 2 show that 13 (40,6%) of a total of 32 students answered that 

they do not use reading strategies during reading, and seven (21,9%) students say that they do 

other activities such as listen to music and eat. Only two students (6,2%) answered that they 

translate words from English to Swedish if they encounter words they do not know. 

Surprisingly, only five (15,7%) students take notes while they read, and four (12,5%) of them 

stop to summarize, analyze and compare. These answers from the students implicate that 65,6% 

of the students do not use reading strategies while reading, whereas 34,4% take notes, 

summarize, analyze or compare while reading.  

5.1.3. Students’ reading strategies after reading  
 

The students were asked a question on whether they do something in particular after they have 

read a text that they are supposed learn something from in English7. Just as in previous sections, 

the umbrella category “other” has to be included in this section as well since some students 

have answered that they sleep after they read, which is not considered to be a reading strategy 

used after reading. The results of the answers left for this question will be presented in table 3 

below.  

 

Table 3. Presentation of students’ answers concerning strategies used after reading texts.  

                                                           
7 Question 31 in survey; (Swedish) ”Gör du något efter att du läst klart texten?”  
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Strategy after 

reading  

Students in 

preparatory 

programmes 

(n 19) 

Preparatory 

programmes 

(n 19) in percent 

Students in 

vocational 

programmes  

(n 13) 

Vocational 

programmes 

(n 13) in percent 

Total  Percent of 

total 

Nothing 8 42,1% 7 53,8% 15 46,9% 

Summarize etc. 7 36,7% 2 15,4% 9 28,1% 

Other 1 5,3% 3 23,1% 4 12,5% 

Read text again 1 5,3% 1 7,7% 2 6,3% 

Take notes 1 5,3% 0 0% 1 3,1% 

No answer 1 5,3% 0 0% 1 3,1% 

Total:  19 100% 13 100% 32 100% 

 

Results shown in table 3 show that 42,1% of the students in higher education preparatory 

programmes do not do anything after they have read a text. However, 36,7% actually 

summarize, reflect on texts or translate words. Only 5,3% read texts again, 5,3% take notes and 

5,3% do other activities.  

 

When analyzing the results from the students’ answers in vocational programmes, it is clear 

that 53,8% do not use any strategies after they have finished a text. Only 15,4% of the students 

summarize, reflect on texts or translate words after reading. Other activities are conducted by 

23,1%, and 7,7% read texts again if they do not comprehend it. 

 

As shown in table 3, a total of 15 (46,9%) students say that they do not use reading strategies 

after reading texts. Reading strategies such as summarize, reflect and translate words after 

reading are used by nine (28,1%) students, and two (6,3%) students read texts again if they have 

not comprehended them fully. Only one (3,1%) student takes notes if they are supposed to 

answer questions later. The results also show that a total of 62,5% of the students do not use 

reading strategies after reading.  

 

The results in table 3 also show that there are distinct differences between higher education 

preparatory programmes and vocational programmes when it comes to strategies used after 

reading texts. The results, as shown in table 3 are that a total of 52,7% of the students from 

higher education preparatory programmes and 76,1% of the students in vocational programmes 

do not use reading strategies at all after reading. Another salient difference between the 

programmes is that 36,7% of the students in higher education preparatory programmes 

summarize, while only 15,4% in vocational programmes conduct the same activity. Further 

results that can be extracted from table 3 are that the degree to which students in higher 

education preparatory programmes and vocational programmes use reading strategies after they 

read has leveled out if compared to table 1 and table 2. Moreover, students from vocational 

programmes seem to have a tendency to do other activities, such as sleep, to a higher extent 

than students from preparatory programmes. Interestingly, it seems to be more common among 

students in preparatory programmes to take notes than from vocational programmes. 

 

Lastly, a total of 16 of 32 students who do not use reading strategies either before, during and 

after reading were found when color coding the students’ answers concerning their usage of 

reading strategies. These students’ attitudes towards reading will be discussed in section 5.2 

below.  

 

5.2. Students’ attitudes towards reading   
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As shown above, 16 of the 32 students included in this study say that they do not use any kind 

of reading strategies. Eight of them are in higher education preparatory programmes, and the 

other eight are in vocational programmes. Patterns could be detected in the answers given by 

students who do not use reading strategies answers concerning their perceptions of their reading 

comprehension8 (see figure 1) and how they perceive reading in English (see figure 2-4). The 

levels in the figures move from level 1-4 where 1 shows lowest level of agreement, and level 4 

refers to highest level of agreement to statements given in correlation with each figure.  

 

 
Figure 1. The students’ self-evaluated reading skills in English.  

 

As the results in figure 1 reveal, 81% of the students who say that they do not use reading 

strategies regard themselves to be good9 readers.  

 
Figure 2. The students’ levels of motivation if given a text with interesting topics or subjects.  

 

When looking at figure 2, it becomes obvious that if students are given texts with interesting 

topics or subjects10, 81% of the 16 students say that they become more motivated to read in 

English.  

 

                                                           
8 Question 3 in survey; (Swedish) ”Jag tycker att jag är duktig på att läsa på engelska” 
9 In Swedish; duktig. 
10 Question 5 in survey; (Swedish) ”Om ämnet/uppgiften är intressant kan jag läsa svårare texter på engelska” 
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Figure 3. The students’ views regarding the difficulty of books if the books are interesting. 

 

As the results in figure 3 show, 81% of the students who say that they do not use reading 

strategies say that if the given books are interesting, the complexity of these texts becomes less 

important and can in fact motivate the students to read more challenging books11.  

 

  
Figure 4. Presentation of students’ attitudes towards reading complicated stories.  

 

A split result emerges when the students were asked about their conception of complicated 

stories12, but 56% of the students seem to have a tendency dislike complicated stories.  

  

The figures in this section show that students who do not use reading strategies are likely to 

consider themselves to be proficient readers in English, but also say that they do not like 

complicated stories. However, if the topic or subject is interesting, they can read more difficult 

texts and books. A correlation between students’ attitudes towards reading and their reading 

habits and what possibly could motivate them to read more was also found while analyzing 

students’ attitudes towards reading, and this will be presented in the following section.  

5.3. Students’ attitudes towards reading, their reading habits and 
motivation 
 

                                                           
11 Question 8 in survey; (Swedish) ”Om en bok på engelska är intressant spelar det ingen roll hur svår den är att läsa” 
12 Question 14 in survey; (Swedish) ”Komplicerade berättelser på engelska är inte roliga att läsa” 
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As mentioned earlier, the categories in this section were created while analyzing the students’ 

answers in order to highlight patterns. These categories, which were determined after the 

analysis are same as in Swedish, positive, boring, hard, and other.  

 

An analysis of the 32 students’ answers to the question “What do you feel about reading in 

English?13” reveals that students regard reading in English as “same as in Swedish”, “positive”, 

“boring” or “hard”. The students’ answers will be presented in figure 5. Finally, a correlation 

between the students’ feelings towards reading and their reading habits was found and will be 

presented in figure 6.  

 

 
Figure. 5. Shows students’ attitudes towards reading in English.  

 

As the results in figure 5 show, 15 of the 32 students have positive attitudes towards reading in 

English since they regard themselves as equally good readers in English and Swedish (i.e. they 

do not think that reading is hard), or that they feel positive during reading in English. Negative 

attitudes towards reading is found in 13 of the students’ answers since they seem to have a 

tendency to regard reading in English as boring or hard. When looking at students’ reading 

habits14 and their attitudes towards reading English, a pattern can be detected and will be 

presented in figure 6.  

 

 
Figure. 6. The students’ attitudes towards reading and the frequency of reading.  

 

Results that are found in figure 6 show that students who have positive attitudes towards reading 

read in English every day, while students who have negative attitudes towards reading in 

English seem read rarely. The students’ answers in the survey show that students who have 

                                                           
13 Question 27 in survey: (Swedish) ”Hur känner du inför att läsa på engelska? Beskriv.” 
14 Question 22 in survey: (Swedish) ”Hur ofta läser du på engelska?”  
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negative attitudes towards reading are likely to not do their reading homework15 (38,5%) to 

higher extent than students with positive attitudes towards reading (26,3%). In addition, 

students who are negative towards reading only read in school during English classes16 (76,9%), 

according to the survey. Students who have negative attitudes towards reading also answered 

that in order to motivate them to develop their reading comprehension when it comes to 

reading17, they would prefer to be assigned more books (76,9%) and that these books could 

preferably be more interesting and easier to read and they also wish to be given time to read the 

books during English classes. However, the opinion that easier texts should be handed out 

seems to be a common opinion since the surveys show that only 31,2% of all students consider 

hard and challenging books are enjoyable to read.  

 

6. Discussion  
 

The results that have emerged when analyzing the 32 students’ answers left in the survey has 

highlighted several patterns concerning the usage of reading strategies and factors which can 

affect these students’ attitudes towards reading, as well as their reading habits. This thesis has 

examined the usage of reading strategies before, during and after reading, and the results show 

a lack of reading strategies among students in this study on these occasions, and will be 

discussed in section 6.1. Further, this study has also examined these students’ attitudes towards 

reading, and the results show that students with lacking reading strategies have a tendency to 

have negative attitudes towards reading. This will be discussed in section 6.2. Moreover, 

students’ reading habits and what could motivate them to read more has been highlighted and 

will be discussed in section 6.3.  

 

As mentioned earlier, the SDT-theory is used as theoretical background in this thesis. The 

results will be discussed in correlation with this theory in order to highlight how intrinsic 

motivation can be appealed to in order for the students to recognize a purpose of reading and 

for using reading strategies, and how that could change their negative attitudes towards reading 

and make them read more.  

 

6.1. Reading strategies used by students before, during and after 
reading in English 
 

In the following sections, the research question concerning what, if any, strategies EFL-students 

use before, during and after reading will be answered. In order to be able to answer and discuss 

the results, previous research and texts will be included, along with the theoretical perspective.   

6.1.1. Strategies used before reading  
 

The fact that 75% of the students in this study say that they do not use reading strategies before 

they begin to read is a relatively surprising result since the Swedish National Agency of 

Education (2011) emphasizes the importance of well-developed reading strategies as well as 

emphasizing how students need to learn English in order for them to be able to navigate in a 

world where the English language is increasing. One could argue that since the agency 

acknowledges this, more time should be spent on developing reading strategies. This claim can 
                                                           
15 Question 9 in survey: (Swedish) ”Jag gör så lite läxor som möjligt om det handlar om läsning i ämnet engelska” 
16 Question 23 in survey: (Swedish) ”När läser du på engelska?  
17 Question 26 in survey: (Swedish) ”Om du skulle träna mer på läsning på engelska, hur skulle du vilja göra det?” 
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be supported by the study conducted by Crockroft and Atkinson (2017), and Olvegård’s (2016) 

text, where they show how important it is to have customized and individual reading strategies 

when enhancing students’ reading proficiency and comprehension. Moreover, making students 

more aware of reading strategies and how they can use them in order to become more apt readers 

who are exploring and learning independently could enhance students’ motivation since their 

innate needs for autonomy and relatedness, mentioned by Deci and Ryan (2000) earlier, would 

be fulfilled. That is, by making these factors visible for students, they might use reading 

strategies to a higher extent, and at the same time have their psychological needs fulfilled. This, 

in turn, should make students regard reading with greater engagement and a sense of fun, which 

is indeed in line with Ryan and Deci’s (2000) explanation when it comes to how intrinsic 

motivation arises.  

 

Even the students in this study who says they are proficient readers could benefit from using 

reading strategies. Strategies used before reading should prepare students for texts so that they 

can learn as much as possible from texts at hand. Also, predicting what will come in texts by 

looking for clues and relying on earlier experiences increases students’ chances to comprehend 

texts fully (Olvegård, 2016; Gibbons, 2012). Therefore, the lack of reading strategies before 

reading shown in section 5.1.1 becomes concerning since the results indicate that there is a lack 

concerning the students’ knowledge about reading strategies. The headline for the question 

answered by the students is “Before and after reading texts – imagine that you are supposed to 

read a text and learn something from it” and the actual question is “Do you do anything before 

reading the text?”. Only 25% recognized that they look for clues as a reading strategy when 

preparing themselves for texts. A total of 12,5% of the students’ answers indicate that they do 

not know what reading strategies are since they regard getting coffee as an appropriate activity 

before leaning something from texts. In addition, the results indicate that students in higher 

education preparatory programmes have a greater tendency to use reading strategies before 

reading compared to students from vocational programmes.  

6.1.2. Strategies used during reading  
 

The amount of students who say that they do not use reading strategies during reading adds up 

to 65,6%, which is less than strategies used before reading. That is, students seem to have a 

tendency to use reading strategies to a higher extent during reading than before reading. A total 

of 34,4% take notes, summarize or translate words while they read. It is also highlighted that 

students in higher education preparatory programmes use reading strategies to a higher extent 

than students in vocational programmes during reading.  

 

Only a small number of students (15,7%) answered that they take notes if they are supposed to 

answer questions or find information in given texts. This is concerning since Vidal-Abarca, et 

al. (2010) conclude in their study that both low- and high-achieving students benefit from using 

these types of reading strategies when working with task-affiliated texts. Adding to that, both 

Wejrum (2016a) and Gibbons (2012) agree on the fact that students should be able to decide 

what is relevant in texts in order to be able to conduct task-affiliated reading. They also agree 

that the purpose of reading has to be made visible for students before they begin to read so that 

they become aware of what type of strategy they should use, which could be beneficial if 

wanting to fulfill the students need for competence (Ryan & Deci, 2000), and get the students 

more motivated. Due to the fact that only 15,7% of the students take notes during reading, one 

could argue that teachers have not made the purpose of reading visible for these students while 

they read, and this could be a reason for this result.  
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As mentioned earlier, an increase in students’ motivation has been detected if they use 

individualized reading strategies and at the same time appeal to their intrinsic motivation 

(Crockroft & Atkinson, 2017; Nation, 2015; Giota, 2013; Vidal-Abarca et al., 2010; Ryan & 

Deci, 2000). In this study, some students (12,5%) recognized that they summarize during 

reading, and according to Wejrum (2016a) and Gibbons (2012), summarizing benefits students’ 

ability to correlate new knowledge with already existing knowledge. This strategy can, 

according to the authors, be taught to students by interrupting reading for a moment and 

focusing on summarizing the text together with students. By doing this, students get a chance 

to detect what they have learned during reading, as well as getting a chance to integrate old 

knowledge with new. In accordance with the SDT-theory, this should increase students’ 

motivation since they get their innate need competence fulfilled due to the fact that they detect 

and acknowledge their competence (Deci & Ryan, 2000). Needless to say, every teacher’s goal 

should be to develop their students’ reading comprehension and to have students who integrate 

new and old knowledge in order to develop to their full capacity, hence, this strategy should be 

taught to students explicitly.  

 

A few students (6,2%) answered that they translate words during reading to make sure that they 

understand everything in texts. This strategy is, according to Johansson (2016), Eriksson 

Barajas, et al (2016) and Wejrum (2016a) highly relevant while reading since the terminology 

has to be comprehended in order to actually understand texts, while also enhancing students’ 

reading comprehension and their ability to decode what is not explicitly written in texts. 

Teachers should provide well-prepared introductions of both topics and assignments so that 

students get a chance to meet the relevant terminology as the reading proceeds. This could lead 

to a more fluent reading opportunity for students if they do not need to interrupt their reading 

in order to translate words. This, in turn, could lead to an increase in students reading 

comprehension and motivation.  

6.1.3. Strategies used after reading  
 

When it comes to the frequency of using reading strategies after reading, 62,5% of the students 

in this study say that they do not use reading strategies after reading. Even though the number 

of students who do not use reading strategies at this point in their reading is extensive, it is 

lower than the amount of students who do not use strategies before or during reading. In other 

words, reading strategies seem to be used more frequently after reading than before and during 

reading. As in the sections above, students who use reading strategies after reading have a 

tendency to study at higher education preparatory programmes. 

 

A total of 28,1% of these students summarize texts after they have finished reading, and this 

makes this type of reading strategy the most common in all categories and strategies found in 

this study. This should be considered as a positive result since Milliano, et al. (2016) conclude 

that low-achieving students who focus on comprehending meanings of the whole texts instead 

of focusing on details are more likely to manage task-affiliated reading, which is a relatively 

common activity in schools. However, Wejrum (2016b) stresses the fact that to be able to 

summarize texts, both the text and the terminology has to be comprehended, and new and old 

knowledge has to be correlated in order to be able to write a self-sustaining summary. This is a 

highly complex task for low-achieving students. As for apt and self-sufficient readers, Wejrum 

(2016b) states that they integrate new and old knowledge while they read. She also states that 

they have a tendency to go back in texts and read parts that have not been fully understood 

when they read the text the first time. However, only 6,3% of these students have answered that 

they read texts more than once.  
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These results could imply that low-achieving students should use reading strategies to a higher 

extent than apt readers in order for them to learn and develop their reading comprehension as 

much as possible while they read. This has been shown to be the case in Crockroft and Atkinson 

(2017) and Vidal-Abarca, Mañá & Gil’s (2010) studies, and therefore, this claim can be made 

although no actual assessment of their reading ability has been carried out. Moreover, writing 

summaries demands a lot from students, so if they do not use reading strategies before, during 

or after they read, they might not be able to write a self-sustaining summary. This could threaten 

the students’ competence, autonomy and relatedness since they get a negative experience in the 

form of negative feedback and might feel less self-sufficient and unable to learn and explore 

individually (Deci & Ryan, 2000). This in turn, can affect students learning outcomes and their 

ability to develop further knowledge, especially for low-achieving students. This is why 

teachers should focus on their primary purpose in classrooms, which according to the Swedish 

National Agency of Education (2011), is to scaffold students and provide them with proper 

material. This shows how important it is to include and access student’s intrinsic motivation in 

order to give as many students as possible a chance to get their innate needs fulfilled and learn 

as much as possible through reading.  

6.1.4. Reading strategies and motivation  
 

As mentioned earlier, students rely on their intrinsic motivation to enhance their reading 

comprehension and become self-sufficient readers. For students to become self-sufficient 

readers they are required to use reading strategies (Crockroft & Atkinson, 2017; Johansson, 

2016; Nation, 2015; Giota, 2013; Gibbons, 2012; Medina, 2012; Vidal-Abarca, et al., 2010; 

Deci & Ryan, 2000). Parallels can be drawn to Giota’s (2013) and Medina’s (2012) studies 

since they state that teachers in EFL-classrooms need to work with reading strategies because 

they seem to enhance students’ reading comprehension. At the same time, it motivates students 

since their reading becomes purposeful. According to Ryan and Deci’s (2000) SDT-theory, 

intrinsic motivation derives from an individual’s need to feel content and eager while 

performing developing tasks. Also, they state that intrinsic motivation relies partly on an 

individual’s need for autonomy in order to achieve satisfaction. To conclude, if students are 

explicitly taught various reading strategies, which they can rely on before, during and after 

reading in order to become self-sufficient readers, they fulfill a sensation of autonomy and 

enthusiasm while performing tasks. This makes it possible for both teachers and students to 

approach their intrinsic motivation.  

 

6.2. Students should have explicit teaching about reading strategies   
 

There are some factors that can be questioned when looking at the results in this thesis since 

previous research show that students need to use reading strategies in order to become 

successful readers (Crockroft & Atkinson, 2017). It has been shown that 16 of 32 students say 

that they do not use reading strategies at all. Interestingly, 81% of these students consider 

themselves to be good readers. This could imply that these students use reading strategies at 

some point in their reading, but that they are not aware of it. This could be another reason for 

teachers to explicitly teach students about reading strategies, as mentioned by Giota (2013) and 

Medina (2012). If students were taught about reading strategies, they would perhaps feel that 

they are aware of how to apply their knowledge concerning this when they read, which in turn 

could lead to even more enhancement of their reading skills. This in turn, could perhaps 

generate more motivated students because they would probably achieve their need for 
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autonomy, competence and relatedness (Deci & Ryan, 2000), which would be beneficial since 

81% of these students become more motivated to read harder texts and books if they are given 

material with interesting topics or subjects. 

 

The claim that motivation can increase if students are taught explicitly about reading strategies 

can be made since students seem to have a tendency to use reading strategies without being 

aware of it, and the fact that teaching students about reading strategies can motivate them. One 

could argue that this is a way to plea to students’ intrinsic motivation since the SDT-theory 

implies that if students are given positive feedback and reinforcement concerning their silent 

knowledge about reading strategies, their need for competence will be fulfilled (Deci & Ryan, 

2000). Therefore, reading could be considered as more attractive for students, even if the 

material is not interesting enough for all students. If students become more motivated, they 

could even enjoy complicated stories as their reading strategies and self-sufficiency enhance 

and develop.  

 

6.3. Correlations between attitudes towards reading in English, 
reading habits and motivation 
 

The students included in this study were asked about their perceptions on reading in English, 

and while five students answered that they are as apt readers in English as in Swedish, ten 

students have positive feelings concerning reading in English, six students think that it is boring, 

and seven students think that reading in English is hard. When categorizing the answers, it can 

be concluded that 15 students have positive attitudes towards reading in English, and 13 

students have negative attitudes towards reading. As stated in the steering documents from the 

Swedish National Agency of Education, teachers’ primary purpose in classrooms is to provide 

support and to equip students with suitable material (Skolverket, 2011, p. 8–9). Moreover, the 

agency have started a project where teachers are expected to use different modules, and work 

with different texts in classrooms with the purpose of providing the best learning possibilities 

for students (Skolverket, 2018). One could argue that these students’ attitudes towards reading 

could be converted if they are given more suitable and individualized material. One way of 

doing this is to give students a chance to choose their own material. This could lead to students 

being more motivated since they would be given a chance to explore individually through the 

SDT-theory’s term, relatedness, and teachers would be able to pursue to their primary purpose 

in classrooms and support students in their learning (Skolverket, 2018; Skolverket, 2011; Deci 

& Ryan, 2000).  

 

As for the distinct correlation between students’ attitudes towards reading and their reading 

habits, the results in section 5.3 show that the students who have positive attitudes towards 

reading in English, read in English every day; the students who have negative attitudes towards 

reading read in English rarely or seldom. The group that has negative attitudes towards reading 

has to be addressed since the correlation between reading and further learning has been 

highlighted. This could be done by customizing reading strategies for them since that has shown 

to increase students reading proficiency (Crockroft & Atkinson, 2017). If their reading 

proficiencies are developed, their motivation will also likely increase since they understand 

what they are reading, which in turn leads to intellectual and personal development (Martinsson, 

2016). Intrinsic motivation can be appealed to in this context as well since students are able to 

fulfill their “innate psychological nutriments that are essential for ongoing psychological 

growth, integrity, and well-being” (Deci & Ryan, 2000). Lastly, if these needs are met, students 
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with negative attitudes towards reading may do their homework with a greater focus, read other 

books than those they are given by their teachers and also read during their leisure time.  

 

The results discussed in these sections show that in order to motivate them to read more, they 

do not demand or wish for external incitements, but rather internal. This is what has been 

mentioned several times in this thesis, and has also been proven through previous research. That 

is, the informants in this study reinforce the earlier proven correlation between intrinsic 

motivation and reading.  

 

6.4. Limitations and methods discussion  
 

The results found in this study could be considered to be quite unsurprising, but that does not 

mean that they are invalid. On the contrary, it makes these results even more interesting since 

one could draw the conclusion that the majority of students in this study are conducting their 

assigned reading when appealing to their extrinsic motivation. This could be due to the fact the 

students seem to be reluctant to read. That is, this thesis has shown how important it is to teach 

students about reading strategies, and that both teachers and students should appeal to students 

intrinsic motivation. This is a result that can be generalized to a large extent, since intrinsic 

motivation is what people in general rely on in order to grow as a person.  

 

The questions concerning students’ usage of reading strategies before, during and after reading 

seem to have confused the students. The category “other” in the result section includes answers 

such as, “getting coffee”, “listening to music”, “sleeping” or “eating” as activities done before, 

during or after reading. This could imply that these students did not understand the question. 

This could depend on at least two different factors: the first is that the questions were formulated 

badly, and the second is that they are not aware of what recognized reading strategies are. Either 

of these reasons for the students not comprehending the questions could have affected the 

results.  

 

Since the scope of this thesis is limited in both time and scale, the amount of participants had 

to be kept relatively small, which in turn can affect the results. That is, only one answer from 

one particular student could possibly change the result outcome significantly. Moreover, a 

factor that could affect the results is that the two compared groups are not equal in size, and that 

could be a crucial factor that might affect the results further. If either of the groups would have 

had only one more informant, the results could have been affected. However, this does not 

imply that students in general do not use reading strategies, regard reading as boring or hard or 

read rarely. The question is rather, to what extent these results true if considering a bigger group 

in a similar study.  

 

The informants in this study were chosen through a non-probability sample, which makes this 

study hard to replicate since students included in other studies will not be likely to give the 

exact same answers as the students included in this study. Once again, this does not make the 

results found in this thesis unreliable, they only become hard to generalize to large extent. Due 

to the factors mentioned above, the results are not generalized farther than to this particular 

thesis. 

 

7. Conclusion  
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As mentioned in the introduction in this thesis, students gather knowledge through reading in 

Swedish schools, and this is a rather frightening fact since the majority of students in this thesis 

do not use reading strategies before, during or after they read in English. In fact, 16 of the 32 

students included do not recognize that they use reading strategies at all. Interestingly, many of 

these students’ answers indicate that they do not know what reading strategies are since they 

state that “getting coffee” is a reading strategy. The other 16 students look for clues before they 

read, summarize, take notes, translate words or read the text again during and after they read. 

Students benefit in various ways if they are provided with customized reading strategies or are 

explicitly taught about reading strategies (Crockroft & Atkinson, 2017; Milliano, et al., 2016; 

Olvegård, 2016; Wejrum, 2016; Gibbons, 2012; Vidal-Abarca, et al., 2010), which is also 

recommended by the Swedish National Agency of Education (Skolverket, 2011). This could be 

achieved if teachers worked with the various modules in the project (Läslyftet) designed by the 

agency. With this said, one could argue that teachers cannot blame students for not using 

reading strategies if they are not explicitly taught and used in EFL-classrooms. If students are 

given a chance to develop their reading strategies, this study has shown that it is likely that 

students become more self-sufficient readers and get their needs for autonomy, competence and 

relatedness fulfilled. This, in turn leads to students relying on, and appealing to, their intrinsic 

motivation, which previous studies has shown to be the most successful motivation.   

 

This study has also shown that 81% of these students regard themselves as apt readers of 

English, and that they can read harder texts if the given material is interesting. When reading 

novels, students seem to have a tendency to be able to read more difficult and more challenging 

books if they are interesting. However, when having the results of this study in mind, one could 

argue that this could be a circular reasoning since students with low reading comprehension 

seem to regard easier texts as being more enjoyable, but if they are given complex texts, that 

can read them anyway. One could easily question if these students regard boring texts as harder 

to understand, and fun texts as easier to understand. Unfortunately, this is something that this 

study could not examine due to the limited scope. This is something that would be interesting 

to examine in the future by looking at the complexity in novels and compare that to students’ 

motivation and interest for reading and working with texts. If the found results in this study can 

be applied to that study, one should be able to see increased motivation and interest among 

students when they take on hard, but interesting novels. This would require a lot of work, 

material and instruments but it is an intriguing thought to maybe be able to examine this in the 

future.  

 

Lastly, this study has concluded that 13 of these students in this study have positive attitudes 

towards reading in English, whereas 15 of these students have negative attitudes towards 

reading. An interesting result found in the survey was the unanimous answers between these 

two groups. All of these students who have a positive attitude towards reading in English 

answered that they read every day, and all students who have a negative attitude towards reading 

read seldom or rarely. These students also answered that they would like to be given time to 

read during class and that assigned books should be easier to read. The last result can be seen 

from two perspectives since the students answered that they can read hard texts if the topics are 

interesting. Should the books be more interesting or easier? As a teacher, one can argue that 

students should be given more interesting books that challenges them in order to give them a 

chance to develop to their full potential, rather than give them easier books that do not challenge 

them. No matter what, the students will read if teachers, but most importantly students, appeal 

to students’ intrinsic motivation.   
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Appendix 1 – Letter of informed consent (pilot) 
 
Informationsbrev om pilotstudien för enkätundersökning om lässtrategier  
 

Hej! Jag heter Marika och jobbar här på din skola. Samtidigt är jag lärarstudent på Högskolan 

Dalarna och skriver ett examensarbete där jag ska göra en undersökning gällande elevers 

lässtrategier.  

 

Ditt deltagande i undersökningen är helt frivilligt. Du kan när som helst avbryta ditt 

deltagande utan att motivera varför. Det som förväntas av dig är att du tillåter mig undersöka, 

och fråga dig om dina lässtrategier i en enkät. Detta kommer inte kräva mycket tid av dig 

eftersom frågorna kommer vara korta och få. Du kommer aldrig att bli tvingad att svara på en 

fråga, det enda du behöver göra om du inte vill svara är att hoppa över frågan.  

 

Ditt deltagande kommer inte påverka ditt betyg på något vis och din undervisning kommer 

inte påverkas.  

 

Dina svar kommer att anonymiseras i studien, så ditt namn, skola eller andra uppgifter om dig 

kommer inte att finnas med. Bara jag kommer att veta vem du är, och de som tar del av min 

undersökning senare kommer inte få veta vem du är, vart du bor eller går i skolan. Dina 

uppgifter kommer aldrig användas av någon annan än mig, eller för något annat syfte än till 

denna undersökning.  

 

Svaren som lämnas av dig som ingår i testet (pilotstudien) av enkäter kommer inte att ingå i 

examensarbetet, men är ändå viktiga så jag får veta om enkäten fungerar eller inte. Jag vill 

dessutom försäkra att alla frågorna är enkla att förstå, och går att svara på. Du tillfrågas 

härmed om deltagande i undersökningen. 

 

Undersökningen kommer att presenteras i form av en uppsats vid Högskolan Dalarna och 

publiceras i forskningsdatabasen Diva. Resultatet kommer även offentliggöras för en grupp 

studenter vid en opponering som sker innan godkännandet av studien. Hela undersökningen 

kommer ni kunna läsa när den är klar. 

 

Ytterligare upplysningar lämnas av nedanstående ansvariga. Vid frågor om något som rör 

denna studie, hör i första hand av er till Marika Hedman. 

 

Marika Hedman    Katarina Lindahl 
Lärarstudent och undersökare   Handledare 

Högskolan Dalarna   Högskolan Dalarna 

Kontakt: h14mahed@du.se  Kontakt: kla@du.se, 023-******* 

 

Marika Hedman 

………………………………………………. 

Härmed godkänner jag medverkan i denna undersökning samt att jag fått både muntlig 

och skriftlig information gällande undersökningen 

 

Ort   Datum  Namnunderskrift  Namnförtydligande 

 

………………………………………………………………………………………………….. 

mailto:h14mahed@du.se
mailto:kla@du.se
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1. Var någon av frågorna i enkäten svår att förstå? 

 

Ja   

 

Nej 

 

 

Om ja, vilken/vilka? 

 

………………………………………………………………………………….. 

 

…………………………………………………………………………………... 

 

2. Upplevde du att någon av frågorna i enkäten var obehaglig eller kränkande? 

 

Ja 

 

Nej 

 

 

Om ja, vilken/vilka?  

 

……………………………………………………………………………………. 

 

…………………………………………………………………………………… 

 

3. Skulle något behöva ändras i enkäten? Ex. frågor, längden på enkäten, 

beskrivningarna osv…   

 

Ja 

 

Nej 

 

 

Om ja, vad skulle du ändra? 

 

……………………………………………………………………………………. 

 

…………………………………………………………………………………… 
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Appendix 2 – Letter of informed consent (for included participants)  
 
Informationsbrev om enkätundersökning om lässtrategier  
 

Hej! Jag heter Marika och jobbar här på din skola. Samtidigt är jag lärarstudent på Högskolan 

Dalarna och skriver ett examensarbete där jag ska göra en undersökning gällande elevers 

lässtrategier.  

 

Jag kommer att genomföra en enkätundersökning vid ett tillfälle. Ni som har valts ut är valda 

för att ni läser engelska som språkval (individuellt val) på gymnasiet. Du tillfrågas härmed om 

deltagande i undersökningen. 

 

Ditt deltagande i undersökningen är helt frivilligt. Du kan när som helst avbryta ditt 

deltagande utan att motivera varför. Det som förväntas av dig är att du tillåter mig undersöka, 

och fråga dig om dina lässtrategier i en enkät. Detta kommer inte kräva mycket tid av dig 

eftersom frågorna kommer vara korta och få. Du kommer aldrig att bli tvingad att svara på en 

fråga, det enda du behöver göra om du inte vill svara är att hoppa över frågan.  

 

Ditt deltagande kommer inte påverka ditt betyg på något vis och din undervisning kommer 

inte påverkas.  

 

Dina svar kommer att anonymiseras i studien, så ditt namn, skola eller andra uppgifter om dig 

kommer inte att finnas med. Bara jag kommer att veta vem du är, och de som tar del av min 

undersökning senare kommer inte få veta vem du är, vart du bor eller går i skolan. Dina 

uppgifter kommer aldrig användas av någon annan än mig, eller för något annat syfte än till 

denna undersökning.  

 

Undersökningen kommer att presenteras i form av en uppsats vid Högskolan Dalarna och 

publiceras i forskningsdatabasen Diva. Resultatet kommer även offentliggöras för en grupp 

studenter vid en opponering som sker innan godkännandet av studien. Hela undersökningen 

kommer ni kunna läsa när den är klar. 

 

Ytterligare upplysningar lämnas av nedanstående ansvariga. Vid frågor om något som rör 

denna studie, hör i första hand av er till Marika Hedman. 

 

Marika Hedman    Katarina Lindahl 
Lärarstudent och undersökare   Handledare 

Högskolan Dalarna   Högskolan Dalarna 

Kontakt: h14mahed@du.se    Kontakt: kla@du.se, 023-77 86 81 

 

Marika Hedman 

 

………………………………………………. 

 

Härmed godkänner jag medverkan i denna undersökning samt att jag fått både muntlig 

och skriftlig information gällande undersökningen 

 

Ort   Datum  Namnunderskrift  Namnförtydligande 

 

…………………………………………………………………………………………………... 

mailto:h14mahed@du.se
mailto:kla@du.se
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Appendix 3 – The survey 
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